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Abstract
Previous research has indicated that there is a possible relationship between
disproportionality in student discipline and high school dropout rate. Using discipline and
dropout data from a mid-Atlantic state school district, discipline disproportionality and dropout
rate amongst high school African American, Hispanic, and Caucasian male and females over a
period of four school years was examined. The findings indicated that there was indeed
discipline disproportionality among African American, Hispanic, and Caucasian students.
However, the evidence indicating a relationship between disproportionality and dropping out was
not conclusive. Based on the findings, implications for educational practice are advanced. In

addition, recommendations for further research are set forth.
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Chapter |

Introduction

Organization of the Study

The study is presented in five chapters. Chapter 1 introduces the study and includes the
background, the statement of the problem, the purpose of the study, the scholarly significance,
the practical significance, the research questions, the definition of key terms, and the literature
search process. Chapter 2 contains a summary of the relevant research literature that focuses on
the historical perspective of discipline in school, the discipline gap, the academic achievement
gap, suggestions for closing these gaps, the so-called pipeline to prison, and the dropout rate.
Chapter 3 includes a description of the extant student discipline data set for the school population
to be examined, the type of data to be assembled for analysis, and a summary of the data analysis
procedures to be employed. Chapter 4 presents the findings of the disaggregation and analysis of
the extant student discipline data set that was inspected. Chapter 5 presents the summary,

implications, and recommendations based on the evidence considered.

Background

For years, several different types of disciplinary measures have been administered by
educators in school systems to control the behavior of students. Schools typically respond to
disruptive students with external discipline, which consists of sanctions and punishments such as
office referrals, corporal punishment, suspensions, and expulsions (Osher, Bear, Sprague, &
Doyle, 2010). Some of these measures include physical and/or emotional abuse and even
corporal punishment (Middleton, 2008). Corporal punishment is often assumed to be an
uncontroversial and widely accepted means of maintaining school discipline (Middleton, 2008).

For centuries, teachers were quite vocal when dealing with the issue of discipline as he or
she may have administered the consequence to the student (Middleton, 2008). Conflicts over
school discipline in the past were mostly confined to the classroom and it seems that few pupils
complained to parents over their treatment (Middleton, 2008). Teachers generally favored caning
children upon the hand as a quick and easy way of administering punishment (Middleton, 2008).
As these guidelines varied from school to school, some actions included being paddled with a

piece of wood or being hit with an object like a bat or even a belt. Sometimes if a teacher did not



have an object with which to hit the student, he or she would result to slapping, kicking,
punching, or even shaking the child. Using these forms of discipline was intended to be a
motivating force for students to conduct themselves appropriately. Corporal punishment was
quick and effective and thus, a desirable form of motivation (Middleton, 2008).

As corporal punishment has been used as a form of discipline in school systems,
researchers have suggested that there may be a relationship between student discipline and the
dropout rate (Kunjufu, 2010). A problem that is distinctly affirmed in the United States is the
large percentage of students that do not complete high school (Alliance for Excellence
Education, 2010). African American males represent the highest dropout rate for high school
students. More than half (53%) of African American male students drop out of high school
without a diploma, compared to 22% of Caucasian males (Schott Foundation for Public
Education, 2010). Kunjufu (2010) has stated that approximately 100,000 African American
males drop out of high school each year; in some urban areas the African American male dropout

rate approaches 70%.

Statement of the Problem

Attempts to identify and examine the disproportionate numbers in student discipline
amongst African American males have resulted in interesting discoveries and suggestions
(Fenning & Rose, 2007; Wald & Losen, 2003). Despite the lack of conclusive evidence
supporting the claims that African American males display higher levels of disruptive behavior,
this group of students tends to be suspended and/or expelled at rates two to three times higher
than their counterparts (Skiba, Michael, & Nardo, 2000). The overrepresentation of ethnic
minority students, particularly African American males, in the exclusionary discipline
consequences of suspension and expulsion has been consistently documented during the past
three decades (Fenning & Rose, 2007).

Student discipline may stem from many causes such as issues of socioeconomic status,
the home life of the student, racial discrimination, teachers’ views towards minorities, and/or
school/district the zero tolerance policies (Skiba & Peterson, 2000). Given the remarkable
consistency of disciplinary action exacted on African American males, questions about their
personal dispositions, family backgrounds, and socialization would appear reasonable as

articulated in works by McWhorter (2000) and Monroe (2005). The afore mentioned researchers



have all made reference to the fact that it is possible that African American males receive more
disciplinary consequences because of teacher perceptions related to the student’s socio-economic
status and lack of parental involvement.

In order to resolve the problem that exists regarding the academic achievement and
discipline gaps, school wide plans, strategies, and initiatives should be in place in school systems
that will decrease the disproportionate numbers (Skiba & Peterson, 2000). School wide
discipline plans and behavior support teams build consistency and communication and have been
shown to be key elements in effective responses to disruptive student behavior (Skiba &
Peterson, 2000). Earning a high school diploma could counteract the fact that dropouts are much
more likely than their peers who graduate to be unemployed, living in poverty, receiving public
assistance, in prison, on death row, unhealthy, divorced, and single parents with children who
drop out from high school themselves (Bridgeland, Dilulio, & Morison, 2006).

Purpose of the Study

The primary purpose of the study was to analyze the disciplinary data for Albert County*
for the 2007-2008 school year through the 2010-2011 school year. Specifically, the intention
was to examine the patterns of disciplinary actions meted out to African American, Hispanic, and
Caucasian male and female students within Albert County to identify disproportional differences,
if any. Albert County Public School System was flagged for having disproportionate numbers in
student discipline amongst African Americans as well as disproportionate numbers in Special
Education for African Americans for the 2007-08 school years. The school years were examined
separately as a decrease in student discipline was noted from the 2007-09 school years in
comparison to the 2007-09 school years when the data were retrieved by Research and Planning.
The second purpose of the study was to examine the relationship between students’ involvement
in the student discipline system and the dropout rate.

Significance

Scholarly significance. Research has shown that a major concern in school systems
throughout our country is the overrepresentation in student discipline of minorities, especially

African American males (Fenning & Rose, 2007). Additionally, researchers have stated that

! Albert County Public School System is a pseudonym that will be used to refer to a county that exists in one of the
Mid-Atlantic States.



student discipline can contribute greatly to students dropping out of school, which may in turn
result in students becoming a part of the penal system (Texas Student Data System, 2011). The
potential scholarly significance of this study resides in whether the discipline disproportionality
observed in other school districts is found in Albert County and in whether the school dropout
rate in Albert County is related to discipline disproportionality.

Practical significance. Today, disruptive behavior from students interferes with
learning, diverts administrative time, and contributes to teacher burnout (Byrne, 1999; Kendziora
& Osher, 2009). Since 1992, forty-five states have passed laws making it easier to try juveniles
as adults, and thirty-one have stiffened sanctions against youths for a variety of offenses (Wald
& Losen, 2003). The tough approach to discipline that many schools have adopted to counteract
disruptive student behavior appears to have resulted in minorities being greatly overrepresented
among those most sternly dealt with by schools and mirrors the way youth are being treated in
the criminal justice system as well (Wald & Losen, 2003). The racial disparities among those
most severely sanctioned by these new laws and policies are similar to those found in student
discipline data (Wald & Losen, 2003). When compared to other races, the minority expulsion
and suspension rates, the numbers of minority children placed in special education, and the
numbers of minority children in advanced placement classes are disproportionate. Furthermore,
school suspension and expulsion has been consistently found to be a moderate to strong predictor
of school dropout (Skiba & Peterson, 2000).

Research Questions

Using an extant data set from the Albert County Public Schools, the following research
questions were addressed:

1. In Albert County Public Schools, what was the disproportionality, if any, in student
discipline, retention, disadvantaged and dropout for grades 9-10 and grades 11-12 for
African American, Hispanic, and Caucasian males for the 2007-09 and the 2009-11
school years?

2. In Albert County Public Schools, what was the disproportionality, if any, in student
discipline, retention, disadvantaged and dropout for grades 9-10 and grades 11-12 for
African American, Hispanic, and Caucasian females for the 2007-09 and the 2009-11

school years?



Definition of Key Terms

Several key terms have been used throughout the literature review and are defined to
facilitate understanding of their usage.

Classroom Management. Classroom management is an enterprise of creating conditions
for student involvement in curricular events and attention is focused on the classroom group and
on the direction, energy, and flow of activity systems that organize and guide collective action in
classroom environments (Osher et al., 2010).

Discipline Gap. The discipline gap refers to the frequent and severe sanction of minority
students in comparison to their non-minority peers (Monroe, 2005).

Disorderly Conduct/Fighting/Assaults/Threats. For purposes of this study,
fighting/assaults/threats are being defined as violations of the Student Code of Conduct in the Albert
County Public School System. These violations can result in consequences of suspension and
possibly expulsion.

Disproportionality. Disproportionality exists in the areas of special education
identification, advanced placement classes, and/or discipline when the percentage of students from
the group in such programs is greater or smaller than their percentage in the school population as a
whole (Virginia Department of Education, n.d.).

Dropout. For purposes of this study, dropout is being defined by the Albert County Public
School System as students who have attended school during one school year but did not return to
school the following year. The Virginia State Department of Education reports dropouts by using a
4-year, 5-year and 6-year cohort system, unlike the Albert County Public School System.

Integrity. For purposes of this study, integrity is being defined as the expectations of
students to perform honestly through the production of their own work. Additionally, students
should demonstrate respect for the belongings and rights of others, including but not limited to
staff members and volunteers.

Low Achievement Theory. Low achievement is seen as a cause for rejection of the
educational process and is framed as an individual psychological coping mechanism that occurs
regardless of experiences of cultural mismatch, discrimination, or institutionalized racism
(Gregory & Mosely, 2004). Therefore, Low Achievement Theory explains individual students’

coping strategies with the experience of academic failure (Gregory & Mosely, 2004). Low



achievement theory is a term used to describe the association between race and culture usually
resulting in the racialized academic achievement and discipline gaps (Gregory & Mosely, 2004).

School Discipline. For purposes of this study, school discipline is being defined as a term
often used to describe the process of molding someone to comply with the school rules. School
discipline addresses school-wide classroom and individual student needs through broad
prevention, targeted intervention, and development of self-discipline (Osher et al., 2010).

Suspension and Expulsion. Student suspension and expulsion reference a disciplinary
action that is administered as a consequence of a student’s inappropriate behavior, requiring that
a student absent him/herself from the classroom or from the school for a specified period of time
(Morrison & Skiba, 2001).

Zero Tolerance. In the early 1980s, zero tolerance was widely adopted in schools as a
philosophy or policy that mandates the application of predetermined consequences, most often
severe and punitive in nature, that are to be applied regardless of the gravity of the behavior, the

mitigating circumstances, or the situational context (Skiba & Peterson, 2000).

Research Literature Search Process

The search of the research literature employed a variety of methods. Google was used to
initiate the search using terms such as discipline, minority students, zero tolerance policy,
disproportionality, African American male, suspension, expulsion, and overrepresentation. A
search of more recent and up to date articles and information was conducted using sources
through the libraries of Virginia Tech including ERIC, Educational Research Complete, and
Informaworld using the terms African American males, minorities, achievement gap, and
discipline gap. Additionally, information was gathered from published research studies and

books.

Conceptual Framework

The conceptual framework is a depiction of the potential track that results in
disproportionate numbers of minority students being involved in school discipline and ultimately
dropping out of school. The components include: (a) disproportionality in student suspensions
and expulsions, (b) disproportionality in other aspects of student discipline (e.g., Retention), (c)

Poor Home Life, (d) Absences, (e) Academic Achievement Gap, (f) Discipline Gap, (g) Pipeline



to Prison, and (h) Dropout. Figure 1 depicts the relationships among the components and the
possible track to ultimately dropping out of school. Specifically, the conceptual framework
suggests that disproportionality of student suspensions and expulsions and disproportionately in
other aspects of student discipline such as retention, poor home life, and absences all play a role
in producing the commonly observed academic achievement and discipline gaps as well as the
so-called pipeline to prison phenomenon. Additionally, the latter components could be major
factors in students dropping out of school. For example, researchers have consistently found that
minority students have higher numbers of suspensions and expulsions, experience poor home
lives possibly due to socio-economic status, and have a higher number of absences than their
peers and that minority students tend to have higher dropout rates (Gregory & Moseley, 2004;
Mendez & Knoff, 2003; Rausch & Skiba, 2004). Although researchers have not determined
whether or not these risk factors are equally responsible for producing the academic achievement
gap commonly found and other such outcomes, researchers have stated that it appears that these
risk factors directly affect a student’s academic and discipline outcomes and may well be directly
related to students dropping out of school (The Civil Rights Project/Advancement Project, 2000).
The relevant empirical research relative to each component of the conceptual model is

discussed in the literature review presented in Chapter 2.
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Figure 1. The relationship between student discipline disproportionality and the high.



Chapter 11
Review of the Research Literature

Introduction

First, the policies and procedures that are used when disciplining students are reviewed
and followed by a presentation of the evidence relating to the socio-economic status of students
and social factors that contribute to student discipline. In addition, possible reasons suggested in
the literature related to why minority students are disproportionately represented in student
discipline systems are summarized. Additionally, solutions to closing the academic and

discipline gaps are included in this chapter.

Historical Perspective of Discipline in Schools

In contrast to previous use of corporal punishment, today our school systems and most
stakeholders advocate for disciplinary policies and procedures that focus on positive praise and
reinforcement (Middleton, 2008). An early response model of school discipline assumes that
there is no one simple solution that can address all problems of school disruption (Skiba &
Peterson, 2000) and emphasizes a comprehensive program to build positive prosocial behavior,
rather than merely punishing inappropriate behavior (Skiba & Peterson, 2000). Advocates of
using suspension as a mechanism to address school disruptions have suggested that removing
disruptive students will create an environment in which teachers can teach and students can learn
(Martinez, 2009).

Discipline Gap

The overrepresentation of ethnic minority students, particularly African American
males, in the exclusionary discipline consequences of suspension and expulsion
has been consistently documented during the past three decades (Fenning & Rose, 2007).
Reasons for the discipline gap have not yet been determined by researchers but factors such as
teacher perceptions and the socio-economic status of students have been suggested (Monroe,
2005; Skiba & Peterson, 2000). When students are intellectually immersed in the academic tasks

at hand and hold positive feelings about their schools, teachers, and roles as students, they are
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more likely to become productive students (Monroe, 2005). It is possible that if educators
examine student behaviors as issues related to the student’s culture, students may benefit from
teaching multi-culturally as well as become enlightened about cultures outside of their own
(Monroe, 2005).

Monroe (2005) noted that often times educators stereotype African American male
students because of the student’s demeanor, previous discipline/behavior issues, and simply
because educators are not able to relate to the issues and problems that African American males
often bring to school that may center on their socio-economic status. Monroe identified three
conditions that relate to the disparities in school discipline: race and class privilege, the
criminalization of African American males, and the zero tolerance policies. Monroe highlights
race and class privilege by mentioning that because White and middle-class individuals occupy
most positions of power in educational settings, decisions concerning behavioral expectations
and infractions are set forth by a culturally-specific block (Monroe, 2005) that often differs from
that of the students. Therefore, she notes, the policies and procedures that are created in school
systems are reflected by those who are not culturally aware of the behavioral norms that some
African American males possess, which results in some educators stereotyping students. Monroe
mentions that the behaviors of some African American males may fuel pejorative stereotypes
that distinguish African American males as troublesome and threatening and ultimately results in
criminalization of African American males.

Based on data that were reported by Monroe (2005), she noted that African American
males are statistically two to five times more likely to be suspended that their White
counterparts. Additionally, findings in Monroe’s study indicate that teachers confine reprimands
and punitive consequences to African American males even when students of other races engage
in the same unsanctioned behaviors (Monroe, 2005). Monroe also reported that African
American males receive harsher punishments that their peers, often for subjectively defined
offenses and that the inequities in school discipline are most pronounced amongst African
American male students.

Teacher's views on the over-representation of African American students in
discipline systems. Cultural conflicts among students and teachers may cause
misunderstandings that could be the root of disproportionate discipline (Monroe, 2005). Monroe

noted in her study that the views of black males largely emanated from environmental dynamics
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that describe how young African American males’ identities were perceived both inside and
outside their communities. Monroe further stated that teacher educators and professional
development specialists should examine how student outcomes may be influenced by specific
tactics, underlying perceptions, and cultural socialization. Along these lines, a great deal of the
research on teacher views has compared the opinions of African American and Caucasian female
teachers on the social and classroom skills of African American and Caucasian school aged
children (Davis, 2003; Monroe, 2005; Neal, McCray, Webb- Johnson, & Bridgest, 2003). These
studies have collectively revealed that some teachers perceive African American males to be
inferior academically, to lack sufficient social and leadership skills, and to often be exceedingly
hostile and aggressive in the classroom.

In a qualitative study to examine the connection between race and the views of teachers
about the students in the discipline system in schools, Gregory and Mosely (2004) reported
information they obtained at a high school in a large, urban area in the United States. At the high
school they studied, approximately 37% of the students were African Americans, 37%
Caucasian, 11% Latino, 9% Asian, 0.5% American Indian, and 1% Filipino. At the time of the
study, the teaching staff was 73% Caucasian, 15% African American, 4% Asian, and 6% Latin.
Qualitative interviews were conducted to identify the teachers’ beliefs regarding the reasons for
discipline problems related to race and culture. The researchers desired to reflect the teaching
staff as a whole in accordance to the average number of years of teaching experience, race and
gender, and various departments. Therefore, within these categories, 19 teachers were randomly
selected. The targeted teaching staff consisted of 14 Caucasian teachers, four African American
teachers, and one Latino teacher; 58% were female and 42% were male. The average years of
teaching experience was approximately 11 years with 42% of the teachers having taught between
one and five years and 58% of the teachers having taught six or more years. Gregory and
Mosely’s final sample drew from six of the 12 departments in the high school including English,
Math, Science, Special Education, Ethnic Studies, and English Language Learners. The
interviews were approximately 40 minutes long and the teachers were asked to discuss their
understanding of the causes of discipline problems and how they chose to handle them.

Gregory and Mosely (2004) conducted thematic analyses of the transcribed interviews to
develop a coding scheme of implicit discipline theories. Then, the coding scheme was applied

systematically to all of the interviews by three trained undergraduates. The coders were also
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asked to identify all of the statements from the teachers that indicated why discipline problems
occurred and to place each statement within a particular type of implicit theory about the causes
of discipline. Additionally, each teacher was coded as either mentioning or not mentioning a
particular discipline theory at least one time. All three coders rated all of the transcripts and the
team was able to calculate the reliability of the coding scheme using Cohen’s kappa. The range
of the kappas was from .68 to 1.00 with an average of .81. The moderate to high kappas indicate
that the coding was reliable.

Gregory and Mosely (2004) found that most of the statements given by teachers as to
why students have discipline problems could be summarized in the following categories:
adolescent development, low achievement, community and culture deficit, school organization
and school culture, and teacher beliefs and practices. The findings could be interpreted to mean
that the teachers shared a variety of reasons for discipline problems, with the student as well as
the school system being the root of the problem. It was noted that culture and community deficit
theory focuses on what African American students bring with them into the school setting and
the deficit contributes greatly to their discipline problems. A Caucasian female teacher
explained that, “African American kids in my class come from lower socioeconomic
backgrounds and have a lot more problems, home problems” (Gregory & Mosely, 2004, p. 23).
From Gregory and Mosely’s framework, the authors noted that the overrepresentation of African
American males in the discipline system is linked to the effects of increased stress and lack of
parental support. They also noted that students who experience a lack of monitoring from
parents, live in high-conflict homes, are exposed to neighborhood violence, may bring stress,
fatigue, and more destructive behavior patterns to the school setting than do students who do not
experience such things (Gregory & Mosely, 2004).

Gregory and Mosely (2004) stated that some teachers felt that a lack of role models who
are academically oriented and also possess self-fulfilling prophecies are connected to the higher
rates of disciplinary problems among African Americans. Teachers interviewed shared that
when classrooms were over populated with students, students sometimes lack accountability for
their behavior. Several teachers also mentioned that coworkers approach discipline
inconsistently in their classrooms, which sent mixed messages and confused the students.

Gregory and Mosely’s findings suggest that most disciplinary action is initiated in the

classroom vyet little is known about how teachers conceptualize race and culture in relation to
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why discipline problems arise. Similarly, Bailey and Monroe (2002) have reported that cultural
differences between African American students and their teachers due to diversity as well as
expectations may provoke inappropriate responses of teachers that may incite further disruptive
behavior on the part of the student. Bailey and Monroe also noted that it is important for
teachers to understand that culturally motivated actions can be construed as negative, but that
teachers can choose to respond in a way that will constitute positive interaction. Bailey and
Monroe pointed out that multicultural education, a relatively recent appearance in the Western
education, seeks to find solutions to variations in achievement in schools between students of
diverse cultures. They further suggest that there is a mismatch between pedagogy and culture,
i.e., that a change in teacher attitude and pedagogy will make a difference in achievement of
minority students.

The zero tolerance policy. Zero tolerance policies originated from state and federal
drug enforcement policies and refer to policies and procedures that promote severe punishment
for disruptive behaviors (Skiba & Peterson, 2000). The term zero tolerance was initially used
when recorded in the Lexis-Nexis national newspaper database in 1983. At this time, the Navy
reassigned 40 members of a submarine crew due to suspicion of drug abuse. Zero tolerance was
later used by attorneys authorizing officials to seize automobiles and passports of anyone who
crossed the border with drugs. Yet, just as the early zero tolerance drug programs in the
community were being phased out, the concept was beginning to catch on in public schools
(Skiba & Peterson, 2000). Zero tolerance procedures were being adopted by school boards
throughout the country for reasons that ranged from school/campus disruptions to drugs and
weapons violations. By 1993, zero tolerance policies were being adopted by school boards
across the country often broadened to include not only drugs and weapons but also tobacco-
related offenses and school disruption (Skiba & Peterson, 2000). The federal government
intervened in 1994 and mandated the Gun-Free Schools Act, which stated that an expulsion is
equivalent to dismissal from school for one calendar year for students who possess a weapon and
a referral of students who violate the law to the juvenile or criminal justice system (Skiba &
Peterson, 2000). However, several of the zero tolerance policies and procedures that have been
implemented in the school systems across the country have not proven to increase school safety
or change student behavior in schools (Skiba & Peterson, 2000). In addition, a disturbing

characteristic of the zero tolerance policy has been the disproportionate number of students who
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are mostly poor male African Americans to whom the policy has been applied (Skiba &
Peterson, 2000).

Lewis, Butler, Bonne, and Joubert (2010) investigated the disciplinary patterns of African
American males and responses from stakeholders in a Midwestern urban school district
regarding the impact discipline may have on academic achievement. Lewis and colleagues used
data for the 2005-2006 school year retrieved from the district’s Research Department pertaining
to disciplinary roles, sanctions, and infractions of African American males. They found that the
student population during the 2005-2006 school year consisted of 33,301 students of which 21%
were African American, 25% were Caucasian, and 49% were Hispanic. For all grade levels, the
total population for African American male students was 3,586 students.

The major goal of Lewis et al.’s (2010) investigation was to focus on the status of the
African American males in regards to improving academic achievement on a district and a
national level. Additionally, the goal of the authors was to examine the disciplinary patterns of
the African American males in comparison to their peers as a tool to establish effective discipline
techniques. The main research question was, “What is the resulting impact of disciplinary
patterns and school district responses regarding African American academic achievement?”
(Lewis et al., 2010, p. 11). Further, the authors put forth the following four objectives:

(a) to investigate all behavior occurrences among African American males in comparison

to their peers during the 2005-2006 academic school year; (b) to detail the discipline

responses recommended by the school district for these offenses; (c) to calculate the total

amount of class time missed as a result of school district prescribed resolutions; and (d)

to provide a connection to performance on standardized test reporting for the larger

African American student population in this urban school district (Lewis et al., 2010, p.

7).

Lewis and colleagues (2010) also focused on the school discipline measures with an
emphasis on the zero tolerance policy then in place. The authors suggested that when students
received disciplinary consequences that resulted in suspension, often times it had a negative
effect on them academically. In sum, Lewis et al. noted that it was plausible to contend that the
dismal state of student performance among some African American students was potentially an

unintended consequence of the implementation of the zero tolerance policy (Lewis et al., 2010,
p. 9).



15

Additionally, Lewis et al. (2010) identified and compared the negative behavior that
occurred for African American males to that of Caucasian males. The rate ratio, also known as
the relative risk ratio compared the risk index of one group to that of the comparison group. The
risk index was calculated by dividing the number of students of a particular group (e.g., African
American males) in a certain category or placement (e.g., those cited for disciplinary action) by
the total population of students within the group. Once the relative risk ratio has been
determined, it is then possible to mathematically estimate the degree of overrepresentation.
(Lewis et al., 2010). If the relative risk ratio is equal to one, then the index can be interpreted to
indicate that the individual risk of one group is similar to that of the comparison group. If the
relative risk ratio is less than one, the index can be interpreted to indicate underrepresentation
with respect to the comparison group. If the relative risk ratio is greater than one, the index can
be interpreted to indicate overrepresentation with respect to the comparison group (Lewis et al.,
2010). The relative risk ratio was used to compare the risk index of one group to the other. The
formula used was:

Risk Index = Total # of a Particular Group of Students within a Category
Total # of Students within the Group

The following formula was used to calculate the relative risk ratio:

Relative Risk Ratio = Risk Index Specific Group

Risk Index Comparison Group

The findings of Lewis et al. (2010) were aligned with prior research (e.g., Monroe, 2005;
Rausch & Skiba, 2004) regarding the disproportionate disciplinary practices used pertaining to
African American male students although they exhibit no more misbehavior in the classroom
than other students. Additionally, Lewis and colleagues noted that African Americans received
more severe punishments and disciplinary consequences than Caucasian students. Because of the
severe punishments, African American students are suspended more often than Caucasian
students, which caused them to miss more school days as well as the opportunity to learn. As
there were 3,587 African American male students in district at the time the study was conducted,
3,714 school days were missed by African American males during one school year (Lewis et al.,
2010). As the focus of the study was on African American males, findings were not reported for
Hispanic males, although they were the majority subgroup in this study. However, the data in

the study noted that the number of behavior infractions and behavior sanctions for Hispanic
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males were proportionate with African American males but disproportionate to that of Caucasian
males who had fewer infractions and sanctions than African American and Hispanic males.

Lewis et al. (2010) found that academically, less than 48% of African American males in
the district performed at proficient or advanced levels in reading. For fourth, seventh, and ninth
grades, only 36% of African Americans performed at a proficient or advanced level. Less than
36% of African American students performed at proficient of advanced in writing and 23% of
African American students scored at the proficient or advanced level. Less than 19% of eighth
graders scored proficient or advanced in the area of science and only 7% of ninth and tenth
graders met the proficient and advanced standards in the area of math.

Program/parental support. Gregory and Mosely (2004) have reported evidence that
students who experience a lack of monitoring from parents, live in high-conflict homes, and are
exposed to neighborhood violence may bring stress, fatigue, and more destructive behavior
patterns to the school setting than students who do not experience these factors. In the 2008
Schott Foundation for Public Education report, researchers indicated that implementing
programs that increase parental engagement, that provide specialized counseling for students and
families, and that offer after school college-preparatory activities and other supports also play a
major role in the success of the student. Skiba and Peterson (2000) also note that when school
systems implement comprehensive programs that improve the overall school climate and reduce
minor disruptions, schools may also be reducing the risk of more serious violent incidents that
appear to be associated with higher levels of disruption. Various segments of the community
such as the media, business persons, religious leaders, public servants, senior citizens, retired
professionals, skilled craftsmen, and members of civic organizations should be actively recruited

to serve as school volunteers (Jenkins, 2006).

Academic Achievement Gap

Implementing programs in school systems that are conducive and beneficial to student
learning and gaining the support of parents could assist in closing both the discipline and
academic achievement gaps (Schott Foundation for Public Education, 2008). Wald and Losen
(2003) have reported that across the country, students in high-poverty, high-minority schools are
routinely provided fewer resources, qualified teachers, and advanced-level courses than their

more affluent Caucasian peers and often display lower levels of academic achievement.
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Predicated on class divisions and race, the academic achievement gap is a part of a legacy that
intertwines family and individual resources with social, school quality, and educational
opportunity (Wald & Losen, 2003). Regardless of where the blame is placed regarding the
cause(s) of the achievement gap, research findings indicate that schools and families can make a
difference in closing it (Kober, 2001; McCombs, 2000).

Haycock (2012) states that our country has become comfortable with blaming the
achievement gap on poverty and family problems. Regardless of the reason, Haycock notes that
the gap must be addressed and mentions the importance of educators understanding that all
students can achieve at high levels and instilling this belief in a child can transform the trajectory
of students' lives.

Additionally, Haycock tells of a success story that a school in Mount Vernon, Alabama
has experienced. For years, the students in that rural community, particularly Native Americans,
have been viewed as high school dropouts. After undergoing a change in leadership, the
administration found it necessary to raise the academic bar of excellence for the students at the
school in Alabama. More attention was given to reading and math instruction, data were closely
monitored, native languages were taught and remediation was increased. Because of the
different strategies and techniques that were implemented, an increase in academic achievement
was noticed. The school is now known for highest rates of proficiency in reading, math, and
science in Alabama and it is also a model school for all public schools. Haycock points out that
the achievement gap that previously existed in this school has been corrected and is attributed to
setting high standards and expectations for students, analyzing and disaggregating student data to
target student needs to ensure that the rigor and relevance of the curriculum is rich and to provide
meaningful staff development workshops and sessions for teachers. Haycock suggests that the
available evidence is clear that implementing these techniques and lessons will close the
academic achievement gap.

In reference to closing the academic achievement gap, Noguera (2012) notes that the
discipline and academic gaps have become so common and widespread amongst African
American and Hispanic males that that are no longer alarming to many educators. Noguera
highlighted practices and programs that have been implemented throughout the country that
focus on closing the gap that exists between African American and Hispanic males and their

peers. He states that causes of the gap center around issues such as students coming to school
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sick, hungry, and without adequate housing as well as a lack of social and emotional support
from their families. However, Nogeura also suggests that in spite of the causes of the gap, our
country has started focusing on the issue and is making strides to close the gap. For example, he
mentions that in August of 2011, Mayor Bloomberg of New York and philanthropist George
Soros donated millions of dollars in public funds to a plethora of initiatives that focus on closing
the academic gap amongst Hispanic and African American males. Additionally, Noguera
provides information pertaining to single sex schools specifically designed for young males of
color and how they may be beneficial for these males who are not soaring academically.
Noguera notes that hundreds of same sex schools exist in our country that are designed to serve
African American and Hispanic males with the assumption that the gap can be closed if these
males are separated from the rest of the population. The schools that Noguera highlights focus
on mentoring and counseling programs, designing a prescribed curriculum, and implementing
interventions that support these minority male students.

Noguera (2012) states that closing the academic achievement gap amongst African
American and Hispanic males is doable as seen by several schools across the country, such as the
Frederick Douglass Academy, the Thurgood Marshall Academy, and the Eagle Academy in new
York whose graduation rates amongst African American and Hispanic males have been high for
several years. The recipe for success includes creating cultures and environments that counteract
a negative lifestyle, focusing on the importance of learning and being successful, assisting
students in overcoming their obstacles, actively engaging and involving parents and community
members, and meeting the needs of the students (Noguera). Noguera emphasizes the fact that,
“the continued failure of so many young men not only increases the likelihood that they’ll end up
in prison permanently unemployed, or dead at an early age, but that our society will accept such

conditions as normal. As that begins to occur, all of us are endangered” (Noguera, 2012, p.12).

Pipeline to Prison

In order for all students to be given the opportunity to learn, the student must be afforded
the opportunity to receive an education (Texas Student Data System, 2011). When students are
excluded from school, they are allowed to spend unsupervised time in the streets in their
communities, which jeopardizes their social success (Schott Foundation for Public Education,

2010). Out-of-school suspensions in many cases lead to students ending their school careers
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before graduation (Schott Foundation for Public Education, 2010). Expelled and suspended
students are also at a greater risk for having encounters with the legal system (Wald & Losen,
2003). The overrepresentation of African American males in student discipline mirrors the
overrepresentation of African American males in the criminal justice system as well (Wald &
Losen, 2003).
Three-quarters of state prison inmates are dropouts, as are 59% of federal inmates. In
fact, dropouts are 3.5 times more likely than high school graduates to be incarcerated in
their lifetime. African American men are disproportionately incarcerated. Of all African
American male dropouts in their early 30s, 52% have been imprisoned. Nationally, 90%
of the 11,000 youth in adult detention facilities have no more than a 9™ grade education
(Martin & Halperin, 2006, p. vii).
Researchers Wald and Losen (2003) report that many students become a part of
the penal system because of their negative school-related behavior. As opposed to school
systems handling incidents related to student disruptive behavior, such as fighting, many
schools involve the juvenile court systems in dealing with such student behavior (Wald &
Losen, 2003). Wald and Losen note that often times involving the juvenile justice system
is an indirect path that leads students to drop out of school. Since 1974, an increase has
been seen in the presence of police in schools and the enactment of new laws mandating
the referral of children to law enforcement authorities for a variety of school code
violations (Wald & Losen, 2003). Some researchers (e.g., Kunjufu, 2010) have posited
that if school systems were to change their present policies and procedures regarding
student discipline and avoid involving the penal system, students may not drop out of
school.
Researchers at the Schott Foundation for Public Education reported in 2008 that
the crisis of the education of African American males sits squarely in the middle of the
crisis that America faces as it works to create a world class public education system that
will support and maintain the values of a fair and equitable democratic society. African
American males have consistently low educational attainment levels, are more
chronically unemployed or underemployed, are less healthy and have access to fewer

health care resources, die much younger, and are many times more likely to be sent to jail
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for periods measurably longer than males of other racial/ethnic groups (Kunjufu, 2010;
Martin & Halperin, 2006; Schott Foundation for Public Education, 2008).

The Dropout Rate

Addressing our country’s high school dropout rate crisis is a key strategy for economic
growth in our country (Kunjufu, 2010; Martin & Halperin, 2006). Raising the bar for
educational outcomes not only increases incomes for individuals who earn degrees but these
gains improve the economy on local, state, and national levels (Alliance for Excellence
Education, 2010).

In 2010, New Jersey was the only state with a measurable African American male high
school graduation rate greater than 65% (Schott Foundation for Public Education, 2010).
Researchers at the Schott Foundation for Public Education (2010) reported that African
American males, in the United States, are not always given the same academic chance as other
males. The 2010 Schott Foundation for Public Education researchers reported that Caucasian
male students are more than twice as likely to be placed in gifted/talented programs than are
African American male students, while the latter are more than twice as likely to be classified as
mentally retarded, in spite of research demonstrating that the percentages of students from all
groups are approximately the same at each intelligence level. In addition, 2010 Schott
Foundation for Public Education researchers found that more than four times as many Caucasian
male students take advanced placement mathematics and science classes as African American
male students.

They are punished more severely for the same infractions as their Caucasian peers. On

average, more than twice as many Caucasian male students are given the extra resources

of gifted and talented programs by their schools as African American male students.

Advanced Placement classes enroll only token numbers of African American male

students, despite The College Board urging that schools open these classes to all who

may benefit. In districts with selective, college-preparatory high schools, it is not
uncommon to find virtually no African American male students in those schools. Finally,
the national percentage of African American male students enrolled at each stage of
schooling declines from middle school through graduate degree programs. (Schott

Foundation for Public Education, 2010, p. 4).
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Since the issue of the dropout rate has been a topic for several years, researchers at the Schott
Foundation for Public Education noted in 2010 that in 2007-2008, Virginia’s graduating cohort
for African American males was 49% as compared to 73% of their Caucasian male peers.

The dropout rate not only has an effect on the student but it also has an effect on the

economy (Martin & Halperin, 2006).

The U.S. would save $41.8 billion in health care costs if the 600,000 young

people who dropped out in 2004 were to complete one additional year of

education. If only one-third of high school dropouts were to earn a high school

diploma, federal savings in reduced costs for food stamps, housing assistance, and

Temporary Assistance for Needy Families would amount to $10.8 billion

annually (Martin & Halperin, 2006, p. viii.).

Over the course of his or her lifetime, a high school dropout earns, on average, about $260,000
less than a high school graduate (Skiba & Peterson, 2000). Dropouts from the Class of 2008
alone cost the nation more than $319 billion in lost wages over the course of their lifetimes
(Wallace, Goodkind, Wallace, & Bachman, 2008). Some of these expenses are due to the costs
of Medicaid and other expenditures for uninsured health care over the course of their lives
(Wallace, Goodkind, Wallace. & Bachman, 2008).

Although the available research has not identified the single reason why students drop out
of school, the factors that contribute to the drop-out rate include a poor transition from middle
school to high school, deficiency of basic skills, and the lack of student engagement that takes
place in the classroom (Townsend, 2000). For example, researchers have reported that many
students are not given the extra support they need to successfully make the transition to high
school (e.g., Reynolds, Skiba, Graham, Sheras, Conoley & Garcia-Vazquez, 2008). As a result,
over one third of all dropouts are lost in the ninth grade (Reynolds et al, 2008).

Bridgeland, Dilulio, and Morison (2006) conducted focus groups of students who
dropped out of high school as well as surveyed young adults between the ages of 16-25 who
were identified as high school dropouts in 25 different areas throughout the United States. The
interviews were conducted in the suburbs, small towns, and large cities that had high dropout
rates. While no one reason why students drop out of school was identified, Bridgeland and
colleagues found several reasons for dropping out were reported by dropout students including: a

lack of connection to the school environment, a perception that school is boring, a feeling of
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being unmotivated, academic challenges, and the weight of real world events. Further,
Bridgeland et al. found that nearly half (47%) of those interviewed said a major reason for
dropping out was that classes were not interesting. Nearly 7 in 10 of the interviewees (69%)
indicated they were not motivated or inspired to work hard; a third (32%) reported they had to
get a job and make money; 26% related they had become a parent; and 22% told the interviewers
that they had to care for a family member. Thirty-five percent said that “failing in school” was a
major factor for dropping out (Bridgeland et al., 2006.). Teen pregnancies, substance abuse,
absenteeism, truancy, suspensions, and expulsion may have also contributed to dropping out.
When interviewed, approximately 65% of the dropouts stated that while they were in school,
they skipped several classes and also engaged in extended lunch periods during the school day.
Many of the students (38%) felt that they had too much freedom and fewer rules administered by
the faculty and staff. In sum, the results indicated that the top five reasons students reported that
they left school were: classes were not interesting, they missed too many days of school and
were not able to remain on task academically, they spent time with people that were not
interested in excelling academically, too much time was given to students in schools with less
focus on rules in school, and they were failing in school. Overall, Bridgeland et al. found that
most students who dropped out of school could have been successful if they would have stayed
in school.

In reference to parental involvement, Bridgeland et al. (2006) found that 59% of the
guardians were involved in their student’s schooling, while only 21% were “very” involved.
Other students (68%) stated that their parents became more involved after it was brought to their
attention that their child was in danger of dropping out of school. The students who had dropped
out felt that their parents were not always aware of their academic progress in school and, if they
had been, the student could have possibly excelled academically. Students who said that their
parents were not involved in school were more likely to drop out in the first two years of high
school than those who said their parents were involved even when they were not in trouble.
Students also felt that their parents were involved in their educational career during their middle
school years, but their involvement decreased during their high school years.

When students were asked to give suggestions as to solutions to decrease the dropout
rate, Bridgeland et al. (2006) found that their answers included: improving the curriculum to

enhance student learning, improving classroom support for struggling students, encouraging the
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adults in the school to build better relationships with the students, improving the school climate,
and increasing and improving the communication between the schools and the parents. In

hindsight, young people who dropped out of school almost universally expressed great remorse
for having left school and expressed strong interest in re-entering school with students their age.

In a study guided by the Curry School of Education in partnership with the Virginia
Department of Education and the Department of Criminal Justice Services, researchers analyzed
the average dropout rates from 287 high schools in Virginia for the school years 2006-2007 and
2007-2008 (University of Virginia Curry School of Education, 2008). The purpose of the study
was to identify policies and procedures in high schools in Virginia that were effective. What the
researchers found and reported was that schools that use suspension most frequently tended to
have high dropout rates.

Table 1 below presents a scatterplot that displays the average dropout rate that was found
to be correlated (r=.50) with the short term suspension rate (University of Virginia Curry School
of Education, 2008). The researchers also used a hierarchical multiple regression and
determined that a school’s suspension rate, which was inclusive of short-term and long-term
suspension as well as expulsions, frequently foreshadowed dropout rates for schools. In addition,
the researchers found that the relationship between suspension rates and dropout rates was
measurable even after the number of students that qualified for free/reduced meals, the number
of minority students, the number of students identified as being at-risk, and the average per pupil
expenditure for the school district were taken into account. In short, the researchers found that
when suspension was administered to students more frequently, the dropout rate for Caucasian
and African American students tended to be higher. The results suggest that the dropout rates in
high schools could be reduced by placing less emphasis on suspension as a disciplinary
consequence and using alternative consequences that do not involve school removal as a means
of dealing with disruptive student behavior (University of Virginia Curry School of Education,
2008).
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Table 1

Correlation of Suspension Rate with Dropout Rate

Correlation of Suspension Rate with Drop Out Rate ( r=.50)
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Summary of Research

In summary, the review of the relevant research literature provides information regarding
the disproportionate numbers in student discipline and the dropout rate amongst African
American and Hispanic students. Data from qualitative and quantitative studies conducted by
researchers were reported in this study. Findings from these researchers included possible
reasons the academic and discipline gaps exist which included interviews of teachers,
administrators, students and students who dropped out of school. (Gregory & Mosely, 2004;
Bridgeland, Dilulio & Morrison, 2006) Findings in this study also included possible suggestions
for closing the academic achievement and discipline gaps and decreasing the dropout rate
(Haycock, 2012; Noguera, 2012; Wald & Losen, 2003; Schott Foundation for Public Education,
2008 & University of Virginia Curry School of Education, 2008). Suggestions in combating both
the academic achievement and discipline gaps based on researchers’ findings include ecological
approaches to classroom management, school wide positive behavioral supports, and positive
youth development (Osher et al., 2010; Skiba & Peterson, 2000; Townsend, 2000).
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Chapter 111
Methodology

Introduction

The purpose of the research was to examine extant data to determine the degree of
disproportionality, if any, in student discipline for grades 9-10 and 11-12 for African American,
Hispanic, and Caucasian males and females for the 2007-09 and the 2009-11 school years in the
Albert County Public Schools. Additionally, utilizing the extant data, the relationship between
the disproportionality of student discipline and the high school dropout rate was examined. The
following paragraphs detail the research questions that were addressed, describe how the
research was conducted, identify the population, and establish the design, data collection, and

data analysis procedures. The chapter concludes with a summary.

Population

The population of interest for the study consisted of all high school students enrolled in
grades 9-12 who attended the nine Albert County high schools during the 2007-2008 school year
through the 2010-2011 school year. The 2007-08 school year was targeted by the researcher as
the Albert County School System was targeted by the State Department of Education for having
disproportionate numbers in student discipline for African Americans as well as disproportionate
numbers in Special Education and African Americans. During the time period examined, Albert
County enrolled a total of 55,266 African American, Hispanic, and Caucasian male and female
high school students. Of these students, 11,867 were African American males, 1,276 were
Hispanic males, 14,705 were Caucasian males, 11,606 were African American females, 1,151

were Hispanic females, and 14,661 were Caucasian females.

Design

The study mined existing data sets (Kantardzic, 2003) consisting of student data on race,
gender, socioeconomic status, and dropout rates to address the research questions posed. By
employing descriptive and inferential quantitative data analysis methods, anomalies and/or

disproportionality in patterns of student discipline for subgroups, if identified, were examined
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and analyzed. For example, race, gender, and reported discipline infractions were inspected for

patterns of associations using chi-square analysis procedures.

Data Collection

The data examined consisted of extant student information compiled and maintained by
the Department of Research and Planning in the Albert County Public School System. No
personal information regarding any student was obtained from the Department of Research and
Planning nor was any individually identifying information collected directly from any students in
the school division. In addition, the identities of all schools were coded to protect anonymity. A
detailed description of data was assembled to address each of the research questions and is
presented below.

Approval from both the Internal Review Board (IRB) at Virginia Tech and the Albert
County Public School System was sought prior to conducting the study. Upon receiving IRB
approval from Virginia Tech, a proposal was submitted to the Director of Research and Planning
for approval to obtain, examine, and report analyses of anonymous student information involving
student disciplinary infractions such as Disorderly Conduct/Disruptive Behavior,
Fighting/Assaults/Threats, and Integrity for the combined 2007-09 and the combined 2009-11
school years in the Albert County Public School System (see the Research Survey Approval
Application in Appendix A). Located in Appendix B is an excerpt from the county’s Code of
Student Conduct, which provides a synthesis of the consequences for behavioral infractions that
were approved by the members of the county’s School Board. Upon receiving the necessary
approvals, the Department of Research and Planning in the Albert County Public School System
provided the requested extant disciplinary data via Excel spreadsheets which were uploaded to
the Statistical Package for Social Science (SPSS)-Version 19 for disaggregation and analysis.

In reference to validity and reliability of the extant data, The Department of Research and
Planning audits the countywide discipline data every marking period. The Department relies on
the feedback from the administrators in each school to ensure that the coding for each incident is
correct. Each nine weeks, the Department sends a hard copy of all entries to all schools for each
administrator to review his/her entries that were made during that particular nine week period. If
an entry is questionable, the Department then flags the entry and requests the administrator make

the necessary changes/corrections to the entry. Additionally, Central Office personnel provide
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discipline training for the administrators in Albert County which includes information as to how
disciplinary infractions are to be coded and entered in the computer. All discipline reports,
which include suspension and expulsion reports, are archived throughout the year by the
Department. This information was shared with the researcher by the personnel in the Department
of Research and Planning in the Albert County Public School System.

Research Question 1. In Albert County Public Schools, what was the disproportionality,
if any, in student discipline, retention, disadvantaged and dropout for grades 9-10 and grades 11-
12 for African American, Hispanic, and Caucasian males for the 2007-09 and the 2009-11 school
years?

Data collection process. Archival data consisting of disciplinary infractions included
violations related to Disorderly Conduct/Disruptive Behavior, Fighting/Assaults/Threats and
Integrity for all high school African American, Hispanic, and Caucasian male and female
students for the combined 2007-09 and the combined 2009-11 school years. These data were
assembled using the data table presented in Table 2 and examined to see whether the numbers in
student discipline amongst African American, Hispanic, and Caucasian male and female student
were disproportionate for the combined 2007-09 and the combined 2009-11 school years in
Albert County.
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Table 2
Data Table for Albert County 2007-2008 Through 2010-2011 High School Discipline Data

2007-2008 HIGH SCHOOL DISCIPLINE DATA
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Research Question 2. In Albert County Public Schools, what was the disproportionality,
if any, in student discipline, retention, disadvantaged and dropout for grades 9-10 and grades 11-
12 for African American, Hispanic, and Caucasian females for the 2007-09 and the 2009-11
school years?

Data collection process. Using Table 2, the collection process used for Research
Question 2 was the same process as used for Research Question 1. Additionally, using the data
table presented in Table 3, archival data were gathered together for the total number of students
who were retained, suspended, expelled, received free and reduced lunch, and who dropped out
of school for the 2007-09 through the 2009-11 school years.
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Data Table for Albert County 2007-2008 Through 2010-2011 High School Discipline and the
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Data Analysis

Chi-square data analysis procedures from the Statistical Package for Social Science were
employed to analyze the extant data. A detailed description regarding the analysis procedure that
was used to address each research question follows.

Research Question 1. In Albert County Public Schools, what was the disproportionality,
if any, in student discipline, retention, disadvantaged and dropout for grades 9-10 and grades 11-
12 for African American, Hispanic, and Caucasian males for the 2007-09 and the 2009-11 school
years?

Data analysis. The extant data were compiled into Excel spreadsheets and analyzed
using Statistical Package for Social Sciences, a Pearson Chi-square test of independence was
performed to examine the relation between race with gender and student discipline. In addition,
chi-squared procedures were conducted to determine if the numbers in student discipline for the
2007-09 and the 2009-11 school years are disproportionate amongst any of the demographic
subgroups.

Research Question 2. In Albert County Public Schools, what was the disproportionality,
if any, in student discipline, retention, disadvantaged and dropout for grades 9-10 and grades 11-
12 for African American, Hispanic, and Caucasian females for the 2007-09 and the 2009-11

school years?

Data analysis. The same data analysis processes that were used for Research

Question 1 were used for Research Question 2.

Summary

Chapter 3 described the methodology that was used to conduct the study. The
Department of Research and Planning in the Albert County School system made available extant
data from nine high schools regarding student discipline, in-school suspensions, out-of-school
suspensions, expulsions, detentions, high school dropout rates, and socio-economic status for the
combined 2007-09 and the combined 2009-11 school years for African American, Hispanic, and
Caucasian male and female students. Excel spreadsheets were used to organize the data which
were then uploaded to SPSS Version 19 for disaggregation and data analysis purposes. A

Pearson’s chi-square was used to determine any statistically measurable relationships between



student discipline and the high school dropout rate and to determine if there was racial and/or

gender disproportionality in student discipline categories.
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Chapter 1V
Findings

Introduction

The intent of the study was to examine extant data to determine the amount of
disproportionality in student discipline amongst African American, Hispanic, and Caucasian
male and female students in Albert County Public Schools for the 2007-09 and the 2009-11
school years. Additionally, utilizing the extant data, the relationship between the
disproportionality of student discipline and the high school dropout rate was examined. The
following details the research questions that were addressed, identifies the population studied,
describes how the data were obtained, and reports the results of the data analysis procedures that
were used.

Initial examination of the discipline data for the 2007-08, 2008-09, 2009-10, and 2010-11
school years indicated sharp differences among the school years. Specifically, it was found that
that numbers were in some instances quite different between the 2007-2009 school years and the
2009-2011 school years. It appears that the differences may be attributed to the fact that the
county underwent a change in leadership between the 2008-2009 and 2009-2010 school years.
The change in leadership may have caused the administrators in the county to take a different
look at the student discipline processes and procedures as well as the dropout rate in each high
school. Therefore, for analysis purposes the data for the 2007-08 and 2008-09 schools years
were combined as were the data for the 2009-10 and 2010-11 school years. Based on this
modification of the data set, the study addressed and answered two research questions:

1. In Albert County Public Schools, what was the disproportionality, if any, in student

discipline, retention, disadvantaged and dropout for grades 9-10 and grades 11-12 for
African American, Hispanic, and Caucasian males for the 2007-09 and the 2009-11
school years?

2. In Albert County Public Schools, what was the disproportionality, if any, in student

discipline, retention, disadvantaged and dropout for grades 9-10 and grades 11-12 for
African American, Hispanic, and Caucasian females for the 2007-09 and the 2009-11

school years?
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Demographics

As was noted in Chapter 3, the Department of Research and Planning in the Albert
County Public School System provided from their archival system the extant data that were
analyzed. Specifically, the data consisted of anonymous student information from nine high
schools regarding student discipline, in-school suspensions, out-of-school suspensions,
expulsions, detentions, high school dropout rates, attendance, placement in advanced classes, and
socio-economic status. The information was for the combined 2007-09 through the combined
2009-11 school years for African American, Hispanic, and White male and female students.

Data were also provided for student disciplinary infractions such as Disorderly
Conduct/Disruptive Behavior, Fighting/Assaults/Threats, and Integrity for the combined 2007-09
through the combined 2009-11 school years. Throughout the study, Fights, Assaults, Threats
and Integrity will be categorized as Other Discipline Infractions as categorized by the
Department of Research and Planning in the Albert County Public School System. The various
data were made available via Excel spreadsheets which were uploaded to the Statistical Package
for Social Science (SPSS)-4.0 version for processing and analysis. Using SPSS chi-square, the
extant data were examined to determine if statistically measurable relationships existed between
student discipline variables and the high school dropout rate and to determine if there was grade,
racial, and/or gender disproportionality in student discipline.

Males. Table 4 below contains the frequency distribution by grade level and by school
year for the male population of the Albert County Public School System. The high school student
population in Albert County Public Schools for the combined 2007-2009 school years consisted
of 14,001 male students while in the combined 2009-2011 school years there were 13,847 male
students enrolled, a decline of over 1% in the total enrollment of males. For the combined 2007-
2009 school years, 54.4% of the males enrolled in the Albert County Public Schools were 9™ and
10" grade students while for the combined 2009-2011 school years 53.4% of the males were 9™
and 10" grade students, a decline of 1%.

As noted in Table 4, there was an increase of 1 % in the 11" and 12" grade male
population from the 2007-09 to the 2009-11 school years. Table 5 illustrates an increase of 3%
amongst the African American 11" and 12" grade males from the 2007-09 to the 2009-11 school
years. The increase may reflect the reduction of dropouts for African American males which is

noted later in this chapter.
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Table 4
Frequency Distribution of Grade Level for the Male Population
2007-2009 2009-2011
Grade N % N %
9" -10" 7,613  54.4% 7,401 53.4%
11"-12" 6,388 45.6% 6,446 46.6%
Total 14,001 13,847

The racial distribution for males across grade level and school year is summarized in
Table 5. Among males, Caucasians were the largest subgroup across grade level and school
years with 7,526 males in 2007-09 and 7,179 in 2009-11, a decline in Caucasian male enroliment
of about 4.6% for the time period. For African American male students, the comparable
numbers were 5,946 males in 2007-09 and 5,921 in 2009-11, a decline of less than one half of
one percent. Hispanic males comprise a small percentage of the total population of male
students in the Albert County Public Schools but that population has grown from about 3.7% of
the total in 2007-09 to about 5.4% of the total in 2009-11. The breakdown by grade level for
each two year period is provided in Table 5.



Table 5

Frequency Distribution of Race for the Male Population
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2007-2009 2009-2011
Race N % N %
9" — 10"
African American 3,424  45.0% 3,242 43.8%
Hispanic 323 4.2% 462 6.2%
Caucasian 3,866 50.8% 3,697 50.0%
11— 12"
African American 2,522 33.1% 2,679 36.2%
Hispanic 206 2.71% 285 3.9%
Caucasian 3,660 48.1% 3,482 47.0%
Total 14,001 13,847

The discipline referrals for male population of the division were examined for the 2007-

2009 and 2009-2011 school years. The categories inspected included Disorderly Conduct,

Fighting, Assault, Threats, Integrity, and Expelled.

Table 6 presents the disorderly conduct distribution for males by grade level and school

year. Among grade levels, 9" and 10" grade students represent the largest grade levels with 2 or
more referrals for disorderly conduct with 861 males in 2007-09 and 637 in 2009-11, a

measurable decline of more than 26% for the time period examined. For the 2009-11 school

years, the 11" and 12" grade students represented the grade level with fewer referrals of

disorderly conduct. They displayed a decrease of .1% from the 2007-09 school years to the

2009-11 school years for one or more referrals and maintained at 5.5% for two or more referrals

for both time periods.
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Table 6
Frequency Distribution of Disorderly Conduct Referrals for the Male Population
2007-2009 2009-2011
Disorderly Conduct N % N %
9" — 10"
No referrals 6,072 79.8% 6,201 83.3%
One referral 680  8.9% 563 7.6%
Two or more referrals 861 11.3% 637 8.6%
11— 12"
No referrals 5596 87.6% 5,652 87.7%
One referral 443  6.9% 438 6.8%
Two or more referrals 349  55% 356 5.5%
Total 14,001 13,847

Table 7 has the threat distribution data for males by grade level and school year. Among
grade levels, 9™ and 10" grade males represent the largest group having at least one threat
violation with 83 in 2007-09 and 62 in 2009-11, a measurable decline of more than 25.3% for the
time period. The number of male students having at least one threat referral in the 11™ and 121
grades was almost exactly the same in 2007-09 and in 2009-11, dropping slightly from 27 to 25

referrals.
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Table 7
Frequency Distribution of Threat Referrals for the Male Population
2007-2009 2009-2011
Threats N % N %
9" — 10"
No Threats 7,530 98.9% 7,339 99.2%
At least 1 Threat 83 1.1% 62 0.8%
11— 12"
No Threats 6,361 99.6% 6,421 99.6%
At least 1 Threat 27  0.4% 25 0.4%
Total 14,001 13,847

The integrity distribution for males by grade level and school year is presented in Table
8. Among grade levels, 9" and 10" grade male students represent the largest group classified as
having at least one integrity violation with 86 integrity referrals in 2007-09 and 79 in 2009-11, a
decline of more than 8.1% for the time period. For 11™ and 12" grade male students, the decline

of 12 integrity referrals from 2007-09 to 2009-11 represents a drop of over 20%.
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Table 8
Frequency Distribution of Integrity Referrals for the Male Population
2007-2009 2009-2011
Integrity N % N %
9" — 10"

No Integrity 7,527 98.9% 7,322 98.9%
At least 1 Integrity 86 1.1% 79 1.1%
11— 12"

No Integrity 6,329 99.1% 6,399 99.3%
At least 1 Integrity 59 0.9% 47  0.7%

Total 14,001 13,847

The fighting referral distribution for males by grade level and school year is presented in
Table 9. Among grade levels, 9™ and 10" grade students represent the largest grade levels that
were classified as having at least one fighting violation with 209 males in 2007-09 and 154 in
2009-11, a decline of more than 26.3% for the time period. However, the 11" and 12" grade
students had 50 students with at least one fighting referral in 2007-2009 and 65 in 2009-11, an

increase of 30% for that time period.
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Table 9
Frequency Distribution of Fighting Referrals for the Male Population
2007-2009 2009-2011
Fighting N % N %
9" — 10"

No Fighting 7,404 97.3% 7,247 97.9%
At least 1 Fighting 209  2.7% 154 2.1%
11— 12"

No Fighting 6,338 99.2% 6,381 99.0%
At least 1 Fighting 50 0.8% 65 1.0%
Total 14,001 13,847

Table 10 has the assault referral distribution for males by grade level and school year.
For the 9™ and 10™ grade male students, 84 males were classified as having at least one assault
violation referral in 2007-09 as compared to 61 in 2009-11, a decline of more than 27.3% for the
time period. For the 11™ and 12" grade male students, a decline of almost 29% in assault

violation referrals was noted (i.e., a drop from 38 in 2007-09 to 27 in 2009-11 was observed).
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Table 10
Frequency Distribution of Assault Referrals for the Male Population
2007-2009 2009-2011
Assault N % N %
9™ _ 10"

No Assault 7,529 98.9% 7,340 99.2%
At least 1 Assault 84 1.1% 61 0.8%
11— 12"

No Assault 6,350 99.4% 6,419 99.6%
At least 1 Assault 38 0.6% 27 0.4%

Total 14,001 13,847

The out-of-school suspension data for males by grade level and school year are contained

in Tablell. The largest number of male students receiving one or two or more out-of-school

suspensions for both 2007-09 and 2009-11 were 9th and 10" grade students. Interestingly, the

number of male 11" and 12™ grade students receiving one or two or more out-of-school

suspensions increased from 2007-09 to 2009-11, an increase of over 3% in each case.
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Tablell
Frequency Distribution of Out-Of-School Suspensions (OSS) for the Male Population
2007-2009 2009-2011
0SS N % N %
9" — 10"
No out-of-school suspension 5,855 76.9% 5,922 80.0%
One out-of-school suspension 805 10.6% 735  9.9%
Two or more out-of-school suspensions 953 12.5% 744 10.1%
11— 12"
No out-of-school suspension 5414 84.8% 5,439 84.4%
One out-of-school suspension 568 8.9% 588 9.1%
Two or more out-of-school suspensions 406 6.4% 419 6.5%
Total 14,001 13,847

Table 12 describes the in-school suspension distribution for males by grade level and
school year. The largest number of male students receiving one, two, or three or more in-school
suspensions for both 2007-09 and 2009-11 were 9" and 10" grade students. The percentage of
male students receiving two in-school suspensions dropped about 1.6% from 2007-2009 to 2009-
2011 and over 1.3% for males receiving three or more in-school suspensions for the same time
period. The number of male 11" and 12" grade students receiving one, two, or three or more in-

school suspensions increased from 2007-09 to 2009-11, 0.4%.



Table 12

Frequency Distribution of In-School Suspensions (ISS) for the Male Population
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2007-2009 2009-2011
ISS N % N %
9" — 10"
No in-school suspension 4,250 55.8% 4,361 58.9%
One in-school suspension 1,199 15.7% 1,152 15.6%
Two in-school suspensions 681 8.9% 541 7.3%
Three or more in-school suspensions 1,483 19.5% 1,347 18.2%
11— 12"
No in-school suspension 4,116 64.4% 4,014 62.3%
One in-school suspension 998 15.6% 1,100 17.1%
Two in-school suspensions 476 7.5% 485 7.5%
Three or more in-school suspensions 798 12.5% 847 13.1%
Total 14,001 13,847

Table 13 outlines the expulsion distribution for males by grade level and school year. For

the 9™ and 10" grade male students, 30 males were classified as being expelled in 2007-09 as
compared to 23 in 2009-11, a decline of 23.3% for that time period. For the 11" and 12 grade
male students, a decline of almost 74% in expulsions were noted (i.e. a drop from 27 in 2007-09

to 7 in 2009-11 was observed).
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Table 13
Frequency Distribution of Expulsion for the Male Population
2007-2009 2009-2011
Expulsion N % N %
9" — 10"

Not Expelled 7,583 99.6% 7,378 99.7%
Expelled 30 0.4% 23 0.3%
11— 12"

Not Expelled 6,361 99.6% 6,439 99.9%
Expelled 27  0.4% 7 0.1%

Total 14,001 13,847

In summary, 9" and 10" grade male students represented the student group with the
largest population for both the combined 2007-09 and the combined 2009-11 school years with
14,001 male students. For the combined 2007-09 and the combined 2009-11 school years,
Caucasian males represented the largest group of male students enrolled in the Albert County
Public School System. In the area of discipline, 9" and 10" grade male students had more
violations of discipline in the areas of Disorderly Conduct, Threat, Integrity, Fighting, Assault,
and Out-of-School Suspension than the 11™ and 12" grade male students for the combined 2007-
09 school years and the combined 2009-11 school years. However, the 11" and 12" grade male
students represented the group with the highest rate of one and two In-School Suspension
violations. The findings for Expulsion were similar for the 9" and 10" grade male students and
the 11" and 12" grade male students for the combined 2007-09 and the combined 2009-11
school years.

Females. Table 14 below contains the frequency distribution by grade level and by
school year for the female population of the Albert County Public School System. The high
school student population in Albert County Public Schools for the combined 2007-2009 school
years consisted of 13,777 female students while in the combined 2009-2011 school years there
were 13,641 female students, a decline of less than 1%. For the combined 2007-2009 school

years, 52.9% of the females enrolled in the Albert County Public Schools were 9th and 10th
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grade students while for the combined 2009-2011 school years 51.1% of the females were 9th
and 10th grade students, a decline of 1%.

Table 14
Frequency Distribution of Grade Level for the Female Population
2007-2009 2009-2011
Grade N % N %
9" -10" 7,286 52.9% 6,975 51.1.%
11"-12" 6,491 47.1% 6,666 48.9%
Total 13,777 13,641

The racial distribution for females across grade level and school year is summarized in
Table 15. Among females, Caucasians were the largest subgroup across grade level and school
years with 7,531 females in 2007-09 and 7,130 in 2009-11, a decline in Caucasian female
enrollment of about 5.3% for the time period. For African American female students, the
comparable numbers were 5,741 females in 2007-09 and 5,865 in 2009-11, an increase of 2.1%.
Hispanic females comprise a small percentage of the total population of female students in the
Albert County Public Schools but that population has grown from about 3.7% of the total in
2007-09 to about 4.7% of the total in 2009-11.
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Frequency Distribution of Race for the Female Population
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2007-2009 2009-2011
Race N % N %
9" — 10"
African American 3,133  43.0% 3,062 43.9%
Hispanic 287 3.9% 361 5.2%
Caucasian 3,866 53.1% 3,552 50.9%
11— 12"
African American 2,608 40.2% 2,803 42.0%
Hispanic 218 3.4% 285 4.3%
Caucasian 3,665 56.5% 3,578 53.7%
Total 13,777 13,641

The discipline referrals for the female population of the division were examined for the

2007-09 and 2009-11 school years. The categories inspected included Disorderly Conduct,

Fighting, Assault, Threats, Integrity, and Expelled.

Table 16 presents the disorderly conduct distribution for females by grade level and

school year. Among grade levels, 9™ and 10" grade students represent the largest grade levels
with 2 or more referrals for disorderly conduct with 381 females in 2007-09 and 308 in 2009-11,

a decrease of more than 9.6% for the time period.
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Table 16
Frequency Distribution of Disorderly Conduct Referrals for the Female Population
2007-2009 2009-2011
Disorderly Conduct N % N %
9" —10"
No referrals 6,470 88.8% 6,271 89.9%
One referral 435 6.0% 396  5.7%
Two or more referrals 381 5.2% 308 4.4%
11— 12"
No referrals 6,048 93.2% 6,186 92.8%
One referral 265  4.1% 322 4.8%
Two or more referrals 178  2.7% 158 2.4%
Total 13,777 13,641

Table 17 has the threat data for females by grade level and school year. Among grade
levels, 9™ and 10™ grade females represent the largest group having at least one threat violation
with 20 in 2007-09 and 13 in 2009-11, a decline of 35% for the time period. The number of
female 11™ and 12" grade students having at least one threat violation increased from two in
2007-09 to five in 2009-11.
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Table 17
Frequency Distribution of Threat Referrals for the Female Population
2007-2009 2009-2011
Threats N % N %
9" — 10"

No Threats 7,266  99.7% 6,962 99.8%
At least 1 Threat 20 0.3% 13 0.2%
11— 12"

No Threats 6,489 100% 6,661 99.9%
At least 1 Threat 2 0.03% 5 0.1%

Total 13,777 13,641

Table 18 denotes the integrity distribution for females by grade level and school year.
Among grade levels, 9" and 10™ grade female students represent the largest group classified as
having at least one integrity violation with 34 integrity referrals in 2007-09 and 39 in 2009-11,
an increase of more than 14.7% for the time period. However, the number of female 11" and
12" grade students having at receiving at least one integrity violation decreased from 2007-09 to
2009-11, an decrease of over 21.7%.



Table 18

Frequency Distribution of Integrity Referrals for the Female Population
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2007-2009 2009-2011
Integrity N % N %
9" — 10"

No Integrity 7,252 99.5% 6,936 99.4%
At least 1 Integrity 34  0.5% 39 0.6%
11" - 12"

No Integrity 6,468 99.6% 6,648 99.7%
At least 1 Integrity 23 0.4% 18 0.3%

Total 13,777 13,641

Table 19 includes the fighting referrals for females by grade level and school year.

Among grade levels, 9" and 10" grade female students represent the largest group that were

classified as having at least one fighting violation with 140 females in 2007-09 and 82 in 2009-

11, a decline of more than 41.4% for the time period. For 11" and 12" grade female students, the
decline of 16 fighting referrals from 2007-09 to 2009-11 represents a drop of over 31.3%

Table 19

Frequency Distribution of Fighting Referrals for the Female Population

2007-2009 2009-2011
Fighting N % N %
9t _ 10"

No Fighting 7,146  98.1% 6,893 98.8%
At least 1 Fighting 140 1.9% 82 1.2%
111 — 12t
No Fighting 6,440 99.2% 6,631 99.5%
At least 1 Fighting 51 0.8% 35 0.5%

Total 13,777 13,641
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Table 20 has the assault referral data for females by grade level and school year. For the
9™ and 10™ grade female students, 41 females were classified as having at least one assault
violation referral in 2007-09 as compared to 33 in 2009-11, a decline of more than 19.5% for the
time period. For the 11" and 12" grade female students, a decline of 25% in assault violation
referrals was noted (i.e. a drop from 12 in 2007-09 to 9 in 2009-11 was observed).

Table 20
Frequency Distribution of Assault Referrals for the Female Population
2007-2009 2009-2011
Assault N % N %
9" — 10"

No Assault 7,245 99.4% 6,942 99.5%
At least 1 Assault 41  0.6% 33 0.5%
11— 12"

No Assault 6,479 99.8% 6,657 99.9%
At least 1 Assault 12 0.2% 9 0.1%

Total 13,777 13,641

Table 21 contains the out-of-school suspension data for females by grade level and
school year. The grade levels that received the most one or two or more out-of-school
suspensions for 2009-09 and 2009-11 were 9™ and 10™ grade female students. The percentage of
female students receiving one out-of-school suspension increased about 11.6% from 2007-09 to
2009-11 and decreased 6.2% for female students receiving two or more out-of-school
suspensions for the same time period. Interestingly, the number of female 11" and 12" grade
students receiving one or two or more out-of-school suspensions increased from 2007-09 to

2009-11, an increase of over 14.8% in each case.
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Table 21
Frequency Distribution of Out-Of-School Suspensions (OSS) for the Female Population
2007-2009 2009-2011
0SS N % N %
9" — 10"
No out-of-school suspension 6,269 86.0% 5,982 85.8%
One out-of-school suspension 551 7.6% 582 8.3%
Two or more out-of-school suspensions 466 6.4% 411  5.9%
11— 12"
No out-of-school suspension 5896 90.8% 5,983 89.8%
One out-of-school suspension 369 5.7% 445  6.7%
Two or more out-of-school suspensions 226 3.5% 238  3.6%
Total 13,777 13,641

Table 22 describes the in-school suspension distribution for females by grade level and
school year. The largest number of female students receiving one, two, or three or more in-
school suspensions for both 2007-09 and 2009-11 were 9™ and 10™ grade students. The
percentage of female students receiving two in-school suspensions dropped approximately 2.3%
from 2007-2009. However, the number of female students receiving three or more in-school
suspension referrals increased approximately 7.4%. Additionally, the number of female 11" and
12" grade students receiving one, two, or three or more in-school suspensions increased from
2007-09 to 2009-11, an increase of 12.5% for that time period.



Table 22

Frequency Distribution of In-School Suspensions (ISS) for the Female Population
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2007-2009 2009-2011
ISS N % N %
9" — 10"
No in-school suspension 5062 69.5% 4,892 70.1%
One in-school suspension 1,020 14.0% 908 13.0%
Two in-school suspensions 489 6.7% 427  6.1%
Three or more in-school suspensions 715 9.8% 748 10.7%
11— 12"
No in-school suspension 5008 77.2% 4,992 74.9%
One in-school suspension 792  12.2% 853 12.8%
Two in-school suspensions 291  4.5% 371  5.6%
Three or more in-school suspensions 400 6.2% 450 6.8%
Total 13,777 13,641

Table 23 represents the expulsion data for females by grade level and school year. For 9

and 10" grade students, 15 females were classified as being expelled in 2007-09 as compared to
8 in 2009-11, a decline of almost 46.7% for the time period. For the 11™ and 12" grade female
students, a decline of 80% in expulsions was noted (i.e., a drop from 5 in 2007-09 to 1 in 2009-

11 was observed).
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Table 23
Frequency Distribution of Expulsions for the Female Population
2007-2009 2009-2011
Expulsion N % N %
9" — 10"
Not Expelled 7,271 99.8% 6,967 99.9%
Expelled 15 0.2% 8 0.1%
11— 12"
Not Expelled 6,486 99.9% 6,665 100.0%
Expelled 5 01% 1 0.02%
Total 13,777 13,641

To summarize, 9" and 10" grade female students represented the student group with the
largest population for both the combined 2007-09 and the combined 2009-11 school years with
7,286 and 6,975 female students respectively. For the combined 2007-09 and the combined
2009-11 school years, Caucasian females represented the largest group of female students
enrolled in the Albert County Public School System. In the area of discipline, 9" and 10" grade
female students had more violations of discipline in the areas of Disorderly Conduct, Threat,
Integrity, Fighting, Assault, Out-of-School Suspension, In-School-Suspension, and Expulsion
than the 11" and 12" grade female students for both the combined 2007-09 and the combined
2009-11 school years.

Research Questions

Research Question 1. In Albert County Public Schools, what was the disproportionality,
if any, in student discipline, retention, disadvantaged and dropout for grades 9-10 and grades 11-
12 for African American, Hispanic, and Caucasian males for the 2007-09 and the 2009-11 school
years?

To ascertain whether there were differences in distributions for student discipline
referrals and actions between African American, Hispanic, and Caucasian male students, a

number of Pearson chi-squares were conducted. This statistical procedure was viewed as the
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optimal statistical procedure to use because the frequency data were categorical and the sample
size was large.

Grades 9th — 10th. Table 24 displays data reflective of a cross tabulation of race on
disadvantaged males for 9" and 10™ grade male students. For the combined 2007-2009 school
years, Hispanic males had proportionately higher numbers of disadvantaged males, ¥* (2, N =
7,613) = 826.32, p <.05, Cramer’s V=.329. A similar finding for the combined 2009-11 school
years is shown in Table 25. Again, Hispanic males had proportionately higher numbers of
disadvantaged males than African American and Caucasian males for all other discipline
infraction referrals, ¥° (2, N = 7,401) = 1,074.68, p <.05, Cramer’s V=381. The absolute
number of disadvantaged males increased amongst the three groups of students from the 2007-09
school year to the 2009-11 school years, from 21.5% in 2007-2009 to 28.6% in 2009-2011, an
increase of 7.1% for that time period.

Table 24
Cross Tabulation of Race on Disadvantaged for 9"-10" Grade Males for 2007-2009 School
Years
Race
Disadvantaged African Hispanic Caucasian P Cramer’s
American V**
1. Not Disadvantaged 2,228 201 3,551 826.32* 329
(65.1%) (62.2%)  (91.9%)
2. Disadvantaged 1,196 122 315

(34.9%)  (37.8%)  (8.1%)
* 4% (2, N =7,613) = 826.32, p <.05

** Cramer’s V = .329 indicates a relatively low to moderate effect size.
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Table 25

Cross Tabulation of Race on Disadvantaged for 9"-10" Grade Males for 2009-2011 School
Years

Race
Disadvantaged African ) ) _ ) Cramer’s
) Hispanic Caucasian x
American \ka
1. Not Disadvantaged 1,784 224 3,273 1,074.68* 381
(55.0%) (48.5%) (88.5%)
2. Disadvantaged 1,458 238 424

(45.0%) (51.5%)  (11.5%)
* 7 (2,N'=7,401) = 1,074.68, p <.05

** Cramer’s V = .381 indicates a relatively low to moderate effect size.

Table 26 presents the cross tabulation of race with dropouts for 9" and 10" grade male
students. For the combined 2007-2009 school years, Hispanic males had proportionately higher
dropout rates than African American and Caucasian males, ¥ (2, N = 7,613) = 138.01, p <.05,
Cramer’s V=.135. A similar finding for the combined 2009-11 school years is shown in Table
27. Again, Hispanic males were found to have proportionately higher dropout rates than African
American and Caucasian males, y° (2, N = 7,401) = 116.95 p <.05, Cramer’s V=.126. However,
the numbers in both tables reflect a decrease of 1.1% (15.7% to 14.6%) for African American
males, 3.5% (19.5% to 16.0%) for Hispanic males, and 0.5% (7.5% to 7.0%) for Caucasians
males for the 2007-2009 to the 2009-11 school years.
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Table 26
Cross Tabulation of Race on Dropouts for 9™-10" Grade Males for 2007-2009 School Years
Race
Dropout African ) _ _ ) Cramer’s
American Hispanic Caucasian X -
1. Not a Dropout 2,888 260 3,577 138.01* 135
(84.3%) (80.5%) (92.5%)
2. Dropout 536 63 289

(15.7%)  (19.5%)  (7.5%)
*y?(2,N=7,613) = 138.01, p <.05

** Cramer’s V = .135 indicates a relatively low effect size.

Table 27
Cross Tabulation of Race on Dropouts for 9"-10" Grade Males for 2009-2011 School Years
Race
Dropout African ) ] _ ) Cramer’s
American Hispanic Caucasian X -
1. Not a Dropout 2,770 388 3,440 116.95* 126
(85.4%) (84%) (93%)
2. Dropout 472 74 257
(14.6%) (16%) (7%)

* 4% (2, N =7,401) = 116.95, p <.05

** Cramer’s V = .126 indicates a relatively low effect size.

Table 28 displays the cross tabulation of race on retained 9th and 10" grade male
students. For the combined 2007-2009 school years, African American males had
proportionately higher retention rates than Hispanic and Caucasian males, ¥* (2, N = 7,613) =
35.60, p <.05, Cramer’s V=.068. For the 2009-11 school year, Table 29 illustrates that Hispanic
males had proportionately higher retention rates than African American and Caucasian males, XZ
(2, N=7,401) = 37.05, p <.05, Cramer’s V=.071. The numbers in both tables reflect an increase
for Hispanic males (2.5% to 3.2%) for the retention rate for the 2007-2009 to the 2009-11 school

years.
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Table 28
Cross Tabulation of Race on Retained for 9"-10"™ Grade Males for 2007-2009 School Years
Race
Retained African ) _ _ ) Cramer’s
American Hispanic Caucasian X -
1. Not Retained 3,327 315 3,829 35.60* .068
(97.2%) (97.5%) (99%)
2. Retained 97 8 37
(2.8%) (2.5%) (1%)

* 47 (2, N =7,613) = 35.60, p <.05

** Cramer’s V = .068 indicates a low effect size.

Table 29
Cross Tabulation of Race on Retained for 9"-10" Grade Males for 2009-2011 School Years
Race
Retained African ) ) _ ) Cramer’s
American Hispanic Caucasian X Vi
1. Not Retained 3,147 447 3,660 37.05* 071
(97.1%) (96.8%) (99%)
2. Retained 95 15 37
(2.9%) (3.2%) (1%)

*y?(2,N'=7,401) = 37.05, p <.05

** Cramer’s V = .071 indicates a low effect size.

Table 30 displays data reflective of a cross tabulation of race and referrals for disorderly
conduct for 9" and 10™ grade male students for the combined 2007-2009 school years. The chi-
square analysis of the cross tabulation revealed that 9™ and 10™ grade Hispanic and Caucasian
males had proportionately similar rates of no, one, and two or more referrals for disorderly
conduct. However, African American 9" and 10" grade males were found to have
proportionately higher rates of referral for disorderly conduct, a difference reflected in a
measurable chi-square, % (4, N = 7,613) = 646.87, p <.05, Cramer’s V= 291.
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Table 30
Cross Tabulation of Race on Disorderly Conduct for 9"-10" Grade Males During 2007-2009
Race
Disorderly Conduct African ) _ _ ) Cramer’s
) Hispanic Caucasian x
American \iale
1. No referrals 2,292 280 3,500 646.87* 291
(66.9%) (86.7%) (90.5%)
2. One referral 473 28 179
(13.8%) (8.7%) (4.6%)
3. Two or more 659 15 187
referrals (19.2%) (4.6%) (4.8%)

(4, N=7,613) = 646.87, p <.05

** Cramer’s V = .291 indicates a relatively low effect size.

The cross tabulation of disorderly conduct referrals by race for 9 and 10" grade male
students for the combined 2009-2011 school years is presented in Table 31. As was found for the
combined 2007-09 school years, the 9" and 10™ grade Hispanic and Caucasian males had
proportionately similar rates across the disorderly conduct referral categories but African
American males had proportionately higher disorderly conduct referral rates, y° (4, N = 7,401) =
591.63, p <.05, Cramer’s V= .283.
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Table 31
Cross Tabulation of Race on Disorderly Conduct for 9"-10" Grade Males For 2009-2011
Race
Disorderly Conduct African ) ) ] ) Cramer’s
) Hispanic Caucasian x
American Vx>
1. No referrals 2,348 397 3,456 591.63* .283
(72.4%) (85.9%)  (93.5%)
2. One referral 378 42 143
(11.7%) (9.1%) (3.9%)
3. Two or more referrals 516 23 98
(15.9%) (5%) (2.7%)

* 22 (4, N'=7,401) = 591.63, p <.05

** Cramer’s V = .283 indicates a relatively low effect size.

Table 32 displays the results of a cross tabulation of race on other discipline infraction
referrals for 9™ and 10" grade male students. For the combined 2007-2009 school years, African
American males had proportionately higher referrals rates than Hispanic and Caucasian males for
all other discipline infraction referrals, ¥* (2, N = 7,613) = 149.68, p <.05, Cramer’s V=.140. A
similar finding for the combined 2009-11 school years is shown in Table 33. Again, African
American males had proportionately higher referrals rates than Hispanic and Caucasian males for
all other discipline infraction referrals, ¥* (2, N = 7,401) = 121.57, p <.05, Cramer’s V=.128.
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Table 32
Cross Tabulation of Race On Other Discipline Infractions for 9"-10" Grade Males During the
2007-2009 School Years

Race
Discipline infractions* African ) _ _ ) Cramer’s
) Hispanic Caucasian x
American \Viekakal
1. No referral 3,113 311 3,767 149.68* J40***
(90.9%) (96.3%) (97.4%)
2. At least one referral 311 12 99

(9.1%) (B.7%)  (2.6%)
*Includes fights, threats, assault and integrity.
w2 (2, N = 7,613) = 149,68, p <.05

**% Cramer’s V = .140 indicates a low effect size.

Table 33
Cross Tabulation of Race on Other Discipline Infractions for 9"-10" Grade Males During the
2009-2011 School Years

Race
Discipline infractions* African _ ) ) ) Cramer’s
] Hispanic Caucasian X
American \Viakehal
1. No referral 3,000 444 3,624 121.57*  128***
(92.5%) (96.1%) (98%)
2. At least one referral 242 18 73

(7.5%) (3.9%) (2%)
*Includes fights, threats, assault and integrity.
*#y? (2, N = 7,401) = 121.57, p <.05

*** Cramer’s V = .128 indicates a low effect size.

Table 34 displays data regarding race and out-of-school suspensions for 9" and 10" grade
male students. For the combined 2007-2009 school years, African American males had
proportionately higher out-of-school suspension rates than Hispanic males who, in turn,

demonstrated higher rates than Caucasian males, ¥* (2, N = 7,613) = 792.49, p <.05, Cramer’s
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V=.323. A similar finding was noted for the combined 2009-11 school years, ¥* (2, N = 7,401)
=606.71, p <.05, Cramer’s V=.286, as is shown in Table 35.

Table 34

Cross Tabulation of Race on Out-Of-School Suspension (OSS) for 9"-10" Grade Males During

the 2007-2009 School Years

Race
Out-of-school African ) _ _ ) Cramer’s
) ) Hispanic Caucasian X
Suspension American V**
1. NoOSS 2,128 269 3,458 792.49* 323
(62.1%) (83.3%)  (89.4%)
2. One OSS 545 33 227
(15.9%) (10.2%) (5.9%)
3. Two or more OSS 751 21 181
(21.9%) (6.5%) (4.7%)

*“2?(4,N=7,613) = 792.49, p <.05

** Cramer’s V = .323 indicates a relatively low to moderate effect size.
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Table 35
Cross Tabulation of Race on Out-Of-School Suspension (OSS) for 9"-10" Grade Males During

the 2009-2011 School Years

Race
Out-of-school African ) ) ] ) Cramer’s
) ) Hispanic Caucasian X
Suspension American V**
1. NoOSS 2,193 370 3,359 606.71* .286
(67.6%) (80.1%)  (90.9%)
2. One OSS 474 51 210
(14.6%) (11%) (5.7%)
3. Two or more OSS 575 41 128

(17.7%) (8.9%) (3.5%)
* 22 (4, N =7,401) = 606.71, p <.05

** Cramer’s V = .286 indicates a relatively low effect size.

Table 36 displays the cross tabulation data of race and in-school suspensions for 9" and
10" grade male students. For the combined 2007-2009 school years, African American males
generally had proportionately higher in-school suspensions rates than Hispanic and Caucasian
males, y* (2, N = 7,613) = 485.36 p <.05, Cramer’s V=.252. For the 2009-11 school years,
Table 37 reflects that Hispanic males had proportionately higher referral rates than African
American and Caucasian males for one in-school suspension referral. African American males
had proportionately higher referrals rates than Hispanic and Caucasian males for two and for
three or more in-school suspension referrals, ¥° (2, N = 7,401) = 550.57, p <.05, Cramer’s V=
273.
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Table 36

Cross tabulation of race on in-school suspension (1SS) for 9"-10™ grade males during the 2007-

2009 school years

Race
In-school Suspension African ) _ ] ) Cramer’s
) Hispanic Caucasian X
American \Vale
1. NolSS 1,482 182 2,586 485.36* 252
(43.3%) (56.3%) (66.9%)
2. OnelSS 588 50 561
(17.2%) (15.5%) (14.5%)
3. Two ISS 384 34 263
(11.2%) (10.5%) (6.8%)
4. Three or more ISS 970 57 456

(28.3%)  (17.6%)  (11.8%)
*y?(2, N =7,613) = 485.36, p <.05

** Cramer’s V = .252 indicates a relatively low effect size.
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Table 37
Cross Tabulation of Race on In- School Suspension (1SS) for 9"-10" Grade Males During the

2009-2011 School Years

Race
In-school Suspension African ) ) ] ) Cramer’s
) Hispanic Caucasian X
American \Vale
1. NoISS 1,483 254 2,624 550.57* 273
(45.7%) (55%) (71%)
2. OnelSS 544 82 526
(16.8%) (17.7%)  (14.2%)
3. Two ISS 332 31 178
(10.2%) (6.7%) (4.8%)
4. Three or more ISS 883 95 369

(27.2%)  (20.6%)  (10%)
* 27 (2, N =7,401) = 550.57, p <.05

** Cramer’s V = .273 indicates a relatively low effect size.

Grades 11th — 12th. Table 38 displays data reflective of a cross tabulation of race on
disadvantaged males for 11" and 12" grade male students. For the combined 2007-2009 school
years, African American males had proportionately higher numbers of disadvantaged than the
other two groups of males, 3° (2, N = 6,388) = 552.04, p <.05, Cramer’s V=.294. For the
combined 2009-11 school year, Hispanic males had proportionately higher numbers for
disadvantaged males, than African American and Caucasian males, ¥ (2, N = 6,446) = 796.56, p
<.05, Cramer’s V=352, which is displayed in Table 39. The number of disadvantaged males
increased amongst the three groups of students from the 2007-09 school years to the 2009-11
school years, an increase of 8.0%, 13.3% in 2007-2009 to 21.3% in 2009-2011 for that time

period.
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Table 38
Cross Tabulation of Race on Disadvantaged for 11M-12" Grade Males for 2007-2009 School
Years
Race
Disadvantaged African Hispanic Caucasian P Cramer’s
American Vx>
1. Not Disadvantaged 1,892 157 3,488 552.04* 294
(75%) (76.2%) (95.3%)
2. Disadvantaged 630 49 172

(25%)  (23.8%)  (4.7%)
*»Z (2, N = 6,388) = 552.04, p <.05

** Cramer’s V = .294 indicates a relatively low effect size.

Table 39
Cross Tabulation of Race on Disadvantaged For 11M-12" Grade Males for 2009-2011 School
Years
Race
Disadvantaged African ) ) ) ) Cramer’s
] Hispanic Caucasian X
American Vx>
1. Not Disadvantaged 1,715 158 3,199 796.56* 352
(64%) (55.4%)  (91.9%)
2. Disadvantaged 964 127 283

(36%) (44.6%)  (8.1%)
* (2, N = 6,446) = 796.56, p <.05

** Cramer’s V = .352 indicates a relatively low to moderate effect size.

Table 40 displays a cross tabulation of dropout and race data for 11" and 12" grade male
students. For the combined 2007-2009 school years, the proportional percentage rate was similar
for the three subgroups, * (2, N = 6,388) = 3.41, p>.05, Cramer’s V= .023. The Hispanic male
rate was slightly higher than that noted for African American and Caucasian males. A similar
finding for the combined 2009-11 school years is shown in Table 41; however, the African

American male rate was slightly higher than that noted for Hispanic and Caucasian males, 3 (2,



66

N =6,446) = 5.67, p >.05, Cramer’s V=.033. The proportional percentage rate was not

measurably different among the three subgroups.

Table 40
Cross Tabulation of Race on Dropout for 11"-12™ Grade Males for 2007-2009 School Years

Race
Dropout African ) _ _ ) Cramer’s
] Hispanic Caucasian x
American Vx>
1. Not a Dropout 1,152 94 1,757 3.41 .023
(45.7%) (45.6%) (48%)
2. Dropout 1,370 112 1,903

(54.3%)  (54.4%)  (52%)
*+%(2,N =6,388) = 3.41, p >.05

** Cramer’s V = .023 indicates a low effect size.

Table 41
Cross Tabulation of Race on Dropout for 11"-12" Grade Males for 2009-2011 School Years

Race
Dropout African ) ] ) ) Cramer’s
) Hispanic Caucasian X
American \Vile
1. Not a Dropout 1,192 136 1,653 5.67 .033
(44.5%) (47.7%) (47.5%)
2. Dropout 1,487 149 1,829

(55.5%)  (52.3%)  (52.5%)
* 4% (2, N = 6,446) = 5.67, p >.05

** Cramer’s V = .033 indicates a low effect size.

The cross tabulation of race and retentions for 11" and 12" grade male students is
presented in Table 42. For the combined 2007-2009 school years, Hispanic males had
proportionately higher retention rates than African American and Caucasian males, XZ (2,N=
6,388) = 36.79, p <.05, Cramer’s V=.076. For the combined 2009-11 school years, Table 43
illustrates that African American males had proportionately higher retention rates than Hispanic
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and Caucasian males, y° (2, N = 6,446) = 16.08, p <.05, Cramer’s V=.050. However, the
numbers in both tables reflect a small decrease in the retention rate for the 2007-2009 to the
2009-11 school years amongst all three student groups by 0.5% , 3.3% in 2007-2009 to 2.8% in
2009-2011 for that time period.

Table 42
Cross Tabulation of Race on Retained for 11"-12" Grade Males for 2007-2009 School Years
Race
Retained African ) ) ) ) Cramer’s
American Hispanic Caucasian X Vi
1. Not Retained 2,411 189 3,576 36.79* 076
(95.6%) (91.7%) (97.7%)
2. Retained 111 17 84

(4.4%) (83%)  (2.3%)
*2?(2,N=6,388) = 36.79, p <.05

** Cramer’s V = .076 indicates a low effect size.

Table 43
Cross Tabulation of Race on Retained for 11"-12" Grade Males for 2009-2011 School Years

Race
Retained African ) ) ) ) Cramer’s
] Hispanic Caucasian X
American Vx>
1. Not Retained 2,578 277 3,410 16.08* .050
(96.2%) (97.2%) (97.9%)
2. Retained 101 8 72

(3.8%) (2.8%) (2.1%)
*»*(2, N = 6,446) = 16.08, p <.05

** Cramer’s V = .050 indicates a low effect size.

Table 44 contains the cross tabulation of race and referrals for disorderly conduct for 11"
and 12" grade male students for the combined 2007-09 school years. The chi-square analysis

revealed that 11" and 12" grade Hispanic and Caucasian males had proportionately similar rates
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of no, one, and two or more referrals for disorderly conduct. African American 11" and 12"
grade males were found to have proportionately higher rates of referrals for disorderly conduct, a
difference reflected in a measurable chi-square, ¥ (4, N = 6,388) = 382.15, p <.05, Cramer’s V=
245,

Table 44
Cross Tabulation of Race on Disorderly Conduct for 11"-12" Grade Males During 2007-2009

School Years

Race
Disorderly Conduct African ) ) ) ) Cramer’s
] Hispanic Caucasian X
American Vx>

1. No referrals 1,960 190 3,446 382.15* 245

(77.7%) (92.2%)  (94.2%)
2. One referral 298 12 133

(11.8%) (5.8%) (3.6%)
3. Two or more referrals 264 4 81

(10.5%) (1.9%) (2.2%)
* 7 (4, N = 6,388) = 382.15, p <.05

** Cramer’s V = .245 indicates a relatively low effect size.

The cross tabulation of disorderly conduct referrals by race for 11" and 12" grade male
students for the combined 2009-2011 school years is presented in Table 45. As was found for the
combined 2007-09 school years, the 11" and 12" grade Hispanic and Caucasian males had
proportionately similar rates across the disorderly conduct referral categories but African
American males had proportionately higher disorderly conduct referral rates, ¥* (4, N = 6,446) =
421.02, p <.05, Cramer’s V=.256.
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Table 45
Cross Tabulation of Race on Disorderly Conduct for 11"-12" Grade Males During the 2009-
2011 School Years

Race
Disorderly Conduct African ) ) ] ) Cramer’s
) Hispanic Caucasian x
American \Vale

1. No referrals 2,083 267 3,302 421.02* .256

(77.8%) (93.7%)  (94.8%)
2. One referral 319 12 107

(11.9%) (4.2%) (3.1%)
3. Two or more referrals 277 6 73

(10.3%) (2.1%) (2.1%)
*+* (4, N = 6,446) = 421.02, p <.05
** Cramer’s V = .256 indicates a relatively low effect size.

Table 46 displays the results of a cross tabulation of race and other discipline infractions
referrals for 11" and 12" grade male students. For the combined 2007-2009 school years,
African American males had proportionately higher referrals rates than Hispanic and Caucasian
males for all other discipline infraction referrals, ¥* (2, N = 6,388) = 54.76, p <.05, Cramer’s V=
.093. A similar finding for the combined 2009-11 school years is shown in Table 47. Again,
African American males had proportionately higher referrals rates than Hispanic and Caucasian
males for all other discipline infraction referrals, ¥* (2, N = 6,466) = 45.37, p <.05, Cramer’s V=
.084.



70

Table 46
Cross Tabulation of Race on Other Discipline Infractions for 11™-12" Grade Males During the
2007-2009 School Years

Race
Discipline infractions* African ) ) ] ) Cramer’s
) Hispanic Caucasian x
American \Viskakol
1. No referral 2,411 203 3,609 54.76** .093
(95.6%) (97.6%) (98.6%)
2. At least one referral 111 5 51

(4.4%) (.4%)  (1.4%)

*Includes fights, threats, assault and integrity.
** 2 (2, N = 6,388) = 57.46, p <.05

*** Cramer’s V = .093 indicates a low effect size.

Table 47
Cross Tabulation of Race on Other Discipline Infractions for 11"-12" Grade Males During the
2009-2011 School Years

Race
Discipline infractions* African ) ] ) ) Cramer’s
) Hispanic Caucasian X
American \Viakaie

1. No referral 2,573 279 3,437 45.37** .084

(96%) (97.9%) (98.7%)
2. At least one referral 106 6 45

(4%) (2.1%) (1.3%)

*Includes fights, threats, assault and integrity.
**42(2, N = 6,466) = 45.37, p <.05

*** Cramer’s V = .084 indicates a low effect size

Table 48 contains the 11" and 12" grade male students’ cross tabulation of race and out-
of-school suspensions for the combined 2007-09 school years. The chi-square analysis indicated
measurable differences in the proportional distributions of the three groups of students, (4, N
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=6,388) = 486.12, p <.05, Cramer’s V= .276. Caucasian males had proportionately the fewest
out-of school suspensions across all categories while African American males had
proportionately the most. The Hispanic males had proportions that generally fell between the

Caucasian and African American males.

Table 48
Cross Tabulation of Race on Out-Of-School Suspension (OSS) for 11"-12" Grade Males During
2007-2009 School Years

Race
Out-of-school African ) ) ) ) Cramer’s
) ] Hispanic Caucasian X
Suspension American V&>
1. No OSS 1,836 183 3,395 486.12* 276
(72.8%) (88.8%)  (92.8%)
2. One OSS 364 16 188
(14.4%) (7.8%) (5.1%)
3. Two or more OSS 322 7 77

(12.8%) (3.4%) (2.1%)
* 7 (4, N = 6,388) = 486.12, p <.05

** Cramer’s V = .276 indicates a relatively low effect size.

Table 49 presents the cross tabulation of race and out-of-school suspensions for 11" and
12" grade male students for the combined 2009-11 school years. The chi-square analysis
indicated measurable differences in the proportional distributions of the three groups of students,
v* (4, N = 6,466) = 465.66 p <.05, Cramer’s V=.269. Similar to the findings reported in Table
48, Caucasian males had proportionately the fewest out-of school suspensions across all
categories while African American males had proportionately the most. The Hispanic males had

proportions that generally fell between the Caucasians and African Americans.
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Table 49
Cross Tabulation of Race on Out-of-School Suspension (OSS) for 11"-12" Grade Males for

2009-2011 School Years

Race
Out-of-school African ) _ ] ) Cramer’s
) ) Hispanic Caucasian X
Suspension American V**
1. No OSS 1,956 252 3,231 465.66* 269
(73%) (88.4%)  (92.8%)

2. One OSS 395 20 173

(14.7%) (7%) (5%)
3. Two or more OSS 328 13 78

(12.2%) (4.6%) (2.2%)
* % (4, N = 6,466) = 465.66, p <.05
** Cramer’s V = .269 indicates a relatively low effect size.

Table 50 has the cross tabulation of race and in-school suspension for the combined
2007-2009 school years 11" and 12" grade male students. Caucasian males had proportionately
fewer in-school suspensions across all categories while African American and Hispanic males
were proportionately similarly distributed. These differences in distributions were reflected in the
finding of a measurable chi-square, ¥* (4, N = 6,388) = 322.56, p <.05, Cramer’s V= 225.
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Table 50
Cross Tabulation of Race on In-School Suspension (I1SS) for 11™-12" Grade Males During The
2007-2009 School Years

Race
In-school Suspension African ) ) ] ) Cramer’s
) Hispanic Caucasian X

American \Vale
1. NolISS 1,334 122 2,660 322.56* 225

(52.9%) (59.2%)  (72.7%)
2. One ISS 443 37 518

(17.6%) (18%) (14.2%)
3. Two ISS 243 20 213

(9.6%) (9.7%) (5.8%)

4. Three or more ISS 502 27 269

(19.9%)  (13.1%)  (7.3%)
* 27 (2, N = 6,388) = 322.56, p <.05

** Cramer’s V = .225 indicates a relatively low effect size.

Table 51 displays data reflective of a cross tabulation of race and in-school suspension
for 11™ and 12" grade male students for the combined 2009-2011 school years. African
American males had proportionately higher in-school suspension rates than Hispanic males who
in turn tended to have higher rates that Caucasian males, x* (4, N = 6,446) = 284.29, p <.05,
Cramer’s V= 210.
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Table 51
Cross Tabulation of Race on In-School Suspension (I1SS) for 11"-12™ Grade Males During the
2009-2011 School Years

Race
In-school Suspension African ) ) ] ) Cramer’s
) Hispanic Caucasian X

American \Vale
1. NolISS 1,380 168 2,466 284.29* 210**

(51.5%) (58.9%)  (70.8%)
2. One ISS 516 52 532

(19.3%) (18.2%)  (15.3%)
3. Two ISS 264 26 195

(9.9%) (9.1%) (5.6%)

4. Three or more ISS 519 39 289

(19.4%)  (13.7%)  (8.3%)
*? (4, N = 6,446) = 284.29, p <.05

** Cramer’s V = .210 indicates a relatively low effect size.

In summary, the numbers in student discipline are for grades 9-10 and 11-12 are
generally disproportionate for African American, Hispanic, and Caucasian males for the
combined 2007-09 and combined 2009-11 school years, more so in some instances than in
others. Hispanic males and African American males were found to be the largest subgroups with
disproportionate numbers in several areas. For instance, in the area of Disadvantaged, Hispanic
males represented the largest group of males for all grades and all school years with the
exception of the 2007-09 school years; African American males in the 11" and 12" grade
represented the largest group of males for the combined 2007-09 school years. In the area of
Dropout, Hispanics represented the largest group for 9™ and 10™ grade students while for 11th
and 12" grade students, there were no measurable differences among the three subgroups for
either time periods. In the area of Retention, there was no measurable difference amongst 9" and
10" grade African American males and Hispanic males for the combined 2007-09 school years.
Hispanic males represented the largest group of 9™ and 10™ grade students retained for the
combined 2009-11 school years. For the 11" and 12" grade students, Hispanics had the largest
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proportion retained for the combined 2007-09 school years while 11" and 12™ grade African
American males had the largest proportion for the combined 2009-11 school years. In the areas
of Disorderly Conduct, Other Disciplinary Infractions, and Out-of-School Suspension African
American males represented the largest proportion of students for all subgroups and time
periods. In the area of In-School-Suspension, African American males in the 9™ and 10™ grade
had the largest proportion for the combined 2007-09 school years. For the combined 2009-11
school years, 9" and 10" grade Hispanic males had the largest proportion with one referral while
African American males in the 9" and 10™ grade had the largest proportion with two and three or
more referrals. For 11" and 12™ grade male students, Hispanic males had the largest proportion
with one In-School-Suspension referral for the combined 2007-09 school years. No measurable
difference was found in the proportion of African American and Hispanic 11" and 12" grade
males in the areas of two In-School-Suspension referrals for the combined 2007-09 and the
combined 2007-09 school years. However, in the area of three or more referrals for the
combined 2007-09 and the combined 2009-11 school years, African American males in the 11"
and 12" grade had the largest proportion.

Research Question 2. In Albert County Public Schools, what was the disproportionality,
if any, in student discipline, retention, disadvantaged and dropout for grades 9-10 and grades 11-
12 for African American, Hispanic, and Caucasian females for the 2007-09 and the 2009-11
school years?

To ascertain whether proportional differences were present in student discipline between
African American, Hispanic and Caucasian female students, a number of Pearson chi-squares
were conducted. This statistical procedure was viewed as the optimal statistical procedure to use
because the frequency data were categorical and the sample size was large.

Grades 9th — 10th'. Table 52 displays data reflective of a cross tabulation of race on
disadvantaged females for 9" and 10™ grade female students. For the combined 2007-2009
school years, African American females had proportionately higher numbers of disadvantaged
than Hispanic and Caucasian females, ¥ (2, N = 7,286) = 988.79, p <.05, Cramer’s V=.368. For
the combined 2009-11 school years shown in Table 53, African American and Hispanic
proportions were almost identical and showed higher percentages of disadvantaged females
than Caucasian females, XZ (2, N=6,975) = 1,148.97, p <.05, Cramer’s V= .406. The number of
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disadvantaged females increased amongst the three groups of students from the 2007-09 school

years to the 2009-11 school years.

Table 52
Cross Tabulation of Race on Disadvantaged for 9"-10" Grade Females for 2007-2009 School
Years
Race
Disadvantaged African ) ) ] ) Cramer’s
) Hispanic Caucasian x
American \Vale
1. Not Disadvantaged 1,939 192 3,581 988.79* .368
(61.9%) (66.9%)  (92.6%)
2. Disadvantaged 1,194 95 285

(38.1%)  (331%)  (7.4%)
*7 (2, N=7,286) = 988.79, p <.05

** Cramer’s V = .368 indicates a relatively low to moderate effect size.

Table 53
Cross Tabulation of Race on Disadvantaged for 9"-10" Grade Females for 2009-2011 School
Years
Race
Disadvantaged African ) ) ) ) Cramer’s
] Hispanic Caucasian X
American Vx>
1. Not Disadvantaged 1,615 190 3,176 1,148.97* 406
(52.7%) (52.6%)  (89.4%)
2. Disadvantaged 1,447 171 376

(47.3%) (47.4%)  (10.6%)
*2 (2, N = 6,975) = 1,148.97, p <.05

** Cramer’s V = .406 indicates a relatively moderate effect size.

Table 54 presents the results of a cross tabulation of race and dropouts for 9" and 10"
grade female students. For the combined 2007-2009 school years, Hispanic females had

proportionately higher numbers of dropouts than African American females who in turn had
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higher numbers than Caucasian females., y* (2, N = 7,286) = 118.42, p <.05, Cramer’s V=127.
A similar finding was noted for the combined 2009-11 school years, ¥ (2, N = 7,286) = 72.95, p
<.05, Cramer’s V= .102, and is shown in Table 55. However, the number of females who
dropped out increased amongst African American and Caucasian females by 2.1% from the
2007-09 school years to the 2009-11 school years. The numbers for Hispanic females decreased
by 4.8% (18.1% for 2007-2009 to 13.3% for 2009-2011) for the same time period.

Table 54
Cross Tabulation of Race on Dropout for 9"-10" Grade Females for 2007-2009 School Years
Race
Dropout African ) ) ) ) Cramer’s
American Hispanic Caucasian X -
1. Not a Dropout 2,778 235 3,661 118.42* 127
(88.7%) (81.9%)  (94.7%)
2. Dropout 355 52 205

(11.3%) (18.1%) (5.3%)
*?(2,N'=7,286) = 118.42, p <.05

** Cramer’s V = .127 indicates a relatively low effect size.

Table 55
Cross Tabulation of Race on Dropout for 9"-10" Grade Females for 2009-2011 School Years
Race
Dropout African ) ) ) ) Cramer’s
American Hispanic Caucasian X Vi
1. Not a Dropout 2,705 313 3,337 72.95* 102
(88.3%)  (86.7%)  (93.9%)
2. Dropout 357 48 215

(11.7%)  (13.3%)  (6.1%)

*y2 (2, N = 6,975) = 72.95, p <.05

** Cramer’s V =.102 indicates a relatively low effect size.
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Table 56 contains a summary of the cross tabulation of race and number of retained 9th
and 10" grade female students. Though the absolute numbers are small for the combined 2007-
2009 school years, Hispanic females had proportionately higher retention rates than African
American females who a had retention proportion greater than Caucasian females, x* (2, N =
7,286) = 10.35, p <.05, Cramer’s V=.038. In contrast, as Table 57 illustrates, African American
females had proportionately higher retention rates than Hispanic females who had higher rates
than Caucasian females, y* (2, N = 6,975) = 20.19, p <.05, Cramer’s V= .054. However, the
numbers in both tables reflect an increase in the retention rate amongst African American
females for the 2007-2009 to the 2009-11 school years of 20.0%. Tables 56 and 57 reflect a
decrease in the retention rate amongst Caucasian and Hispanic females by 0.1% (0.7% 2007-
2009 to 0.6% 2009-2011) for the same time period.

Table 56
Cross Tabulation of Race on Retained for 9"-10" Grade Females for 2007-2009 School Years
Race
Retained African ) ) ) ) Cramer’s
American Hispanic Caucasian X Vi
1. Not Retained 3,088 282 3,839 10.35* .038
(98.6%)  (98.3%)  (99.3%)
2. Retained 45 5 27
(1.4%) (1.7%) (0.7%)

*?(2, N =7,286) = 10.35, p <.05

** Cramer’s V = .038 indicates a low effect size.
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Table 57
Cross Tabulation of Race on Dropout for 9"-10™ Grade Females for 2009-2011 School Years
Race
Retained African Hispanic  Caucasian 5 Cramer’s
American P 4 V**
1. Not Retained 3,008 357 3,531 20.19* .054
(98.2%) (98.9%) (99.4%)
2. Retained 54 4 21

(1.8%) (1.1%) (0.6%)
*?(2, N =6,975) = 20.19, p <.05

** Cramer’s V = .054 indicates a low effect size.

Table 58 presents the a cross tabulation of race and referrals for disorderly conduct for 9™
and 10™ grade female students for the combined 2007-2009 school years. The chi-square
analysis of the cross tabulation revealed that 9" and 10" grade Hispanic and Caucasian females
had proportionately similar rates of no, one, and two or more referrals for disorderly conduct.
However, African American 9" and 10" grade females were found to have proportionately
higher rates of referrals for disorderly conduct, a difference reflected in a measurable chi-square,
v* (4, N = 7,286) = 576.30, p <.05, Cramer’s V="281.

Table 58
Cross Tabulation of Race on Disorderly Conduct for 9"-10" Grade Females During 2007-2009
Race
Disorderly Conduct African Hispanic  Caucasian 2 Cramer’s
American P X \Visked
1. No referrals 2,464 275 3,731 576.30* 281
(78.6%) (95.8%) (96.5%)
2. One referral 340 10 85
(10.9%) (3.5%) (2.2%)
3. Two or more 329 2 50
referrals (10.5%) (0.7%) (1.3%)

*Z (4, N = 7,286) = 576.30, p <.05

** Cramer’s V = .281 indicates a relatively low effect size.
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In Table 59, the results of the analysis of disorderly conduct referrals by race for 9" and
10" grade female students for the combined 2009-2011 school years are summarized. As was
found for the combined 2007-09 school years, the 9" and 10" grade Hispanic and Caucasian
females had proportionately similar rates across the disorderly conduct referral categories but
that African American females had proportionately higher disorderly conduct referral rates, %>
(4, N =14,261) = 445.94, p <.05, Cramer’s V= .253.

Table 59
Cross Tabulation of Race on Disorderly Conduct for 9"-10" Grade Females for 2009-2011
Race
Disorderly Conduct African ) _ _ ) Cramer’s
) Hispanic Caucasian X
American V**
1. No referrals 2,491 337 3,443 445.94* 253
(81.4%) (93.4%) (96.9%)
2. One referral 316 16 64
(10.3%) (4.4%) (1.8%)
3. Two or more 255 8 45
referrals (8.3%) (2.2%) (1.3%)

* 7 (4, N = 14,261) = 445.94, p <.05

** Cramer’s V = .253 indicates a relatively low effect size.

The cross tabulation of race with other discipline infractions referrals for 9™ and 10"
grade female students is displayed in Table 60. For the combined 2007-2009 school years,
African American females had proportionately higher referrals rates than Hispanic and
Caucasian females for all other discipline infraction referrals where Hispanic females were found
to have slightly higher proportions of referrals than Caucasian females, y* (2, N = 7,286) =
162.04, p <.05, Cramer’s V=.149. A similar pattern for the combined 2009-11 school years was
found, xz (2, N=6,975) = 94.61, p <.05, Cramer’s V= .084, and is shown in Table 61.
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Table 60
Cross Tabulation of Race on Other Discipline Infractions for 9"-10" Grade Females During the
2007-2009 School Years

Race
Discipline infractions* African ) ) ] ) Cramer’s
) Hispanic Caucasian x
American \Viekakal
1. No referral 2,943 281 3,836 162.04** 149
(93.9%) (97.9%) (99.2%)
2. At least one referral 190 6 30

6.1%)  (21%)  (0.8%)
*Includes fights, threats, assault and integrity.
** 2 (2, N = 7,286) = 162.04, p <.05

*#% Cramer’s V = .149 indicates a relatively low effect size.

Table 61
Cross Tabulation of Race on Other Discipline Infractions for 9"-10" Grade Females During the
2009-2011 School Years

Race
Discipline infractions* African ) ) ) ) Cramer’s
] Hispanic Caucasian X
American \Viakehal
1. No referral 2,931 356 3,527 94.61** 116
(95.7%) (98.6%)  (99.3%)
2. At least one referral 131 5 25

(4.3%) (1.4%) (0.7%)
*Includes fights, threats, assault and integrity.
*x42(2, N = 6,975) = 94.61, p <.05

** Cramer’s V = .116 indicates a relatively low effect size.

Table 62 contains the cross tabulation of race with out-of-school suspensions for 9" and
10™ grade female students. For the combined 2007-2009 school years, African American females
had proportionately higher out-of-school suspension rates than Hispanic and Caucasian females ,
v* (2, N = 7,286) = 637.94, p <.05, Cramer’s V=.296. For the combined 2009-11 school years
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shown in Table 63, African American females had proportionately higher out-of-school
suspension rates than Hispanic females who in turn demonstrated higher rates than Caucasian
females , ¥* (2, N = 6,975) = 595.16, p <.05, Cramer’s V=292,

Table 62
Cross Tabulation of Race on Out-Of-School Suspension (OSS) for 9™-10" Grade Females
During the 2007-2009 School Years

Race
Out-of-school African Hispanic  Caucasian ) Cramer’s
Suspension American P 4 \Viskd
1. No OSS 2,328 270 3,671 637.94* 296
(74.3%) (94.1%) (95%)
2. One OSS 415 12 124
(13.2%) (4.2%) (3.2%)
3. Two or more OSS 390 5 71

(12.4%)  (L7%)  (1.8%)
*?(4,N'=7,286) = 637.94, p <.05

** Cramer’s V = .296 indicates a relatively low effect size.

Table 63
Cross Tabulation of Race on Out-Of-School Suspension (OSS) for 9"-10" Grade Females

During the 2009-2011 School Years

Race
Out-of-school African Hispanic  Caucasian 2 Cramer’s
Suspension American P X \Visked
1. No OSS 2,281 316 3,385 595.16* 292
(74.5%) (87.5%) (95.3%)
2. One OSS 434 33 115
(14.2%) (9.1%) (3.2%)
3. Two or more OSS 347 12 52

(113%)  (33%)  (15%)
*Z (4, N = 6,975) = 595.16, p <.05

** Cramer’s V = .292 indicates a relatively low effect size.
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The cross tabulation of race and in-school suspension for the combined 2007-2009 school
years 9" and 10™ grade female students is displayed in Table 64. Caucasian females had
proportionately fewer in-school suspensions across all categories while, in general, African
American and Hispanic females were similarly distributed. These differences in distributions
were reflected in the finding of a measurable chi-square, y° (4, N = 7,286) = 501.91, p <.05,
Cramer’s V= .262.

Table 64
Cross Tabulation of Race on In- School Suspension (1SS) for 9"-10" Grade Females During the
2007-2009 School Years

Race
In-school Suspension African Hispanic  Caucasian ’ Cramer’s
American P X V**
1. NoISS 1,764 197 3,101 501.91~* .262
(56.3%) (68.6%) (80.2%)
2. One ISS 570 50 400
(18.2%) (17.4%) (10.3%)
3. Two ISS 299 16 174
(9.5%) (5.6%) (4.5%)
4. Three or more ISS 500 24 191
(16%) (8.4%) (4.9%)

* 4% (4, N =7,286) = 501.91, p <.05

** Cramer’s V = .262 indicates a relatively low effect size.

The cross tabulation summary in Table 65 reflects the data for the combined 2009-2011
school years of race and in-school suspension for 9™ and 10" grade female students. African
American females were found to have proportionately higher in-school suspension rates than
Hispanic females who had higher proportional rates than Caucasian females, XZ (4,N=6,975) =
580.09, p <.05, Cramer’s V= .288.
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Table 65
Cross Tabulation of Race on In-School Suspension (I1SS) for 9"-10" Grade Females During the
2009-2011 School Years

Race
In-school Suspension Afric.:an Hispanic Caucasian 2 Cramer’s
American Vx>
1. NoISS 1,712 241 2,939 580.09* .288
(55.9%) (66.8%)  (82.7%)
2. OneISS 557 45 306
(18.2%) (12.5%) (8.6%)
3. Two ISS 283 26 118
(9.2%) (7.2%) (3.3%)
4. Three or more ISS 510 49 189

(16.7%)  (13.6%)  (5.3%)
* 7 (2, N =6,975) = 580.09, p <.05

** Cramer’s V = .288 indicates a relatively low effect size.

Grades 11th — 12th. A cross tabulation of race and disadvantaged females for 11" and
12" grade female students is presented in Table 66. For the combined 2007-2009 school years,
African American and Hispanic females had proportionately similar numbers of disadvantaged
females with Caucasian females demonstrating a much lower percentage, ¥° (2, N = 6,491) =
633.92, p <.05, Cramer’s V=.313. The same pattern was observed for the combined 2009-2011
school years, ¥* (2, N = 6,666) = 1,099.28, p <.05, Cramer’s V= .406. It should be noted that the
number of disadvantaged females increased amongst all three groups of students from the 2007-
09 school years to the 2009-11 school years. The numbers for disadvantaged African American
females increased by 15.7% (26.3% to 42.0%), Hispanic females increased by 13.5% (26.1% to
39.6%) and Caucasian females increased by 9.4% (13.9% to 23.3%).
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Table 66
Cross Tabulation of Race on Disadvantaged for 11™-12" Grade Females for 2007-2009 School
Years

Race
Disadvantaged African ) ) ] ) Cramer’s
] Hispanic  Caucasian x
American Vx>
1. Not Disadvantaged 1,925 161 3,504 633.92* 313
(73.8%) (73.9%) (95.6%)
2. Disadvantaged 683 57 161

(26.2%)  (26.1%)  (4.4%)
*yZ(2,N = 6,491) = 633.92, p <.05

** Cramer’s V = .313 indicates a relatively low to moderate effect size.

Table 67

Cross Tabulation of Race on Disadvantaged for 11M-12" Grade Females for 2009-2011 School
Years

Race
Disadvantaged African ) ) ) ) Cramer’s
) Hispanic  Caucasian x
American /x>
1. Not Disadvantaged 1,625 172 3,314 1,099.28* 406
(58%) (60.4%) (92.6%)
2. Disadvantaged 1,178 113 264

(42%)  (39.6%)  (7.4%)
* 37 (2, N = 6,666) = 1,099.28, p <.05

** Cramer’s V = .406 indicates a relatively moderate effect size.

The proportional dropout rates for 11" and 12" grade female students are presented in
Tables 68 and 69. For the combined 2007-2009 school years, the numbers for dropouts were
similar for the three groups and the proportions did not differ measurably, x> (2, N = 6,491) =

3.00, p >.05, Cramer’s V=.021. A similar lack of proportional differences among the three
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groups of females was found for the 2009-11 school years, ° (2, N = 6,666) = 2.58, p >.05,
Cramer’s V=.020. The number of females who dropped out decreased in all three groups for the

2007-09 school years to the 2009-11 school years.

Table 68
Cross Tabulation of Race on Dropout for 11"-12™ Grade Females for 2007-2009 School Years

Race
Dropout African ) ) ] ) Cramer’s
) Hispanic  Caucasian x
American \Vale
1. Not a Dropout 1,156 98 1,705 3.00* 021
(44.3%) (45%) (46.5%)
2. Dropout 1,452 120 1,960

(55.7%) (55%) (53.5%)
* Xz (2, N = 6,491) =.300, p > 05

** Cramer’s V = .021 indicates a low effect size.

Table 69
Cross Tabulation of Race on Dropout For 11"-12™ Grade Females for 2009-2011 School Years
Race
Dropout African ) ) ) ) Cramer’s
American Hispanic  Caucasian X Vi
1. Not a Dropout 1,290 131 1,717 2.58* .020
(46%) (46%) (48%)
2. Dropout 1,513 154 1,861
(54%) (54%) (52%)

* 2 (2, N = 6,666) = 2.58, p >.05

** Cramer’s V = .020 indicates a low effect size.

The proportions of African American, Hispanic, and Caucasian 11th and 12" grade
females retained for the combined 2007-2009 and 2009-2011 school years are presented in
Tables 70 and 71 respectively. For the combined 2007-2009 school years, African American and

Caucasian females had proportionately lower retention rates than Hispanic females, XZ (2,N=
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6,491) = 14.46, p <.05, Cramer’s V=.047. For the combined 2009-2011 school years, the
retention rates were similar for African American and Hispanic females, with Caucasian females
being proportionately lower, XZ (2, N =6,666) = 9.87, p <.05, Cramer’s V=.038. However, a
decrease in the retention rate amongst all three student groups from the 2007-2009 to the 2009-

11 school year of 0.4% was recorded.

Table 70
Cross Tabulation of Race on Retained for 11"-12"" Grade Females for 2007-2009 School Years
Race
Retained African ) ) ) ) Cramer’s
] Hispanic  Caucasian X
American V**
1. Not Retained 2,556 208 3,615 14.46* .047

(98.0%)  (95.4%)  (98.6%)

2. Retained 52 10 50
(2.0%) (4.6%) (1.4%)

* 2 (2,N = 6,491) = 14.46, p <.05

** Cramer’s V = .047 indicates a low effect size.

Table 71
Cross Tabulation of Race on Retained for 11"-12" Grade Females for 2009-2011 School Years

Race
Retained African ) ) ) ) Cramer’s
) Hispanic  Caucasian X
American \iakal
1. Not Retained 2,754 281 3,547 9.87* .038
(98.3%) (98.6%) (99.1%)
2. Retained 49 4 31

(1.7%) (1.4%)  (0.9%)

*+7(2,N =6,666) = 9.87, p <.05

** Cramer’s V = .038 indicates a low effect size.
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The proportions of 11" and 12" grade African American, Hispanic, and Caucasian
female students referred for disorderly for the combined 2007-09 school years are presented in
Table 72. The chi-square analysis revealed that Hispanic and Caucasian females had
proportionately similar rates of no, one, and two or more referrals for disorderly conduct. In
contrast, African American 11" and 12" grade females were found to have proportionately
higher rates of disorderly conduct referrals, a difference reflected in a measurable chi-square, 3
(4, N =6,491) = 314.85, p <.05, Cramer’s V= .220.

Table 72
Cross Tabulation of Race on Disorderly Conduct for 11"-12" Grade Females During 2007-2009
School Years

Race
Disorderly Conduct African ) ) ) ) Cramer’s
American Hispanic  Caucasian X Vi
1. No referrals 2,255 211 3,582 314.85* 220
(86.5%) (96.8%) (97.7%)
2. One referral 200 3 62
(7.7%) (1.4%) (1.7%)
3. Two or more 153 4 21
referrals (5.9%) (1.8%) (0.6%)

* 7 (4, N = 6,491) = 314.85, p <.05

** Cramer’s V = .220 indicates a relatively low effect size.

Table 73 presents the cross tabulation of race on disorderly conduct referrals by race for
11" and 12" grade female students for the combined 2009-2011 school years. As was found for
the combined 2007-09 school years, the 11" and 12" grade Hispanic and Caucasian females had
proportionately similar rates across the disorderly conduct referral categories but that African
American females had proportionately higher disorderly conduct referral rates, ¥ (4, N = 6,666)
= 333.38, p <.05, Cramer’s V= .224.
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Table 73
Cross Tabulation of Race on Disorderly Conduct for 11"-12™" Grade Females During the 2009-
2011 School Years

Race
Disorderly Conduct African ) ) ] ) Cramer’s
) Hispanic  Caucasian x
American \Vale
1. No referrals 2,412 277 3,497 333.38* 224
(86.1%) (97.2%) (97.7%)
2. One referral 254 4 64
(9.1%) (1.4%) (1.8%)
3. Two or more 137 4 17
referrals (4.9%) (1.4%) (0.5%)

* 7 (4, N = 6,666) = 333.38, p <.05

** Cramer’s V = .224 indicates a relatively low effect size.

For the 2007-09 school years, the proportions for other discipline infractions referrals for
11" and 12" grade female students are reflected in Table 74. Though the absolute numbers are
small for the combined 2007-2009 school years, African American females had proportionately
higher referrals rates than Hispanic and Caucasian females for all other discipline infraction
referrals, XZ (2, N =6,491) = 57.88, p <.05, Cramer’s V= .094. For the combined 2009-11 school
years shown in Table 75, African American and Hispanic females had proportionately higher
referrals rates than Caucasian females for all other discipline infraction referrals, ¥° (2, N =
6,666) = 30.64, p <.05, Cramer’s V= .068.
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Table 74
Cross Tabulation of Race on Other Discipline Infractions for 11"-12" Grade Females During
the 2007-2009 School Years

Race
Discipline infractions* African ) ) ) ) Cramer’s
) Hispanic  Caucasian x
American \Viskakol
1. No referral 2,538 216 3,649 57.88** .094
(97.3%) (99.1%) (99.6%)
2. At least one referral 70 2 16

(2.7%) (0.9%) (0.4%)
*Includes fights, threats, assault and integrity.
*x42(2, N = 6,491) = 57.88, p <.05

**% Cramer’s V = .094 indicates a low effect size

Table 75
Cross Tabulation of Race on Other Discipline Infractions for 11"-12" Grade Females During
the 2009-2011 School Years

Race
Discipline infractions* African ) ) _ ) Cramer’s
) Hispanic  Caucasian X
American \Viakehal
1. No referral 2,753 282 3,564 30.64** .068
(98.2%) (98.9%) (99.6%)
2. At least one referral 50 3 14

(1.8%) (1.1%) (0.4%)
*Includes fights, threats, assault and integrity.
*x42(2, N = 6,666) = 30.64, p <.05

** Cramer’s V = .068 indicates a low effect size.

Proportions are displayed in Table 76 which reflect a cross tabulation of race with out-of-
school suspensions for 11" and 12™ grade female students for the combined 2007-09 school
years. For the combined 2007-2009 school years, African American females had proportionately

higher out-of-school suspensions rates than Hispanic and Caucasian females , ¥* (2, N = 7,286) =
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418.16, p <.05, Cramer’s V=254. A similar finding for the combined 2009-11 school years, x>
(2, N =6,666) = 461.04, p <.05, Cramer’s V=263, is shown in Table 77.

Table 76
Cross Tabulation of Race on Out-Of-School Suspension (OSS) for 11"-12" Grade Females
During 2007-2009 School Years

Race
Out-of-school African ) ) ] ) Cramer’s
) ) Hispanic  Caucasian X
Suspension American V**
1. No OSS 2,137 209 3,550 418.16* 254
(81.9%) (95.9%) (96.9%)
2. One OSS 281 7 81
(10.8%) (3.2%) (2.2%)
3. Two or more OSS 190 2 34

(7.3%) (0.9%) (0.9%)
2% (4, N'=7,286) = 418.16, p <.05

** Cramer’s V = .254 indicates a relatively low effect size.

Table 77
Cross Tabulation of Race on Out-Of-School Suspension (OSS) for 11"-12" Grade Females for
2009-2011 School Years

Race
Out-of-school African ) ] ) ) Cramer’s
Suspension American Hispanic - Caucastan “ V/**
1. No 0SS 2,256 266 3,461 461.04* .263
(80.5%) (93.3%) (96.7%)
2. One OSS 342 15 88
(12.2%) (5.3%) (2.5%)
3. Two or more OSS 205 4 29

(7.3%) (1.4%) (0.8%)
* 7 (4, N = 6,666) = 461.04, p <.05

** Cramer’s V = .263 indicates a relatively low effect size.
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The data displayed in Table 78 is the result of the cross tabulation of race with in-school

suspensions for 11™ and 12™ grade female students for the combined 2007-09 school years.

African American females had proportionately higher in-school suspensions rates for one and

three or more referrals. Hispanic females had higher proportions for two in-school referrals,
(2, N=6,491) = 352.74 p <.05, Cramer’s V=.233. For the combined 2009-11 school years,

African American females had proportionately higher in-school suspensions that Hispanic

females who in turn had higher referral rates for in-school suspensions that Caucasian females, y?
(2, N =6,666) = 441.34, p <.05, Cramer’s V=257, and is shown in Table 79.

Table 78

Cross Tabulation of Race on In-School Suspension (I1SS) for 11™-12" Grade Females During the

2007-2009 School Years

Race
In-school Suspension African ) _ _ ) Cramer’s
) Hispanic  Caucasian X

American \Vale
1. NolSS 1,721 163 3,124 352.74* 233

(66.0%) (74.8%) (85.2%)
2. One ISS 435 25 332

(16.7%)  (11.5%) (9.1%)
3. Two ISS 170 16 105

(6.5%) (7.3%) (2.9%)
4. Three or more ISS 282 14 104

(10.8%) (6.4%) (2.8%)

*+%(6, N = 6,491) = 352.74, p <.05

** Cramer’s V = .233 indicates a relatively low effect size.



93

Table 79
Cross Tabulation of Race on In-School Suspension (I1SS) for 11™-12" Grade Females During the
2009-2011 School Years

Race
In-school Suspension African Hispanic Caucasian 2 Cramer’s
American \Visked
1. NoISS 1,747 212 3,033 441.34* 257
(62.3%) (74.4%) (84.8%)
2. OneISS 503 32 318
(17.9%) (11.2%) (8.9%)
3. Two ISS 236 22 113
(8.4%) (7.7%) (3.2%)
4. Three or more ISS 317 19 114

(11.3%)  (6.7%) (3.2%)

* 7 (6, N = 6,666) = 441.34, p <.05

** Cramer’s V = .257 indicates a relatively low effect size.

In summary, for the combined 2007-09 and the 2009-11 combined school years,
discipline referrals for African American, Hispanic, and Caucasian females, with some
exceptions, were found to be generally disproportionate. Hispanic females and African
American females represented the largest subgroups with disproportionate numbers in several
areas. In the area of Disadvantaged, African American females were proportionately larger for
all grades for the combined 2007-09 school years. In the area of Dropout, Hispanics females
were proportionately higher in the 9" and 10" grades for the combined 2007-09 school years.
For 11th and 12" grade students, there were no measurable differences among the groups for
either time period. The retention rate for females was very similar to the retention rate for males.
There was no proportional difference between African American and Hispanic female students
for all grades and school years as they were both proportionately higher than the rate noted
Caucasian females, with the exception of the combined 2007-09 school years. Hispanic students
in the 11" and 12" grades were represented the proportionately largest group retained for the
combined 2007-09 school years. In the areas of Disorderly Conduct, Other Disciplinary
Infractions, Out-of-School Suspension, and In-School-Suspension, African American females

were the proportionately largest group of students in all grades for all school years.
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Chapter V

Summary, Implications, and Recommendations

Summary

The review of the relevant research literature provided evidence that societal, familial,
and public school factors contribute to the nation’s disproportionate numbers in student
discipline and the high school dropout rate (Gregory & Mosely, 2004; Fenning & Rose, 2007;
Schott Foundation of Public Education, 2008; Schott Foundation of Public Education, 2010).
Recognizing that some of these factors educators may control, the purpose of the study was to
analyze the disciplinary data for Albert County for the 2007-2008 school year through the 2010-
2011 school year and to examine the relationship between students’ involvement in the student
discipline system and the dropout rate. Specifically, eight components which may contribute to
the disproportionate numbers in student discipline were examined: (a) Gender and Ethnicity, (b)
Suspension, (c) Expulsion, (d) Poor Home Life, (e) Absences, (f) Academic and Discipline
Outcomes, and (g) Dropout. The specific research questions addressed were:

1. In Albert County Public Schools, what was the disproportionality, if any, in student

discipline, retention, disadvantaged and dropout for grades 9-10 and grades 11-12 for
African American, Hispanic, and Caucasian males for the 2007-09 and the 2009-11
school years?

2. In Albert County Public Schools, what was the disproportionality, if any, in student

discipline, retention, disadvantaged and dropout for grades 9-10 and grades 11-12 for
African American, Hispanic, and Caucasian females for the 2007-09 and the 2009-11
school years?

Longitudinal data were provided by the Department of Research and Planning in Albert
County Public Schools and consisted of data associated with student discipline and the high
school dropout rate for African American, Hispanic, and Caucasian male and female high school
students. The school division provided the requested extant disciplinary data via Excel
spreadsheets which were uploaded to the Statistical Package for Social Science (SPSS)-4.0
version for processing and analysis. Using SPSS chi-square, the extant data regarding the

statistical relationships between student discipline variables and the high school dropout rate
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were examined to determine if there was grade, racial, and/or gender disproportionality in
student discipline.

In order to assess the disproportionality in student discipline for grades 9-10 and grades
11-12 for African American, Hispanic, and Caucasian males and females, student discipline data
for the 2007-09 vs. 2009-11 school years were examined. Because the variables analyzed are
categorical, chi-square analyses were conducted using the student discipline and race variables.
As the sample size per cell was more than five, the assumptions for utilizing a chi-square were
met. Within this chapter, the findings from the data are discussed, implications for school
division leaders and preparation of teachers and school administrators are considered, and

recommendations for future research studies are given.

Findings

In response to both research questions that were posed, the findings reflect
disproportionality in several areas of discipline for African American, Hispanic, and Caucasian
male and female students for both grade level combinations and time periods investigated.
Tables 80 and 81 outline the findings by race, gender, and category. The checkmark (v") in the
table cells indicates measurable differences in disproportionality and the largest subgroup
proportionately for that particular category for that time period. As there are differences in
distribution amongst the three subgroups, the checkmark indicates the subgroup that is the

highest of the three subgroups.
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Summary of Findings for Males
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MALES 2007-2009

MALES 2009-2011

Discipline Category
; ; c o c g = c o c e >
(Chi-square table in S 8| 2 Nt S 8 lg 8| ¢ 8 S =
S = | 8 8 |5 5|2 £| & 8 |5 5
Chapter 4) £ £ 2 2 |3 81K 2| 2 S |2 &
<| T O s 2 <| T o | £ S
Disadvantaged
9™ and 10" % Yes v Yes
(Tables 24 & 25)
Disadvantaged African Americans &
11" and 12" Hispanics distributed | Yes v Yes
(Tables 38 & 39) proportionately
Dropout
9™ and 10" v Yes v Yes
(Tables 26 & 27)
Dropout L N
h th Groups distributed Groups distributed
11" and 12 fionatel No fionatel No
roportionate roportionate
(Tables 40 & 41) Prop d Prop y
Retained
9" and 10" v Yes v Yes
(Tables 28 & 29)
Retained
11" and 12" v Yes v Yes
(Tables 42 & 43)
Disorderly Conduct
9" and 10" v Yes v Yes
(Tables 30 & 31)

(table continued)
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MALES 2007-2009

MALES 2009-2011

Discipline Category

(Chi-square table in c 8| 2 § é c%; c §| 2 § é %
e = | 8 5 tE 512 | 8 s £ 5

Chapter 4) £ ] = |2 81 E 2] S |8 &

< T O 5 S < T (&) 5 S

Disorderly Conduct

11" and 12" v Yes v Yes

(Tables 44 & 45)

Disciplinary Infraction

9™ and 10" v Yes v Yes

(Tables 32 & 33)

Disciplinary Infraction

11" and 12" v Yes v Yes

(Tables 46 & 47)

Out-of-School Suspensions

9" and 10" v Yes v Yes

(Tables 34 & 35)

Out-of-School Suspensions

11" and 12" v Yes v Yes

(Tables 48 & 49)

In-School Suspensions

9" and 10™ v Yes v Yes

(Tables 36 & 37)

In-School Suspensions African Americans & African Americans &

11" and 12" Hispanics distributed Yes Hispanics distributed Yes

(Tables 50 & 51)

proportionately

proportionately

*Indicates the largest subgroup proportionately for the category for that time period.




Table 81

Summary of Findings for Females
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Discipline Category

FEMALES 2007-2009

FEMALES 2009-2011

(Chi-square table in S g § % é cig g § % % é cig

Chapter 4) f—: 2| 2 S |8 8 f—: 2| 2 S |8 &
< T O 5 S < T (&) 5 S

Disadvantaged African Americans & African Americans &

9™ and 10" Hispanics distributed Yes Hispanics distributed Yes

(Tables 52 & 53) proportionately proportionately

Disadvantaged African Americans & African Americans &

11" and 12" Hispanics distributed Yes Hispanics distributed Yes

(Tables 66 & 67) proportionately proportionately

Dropout African Americans &

9" and 10" v Yes | Hispanics distributed | Yes

(Tables 54 & 55) proportionately

Dropout o o

11" and 12 Groups d-lstrlbuted No Groups d-|str|buted No

(Tables 68 & 69) proportionately proportionately

Retained

9" and 10" v Yes v Yes

(Tables 56 & 57)

Retained

11" and 12" v Yes v Yes

(Tables 70 & 71)

Disorderly Conduct

9" and 10" v Yes v Yes

(Tables 58 & 59)

(table continued)
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Discipline Category
(Chi-square table in
Chapter 4)

FEMALES 2007-2009

FEMALES 2009-2011

Disorderly Conduct
11" and 12"
(Tables 72 & 73)

v Yes

v Yes

Disciplinary Infraction
9" and 10"
(Tables 60 & 61)

v Yes

v Yes

Disciplinary Infraction
11" and 12"
(Tables 74 & 75)

v Yes

v Yes

Out-of-School Suspensions
9" and 10"
(Tables 62 & 63)

v Yes

v Yes

Out-of-School Suspensions
11" and 12"
(Tables 76 & 77)

v Yes

v Yes

In-School Suspensions
9" and 10"
(Tables 64 & 65)

v Yes

v Yes

In-School Suspensions
11" and 12"
(Tables 78 & 79)

v Yes

v Yes

*Indicates the largest subgroup proportionately for the category for that time period.

In general, findings as summarized in Tables 80 and 81 indicate disproportionality in

student discipline. The student discipline data for the 2007-09 and the 2009-11 school years

were examined because the school division experienced a major leadership change during the

2009-10 school year and measurable differences were found to be associated with that change.

As a change of leadership took place, different policies and procedures may have been
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implemented in the school system which possibly resulted in a decrease in student discipline.
However, the researcher did not further investigate the changes in policy that were possibly
implemented. Specifically, it was noted that the numbers in student discipline and academic
achievement were disproportionate for African American and Hispanic students for the 2007-09
school years but reflected measurable decreases in disproportionality from the 2007-09 to the
2009-11 school years. Even though these declines were seen, the findings revealed that Hispanic
and African American male and female students remained the largest subgroups with
disproportionate numbers in several areas including: Discipline, Disadvantaged, and Retention.
The findings do reflect a measurable dropout difference amongst the three racial subgroups at the
combined 9" and 10 grades with African Americans and Hispanics having proportionately
higher numbers of dropouts than Caucasians. For 11" and 12" grade students, there were not
measurable proportional differences in dropouts for either time period. It is important to note that
the data which were provided did not take into account the in or out migration of students to the
district. Hence, some of the dropouts may have consisted of students moving out of the district
and then possibly returning to the district.

These findings would seem to indicate that discipline disproportionality in addition to
other factors such as poor home life and lack of parental involvement are probably contributors
to the dropout rate of 9™ and 10 grade students in the Albert County Public Schools. Whatever
the reason(s) for dropping out, it is pertinent that policy makers and stakeholders address the
dilemma of student discipline disproportionality amongst African American students (and
Hispanic students to a lesser extent) as well as the high school dropout rate for all students in
Albert County.

Implications

The findings in the study reflect that teachers write a large number of discipline referrals
and administrators suspend and expel students numerous times per year, especially for African
American students. The disproportionality in student discipline findings also suggest that the
multiple suspensions are not eliminating the negative behaviors of the students and alternative
solutions should be considered by the schools, administrators. Tables 80 and 81 reflect the
discipline gap that exists in Albert County Public Schools amongst African American and

Hispanic males and females in comparison to Caucasian male and female students in several
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areas. Specifically, the gap exists in the areas of Disorderly Conduct, Other Disciplinary
Infractions, Out-of-School Suspension, and In-School Suspension. The discipline gap observed
is consistent with the findings reported in previous studies which state that African American
students receive more disciplinary consequences than their peers (Monroe, 2005).

The findings also indicate that African American and Hispanic male and female students
are disproportionately represented with measurably higher rates of retained students than that of
their peers, though the differences are very small. Possible reasons for the findings observed
include, but are not limited to, excessive absences from school, stereotyping on behalf of the
teacher and/or administration, societal and familial issues, and/or lack of parental involvement in
the life of the student. These barriers, as well as being economically disadvantaged, can be
considered as unintentional detours that hinder a student’s successful educational progress.
Although there are several possible reasons why the academic and discipline gaps exist, it is
important for stakeholders to take an interest in closing the gaps by making sure students are
academically engaged in instruction (Gregory & Mosely, 2004). For instance, in order for
students to be engaged academically, they need to be present in school so they can complete their
assignments. Gregory & Mosely, 2004). In addition, students should be given the opportunity to
rise to a high level of expectation as set by their teachers and administrators. Having low
expectations based on a students’ disciplinary infractions commonly results in students not being
placed in advanced placement classes (Schott Foundation of Public Education, 2008; Gregory &
Mosely, 2004). Placing students in advanced placement classes could provide them with the
challenge they possibly seek and be one route to closing the academic achievement gap.
Additionally, teachers and administrators should focus on building relationships with students
which encourage students to increase student engagement so that they can become more
successful academically and reduce their negative behaviors (Gregory & Mosely, 2004; Schott
Foundation for Public Education, 2008).Since the findings are not totally consistent with the
evidence provided in previous dropout research (e.g., Kunjufu, 2010; Schott Foundation of
Public Education, 2010), factors other than disproportionality such as excessive absenteeism,
lack of parent involvement, and non-participation in extracurricular activities should be explored

to determine they contribute to the dropout rate observed for all students in Albert County.
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Recommendations

The disproportionality in student discipline amongst African American and Hispanic
students in comparison to their Caucasian peers is generally consistent with what others have
reported (e.g., Schott Foundation of Public Education, 2008; Schott Foundation of Public
Education, 2010; Rausch & Skiba, 2004) regarding disproportionate numbers in student
discipline amongst African American and Hispanic students in comparison to their Caucasian
peers.

Research recommendations. Further research regarding the relationship between
disproportionality in student discipline and the dropout rate in Albert County should be
undertaken. The potential to identify and assess what protective factors may exist within the
control of stakeholders in the school system is measurable. For example, factors such as student
engagement, workload, feelings of lack of support and feelings of embarrassment due to being
overage in a particular grade are all elements within the realm of influence of teachers and school
administrators that should be examined (Bridgeland, Dilulio & Morison, 2006; Gregory &
Mosely, 2004; Kendziora & Osher, 2009; Kober, 2001). A possible next step would be to
conduct in depth interviews of students who have dropped out of school to identify those factors
that caused those students to drop out of school and possibly better understand the relationship, if
any, between student discipline and the dropout rate, especially for 9™ and 10" grade students.
Additional research of interest related to discipline disproportionality include attempting to
identify and understand the reasons within the control of teachers and school officials regarding
why African-American and Hispanic male students appear to be more disruptive in school than
their peers. With better understandings could come the creation and implementation of strategies
to reduce discipline disproportionality and students dropping out of school.

Practice recommendations. The findings clearly indicate disproportionality in
discipline in Albert County. School administrators and teachers should examine the discipline
strategies and techniques that currently exist and determine whether or not more effective
methods of dealing with disruptive behaviors of students of different racial groups might be
implemented. Further, the disproportionality in dropout rates for 9" and 10" grade students
would point to disproportionality in student discipline as a contributing factor. By tackling
disproportionality in student discipline, Albert County teachers and school administrators may

well be able to reduce the dropout rate for all students.
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In reference to the above recommendations, it is important to note that the next steps may
be challenging and or difficult to accomplish for a number of reasons. First and foremost, it will
be challenging for the researcher to locate students who have dropped out of school so that they
can be interviewed. Additionally, once these students have been located, it is very likely that
they may not have a desire to participate in the interview process as it may not benefit them in
any way. Another challenge the researcher could encounter could be on behalf of the school
system. School systems may not be willing to share techniques and strategies that they have
implemented and administrators and teachers may not desire to participate in the interview
process. However, once the aforementioned challenges have been conquered, the researcher
should be successful in sharing more data to support the importance of decreasing the

disproportionate numbers in student discipline and the high school dropout rate.
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Appendix A Research Survey Approval Application

Albert County Public Schools

L. Identifying Information

Full Name:  Wilson Omega W Dlate:  Hivessber 31, 2811
Lasit First M
Job Title: Principal

Waork Locafion: Hermitage High School

Work Address: 8201 Hungary Spring Road
Strest Addvess
Glen Allen WA 23058
Cin State ZIP Code

Work Phone: (804 (7562000 E-mail Address: owwilson@henrico k12.va.us
Home Address: 100 Kenley Tye Lane
Street Address
Glen Allen VA 22p5g
Gio State ZIP Code
Home Phone: 804 1218-1410

II. Summary of Project

A Thtle of Project

B. Why are vou conducting the study?

If other, explam:

Independent Fesearch
Masters Thesis Paper
Chther:

C. Unrversity Affiliation

University

YES

YES

L]

YES

]

NO
L]

NO

N0

i Ly o Mt Lol e el Wk s M Top Sl

YES NO
College or University Class Requmements |:|
YES NO

Dhssertzhon Research Project |:|

Yirginia Polytechnic Institute and State University

Department: _Educational Leadership and Policy Studies
Unrversity

Address:

Unmversity Phone:

540-231-1831

D. Is there fimding for this sindy?

Ifyes, explam:

YES NO

]

202 East Eggleston; Virginia Tech; Blacksburg. Virginia: 24081
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Albert County Public Schools

E. Will thus stady be reviewed and approved by an Institutional Feview Board (IRB)7
YES  I'will minate IRB review and approval after recerving feedback from ACPE Evidence of IRB review
must be received prior to initiating the study.
YES
|:| Feview 15 pending. Evidence of IRB review must be received prior to indtiating the study.
YES  Ithas been fully reviewed and approved. Pleasze attach the IEB approval notification to this
application.
HO
| This study 15 exentpt from IRB approval.
If exemipt, explam why:
HNO
I:l This study is mot affiliated with a university and is not govemead by an IRB.

* Researchers are encouraged fo initiate IREB review qfter recefving revisions and'or appreval from ACER

A Tvpe of Population (Please specify all that apply):

YES HNO YES HNO
YES HNO YES HNO

Midde [] []  Omer [ [] Seecify
B. Grade level(s): 342

C. Subject(s): MA ACPE
D Mame of school(s): Al high schoolsin Albert County Public Schools

E. Special Charactenistics (if any) of Population: #n Amercn, Hepasic ard Cmcamen mals 5 fsmas Sigh schoo! sests for e 2007208 schadl yer

F. Group Mumbears Needed Tmne {in minutes) Fequmed for Each Person to Complete Task
Students
Teachers
Principals
Others
YES HNO
G. Will additional data need to be provided by ACPS? ]

If yes, specify exactly what 15 required:

Quantitative research methods will be used to collect and analyze data
that focuses on data regarding student discipline, in school
suspensions, out of school suspensions, expulsions, attendance,
advanced placement courses, socio-economic status and the high
school dropout rate for the 2007-2008 school year. Data will be
collected, analyzed and compared amongst African American, Hispanic
and White male and female students in all nine high schools.
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Albert County Public Schools

IV. Required Attachments

A Provde a conmse descnphion of:

sl i b gt

A

oo -

Purpose of the study/Statement of Problem

Bref Review of Literature (1 page)

Eesearch questions and’or hypotheses

Fesearch design and methodology mehuding procedures: detailed deseniption of the protocol to be used
mehdmg how indrnduals will be contacted for parficipation, procedures nsed in the research or survey
admnestration, and how participants" nghts wall be protected; dates research wall be conducted; amount of
tme required by participants; places where study will be camed out; and people who will admmmaster the
stdy

Detalled Diesenption of Materials (Le. surveys, interview questons) meluedmz validity and rehability
mformation

How the research is funded (if applicable)

Treztment of Diata: description of data and plan for analyzng the data

Use of the Findings: include how data will be mterpreted and how the results wall be used

Value to the school svstem: How does the research address the current needs and mierests of ACFET How
will participants benefit?

B. Attach a copy of

L

the

i

Cover letter that will be sent to participants describing the study (Le., parent mformation letter, emal
notfication, ete)

Informed consent ar Opt-cut form to be wsed (if apphicable)

Diata collechon mmstmument(s) that will be used (Le., survevs, queshonnamres).

Tmneline for research activities.

IFB approval letter if appheable.

= All study materials should accuratel identify the srganization or individual conducting the rezearch.

V. Disclaimer and Signature

I understand that acceptance of this request for approval of a research proposal iIn no way obligate: Albert
County Public Schocols to participate m thes research. I also understand that approval does not constitute
commrtment of resources or endorsement of the study or 1ts findings by the school system or by the School
Board

I acknowledge that participation n research studies by students, parents, and school staffis vohmtary. I-wall
preserve the anonymaty of zll partecipants m all reporfing of this study. 1 will not reveal the 1dentity or inchude
wdentfiable charactenstics of schools or the school system.

If approval 1= granted I wall abide by all the policies and regulations of Albert County Publie Schools and
will conduct this ressarch within the stipulations zccompanymg any letter or approval

At the completion of the study, I will provide Albert County Public Schools with a copy of the results.

I cartify that my answers are true and complete o the best of ny knowladze

Signature: Diate:
Famulty Advisor Signature: Date:




Albert County Public Schools

Research and Survey Approval Process

Albert County Public Schools recognize the value of educational research in developing,
validating, and standardizing newer programs and strategies in education. Researchers whose
proposals are approved are assisted in conducting such research.

To avoid overapping and duplications and fo insure that the results are available and
adequately disseminated, proposals for all research and experimental projects, including the
administration of surveys, using either staff, students, parents, or information within the school
division must be submitted in advance to the Director of Research and Planning. Researchers
should not go to individual schools before submitting a propesal and schools should not agree
to participate in research projects until notified by Research and Planning that the study has

been approved.

The Department of Research and Planning accepts applications to conduct research studies or
data collection throughout the year, and reviews the applications four times a year. Applications
must be received by the cycle deadline, or the application will not be reviewed uniil the next
cycle deadline. Cycle deadlines are September 1, December 1, March 1, and June 1 of each
year. A committes, which will include appropriate staff members from other divisions in the
school system, will be convened to study each major proposal and to make a decision as to
whether or not it should be approved. The readers may suggest revisions in the proposal before
it Is accepted. Upon review, applicants will receive written notification of the decision regarding

the study proposal.

If approved, all researchers not employed by Albert County Public Schools who propose to
interact with students or staff (i.e., focus groups, observations, interviews) will be required to
participate In a wvolunteer orientation session conducted by the Department of Human
Resources.

Results of all research must be furnished fo the Director of Research and Planning.

To allow adequate fime for this process, it is strongly suggesied that researchers submit
proposals at least one semester before they would like to begin their research activities.

Prior to submitting a research proposal application, the following elements should be
considered:
+  Purpose of the study
ConsentfOpt-out procedures
Sampling plan
Data collection plan, including measurement instruments
Research activity schedule

LI ] LI )

All study materials should accurately identify the organization or individual conducting the
research.
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Albert County Public Schools

Selection Criteria for Research Projects

Criteria for selecting research projects whose findings are expected to have significant
implications to the program within  Albert County Public Schools shall be as follows:

1. The study must show promise of making a contribution to improved quality of
education and educational practice.

2. The study should be practical, useful and rooted in reality.

3. The study should not require undue amounts of staff and student time and should
not involve more than a minimum of disruption to the classroom and school.

4. The design should discuss reliability and validity and he presented in an
acceptable, scholarty format.

5. The study should be designed to promote good professional relationships and
ethical research practices.

6. The project must be understood by the people directly involved in carmying it out,
including principals and classroom teachers.

7. The problem should be researchable, which includes being of manageable size. It
should also be concrete, explicit, and measurable.

8. The research design must preserve individual rights to privacy.

9. Access to research sites must be approved by the Director of Research and
Planning.

10. The researcher must agree to allow the  Albert County Public Schools to make
non-commercial use of any results of the study for the benefit of Albert County
Public Schools.
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Albert County Public Schools

Instructions for Submitting a Research Proposal

Read and review the Selection Criteria for Research Projects.

. Seek the assistance of the Research and Planning staff{555-5555)as often as needed
throughout the planning of research projects.

. Complete the Application to Conduct Research or Distribute Surveys.

. Submit a minimum of four copies of the completed application along with the required
documents to the Department of Research and Planning. Applications are reviewed four
times per year and must be received by the deadline, or the application will not be
reviewed until the next cycle. Cycle deadlines are September 1, December 1, March
1, and June 1 of each year.

. All research proposal applications should be mailed, faxed, or emailed to:

Department of Research and Planning
Albert County Public Schools

P.O. Box 23120

Richmond, VA 23223-0420

Fax (804) 555-5555
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Appendix B Albert County Public School’s Code of Student Conduct

Please Sign and Return the Last Page




Disorderly Conduct/Disruptive Behavior

BOl1 Bomb Threat DSC  Classroom or Campus Disruption

BO2  ChemicalBiological Threat D6C Using Obscene or Inappropriate

BO3  Terrorist Threat Language or Gestures

BO4  Setting Off Falee Fire Alarm DSC Misor Insubordination

CIM  Beeper: GAl  Gang Activity

C2M  Cellular Telephones CIB  Gamblng

C3M  Electromic Devices RG1  Inafiag a Riot

DIC  Disrespect (walking away, etc) RGZ  Afttempting to Incite a Riot

D2C  Defiance (refuses to follow SIV  Inappropriate Personal
directives) Property

D3C  Disruptive Demonstrations S3V  Other School Code of Conduct
D4C  Possession of Obscene or Vislation net Incladed
Disruptive Literature

Studeats are entitied to a leaming envirommnent free of unnecessary disnption. Any physical,
wrinen or verbal disnwbance, communmication or acuvity, within the school setting or during
related acovities, which may interrupe or interfere with teaching and the orderly coaduct of
school activities is prolubsted.

A

The Albart County School Board's “Standards of Dress” shall be insplemented consistently
aross the County and are speciSed on Page 3 of tus Code of Student Conducr and oo the
Heanco County Public Schools websites.

Azy event, action, or statement which relies on chance for the monetary advantage of one
partcipant at the expense of others is gambling. This viclation includes exchanging items of
value, as well as currency, and extends to keeping score for later senlement

The possessica or distnbution of print or electromic matenals which are obscene, violent,
inappropniate, or siguficantly disrupave to the educanonal process s prohibited Included
are inappropriate smadent expression, sexting, threats, hit lists, disoibusion of non-authorized
Literanure, and ilegal assembly,

The use of any rype of unauthonzed electonic or mechanscal device s profudited during
regulxr school bowrs. This shall include, but not be lumited 0, pagers (beepers), cellular
phones, as specified on Page 5, portsble mmsical devices, laser pomters, cameras, #¢c., or
look-alikes. High school and middle school smadents will be permuined to use cellular phones
02 5cbool propesty or at school-spoasored actvities before and after reguixr school bows,
However, cellular phone use may not mterfere with any after-school activity

Eletneatary stadents are 5ot permuinted 10 possess, display, use, or activate cellular telepbones
o school campuses, school buses, or at school-sponsored activities at agy tine, except i
the case of extenmating simations with prior wninen approval from the building pnncipal.
These items will be confiscated by the school admunicration and renwmed to 3 parent or
leral puasdian

Verbal assault is curung threatening or using sbusive langusge or writen remarks intended
10 demeas or hanx 3 smdent, soaff member, of visitor and is produbited. This viclation

17

115



inclwdes, but 15 not limited fo, actons, displays, or written material of an obscene, violeat, or
inappropriate nanme and the wearing of clothing or adomments, incloding inappropriate
jewelry, which themselves comvey either wiclsnt or sexmally suggestive messages or
offensive statements towards school personnel and'or smdents {1.e., vulgar lanmage).

Faihure to respond sppropristely to wrinen or verial ditecdons given by school personnsl,
chaperones volunteers, or law enforcement officers is considersd insubordinagon.  Also
included is disobedience or defisnce of ressonable requests mads by schopl persommel
chaperones voluntesrs, or law enforcement officers.

. Oiher activities which dismapt the orderly fonctions of the school nchide, but are not Limited
to: demonsratng hostle or dismapave behavior, habimal ofenses (repear violations of the
Code gf Srudenr Conducr), unsuthorized fratemites o secret societies, nnauthorized sales by
smdents, possession of nappropriste toys, mappropriste uwse of school leckers and facilifies,
and setting off false fite alarms.

angz-related actvity will not be tolerated  Symbels of zang membership are expressly
prohibited (e, clothing that symbolizes sssociation, mieals associated with, or aciivities by
an identified zroup of siwdents). Sectoon 16.1-260.G. of the Code gf Firginig requites an
inmake officer to report to the division superintendsnt any smudent against whom a petition is
filed for certain offenses including, prohibited criminal sreet gang activity puorsusnt o §
182452 and recroitrent of other juvendiles for & crimins] sireet gang activity pursusnt to §
182463,

Eecommended Th it OF more ma

Smdent Conference

Pareat Contact

Conference with Parent

Insimctonal Support Services Intervention
Dietention

Snspension

Shortensd School Day

Alternative School Program

Suspension Intervention Program (Elementary)
School Besource Officer Taw Enforcement Agsncies
Court Raferral

Confiscation

Commmmity Service

Mediation'Conflict Fesolution
EECOMMENDATION TO THE SCHOOL BOARD FOR EXPULSION

18
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Fighting/Assault/Threats

FA? Fighting With no or Minor BAS  Malicions Wonnding Without A
Imjury Weapon

FIT Minor Fhysical Altercation ET1 Extortion

Battery/Assaunlt Against Staff ET! Attempted Extortion

With Weapon H1Z Hazing

Baftery/Assault Against Staff 71 Threatintimidations against staff

With No Weapon TI? Threatintimidations azainst student
Battery/Assanlt Against ST1  Stalking
Stmdent With Weapon

Battery/Assanlt Agaimst
Smdent With No Weapon

EEEE

Smdents and school personne] are entitled to 8 school environment free fom threat, sFeTession,
and aszault.

Al

C.

I

Actions, comments, of Written messages imbended to canse others to fzht or which may
result ina fizht are prohibroed.

Intentionally hiting, shoving, scratching, bidng, kicking, blocking the passage of or
throwing objects at a sipdent is prohibited.

Conveying by geshmes, notes, of verbal comments with the intent to canse bodily mjury or
tor deprive a simdent of his fghts is prohibited.

Fighting involving twio o more pardes in conflict when they are siriking each other for the
purpose of cansing harm or injury is profubited. This action may extend o nmmal shoving,
wresiling, or other appressive actions which may resnli in the dsnger of harm or mpmy o
aither party, bystanders, or school property.

The willfinl use of physical vielence which iz mtended to result in bodily mjury or the use of
3 dangerous object in an efort w canse bodily injury is prohibited.

Azzult upon 8 School Board emploves, School Besource Officer, Police Officer, School
Sequrity Officer, DARE Officer, or volunteer is prohibited VIOLATION OF THIS EULE
WILL EESTLT IN AN AUTOMATIC RECOMAENDATION FOR EXPULSION.
Conveying by geshmes, notes, of verbal comments with the intent to canse bodily mjury or
to deprive 2 School Board employee, School Fesource Odficer, Police Officer, School
Sequrity Officer, DARE Officer. or volumtesr, of his/her rights, or demonsraring hostile
acts, 1s prohibited.

The willfial use of physical or verbal thrests or physical stmse mfended to result in an
imvohmtary ansfer of money or property to another smdent is prohibited

Curzing, threstening, using abusive langmags, bullying, tessing, hazing, or other acts of
infimmidation are prohibited. This inclodes, but is not lomited fo, soy werbal written,
alocironic (through amy socizl chat rooms. web space, felephomes, or text messaging),
physical or mental teasing, threat of bodily injury or use of force directed toward and based
upon 3 persom’s race, reliziom, sex, sexmsl orentstion, natonal origin, disability, or
intellecoeal abilicy.

Uneafe conduct which endangers either oneself or others is prohibied.

Fecommended Dispositions—one o More may apply
Smedent Conference Suspension Interventdon Program (Elementary)

Parent Contact

Conference with Parent Schoo] Pespuwrce Officer Law Enforcemsnt Agencies
Instructons] Support Services Intervention  Court Beferral

Dretention Comrmmiry Services

Alremative School Program EECOMAMENDATION TO THE SCHOOL BOARD

FOR EXFULSION
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Integrity

Im Cheating S2V  Misrepresentation

IT2  Plagarsm TF1  Theft of School Property

m3 Fakification TF2  Theft of Staff Property

BK1 Burglary: Actual TF3  Theft of Student Property

BK2 Burglary: Attempted TF4  Possession of Stolen Property

RB1  Actual Robbery TF6 Attempted Theft or Theft of Motor
RB2  Attempted Robbery Vebucle

Albert County Public School students are expected to perform bovestly through the production
of their own work They should also demonstrate respect for the beloagings and nghrs of others,
includime but not lmited 1o, staff members and voluateers.

The following acts are prolubited:
A. Cheanog iocludes the actual giving, recenving, or use of any unsuthorized aid or assistance

C.

or the actmal giving or receiving of unfair advantage oo any form of acadenuc work

Plhagianon inchudes using or copying the language stucture, idea, and 'or thought of another
and representing it as one’s OWn original work.

Falsificanon mcludes, bur 15 not linuted 10, a verbal wnnen or electronic mansnussion (1e,
e-matls images) inchuding the production or use of forgery or counterfeinng.

Stealing imcludes acquining another's possessions without right or pemussion The
possession of stolen property 14 considerad theft

Attenpts toward completion of amy act descnibed above would constitute 3 viclaton and
maybe punishabile to the same extent as if the aempted act had been conpleted.

Unautborized use of techoology and mformation accessed through sechoology without
pemuission is prolubited as specified m Section 12, “Technology and the Internet ™ Stadent
files may be subject 10 search

Willful or malicious false accusations reports agamst school persoanel or other students,

School Resource Officer Law Enforcement Agencies

Court Referral

Restrution

Commumity Service

Revocanon of Conpurer Access and Use, including laptops
RECOMMENDATION TO THE SCHOOL BOARD FOR EXPULSION
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Appendix C Institutional Review Board Approval Letter

@ VirginiaTech ot

2000 Kraft Drive, Suite 2000 (0497)
Blacksburg. Virginia 24060
54002314808 Fax 540v231-0059

MEMORANDUM
DATE: February 13, 2012

Tv% James Craig, Carol Cash, Glen Earthman, Travis W. Twiford, Omega
ilson

FROM: Virginia Tech Institutional Review Board (FWAQ0000572, expires May 31, 2014)

PROTOCOL TITLE: The Relationship Between Student Discipline Disproportionality and the High
School Dropout Rate

IRB NUMBER: 12-137

Effective February 13, 2012, the Virginia Tech IRB Chair, Dr. David M. Moore, approved the new
protocol for the above-mentioned research protocol.

This approval provides permission to begin the human subject activities outlined in the IRB-approved
protocol and supporting documents.

Plans to deviate from the approved protocol and/or rting documents must be submitted to the
IRB as an amendment request and approved by the IRB prior to the implementation of any changes,
re%ardess of how minor, except where necessary to eliminate apparent immediate hazards to the
subjects. Report promptly to the IRB any injuries or other unanticipated or adverse events involving
risks or harms to human research subjects or others.

All investigators (listed above) are required to comply with the researcher requirements outlined at

hitp:/iwww.irb.vt.edu/; siresponsibilities.htm (please review before the commencement of your
research).

PROTOCOL INFORMATION:

Approved as: Exempt, under 45 CFR 46.101(b) category(ies) 4

Protocol Approval Date: 2/13/2012

Protocol Expiration Date: NA

Continuing Review Due Date”: NA

*Date a Continuing Review a%plication is due to the IRB office if human subject activities covered
under this protocol, including data analysis, are to continue beyond the Protocol Expiration Date,

FEDERALLY FUNDED RESEARCH REQUIREMENTS:

Per federally regulations, 45 CFR 46.103(f), the IRB is required to compare all federally funded grant
proposals / statements to the IRB protocol(s) which cover the human research activities
included in the proposal / work statement before funds are released. Note that this requirement does
not apply to Exempt and Interim IRB protocols, or grants for which VT is not the primary awardee.

The table on the following page indicates whether grant proposals are related to this IRB protocol,
and which of the listed proposals, if any, have been compared to this IRB protocol, if required.

— the Future
VIRGINIA POLYTECHNIC INSTITUTE AND STATE UNIVERSITY

An equal opportunity, afftrmative action institution



