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participants, to generate data relative to refegasons. A mixed methods approach was
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refuted these findings. The findings of this stadg discussed, including the

implications for future research.



GENERAL EDUCATORS’ PERCEPTIONS OF
AFRICAN AMERICAN MALES

PRIOR TO PRE-REFERRAL

by

Charmion Briana Rush

A Dissertation Submitted to
the Faculty of The Graduate School at
The University of North Carolina at Greensboro
in Partial Fulfilment
of the Requirements for the Degree
Doctor of Philosophy

Greensboro
2012

Approved by

Marilyn Friend

Committee Chair



APPROVAL PAGE

This dissertation has been approved by the foligweiommittee of the Faculty of

The Graduate School at The University of North Gaaocat Greensboro.

Committee Chair _ Marilyn Friend

Committee Members  John David Smith

Jewell Cooper

Teresa Little

Date of Acceptance by Committee

Date of Final Oral Examination



ACKNOWLEDGMENTS

To my father Alphonzo Louis Ruslyour gift for words and love of literature,
history, and current events sparked my passioteéwning. Your generosity and
humanitarian spirit profoundly shaped my life. Cdetimg this milestone would have
been so much richer if you were still here, eartidynd. However, | am proud to say
that your memory and legacy will live forever thgbume and my continued work.

To my mother and very best frierBlarbara Gaines Rustyou realized my
“calling” long before | did. For this, | will be fever grateful. Thank you for not giving
up on me, even when there were times that | watotgie up on myself. | also owe you
a debt of gratitude for . . . everything! But mmsportantly, | thank you for keeping my
faith in God. Your Christian faith and maternaléog what sustained meBécause He
lives, | can face tomorrow.

| thank my husband)evon A. Singletaryfor sharing me during my scholarly
pursuits. First and foremost, my love has alwaynhk#evoted to you. | also want to send
a heart-felt thanks to my greatest inspiratitordyn C. Singletarymy daughter. “Jordyn,
you give me more joy than | can ever expressbitsause of you that I'm motivated and
encouraged. Mommy can only hope that this persmilastone will inspire you to
follow your dreams.”

| thank my cherished sibling®¢. Dawn Rush, Elizabeth Rush-Cooper, and
Alphonzo Rush, )] my favorite auntRatricia Rush Wa)| close friendslfgrid

Medlock, members of Goler A.M.E. ZioDf. Rev. Seth O’ Lartgyand candidates of



the original UNCG special education doctoral colibrt Angela Jonés They accepted
and supported me through the many nuances of mggguThrough it all, we remained
closer than ever.

A special thanks to my “family” at Livingstone Cegje. In particular, | want to
extend appreciation to my colleagues, friends,rardtors . . Dr. Carolyn Duncarand
Dr. Obafemi BalogunYour persistence, support, and skills were tiesdings.

And finally, | thank my committee members. Do. Marilyn Friend, the chair
and foundation of my committee, | thank you for trgnsformation. My growth and
maturity through this process developed as a resyur diligence and guidander.
John David Smith, you are a wonderful example of a mentor. | thgmk for your
support, insight, and words of encouragembPntJewell Cooper andDr. Teresa Little,
you embraced me and served as my spiritual wartidngly believe that God has a way

of orchestrating all things. Thank God you werecpthin my life.



TABLE OF CONTENTS

Page
LIST OF TABLES ...ttt sttt e e e e e e e e e e e e e e e e e s sannneeeaeaaaaaeeens vii
LIST OF FIGURES ... oottt ceeeessei ettt e e e e e e e e e e e e e e e e s s s s s s nnnnneaaaaaaaaeeeas viii
CHAPTER
[. INTRODUCTION ..ottt e e e rneeeeeeeeas 1
Theoretical Framework: Critical Race Theory (CRT).......cccoovvvvviiiiinnns 3
PUrpose Of STUAY ....coooiiiiiieeeee e 5
Research QUESTIONS .......couiiiiiiiiiie s e et e et e e e e eeens 6
Definitions of KeY TEIMIS .....ccooiiiiiiieeet e e e e 7
Limitation of the STUAY .......eeeeeiiii e 10.
Significance of the Study .........cooo oo 1.1
[I. REVIEW OF THE LITERATURE .....ottiiiiiiiiim et 12
Conceptual FrameWOrK ............oooiiiveees e s s s e e e e e e e eeeeeeeeeeenennnne 18
Theoretical Framework: Critical Race Theory (CRT).......ccccvvvvvvunnee. 19
Roots of Disproportionality: White Privilege anddf&am ....................... 24
Compounding Factors for Disproportionate Represiema................... 27
CONCIUSION ...t ettt e et e e e e e e e e e e e e e e s s snnns 36
[IlI. METHODOLOGY ....coiiiiiiiiiiiiiiiiieee s bbbttt e e e e e e e e e e e e e e e e e e e e s snnnees 38
Design of the StUAY........ueiiiiiiie e 39
METNOA ... 42
PartiCIPANTS......ceeeiiiiiiiee e e e e e e e eeee s 45
INSTTUMENTALION ..ot e e e 46
PrOCEAUIE ...ooiiiiiieeeeee e 52
Data CoOllECHION ... eeeas 52
Data ANAIYSIS ... e e et e e e e e e e e e e e e e e erararnnn 56
V. RESULTS .ot e e e e e e e anabbe e 59
Quantitative RESUILS .........cvieiiiiiiie e 59
Qualitative RESUILS ........ciiiiiiiiii et eeee e 73
SUMMAIY ..ottt errmm e e et e e e et e e e e e e e e aa e e e e e s 88



V. DISCUSSION ..o 89

Educators’ PerceplionsS.........coooiiiiiiiiicemmmmm et Q.9
Significant CharacteriStiCS .........couiee it 2.9
Teacher Demographic CharacterisStiCs .......ceeeeeeereeriieeeeeeeeieeeieeeiiiininns 94
INEEIVIEWS ...ttt e ettt e e e e e e e e e e e e eenneanes 96
Theoretical Implications of the Data........cccccceeeeiiiiiiiiiiiiiiin 99
LIMITALIONS ... e e e e e e e e e e e e e e e e s nnnns 104
Future RESEArCh .......ccooiiiii i 106
CONCIUSION ... et e e e e e e e e e e e e e e e e e s nann 108
REFERENGCES ..ottt ee e e e e 109
APPENDIX A. CONFERENCE SOLICITATION.....uttttttaaiiiiinriiiiiieeeeeeeeaeeeeeeens 126
APPENDIX B. GRESHAM PERMISSION .....ccoiiiiiii ettt 128
APPENDIX C. GRESHAM-REVISED SURVEY ......cooiiiiiiiiiteieeeeeeeee e 133
APPENDIX D. TEACHER INTERVIEW PROTOCOL......ccccvvviiiiiiiiiiiiiiiiiiie 140
APPENDIX E. SECRETARY’S E-MAIL......uuttiiiiiimmmmeiiiiiiiiiiiiieeeeeeeeee e e e e 214
APPENDIX F. RECRUITMENT SCRIPT ..ottt et 143
APPENDIX G. PRINCIPALS’ E-MAIL ...ovtiiiiiiiiiiiieeiiiiieeeee e 145
APPENDIX H. CONFERENCE/PARTICIPANT E-MAIL ....ccoeviiiiiiiiiiiiiiiieeeeee 147

APPENDIX I.

CONFERENCE/PARTICIPANT E-MAIL SECOND
NOTICE ... 153

Vi



LIST OF TABLES

Page

Table 1. Report of Children with Disabilities (IDEAges 6 through 21

Race/Ethnicity by Disability for SY: North Gdina

2009-2010 (OSEPOOTD) .....ccttiiereuursmmmmmmm e eeeeeeeeeeeeeeiennnnnan s e e e e e eeeeens 14
Table 2.  Gresham Survey-ReVISed............ceummm i 62
Table 3.  Factor Agreement RAnNKS....... oo 65
Table 4.  FacCtOr LOAINGS ....ccovuuuuiiiiiiime ettt e e e e e e e ee e e e e e e eeees 68
Table 5. Variable Communalities ...........ooooiiiiiiiiii e 69
Table 6. MANOVA ANAIYSIS.....coouiiiiiiiiiiie et e e e e e 70
Table 7.  Interaction EffECtS........coo oot 72
Table 8. Common Themes Regarding African AmericafeRals—

SECHON IV <. e e e e e 82

Vii



Figure 1. Age of Respondents

LIST OF FIGURES

viii



CHAPTER |

INTRODUCTION

African American students have been overrepresentsplecial education
programs for over 40 years ( Hosp & Reschly, 200dNally, 2003; Meyer & Patton,
2001). In spite of mandates to eliminate this degge situation, this challenge has been
extraordinarily resistant to change. Accordinghte U.S. Department of Education
(2007), the disproportionate representation ofgini American students exists
nationwide. For instance, African American studemresalmost three times more likely
to receive special education services in the disalbategories for intellectual disability
(ID), emotional disturbance (ED), and multiple digiies (MD) than any other ethnic
groups (Skiba, Poloni-Staudinger, Gallini, Simmafas;eggins-Azziz, 2006; National
Research Council, 2002). Compared to European Aarestudents, African American
students are 2.88 times more likely than Europeaerican students to be labeled as ID
and 1.92 times more likely to be identified as EHRiba,Poloni-Staudinger, Gallini, et
al., 2006).

The importance of the disproportionality issuevi&lent in the fact that numerous
scholars have investigated the nature of the pnobfe®r example, Skiba et al. (2008)
provided a report of a number of factors that maryticbute to the disproportionality of
African American students, including test bias, gry, special education processes,

inequity in general education, issues of behavianagement, cultural mismatch, and



cultural reproduction. Other influential factorglnde disparity among African American
learning styles, classroom pedagogy, and errodedsion making (Kearns, Ford, &
Linney, 2005).

A more recent theme in the literature addressisgrdportionate representation
lies with the group of professionals who have thlesndirect influence over the entrance
of students into special education programs, #)ahe general education teachers who
typically initiate the referral process. Despitendates for fairness and appropriate
evaluations, researchers have found that the abj@mmcess may not be as objective as
presented. Given the overrepresentation of Afrigarerican students who receive
special education services, questions of bias aadiemtification have been raised.
According to Mamlin and Harris (2000), once a redikhas been made, the referred child
will be less likely return to the general educatitessroom because a need for special
education has been identified. Even with recenhgha in educational assessment and
programming (i.e., Response to Intervention [Rill{he Individuals with Disabilities
Education Act [IDEA]) the interaction of teachep®rspectives, classroom practices,
curriculum expectations, and students’ charactesigtither to minimize or maximize a
student’s possible referral for special educatD@uann, Cole, & Estrada, 2009).

To extend this point, research has indicated tfatrmal practices of general
education teachers have gone beyond identifyindethed of learning difficulties but also
depend on student behaviors and gender. In a stuthucted by Wehmeyer & Scwartz
(2001), it appeared that certain student behaviiaticularly the behaviors of boys, led

to special education referrals more often thanratheerved behaviors. In particular, the



identified behaviors were significantly greater foale students when compared to their
female counterparts. Unlike girls with learningdfidtilties who are more likely to
internalize behavioral problems, boys with learniif§jculties generally

displayed more task-commitment problems and disreftehaviors than boys without
learning difficulties (Wehmeyer & Scwartz, 2001)oM recentlyDunn’s (2006)
gualitative study revealed that general educagactiers used five main referral criteria
relating to behavior: (a) inattentiveness, (b) nieedssistance, (c) inability to apply the
presented information, (d) inability to completeks, and (e) students’ “look” (i.e., the
student’'s demeanor/comportment projecting a disiposor attitude of not wanting to
learn).

Theoretical Framework: Critical Race Theory (CRT)

To understand teachers’ perceptions of African Acagr students and the reasons
why they refer them for underachievement and behmassues, it seems reasonable to
analyze this phenomenon using Critical Race Th@ORT). Initially begun in the
discipline of legal studies by Derrick Bell and etiminority scholars as a response to
racial oppression in law and society (Delgado &@&teic, 2001), CRT has been used by
many educational scholars as a theoretical andferpretive framework to analyze the
realities of racial politics in education (Closs@0,10). In particular, this theory is used to
analyze the way current inequalities are connett&grlier, more overt, practices of
racial exclusion (Closson, 2010; Dixson & Rouss2@d5). CRT has been extended and
applied to many educational disciplines such ader& motivation, performance,

intercultural interactions, and teacher perceptitwasison-Billings & Tate, 1995;



Ladson-Billings, 1998; Solorzano, 1997, 1998; Stdoo & Villalpando, 1998; Tate,
1997). According to Solorzano and Yosso (2002jicatdi race theorist who have focused
on schooling, CRT in education is defined as “ateavork or set of basic perspectives,
methods, and pedagogies that seek to identifyya@ahnd transform those structural and
cultural aspects of education” (p.25). CRT providdsstorical overview on how society
constructs schools and categories to maintain sgirde and dominant racial positions
in and out of the classroom. Critical race theerasgks such questions such as this one:
What roles do schools, school processes, and kstraotures play in the maintenance
of racial, ethnic, and gender subordination in Aicaar society?

Arguably, one of the most important contributi@f<CRT to the field of
education in general is its robust theorizationagke (Ross, 2009; Jennings & Lynn 2005;
Ladson-Billings and Tate 1995). As an aspect otatlanal research, CRT confronts and
challenges traditional views of education in regarcssues of meritocracy, claims of
color-blind objectivity, and equal opportunit§RT posits that racism is endemic in
society and that racism has become so deeply ergran society’s and schooling’s
consciousness that it is often invisible (Delgadorial, 2002; Delgado & Stefancic,
2001; Solorzano & Yosso, 2001; Villalpando, 2008y.opposed to fixed
conceptualizations of racial identity, CRT scholemsceptualize race (and all other racial
identities) as being socially constructed (Chai§2 Matsuda et al.,1993).

The theory has been further developed in an effoshow how inequities are
reproduced over time through institutional pradjatecisions groups, and individual

actions (Skiba, Knesting, & Bush, 2002). One imaiotimplication of CRT is that such



actions or processes may be implemented by indawiduinstitutional habit patterns
without ever reaching a conscious level of awareesthe part of those who participate
in those institutional actions. For example, thenactional and evaluative techniques
routinely used by teachers may not be adequatdljoidentify the intellectual resources
and talents of low-status children, who are subsetiyiassessed as poor performers
(Stanton-Salazar, 1997). Unchallenged, such pattsan unintentionally re-create and
reinforce existing inequities in school processes.

In this study, CRT is offered as a theoretical fooengaging understandings of
issues of whiteness and how ideologies of whiten#kgences attitudes to fixed
conceptualizations of racial identity. To be speciCRT is particularly important
regarding the role of teacher attitudes towardeetagions of, and beliefs about African
Americans prior to pre-referral as it provided theoretical framework for the
development of my research questions and datactiolte

Purpose of Study

The purpose of this studyte examine the extent to which classroom teachers’
perceptions affect the referral and disproportiemapresentation of African Americans
in special education programs. In particular, gtigly intended to identify specific
student characteristics and other variables tliatence educators’ decision-making.

This study is founded on the assumption that tbader historical and cultural
contexts encompass differences of cultural incabgm terms of teacher attitudes,
expectations, beliefs, and understanding of Afridamerican culture and learning styles

(Delgado & Stefancic, 2002). With the best intensioteachers who are unfamiliar with



African American cultures may inadvertently makeallid special education referrals
based on unconscious bias and stereotypes (Lorgeriié€ld, 2002). Several studies
have suggested that many teachers expect cultuligbtyse students to respond
according to mainstream European-American cul&tealdards (e.g. Gay & Howard,
2000). As revealed in a study conducted by NealCiyg, Web-Johnson, and Bridges
(2003), teachers perceived students with AfricareAocan culture related movement
styles as lower in achievement, higher in aggressind more likely in need of special
education services than students with traditiomavement styles.

A clear need exists to understand the complexiti¢saching students from
culturally diverse backgrounds. As educators addifes demographic divide (Gay &
Howard, 2002), teachers must face the realityttiet will continue to come into contact
with students whose cultural, ethnic, linguistagial, and social class backgrounds may
differ from their own. Teachers need to recogniEways in which race constructs their
identities and their perceptions of their studenlss study has the potential of benefiting
educators by providing a rich and detailed desompdf student characteristics and other
variables that may influence educators’ decisiomkingain referring African American
males as possible candidates for special educsdiofices.

Research Questions

The goals of this study are to (a) provide in-degehcriptions of general
educators’ perceptions regarding factors affectimgrrepresentation of African
Americans in special education, (b) identify thiatienship between teacher

demographics and teacher perceptions of what psoreferrals for special education



services, and (c) explore African American studdvaracteristics (i.e. ethnic
background, gender, and SES) considered signifltageneral education teachers prior
to special education referrals. The following gigest guided this research:

1. What are general educators’ perceptions regaufdictors influencing the
overrepresentation of African American males fagsal education?

2. What student characteristics (i.e., ethnic gemknd, gender, and
socioeconomic status) are considered significargdneral education teachers
prior to the referral of African American malessassment for special
education?

3. Do the teacher’'s demographic characteristidaente reasons for referrals?

Definitions of Key Terms

African AmericanAccording to the Census’ 2010 definition, this gate refers
to “a person having origins in any of the raciagss of Africa. It includes people who
indicate their race as “African American, or Negooreport entries such as African
American, Kenyan, Nigerian, or Haitian”. In the téd States, this definition often is
used interchangeably with Black or Black Americad aften includes those of African
Caribbean or African Canadian heritage who oftemst share some of the same
cultural characteristics.

Critical Race Theory (CRTERT is concerned with racism, racial subordinatio

and discrimination. It emphasizes the socially tamsed and discursive nature of race,
considers judicial conclusions to be the resuthefworkings of the intersection of race

with other social phenomena, but sees race asraprifactor, and opposes the



continuation of all forms of subordination. Scheslaave applied CRT to educational
research with the express goal of examining isetiegce, class, and gender in
educational settings (Chapman, 2007).

Disproportionate placement/representati@isproportionate placement
generally refers to the representation of a pderogroup of students at a rate different
than that found in the general population. Stugdatements can be considered
disproportionate if they are overrepresented oewegpresented when comparing their
presence in a particular class or category witir tepresentation in the general
population (Gravois & Rosenfield, 2006).

PerceptionsFormed from ideas, values and beliefs that cuance actions of
individuals (Clements & Jones, 2006).

Response to Intervention (RTI) and pre-referralgess Significant changes in
the reauthorized Individuals with Disabilities Inopement Education Act of 2004
includes a model of prevention, effective instroictiand intervention referred to as
response to intervention (RTHawkins, Kroger, Musti-Roa, Barnett &Ward, 2008;
Mellard & McKnight, 2008, Murri-Harris, King, & Rdsenberg, 2006). RTI is defined as
“an inadequate change in target behaviors as aidumaf intervention” (Gresham,
2005b, p. 331). RTl is based on systematic proedimvolving general education
interventions attempting to resolve students’ pneddficulties accompanied by a form
of progress monitoring (Fuchs, Mock, Morgan, & Ygu2003). The purpose of RTl is
founded on the premises that with data-based d@ecimeaking and evidence-based

practices many children, who otherwise may have lidentified with a disability, will



now have the opportunity to be served in typicaleadional environments (Rush,
Dobbins, & Kurtts, 2010).

The formation and implementation of such rese&ated decisions are initiated
during thepre-referral processWithin the pre-referral process, collaborativeljpem-
solving teams are formed to address the acaderdibemavior concerns of students prior
to special education referrals/services. Althoughous names have been used to
describe these teams, they share a common andhtixevgoal. Pre-referral teams work
in partnership to eliminate inappropriate referraisrease the legitimacy of referrals that
are initiated, and reduce future student problemnike general education setting by
providing classroom-based interventions to addaesisstrengthen student needs prior to
special education consideration.

Special educatiarSpecially designed instruction to meet the unigeeds of
students with disabilities. Special education sswiare meant for children over the age
of three through age 21, and services are provetigible children free of charge
through the public school system (National Disseatim Center for Children with
Disabilities, 2009). Special education is to beiglesd with student needs and strengths
in mind. Once long-term goals are established|rilvidualized Education Program
(IEP) team develops an instructional program, idicig any required supports or
supplemental services that would aid the studeataomplishing these goals. By law
(IDEA, 2004), schools are required to provide & fa@d appropriate education in the
least restrictive environment (an opportunity toslecated with non-disabled peers to

the greatest extent possible) that is appropraatked student’s needs. Special educators
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must use research-validated practices designe@éo time more intensive academic and
behavioral needs of students with disabilitiesemsity of instruction, amount of
instructional time, and specificity of instructidriesign and delivery focus on student
need distinguish special education from other atécisupport. Ongoing revisions or
modifications in the instructional program, howeveay be required during special
education intervention, as teachers must use psgnenitoring data to judge the
adequacy of student improvement (Stecker, Fuchséhs, 2008).

Limitations of the Study

This study contains several limitations to be coesad when interpreting the
results. In terms of the questionnaire, the mamwahich the items were presented may
have caused the respondent to reply hesitantlyc®heotations and interpretations of
phrases such aacfting outin class,” subjectivityin the referral process,” andégative
preconceptions about the behavior of males” may ltawsed reluctance in respondents’
ratings of such items.

Being the primary researcher and an educator ipangcipating school system,
the responses gathered may have also been giviersaovite reservations. That is, when
completing the survey and providing interview rasges, the participants may have been
inclined to choose answers they presumed werelgoacceptable rather than expressing
genuine viewpoints. In contrast, due to the natditbe study, the responses gathered
may have been given with some reservations. Fanpbe respondents may have
hesitated to specify that they used some or dhede criteria in making special

education referrals in reluctance to discuss thsisee issues of race.
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This study is limited in size and scope. The nundigrarticipants is relatively
small, consisting of 250 general education teactiers 1 of the 160 local education
agencies (LEAS) in North Carolina. Thus, the figfirmay not generalize all teachers’
perceptions and beliefs in the pre-referral pracksaddition, since initial referrals are
traditionally in an elementary setting, the surugstrument only targeted elementary
grades levels from kindergarten to fifth.

Finally, the study relies mainly on self-reportetadand cannot be generalized to
all general education teachers in North Carolinheut additional research. In general,
the self-reported data may contain data presentadgositive light.

Significance of the Study

The results of the present study are significanhat they address real and very
pressing factors related to the disproportionaaegrhent of African American students
in special education. The results are also importathat the findings from the study can
help general educators and others in the fielck#&mene their way of thinking and learn
to accept the multicultural and multiethnic clagens of today. In addition, this research
helps professionals to embrace the possibilityitidividualsin responsible positions
should seek and eliminate the unconscious or cons@cts that constrain African

American students.
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CHAPTER Il

REVIEW OF THE LITERATURE

Since the inception of contemporary special edanadD years ago, the
disproportionate representation of minorities hesrba recognized problem. Examples
of the intensity and complexity of these debateseate litigation; amendments to the
Individuals With Disabilities Education Act (IDEA$tatements from professional and
civil rights groups; two National Research Coui(siRC) panels in a 20-year period
(Donovan & Cross, 2002; Heller, Holtzman, & MessitR82); and research studies,
training, and technical assistance initiatives, saiwhich were supported with federal
grants (Artiles, Kozleski, Trent, Osher, & Orti)1D).

Simply defined, disproportionate representatiotudes both the
overrepresentation and the underrepresentatioartdin minority groups when
compared to their presence in a particular clagatagory (Gravois & Rosenfield,
2006). As noted in IDEA 2004lisproportionate representaticlsoincludes the
“significant disproportionality of children with siabilities, or the placement in particular
educational settings of such children” (Wright &ight, 2006, p. 126). Such rates of
disproportionality vary dramatically by gender,eggry of disability, and race (Parrish,
2002). National census data reported that in 2030, wile 16.6 percent of children
between the ages of 6 and 21 in the general popuilatre Hispanic and 15.1 percent

were black, black students make up a larger prapodf students served under IDEA



13

than do Hispanic students (U.S. Department of HilutaOffice of Special Education
Programs, Data Analysis System (DANS), 2005). Lilsewthe disability distributions
among race/ethnicity algoresent a clear picture of disproportionality gats. As table 1
illustrates for all racial/ethnic groups, more students wikedfic learning disabilities
were served than students with any other disabilitye percentages of American
Indian/Alaska Native and Hispanic students wittatdilties who received special
education for specific learning disabilities arlatigely higher when compared with the
percentage for all students with disabilities (56e@cent and 58.9 percent v. 49.2
percent).The percentage of Asian/Pacific Islantiatents with disabilities who have
specific learning disabilities is lower than thegentage for all students with disabilities
(42.1 percent v. 49.2 percent). The order of the lfargest disability categories is the
same for four of the five race/ethnicity groupseafic learning disabilities (SLD),
speech or language impairments (SLI), intellectlisdbilities (ID), emotional
disturbance (ED), and other health impairments (JOFobr students, however,
intellectual disability is the second most freqien¢ported disability category. The
percentage of students with specific learning digegds is lower than the percentage of
all students with specific learning disabilities\as under Part B (45.4 percent v. 49.2
percent). The percentage of students with disaslivho received special education
services for mental retardation is substantialghler than the percentage for any other
racial/ethnic group (17.4 percent compared withg&&ent for American
Indian/Alaska)an alarming rate of African American males ideatififor this disability

category.
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When compared to the general school populatiooutsted percentages for this
ethnic group differs significantly. For example ridan Americans are two times more
likely than White students to be served in thellettual disability category. At the same
time, there is an overrepresentation of African Agans males in high incidence special
education categories such as specific learningilises (SLD), emotional and behavior

disorders (EMD/BED) (Skiba et. al, 2008; Zhang &#wgannis, 2002).

Table 1

Report of Children with Disabilities (IDEA) Ages 6through 21 Race/Ethnicity by
Disability for SY: North Carolina 2009-2010 (OSEPO0GD)

American Asian

Disability/ Indian/ or White

Race Alaska Pacific Not not Disability
Ethnicity Native Islander | Hispanic | Hispanic | Hispanic | Total | Percentage
Mental 611 196 10,278 1,408 7,140, 20,133 12.07%
retardation
Hearing 22 49 594 289 988 | 2,014 1.21%
impairments
Speech or
language 629 378 6,207 2,019 14,304 24,643 14.78%
impairment
Visual 3 19 196 52 349 635 0.38%
impairment
Emotional 68 21 3,698 182 2853| /184 4.31%
disturbance
Orthopedic 12 20 202 69 596 931 0.569
impairment
_Othe_r health 371 151 9,127 995 17,825 29,751 17.84%
impairment
Specific
learning 1,007 521 20,483 7,560 31,288 63,183 37.86%
disability
Deaf-blindness 0 0 7 5 22 36 0.02%
Multiple 22 33 645 190 1173| 2,133 1.28%
disabilities
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Table 1 (cont.)

American Asian

Disability/ Indian/ or White
Race Alaska Pacific Not not Disability

Ethnicity Native Islander | Hispanic | Hispanic | Hispanic | Total | Percentage
Autism 52 212 2,521 472 5,997 9,666 5.80%
Traumatic 0 6 150 37 224 438 0.26%
brain injury
Developmental 4, 87 2,237 712 | 2,663 6,051 3.63%
delay
Total 2,858 1,693 56,345 13,990 85,413 16,7149 106.0

Source:U.S. Department of Education, Office of Speciali&ation Programs, ED Facts; (SY2009-2010).

Despite seminal works and variations in samplirgepdures, patterns of
overrepresentation have been documented as a raisteady trend (Skiba et al.,
2008). For example, data collected in the early0$3&stimated that while African
American students represented 16.1 percent of stei@détending public schools, 32
percent of the students with a mild mental disgb{MMD), 24 percent of students with
serious emotional disturbance (SED), and 18 pemiestudents with a specific learning
disability (SLD, United States Department of Edumat1994). Likewise, more current
statistics reveal African American students accedribr approximately 33% of all
students identified with disabilities, an overaiaepancy of 17 percentage points from
their representation in the school-age populatiina et al., 2008). These figures
strongly suggest that despite ongoing attentiorethas been little change of the
population served. The issue still remains ondefrhost “separate but unequal”

educational dilemmas of the twenty-first century.
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Questions have been raised about the causes $avuwairepresentation. And yet,
no single factor has been identified responsibléHs complex predicament (Artilles &
Bal, 2008). An analysis of the literature reveakst pprobable causes include factors
relating to race, culture, class, gender, socioeenn status, and definitions of the
disability. In some schools, testing bias and io@@ée access to research-validated
instruction have led to inadequate or inapproprmieferrals (Ferri & Connor, 2005; Hosp
& Reschly, 2004; Losen & Orfield, 2002). Similarfactors such as language and a
disabling condition of the child have significantyminished opportunities for success in
general education classrooms and increased tHinbke of referral and placement in a
special education program (Tam, Heward, & Heng6200

A recent theme in the literature that has addredsgmtoportionate placement
examines teachers’ perceptions of culture relatedtities and their manifestations in the
classroom. Given the fact that disproportionateaggntation of African American
students occurs predominantly in the judgmentésoft” disability categories of ID,

SLD, or ED rather than in the nonjudgmental or thatisability categories (such as
hearing impairment, visual impairment, or orthogadcipairment), it seems likely that
teacher expectations may inadvertently be a prectws this inequity. For example, in a
study conducted by Skiba, Simmons, et al. (200®gducators reported that they felt
unprepared to meet the needs of students of cotbtheat special education was the only
perceived resource available for helping studeihts were not meeting classroom
expectations. From the researchers’ analyses sifevand that educational practitioners

admitted that the relationship between gender aod hindered their ability to teach
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effectively in the general education setting. Comrtteemes that emerged from the
practitioner’s conversations dealt with social peofss, discipline problems, and the
overall welfare of the students. Neal, McCray, Widbhnson, and Bridgest (2003) have
also speculated that African American males aragplaced in special education simply
because educators are misinterpreting behaviomasuhderstanding cultural
differences. In their research regarding teachexrgmtions of African males’ aggression,
achievement, and the need for special educatieir, rissults indicated that teachers
perceived students with African American relatelluras as potential candidates for
special education. Simply through observationsuitiice movements, teachers perceived
African American students’ “stroll” to indicate l@wvachievement, higher aggression,
and more likelihood of needing special educationises than students with a standard,
Eurocentric walk.

These realities suggest that race matters, batducators’ initial decisions to
refer students for special education and in thdiasequent placement decisions for
students identified and labeled as having dis&sliCoutinho, Oswald, & Best, 2002).
Based on the research, it stands to reason that elfsgacteristics are attributed to
members of a group historically viewed throughléres of deficit, ethnicity and culture
are inevitably linked variables for investigatimgetroot of the problem. As critical race
theorist have asserted, racism is “normal, notrab&rin American society” (Delgado &

Stefancic, 2001).



18

Conceptual Framework

In an effort to understand the disproportionateg@haent of African American
males in special education, it seemed reasonaleeamine the most significant step,
student referral. More than 30 years ago, Chalfaygh, and Moultrie (1979) initiated
the problem-solving team movement by expressing fee[teacher assistance] referral
teams (Bahr et al., 2006, p. 2). The purpose ofdfezral team was to provide early
intervention support for teachers who faced cutaicunstructional, and behavioral
challenges within the general education settingpite of variations to the team process
across schools, districts, and states, it is netabt perhaps ironic that, while referral
teams were clearly identified to support teacheigeneral education, the impetus for the
teams has historically and pervasively been linkgHd special education (Bahr &
Kovleski, 2006). The rationale for this connecta®rives from the continuing perception
that many of the students refereed are identifiedaaving specific learning disabilities
(SLD), the largest disability category represenitetthe population of students with
special needs (Gresham, 2002; OSEP, 2007). Chitlagmosed with SLD were
determined to be those experiencing significantamekpected underachievement in one
or more academic areas according to a discrepateyebn 1Q and academic
achievement (Drame, 2008). More critically, it ee®n noted that the same discrepancy
used to identify students with SLD, inadvertentytibuted to the over-identification of
many ethnic minorities. Due to the misidentificatiof students as a result of assessment
practices and biased referrals (Donovan & Cros822Drame, 2008) the issue of

disproportionate placement of ethnic minority statden special education has become
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documented at national levels in many state anal lxducation agencies. In most cases,
general education teachers are the individualsoresple for initiating referrals in the
special education evaluation process. This suggeséntial special needs are first
discovered by the general education teacher, antetither perceives the student’s needs
are beyond the capacity of the general educatessobom (National Research Council,
2002). Since many times such referrals are basgeimonal and professional opinions,
teacher bias is an inevitable part of the process.

For these reasons, the disproportionate repregamtztminority children is
compatible with the notion that teachers exertlzstantial influence on referral of
minority students. Among the conceptual factors taa influence disproportionate
representation are issues around race (Hilliar@32&nd its definition and significance;
issues around culture, class and gender oppregsities & Bal, 2008; Artiles, Trent, &
Palmer, 2004); and issues around the definitiosigdbility and the nature of difference
(Myer & Patton., 2001). At the same, other concap#ind sociocultural factors like the
perceptions, beliefs, and stereotypes about mdizgaagroups also contribute to the
ways that lead to initial referrals and, ultimateéhe misdiagnosis of disability.

Theoretical Framework: Critical Race Theory (CRT)

A theoretical framework that examines how multiflems of oppression can
intersect within the lives of People of Color armiMthose intersections manifest in our
daily experiences extends from a broad literataselknown as Critical Race Theory
(CRT). By utilizing the analytical lens of CRT, thesearcher hopes to shine light on the

practices attributed to the disproportionate rdtd&facan American males as special
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education candidates. Through a CRT frameworkdésére is to cast a new gaze on the
persistent problem of racism in the educationrsgttas well as find solutions to reverse
the problem.

Solorzano (1997) defines Critical Race Theory (CRSY)

A framework or set of basic perspectives, methadd, pedagogy that seeks to
identify, analyze, and transform those structunal eultural aspects of society
that maintain the subordination and marginalizatbReople of Color. (p. 6)

Specifically, CRT focuses on challenging the domtrdiscourse(s) on race, racism, and
the practice of law and the ways legal systemifatéls and perpetuates the
discrimination and subordination of certain ethgricups (Bell, 1995; Delgado, 1996;
Lintner, 2004). CRT originally derived in the miti970s from the legal field where
scholars such as Derrick Bell and Alan Freemarchedrfor a way to move away from
the civil rights movement and the critical legaldies movement in order to more
directly and adequately address race and racigheitunited States. Later, its theoretical
and practical tenets transferred to other disagslirmost notably education (Linter,
2004). Trans-educational scholars such as Glonsdm=-Billings, Daniel Soloranzo, and
a growing number of scholars introduced CRT tofithld of education as a dynamic
framework to evaluate and change those aspectiugh&on that continue to subordinate
and dominate racial positions in and out of theslaom(Dixson & Rousseal?005;
Ladson-Billings & Tate, 1995; Lopez & Parker, 200$nn & Adams, 2002; Lynn,

Yosso, Solérzano, & Parker, 2002; Parker, Deyhldenas, & Crossland, 1998; Tate,



21

1994, 1997). By definitiorSolorzano and Yosso (2000) explain Critical Raceor in

education as:

a framework or set of basic perspectives, methanidpedagogyitalics added]
that seeks to identify, analyze, and transformetsisucturalcultural and
interpersonal aspects of education that maintamtharginabposition and
subordination of [African American and Latino] sands. CriticalRace Theory
asks such questions as: What roles do schoolsplspgtaressesand school
structures play in the maintenance of racial, etheand gendesubordination. (pp.
40-42)

As opposed to fixed conceptualizations of raciehtity, the Critical Race Theory
framework for education is different from other CRameworks because it represents a
collective challenge to the existing methods ofdiarting and interpreting education
research on race and inequality (Solorzano, Cejépgso, 2000; Solorzano & Ornelas,
2004). Simultaneously, CRT (a) foregrounds racerangm in research, (b) challenges
the traditional paradigms, methods, and texts,sapérates discourse on race, gender,
and class by showing how these social construtgssiect to impact students of color, (c)
helps us focus on the radicalized, gendered, aasbet experiences of students of color,
(d) offers a transformative method when examinaxgal, gender, and class
discrimination, and (e) utilizes the transdisciply knowledge and methodological base
of ethnic studies, women'’s studies, sociology,dmsgtand the law to better understand
the various forms of discrimination (Solorzano &@las, 2004).

Critical Race Theory consists of five themes tloatrf its basic perspectives,

methods, and pedagogy (Soloranzo, 2002; SolorzaMos&o, 2001). The first premise
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of CRT stresses race and racism as central factesgplaining how the law reproduces,
reifies, and normalizes racism in society. CritiGade theorists see racism as a normal
and endemic component of our society rather thaabaormal or unusual concept and
believe that the majority in this country fail teesthis view because the experience of
racism is part of our everyday reality (suclgaader, class, sexuality, language, culture,
immigrant status, phenotype, accent, and surna@réical race theorists also take the
position that the permanence of racism has fowgtgerfa) micro and macro components;
(b) individual and universal forms; (c) consciousl ainconscious elements; and (d)
cumulative impact on both individual and group (8ahzo, 1997). As Ladson-Billings
has stated, CRT seeks to “unmask the hidden fdaasiem by exposing and unveiling
white privilege in its various permutations” (LaasBillings, 1998, p. 12).

The second premise GRT is “interest convergenceyhich is a belief that
European Americans will be concerned about theeasts of people of color only when
those concerns promote the self-interests of EamopenericansBell, 2004; Delgado &
Stefancic, 2000.opez, 2003 Taylor, 2000). As such, CRT challenge researchamns
of objectivity, meritocracy, color blindness, rateutrality, and equal opportunity
because they believe that these claims are a massert the self-interest, power, and
privilege of dominant groups (Bell, 1987; Calmat892; Delgado, 2003; Sol6rzano,
1997). CRT researcheasgue that gains made by African Americans only allace
when they are converged with self-interests of ah@uch as access to higher
education)However, such gains are not a disruption to thenabway of life for the

average white Americans.
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The third premise is an overall commitment to abgistice and the eradication
of racism. This eradication commits to eliminatother forms of subordination such as
gender, class, disability, and sexual orientat®waell as the empowerment of People of
Color or other subordinated groups. It is a callreanterpretation of civil-rights law “in
light of its ineffectuality, showing that laws temedy racial injustices are often
undermined before they can fulfill their promis®e{gado & Stefancic, 2001).

The fourth premise of CRT recognize the importasfogounter stories to
understand the social, historical, and politicaledlepments of racism as declared by
others (DeCuir & Dixson, 2004). Within this partiautenet, researchers advocate that
racial reality has been filtered out of the cona&omns in American society. As such, the
use of counter-story telling is used to deconsttiuetnotion of ‘otherness’ because it cast
doubt on the “validity of accepted premises or reydspecially ones held by the
majority” (DeCuir & Dixson, 2004, p. 27Y.hrough counter-storytelling methods such as
family histories, parables, testimonies, provedns chronicle€RT explicitly listens to
the lives of People of Color to understand, anglgpel teach about racial subordination
(Delgado Bernal & Villalpando, 200¥,0ss0, 2008 In turn, hese literary accounts also
are used tehallenge the dominant legal, political, and idgatal thinking about race
and power (Lopez, 2003).

Critical race theory extends beyond disciplinarytaries tanalyze race and
racism within both historical and contemporary eos.In teacher education, CRT
focuses on amterdisciplinaryperspective. This includes developing a pedagogy,

curriculum, and research agenda that accountsiéorale of race and racism in U.S.
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education and works toward the elimination of naces a part of a larger goal of
eliminating all forms of subordination in education

CRT helps unveil deep-rooted barriers encounteygakebple of color. In
particular, the focus of this study is on the fpeemise of CRT, that race continues to be
a significant factor in justifying inequity in edatton (Billings & Tate, 1995). This
dissertation suggests that since racism is a nanthendemic component of our society,
it is used to normalize the perceptions, beligfgl stereotypes maintained by educators
who embrace the notion of White European Americagsaas the normative standard for
referrals. For the purpose of this study, it sela&a foundation for the development of
the methodology.

Roots of Disproportionality: White Privilege and Racism

The disproportionate referral and placement of@aini American students in
special education programs has become a discumvéor exercising White privilege
and racism (Alexander, 2009; Blanchett, MumfordB&achum, 2005; Blanchett &
Shealey, 2005). Although the field of special ediotawas created to ensure that
students with disabilities were given fair and égjolie treatment in the education system,
its roots extend in a long history of educatioregregation and discrimination. Second,
once identified and served in special educationicafh American students make
achievement gains and tend to exit special edutatiograms at lower rates than those
of White students (U.S. Department of Educatio®0Third, despite gains for more
equitable treatment and inclusive practices, mafnic#@n Americas are still served in

segregated, self-contained settings with little@aconsideration for mainstreaming
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(Fierros & Conroy, 2002). These realities sugdest €ven in a system that was supposed
to serve some of the most marginalized studentste/{hivilege and racism are equally
prevalent and ingrained in the fabric of Americanisty (Shealey, Lue, Brooks,
McCray, 2005).

White privilege is defined as any phenomenon $keates to privilege Whites
while oppressing People of Color (Blanchett, 20@nilarly, racism is defined as forces
that serve to discriminate against and disadvamagele of color on the basis of their
race for the purpose of maintaining White dominasweeé power (Bell, 1992). As White
privilege and racism exist in American society @sdeducational system, it can produce
false consciousness in which power and oppressetaken for granted realities or
ideologies (Alexander, 2009). Together, they sasbabits of the mind that can be
identified in many forms such as structural (ewgricular, and pedagogical practices
geared toward White, middle class students), palifie.g., biased educational policies),
economic (e.g., school funding formulas that ctniie to inequity), social (e.g., social
constructions of race and disability), and indixabti(e.g., where White norms and
privileges are unconsciously accepted as dominam$ through biased teacher
attitudes, perceptions, assumptions, and belieés)many African Americans in special
education, these entities have contributed to aaittained disproportionality in such
insidious ways that the situation is perceiveduas § way of life.

White privilege differs from conditions of blataratcism, in which a dominant
group actively seeks to oppress or suppress adleel groups for its own advantage.

Instead, theories of White privilege suggest thités view their social, cultural, and
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economic experiences as a norm that everyone skeaplktience. Ironically, the idea of
White privilege can be a shared perception amongegs, as it is often used as the
normative standard for achievement or failure. Siaic abundance of Western
knowledge is founded upon the White experiencs, ghactice filters knowing and
coming to know as the standard for the all. Ohdaow from a common cliché, “what’s
Whiteis right”. To further elaborate, it is what Schiebrand Young (1997) assert as an
epistemological racism, in which racism is basedhenknowledge production process
and is able to permeate into society as the dorhimaim. From an educational stance,

Blanchett (2006) stated that

educators tend to see as the norm and conseqtieaihcademic skills, behavior,
and social skills of African American and otherdsnts of color are constantly
compared with those of their White peers. (BlanGI2&06, p. 27)

As a result, students of color who are unwillinguoable to be bi-cultural are
pushed to the margins and often experience lindtegss to educational opportunities.
As Ladson-Billings observed, this type of instroogl racism has also permeated down

to societies, institutions, individuals and classns. As defined, instructional racism . . .

is the impact of the relationships among biase@nscious, conscious, and
dyconscious ideologies about instruction. Thessduladeologies promote
institutionalized beliefs of a particular group \iytue of the fact that their
ethnicity, race, and socioeconomic status are pedas deficits. (Larke, Webb-
Johnson, Rochon, & Anderson, 1999, p. 53)
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Patterns of negative teacher expectations and perns have been
disproportionately reported for African Americanlmgouth (Epstein, March, Conners,
& Jackson, 1998; Ferguson, 2003; Roderick, 2008)0Ag the factors posited to
increase risk for African American males are fadsitand biases in teachers’ perceptions
(Roderick, 2003). Students from racial and ethnicamities, in the main, arrive in
schools with a great deal of cultural “capital™tunds” of knowledge, that not only are
rarely recognized, built upon, or accommodateddwcators and schools (Hale, 2001),
but may in fact be misconstrued in ways that l@achisdiagnoses of disability and
inappropriate placement in special education pmgraA common interpretation of the
research findings in the area of teacher expeasi®that teachers hold race and
ethnicity based expectations for their students.eéxample, Tenenbaum and Ruck
(2007) found that teachers’ expectations vary acstisdents’ ethnic backgrounds, with
teachers holding the lowest expectations for taestbom behaviors and capabilities of
African American students, as compared to Europasian and Latino/a American
students.

Compounding Factors for Disproportionate Representon

An analysis of the literature reveals factors tattribute to the problem of
disproportionate representation. Compounding facdach as socioeconomic variables,
language, and a disabling condition often increasdikelihood for placement in a
special education program (Tam et al., 2006). Rawoitg factors such as assessment

bias, teacher efficacy, and the lack of teachgogmagion in issues of diversity also have
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been cited as possible contributors (Lynn, Bacatteh, Bridges, & Jennings, 2010;
Ferguson, 2003).
Teachers’ Efficacy Beliefs

According to Irvine’s (1985, 1990) research, shanfbthat “teachers, particularly
white teachers, had more negative beliefs abogklhildren than about white children
regarding such variables as potential for sucaessliege, initial impression, deviant
behavior, ability, and certain personal charadieg’ (Irvine, 1985, p. 339). In a large-
scale study, she found that teachers communicabed aften with boys than girls.
However, she also found teachers had more negadivenents about students’
behaviors. These behaviors heavily influenced testiperceptions for academic failure
for the African American student. In fact, behawas such an influential factor in their
decision-making that, despite evidence for studantess, teachers’ dispositions never
changed. In other words, regardless of indicatfonstudent improvement, due to
behavior, negative beliefs remained the same (letrat., 2010). As a result, teachers
failed to implement instructional strategies (sashndividualized instruction, the ability
to work closely with smaller groups, teacher suppard constructive criticism) to
promote meaning, understanding, and mastery (Qh&€®eaudin, 1996).
Cultural Differences/Cultural Competence

The need for fully qualified, culturally competeatd diverse teachers to teach a
growing and diverse school-aged population is urgeéor instance, Gay (2000) and
Howard (2001) noted that teachers, primarily Euasp@&mericans, may be limited in

their skill development, cultural awareness, outastess to effectively teach children
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from diverse racial/ethnic, cultural and linguisemnd socioeconomic backgrounds. As a
result of teachers’ limited understanding, they rhaye predispositions about this
population as not benefiting from classroom ingtaurcor even being incapable of
learning. In a similar study, Skiba, Simmonsa,le{2006) described similar teacher
sentiments. In their study, teachers reporteddbatto their limited understanding of
students of color, they felt less capable to adedyancorporate the student’s culture or
learning style into instruction and that the onption for remediation was special
education referrals. Common concerns dealt witheissuch as social problems,
discipline problems and the overall welfare of stiedents.

This idea of thinking, also known as process-ogdriverrepresentation, has
inadvertently and unequally been the precursommority referrals. Within the United
States, race, social class, language, and gendere&n central categories of identity
and there is a particular history about how thedegories have been defined and treated
that permeate the way we think and behave todayl€sr Trent, & Palmer, 2004). As
Artiles and colleagues (2004) have pointed outcg@se-oriented overrepresentation is
grounded on the premise that minority referralgecsal education is due to bias or
discrimination from society (i.e., attitudes andid¢fe about a student during referral and
in the decision making process).

Allegations of bias or discrimination generallygheate the processes and
procedures in which students are considered faepi@nt in various kinds of programs
(Ortiz, 2006). A view from which to perceive thénerited values, traditions, and ways of

thinking of cultural groups and societies also bardefined in the theoretical framework
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known as cultural reproduction. With cultural regwuation, it should be noted that such
bias, actions, or processes may be made withouatreaehing full level of awareness of
the individual or institutional habit patterns. Fexample, teacher judgments in the
referral process combined with the inherent biathefassessment process contributes to
the disproportionate referral and special educagilanement for many African American
students (Patton, 1998; Salend, Duhaney, & Montggn2©02).

Despite systemic safeguards, students from raatiahic and minority groups
continue to be referred to or misidentified forgpeeducation for certain disability
categories. Research on why African American stisdare labeled as disabled in
disproportionate numbers speaks to the uniquerfessican American students and to
teacher and system ignorance regarding their un&gse(Green, 2005). For example,
studies across the nation have shown that eduaaftersperceive behavior unique to
youth, such as

provocative walking styles, rapping, use of slaamqressive hairstyles, excessive

use of jewelry, wearing hats (slanted or backwanmashuckled belts, and untied

sneakers as arrogant, rude, defiant, aggressivajdating, threatening, and in

general, behaviors not conducive to learning. (Etyl2011, para. 5)

Of course this is not to imply that all African Anan youth are the same or exhibit the
same mannerisms. However, it does provide an ihsigihow negative stereotyping can
create a culture disconnect in our schools. Assoarety increasingly comprises children
who differ from the mainstream, teachers and asbool personnel have a

corresponding need to increase their understardfitite integral relationship between
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culture context and social behaviors (Cartledgedut€a, 2008). This is especially true
when considering referrals to special education.
Socio-demographic Factors

The correlation between poor school performancepaverty has been cited to
justify disproportionality (Artiles et al., 2010Jhe logic is that since children from
historically underserved groups are more thanyikellive in low-income households,
experience stressors, and developmental threatse dame children also will be more
likely to fail in school (Skiba et al., 2008). Matfean half the students taught by special
education teachers are children from low statu&dracinds (U.S. Office of Education,
2009). This fact has important implications for pkeoof color because national census
data also indicate that African American studemwisd in poverty far exceed the number
of Whites. Even prior to school entry, the devastpeffects of poverty can contribute
significantly to a number of problems that are cliyeand indirectly linked to a student’s
physical and intellectual development. Poverty dipoor health care and numerous
environmental hazards (Artiles, Harry, Reschly, Bir@h, 2002). In addition, children of
poverty are also at greater risk for lead poisomring other environmental toxins linked
to disorders such as reading and learning disigsiliemotional disabilities, language
impairments, lower intelligence, and other neurmabimpairments. Other economic
risk factors include violence and aggression, ek of high transience, single-parent
homes, and a lack of parental involvement (Artdeal., 2004; Skiba, Poloni-Staudinger,
Gallini, et al., 2006). Donovan and Cross (2002)haighlighted a correlation between

racial minority status and poverty as both a dinetience and a factor mediating the
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risk for biological and social factors. With regaadstudent achievement and student
expectations, teachers raise serious questiong Himaxtent to which students can learn
in the face of the effects of poverty (Skiba, Sinmscet al., 2006). Based on the student’s
identity and socioeconomic status, the teacherasayme that the student does not have
the cognitive ability to achieve within a generassroom setting. Research on school
performance of children living in poverty revediat they may experience difficulty in
several areas including (a) language, (b) liter&ynumerical skills, (d) content
knowledge, and (e) social and emotional skillsi{@stet al., 2010). Hence, some
teachers perceived these students as lacking #e dialls needed for academic
readiness at school entry.
Behavioral Expectations

A mismatch between classroom behavioral expectstand what some have term
asAfrican American behavioral styleas been documented as contributory to special
education referral (Hosp & Reschly, 2002). Sincememphasis is based on the values
and expectations of White culture, the nuanceb®ttlture may not always be viewed
objectively. For example, the unaware teacher wiseves African American students
speaking Ebonics (a “broken-English” dialect crddtem lifestyle and culture) may
assume that the student lacks the ability to malseeEnglish language. Or, when the
teacher witnesses students playing the “dozen®justing chops” (games of verbal
joust and chastise), the teacher may assume thatuldent is confrontational. Also, the
student who wears over-sized and tattered clottegsameate false assumptions about

their socioeconomic status and overall capabilities
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In an examination of the special education prgdbssNational Research Council
(2002) concluded that ineffective management ttmlslassroom teachers contribute to
racial disparities in referral and placement antdthe process in itself. For instance,
nationally, many African Americans are referredddciplinary reasons. Statistically,
pupils are two to five times more likely to be seisged than their white counterparts
(Townsend, 2000). Qualitative findings indicatectezrs often deliver harsher
reprimands and punitive consequences to children ahen youth of other races engage
in the same behaviors (Gottfredson & Gottfred&f)1; Skiba & Peterson, 2000; Skiba
et al., 2002, Skiba, Poloni-Staudinger, Simmong].eR006). As indicated in a recent
meta-analysis of 15 studies, Tenenbaum and Rudk7jZ@und a small positive effect
(d=.31) for race/ethnicity on number and type of mefis: African American/ and
Hispanic students received a greater number ofredéefor disciplinary problems and
special education services than Caucasian students.

Educators have used pre-referral teams and sphiahtion to attempt to restore
order in disruptive classrooms. Ill-equipped todilarbehavioral differences, general
educators often seek team input to help remedprbi@lem. The Skiba, Simmons, et al.
(2006) research reveals that many teachers bahev¢hey have a general insufficiency
of resources for dealing with classroom behaviobfams. This lack of resources
inevitably contributes to referral. Further, marmlgeators admitted that a cultural
mismatch or insufficient training of behavior maaagent skills led to many

inappropriate referrals.
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Available Resources and Accountability

Since overrepresentation occurs within the scheiing, it is important to
evaluate infrastructure factors. It is well docuteeinthat children in poor neighborhoods
are likely to attend poor schools. Cities whereonires constitute the largest segment of
school populations are almost three times mordylikcehave an overrepresentation of
minorities in their special education programsnically, poor schools are also the least
likely to receive adequate funding. Consequentiig liack of funding results in
inequalities in staffing, teacher quality, and sta®m treatment. Many special education
programs suffer when fewer financial services amlable. Educators’ frustrations with
the insufficiency of district and school resouré@sassisting students from
disadvantaged backgrounds (e.g., inadequate furagidgnaterials; inequalities in
staffing, teacher quality, and classroom treatmiet¢nsify the gravity of the situation. In
turn, practitioners may hastily try to seek speetlcation services as a way to find
resources to support students. As a result, mamyaeininority students, who already
face significant challenges in opportunity to lebatause of structural inequalities, are
placed in disproportionate numbers in educationagfams that produce long-term
outcomes that limit further their educational amdgonal futures.

In addition, national policy on high-stakes testargl accountability may create
pressures on teachers to refer students to sgettiahtion. Despite recent state and
federal changes to include all students with digads in high stakes testing,
standardized testing creates tremendous strefisefoeacher to refer students who are

not performing at a certain level. This limits g@hool’s ability or willingness to be
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sensitive to individual development needs (Skiban$ons, et al., 2006). It also places
high demands on the teachers to find a reasomWwstudent performance. As a result,
many African American students are misclassifiethappropriately placed into special
education programs too often because they are tis¢ targeted group.
Education Equity and Ability Differences

Special education has made considerable advancesdarch, policy, and
practice in its short history. However, the facheens that students from historically
underserved groups continue to be disproportionpadehtified as requiring special
education surrounding equity issues. One assumgditirat being different is
stigmatizing as being deviant. Or, from anothenpof view, “to avoid being different,
one must be the same; that is sameness equalg’difiitow, 1990). For instance,
student characteristics (such as gender, sociss,céand race) have been associated with
bias in referral and placement. Although none ekthcharacteristics should be the
subject of partiality, these factors have beentifled as the major factors that trigger
referrals and the reasons given why students areidentified for special education
services (Artiles & Bal, 2008). Artiles (1998) asglithat the disproportionate
representation of minority students in special etioa is problematic in part because
assumptions about difference that underlie thisatekeify longstanding oppressive
perceptions and practices that affect these stadenbther words, assumptions about
differences are an intrinsic, not a comparativeomot

Another assumption that constructs differenceas tine person naming a

difference does not have a culture perspectiveh@perspective of such person is
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typically invisible (Artiles & Bal, 2008). As Minow1990) explained, due to a lack of
knowledge about one’s cultural perspective, inelgddentifying and understanding
racial traits and characteristics, the pre-refgsratess may not be as objective as was
intended. Example, many examiners write reportaiblaildren’s performance on
cognitive tests that focus solely on the test scd#®wever, the examiners’ assumptions
about how a child’s second language might mediatBopmance are not reported (Artiles
& Bal, 2008). Similarly, how a history of racialtgions in a community might shape the
interactions between White examiners and AfricaneAoan children during the testing
are not considered or addressed in the assessaesefisr(Artiles, 1998).

Finally, concerns about this problem have beesethbecause of the problematic
outcomes of the special education system (e.gieaeiment level, dropout rate, and post
school economic and occupational attainment, adoessllege). Thus, ethnic minority
students, who already face significant challengespportunity to learn due to structural
inequalities, (such as teacher quality, school,fanding) are placed in disproportionate
numbers in educational programs that produce leng-butcomes that will limit further
educational and personal futures (Artiles & BalQ20

Conclusion
The problem of disproportionate representation foicAn Americans in special
education is a complex and persistent one that briskamined in the context of larger
societal and social phenomena. To add to the titexrdase, additional research is needed
to document probable ways in which White privilegel racism can create and maintain

disproportionality at all levels (i.e., the indiwal, institutional, educational, research,
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policy, and practice levels), as well as a waydwadop appropriate strategies and
interventions to eradicate these practices. Finatlgitional research is needed to
develop research, policy, and practice intervestidesigned to address issues of
inadequate allocation of educational resources]@myent of inappropriate and
culturally unresponsive curricula, and inadequegeher preparation, and to examine
their impact on the problem of disproportionalityeo time and in a variety of settings.
This study specifically targets general educatorghe issue of African-American
overrepresentation to analyze the dynamics andepsoaf special education referrals. By
looking intensely at teacher perspectives and d¢apens, the researcher expected to

identify a local perspective of how African Amenicmales are referred.



38

CHAPTER IlI

METHODOLOGY

Although research to date has not identified thecegause of overrepresentation
of minorities in special education, data pointusceptibility variables and system bias
(Shippen, Curtis, & Miller, 2009). For example, eatliterature associates negative
teacher perceptions with the extent to which Aftiganerican youth are over identified
(Gravois & Rosenfield, 2006; Wood, Kaplan, & McLgyD07). Studies have shown that
high referral-to-identification rates rely heavidy general educators’ role to identify
students based on personal beliefs (Artiles eR@l0). Specifically, research has
indicated that the interaction among teachers’geatves, classroom practices,
curriculum expectations, and students’ charactesigtither minimize or maximize a
student’s possible referral for special educatann et al., 2009).

The purpose of this study was to contribute egtofessional literature on
factors contributing to the over-identificationAfrican American male candidates prior
to the pre-referral process. By surveying geneattatators’ perceptions of these students,
the intent was to identify emergent themes, cotegdatterns, and generate hypotheses
related to this critical topic. In particular, teidy was designed to address three
guestions:

1. What are general educators’ perceptions regar@dicffs influencing the

overrepresentation of African American males fagsal education?
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2. What student characteristics (i.e., ethnic baakgdy gender, and
socioeconomic status) are considered significargdneral education teachers
prior to the referral of African American malessassment for special
education?

3. Do the teacher’'s demographic characteristics inffeaeasons for referrals?

Design of the Study

Survey research was selected as a method to expiagay of issues that
contribute to this phenomenon. There are some albzantages of using surveys. One
advantage is that their design can provide a greateunt of description and detail
related to complex issuéisan what might be available using other methodsg®@ell,
2005).By design, surveys can provide a great amount sérgeion and detail related to
complex issues. For example, a continuum of socognitive, and behavioral strengths
and limitations that are often presented in therpferral process were explored for this
study. Ideally, the survey was designed to reptesaying views and interpretations of
issues related to minority placement in high-inoicedisability categories. However, its
overall intent was to highlight the placement dileas surrounding the process as a
whole (Harry, Klinger, & Cramer, 2007).

Survey methods also have the advantage of allothiegesearcher to collect
information from a large group of people with easd efficiency. Since survey data can
be found in many areas and their application ismomto the general public,
participants do not need extensive directionsainiing on how to complete a survey

(Tate, 2009). Surveys’ multiple uses are evidenhefact that researchers from many
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disciplines use surveys to create new knowledgayae problems, or test hypotheses
against theories and controversial phenomenon (@re2011; Mills et al., 2010).

In education, survey techniques have been apliad/ariety of situations to
measure critical variables such as teacher an@istudlationships (Mills et. al, 2010).
Finally, surveys can be either qualitative or quanve in nature. Their fluidity and
flexibility accommodate changes to the traditiopatadigmatic boundaries of mixed
methods research designs (Creswell & Plano-Cla@R0For instance, this study used
both closed and open-ended questions to eliciiggaahts’ perceptions. The decision to
use both types of questions was made to add depésponses from the forced choice
(quantitative) questions and maximize what couldelbened from open (qualitative)
guestions. In fact, researchers often use closeeksdrvey questions in the beginning of
a survey to provide some background on the issdehan present open-response
guestions for more elaborated answers (Yin, 2009).

Although survey research makes a significant cbation to the literature, some
caution exists when using this method. One chadlerumcerns non-response and item
non-response (Mills et. al, 2010). For examplecesisurveys are designegprovide
detailed information, it may be difficult to holdr@ader’s interest if the survey is
perceived as too length8imilarly, non-responsiveness can occur becauseiduls
may not know the answers or feel intimidated bystjoas related to sensitive topics. As
a result, participants may skip over questions téaiespond or fail to record answer
items presented in the survey. Another cautiohas the wording or interpretation of

survey statements may be confusing, subjectivisaaling.
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Specific to this study were concerns about thegihg presented with force-choice
items. Inadvertently, the wording of the questioresy generate skewed or invalid results.
Further, as Mills and colleagues (2010) posited Mididity of the information gathered
is contingent on individuals’ honesty and willingsdo participate. Nonetheless, a
survey method was chosen over other designs sugltcase study or focus groups due to
the number of elementary general educators availalthe district. By using surveys,
the researcher had the option to collect a largeuatnof data in relatively short period of
time (Dillman, 2007; Creswell, 2005). Additionally,survey was an efficient way for the
researcher to quickly assess the perceptions miwgpdor the purpose of describing,
comparing, and explaining their knowledge and patioas (Gresham, 2005a).

Finally, to delve deeper into referral-related tspisemi-structured interviews
were utilized to ensure a complete and accurateust©f participants’ beliefs.
Interviews are often an efficient and valid wayuotlerstanding someone’s perspective
within and across conversations. This is parti¢ylanportant for getting at tacit
understandings and generating the rich data ndedstkequately analyze the research
guestions (Creswell & Planko-Clark, 2011). Jushgsortant, interviews allow the
researcher to gain a broader and more secure tad@irsy of the issues through direct
contact (Creswell, 2005). Since interviews invotl@se interactions between the
individual and the researcher, ultimately the red®a has an opportunity to build trust.
In turn, the researcher can probe for further imiation and understanding. In a
nonintrusive environment, a rich source of infonmaican be provided and the

opportunity for meaningful exchanges can be created
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Dilemmas in the field of evaluation include howettcess hard-to-reach
stakeholders (Mathison, 2005, p.210). Since mastviews are conducted on a
voluntary basis, there is no guarantee that theareber would be able to obtain the
desired number of participants. Conversely, dimgetraction to the interviewer could be
considered a limitation. Case in point, as a mernb#re population being study, as well
as the sole researcher, my professional relatipnshly inadvertently interfere with
responses. For example, due to the sensitivitii@stbject, interviews may reflect only
the thoughts and opinions considered appropriadea fesult, interview responses may
lack true reflections or include limited opiniofsnally, a potential problem to consider
is that interviews are time consuming. To get adepth interview, the researcher must
allow participants a chance to express themsebteetyfwithout limitations.

Additionally, in-depth interviews require the resgeer to tape-record, transcribe, and
code the data at a later time (Gilner, Morgan &dle€009). All the same, interviews
were chosen to supplement the research becauseahgyovide valuable context.
Interviews can reveal stories and provide evenatapunts from participants than could
be gathered solely from survey research (Gilnat.e009).

Method

The process of collecting and analyzing dataguating findings, and drawing
inferences using both quantitative and qualitatipproaches in a single study is known
as mixed methods research (Bickman & Rog, 200%wzt & Plano-Clark, 2007). For
a study of this nature, it is important to notet tih@re were some clear advantages to

employ both qualitative and quantitative methodgldgrst, mixed methods are
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particularly adept at identifying diverse resultsass different data sets (Bickman &
Rog, 2009). For example, using a combination ofitaieve and quantitative data
provided a more complete understanding of the pimenon under study than using the
data separately. As noted, using both data setsda the researcher with richer
narratives and numerical data to make sure thabplete picture of the phenomenon of
interest was obtained (Creswell, 2005). As sudhllgicture was much more
meaningful to the overall study. Another reasonctowosing this design was because it
increased diversity and reduced the risk that emiehs would reflect systematic biases
or limitations (Creswell, 2005). In educationaleasch, this is particularly crucial
because there are serious risks in making recomatiend based on a single criterion
(Isaac & Michael, 1981). Thus, by using a mixedhods design, it was possible to
obtain divergent pictures of the same phenomenggaitobreadth and depth of data
analysis. Ideally, these divergent findings woudddompared and contrasted (Greene &
Caracelli, 2003). Finally, the decision to use aedimethod design was used to assess
the credibility of inferences obtained from one @@eh by using the other. For example,
errors in one type of data would be reduced byrardtilohnson & Turner, 2003).
Furthermore, a mixed method design confirms dataracy by focusing on a single
process. As a result, validity and accuracy ofda is increased.

The site for this study was a mid-sized schookidisin North Carolina. It is one
of five largest systems in the state and ranks gntioe top 100 in the nation.
Approximately 52,000 students are enrolled. The@sthystem has 42 elementary

schools, 16 middle schools, 11 high schools, anspktial schools that do not follow a
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traditional model or curriculum (this includes sol®serving individuals with primarily
physical disabilities, those requiring homeboundfital services, or those in need of
alternative services). District-wide, 45 percenths students are white, 31 percent are
black, 18 percent are Hispanic, 2 percent are Adigrercent are multiracial, and less
than 1 percent are Native American.

Historically, this district has addressed the oepresentation of minority youth in
special education for more than 10 years (NC Depant of Exceptional Children Child
Count Reports, 2010). As related to the total stugepulation, both African American
males and females have been over identified faciapeducation services. The most
prominent area of concern has been eligibilitytfer category serious emotional
disability (SED). As reported in 2010 federal chslolint data, North Carolina’s counts of
children ages 3 through 21 receiving special edorcand related services under IDEA
(Part B), a total of 206 students in the distrietr&reported receiving services in the SED
category (NC Department of Exceptional Childrenl€Rlount Reports, 2010). Of that
total, 140 students were reported as African Anagis¢ 30 students were African
American females and 110 students were African Acaarmales. This disproportionate
rate averages 70% percent of African Americansaolac special education. In contrast,
student counts by race and disability reportedtbdents as white (25 %), 13 students as
multiracial (0.063%), 1student as Hispanic (0.004 ¥student as Native American

(0.004 %), and 0 Asian students were identifie@@b.
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Participants

General education teachers play a clear role imdfegral-to-identification
process for students with disabilities. This istigafarly the case among general
education teachers who initiate the referral precgstudents who later become
identified with a disability (Dunn et al., 2009)sMdunn et al. (2009) noted, “the
interaction of teachers’ perspectives, classroomstpes, curriculum expectations, and
students’ characteristics work together to eitheammmze or maximize a student’s
possible referral for special education.” To attan additional perspective, Dunn (2006)
completed a qualitative study with 15 general etanaeachers in a southern Ontario
school and found that teachers used five mainnadferiteria: (a) inattentiveness, (b)
needing assistance, (c) inability to apply the @nésd information, (d) inability to
complete tasks, and (e) students’ “look,” eitheirtlemeanor or disposition projected an
attitude for not wanting to learn. The resultsto$ tstudy indicated a combination of
student characteristics that teachers observetdian, lack of comprehension,
inability to complete tasks in the allotted timadaoor test performance) and what
teachers inferred (e.g., about the way a studeksh(Dunn, 2006, p. 135).

For this study, only teachers at the elementargllexere chosen as participants.
General educators from kindergarten to fifth graghe were currently employed by the
school district were solicited. A total of 256 thacs from 42 elementary schools were
invited to participate in the survey. This totatluded 80 general education teachers who
were recruited prior to the study during a distrgggonsored Title I/Equity Plus

conference, a federally funded program designduatho low-achieving students meet
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state academic content (Appendix A). All volunteeese selected based on (a) their role
as elementary educators, (b) their agreement ponekto a survey, and (c) their
willingness to candidly discuss this sensitive tofiihe selected participants also were
asked to consider participating in a single audjmet! interview. Based on their
willingness, 12 interviewees were contacted byrésearcher to further inform emerging
findings reflective of teachers’ perceptions.
Instrumentation

Measures for this study included an on-line sudeyeloped by the researcher.
The survey instrumenGresham-Revise(GR), was adapted from Dr. Doran Gresham’s
original instrument (The Gresham Survey, 2005a)sdibthe needs of this particular
study, questions were either modified/deleted flamGresham’s survey. Specifically,
questions 7, 8, 9, and 16 from Section | (factorgéferral) and questions 4,7,11, and 12
from Section Il (teacher demographics) were adeksas such, adaptations to the final
instrument consisted of a five-part survey: Sectiosought information from
elementary general educators about the overregegganof African American males as
pre-referral candidates for special education ses/{now, 29 questions adapted from the
Gresham survey); Section Il: asked for the pignaiat to make further comments;
Section Ill: sought demographic information frane respondents of this study (now 15
guestions adapted from the Gresham survey); Seldtioasked for the participant to
make further comments; and Section V: asked farguaation for an interview (to be

conducted at a later time). Permission to modify administer the GR, as proposed, was



a7

granted by Dr. Gresham (Appendix B). In additiorierview questions based on a
review of the literature, were developed by theagsher.
Design

Survey. Based on criteria for survey design, the researdgrmined that the
GR took a cross-sectional approach. Technicallg,rtteant that the survey had
characteristics of a mixed-methods design. Firstas based on a sample, with the aim
being to have as large a sample as necessaryticreafl of the variation in the
population in a single point of time (Greener, 208econd, the GR design was
predominantly quantitative in that the aim wasde patterns within the data. Third, the
survey had elements of qualitative data in the fofropen-response items. Open-
response items were included to provide a deemdratanding of the research questions
by allowing respondents to use their own evaluatreeds and ideas.

Interview. Selected participants were given the opportuiitye interviewed by
the researcher. Questions for the interviews weweldped from direct observations,
archival records, and a review of the literature.idterview protocol was used to
facilitate and guide the discussion.

Validity. To ensure validity of both instruments (cross4iseetl survey and
interview), the researcher’s advisor/committee icheovided significant input to several
drafts, and revisions were made accordingly. Intamd once a draft of the instruments
was completed, reviewed, and revised, a pilot stualy conducted with colleagues from
the identified district. The pilot participants wel0 general educators who were not

considered participants for the study. They coadisf primary reading teachers and
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other part-time specialists with previous classr@xperience. Pilot procedures were
implemented as follows:

A cover letter explained the intent of the study aarvey protocol to the 10
respondents. A consent form was included with theromaterials. Once consent was
granted, each teacher was provided with an intizeomanila envelope containing a
paper copy of the GR. Teachers had the optionttorréhe completed questionnaires
through the district’'s mail or to have the researatome a week later to retrieve the
completed self-assessments. Only one teacher nthgeslirvey scale to the researcher.
The researcher returned approximately one weektatetrieve the other nine
assessments. All pilot surveys were returned withim weeks.

These same teachers also were invited to partecipad single interview session.
Of the 10 participants, only three teachers opbeubtticipate. Interviews lasted
approximately 30 minutes and were audio taped ated transcribed. Teachers were
interviewed in a location of their choosing wherevacy could be assured. To confirm
the accuracy of the interview, the teachers wedsz [ontacted in a process that is called
member checking (Lincoln & Guba, 1994; Lincoln &6z 1985). Through member
checking, teachers were given a chance to addgehan delete information. For this
process, each teacher was given a copy of thectiptisn to review the accuracy of the
contents.

Suggestions to the final instruments included fee#lpertaining to the wording
of specific questions in section one of the suré@ner suggestions included ways to

enhance the basic format and overall appearantte @urvey. It is important to note that
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one significant change made by the researcherheaddcision to distribute the final
survey electronically through a third-party webs@aline surveys can be an effective
tool in collecting information (Gaide, 2005). Theaision to use this strategy was based
on the efficiency of disseminating the instrumemt.anticipated higher response rate for
a larger population, and the efficiency of datdemsion and analysis. Another advantage
of using an online survey was that participantda¢access the survey instrument and
complete it at their convenience. It also may hiaceeased participants’ willingness to
respond to questions of a sensitive nature. Ant@aail benefit of online surveying is
that it expedites data collection and decreasesatdty error. For example, the
traditional format often requires manual data erttgwever, with online surveys data
were collected through software. Finally, to enstoefidentiality, the decision to use a
web-based survey company was utilized. With the-tneeded site, security and privacy
were guaranteed and data was gathered througleptdahbess.

Of course, there are potential limitations of usamjne survey methodology.
Although many of these problems also are inheretriaditional survey research, some
are unique to the computer medium (Wright, 200%)js includes sampling error and the
nature of self- reported information (Dillman, 20@aide, 2005). For example,
relatively little may be known about the charadtcs of people in online communities,
aside from some basic demographic variables, aed #ws information may be
guestionable (Dillman, 2000; Wright, 2005). Sinmlyamwith self-reported data, there is
no guarantee that participants will provide acaicitaracteristics or response

information. To remedy this problem, a membersimai¢list was obtained to provide an
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online survey invitation and a link to every membarthe list. Other limitations that
were considered included a variety of technicathés that may occur while a
respondent is filling out the survey. As notedidas linked to browser or server crashes,
error messages, and double entries could deteciparits and significantly reduce the
response rate (Information Technology Servicesr@nbDisadvantages of Online
Surveys, 2011). Likewise, online surveys run ts& af being considered as spam or
junk mail (Gaide, 2005). As such, the survey maydleted or undelivered. Ultimately, a
web-based survey company was utilized as the fofon@ionducting the online survey
SO as to minimize potential errors.
Survey

The final instrument, a 47-item survey, was devetbi identify factors linked to
the disproportionate representation of African Aicean males in special education. A
copy of the Gresham-Revised survey appears ingperalix (Appendix C). The survey
included five sections. Section | of polled papamts’ level of agreement to 29
statements regarding bias, ethnicity, socioeconaitaittis, parental involvement, and
medical and environmental factors related to factbat may contribute to the referral of
African American students prior to special eduaatid 5-point Likert-type scale
measured teacher perceptions of these variabletad to pre-referrals (Likert, 1932;
Suter, 2006). Ratings included “strongly disagrésgimewnhat disagree,” “neither
agree/disagree, “somewhat agree,” and “stronglgedgSection Il was an open-ended
guestion that required a narrative response. Thstin asked participants to provide

any additional factors that they perceived to ligcat in the overrepresentation of
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African American males as pre-referral candida®estion Il consisted of 15
demographic questions concerning the charactegistithe respondent. Collected data
provided background information and a better urtdading of the cultural, racial and
professional experiences of each teacher. Sedfiovek an open response question that
asked for further elaboration or comments fromptexeding section. Section V asked
participants to volunteer for an interview condddby the researcher at a later time in a
location to their choice. If “no” was selected, thevey ended and the respondent was
thanked for his or her time and participation.y&§” was selected, a separate link
allowed volunteers to submit their name, phone renmdnd e-mail address. At that
point, the survey ended and the respondent wakeddor his or her cooperation. It is
important to note that Section V was intentiong@lbgitioned at the end of the survey.
This was done to preserve anonymity and increasehhnce for completed responses.
Interviews

An interview protocol was developed by the researcThe content of these
guestions was developed based on focus group natwyd in which a common area of
concern is investigated through the perceptiorte@participants regarding the specific
topic (Stewart, Shamdasani, & Rook, 2009). Intergie(a) provided in-depth
descriptions’ of general educators’ perceptionsareigg factors affecting the
overrepresentation of African Americans for speedication, (b) informed a
relationship between teacher demographics and parperceptions, and (c) explored

causal factors/student characteristics (i.e., ethackground, gender, and socioeconomic
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status) considered significant by general educdganhers prior to referral. A copy of
the interview protocol and questions appear iraghygendix (Appendix D).

Validity. As mentioned, for the interview questions, validitas established
through the expert judgment and feedback providethé researcher’s
advisor/committee chair. Additionally, the revispaestions were used in a pilot-study.
The researcher intended to develop questions thalidpotentially identify indicators of
systematic bias without directly questioning paptnts if, in their perception, systematic
bias exists within the system.

Procedure

Prior to implementing the study, an Institutionavitw Board application was
submitted to the university and the school dispatticipating in the study. It described
the strategies for recruiting participants, sea@igansent, maintaining confidentiality,
and security of data. Permission to conduct rekeaes granted from both review boards
with exempt status.

Data Collection
1. In August 2010, the researcher had an opportuaitglty potential
participants for her upcoming study by participgtin a district-sponsored
conference. As such, a formal application was nmagaesting permission to
have a table at the annual conference. Once peomigss granted, the
researcher solicited participants through a pgetesentation. The
presentation explained the purpose of the potestiiay as well as a request

for possible volunteers. Prospective participa@is édn opportunity to be a
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part of the study by completing and submitting eshtnformation on a
registration form. In addition, information was pided about a drawing for a
$100 gift card to be awarded to a randomly drawtigggant once the study
was officially completed. A total of 80 registratiforms were gathered
during the fall conference.

In order to conduct the study, the district made simpulation. The researcher
was asked to conduct the study without sendin@aunassive group message.
This request was made as a way to prevent an aertbserver that could not
support the distribution of large group e-mails.cli@umvent the problem,
every lead secretary for each school was contagtee-mail December 6,
2010 (Appendix E). The correspondence asked fostheol’s permission

and assistance with circulating a mass surveyrfargcoming study
conducted by the researcher. To be specific, tiampspecified that the
future survey would only be distributed among tlggineral education faculty.
If schools were willing to participate, contactanination such as a lead name
(i.e. elementary school principal) and an e-mailrads were requested. For
this part of the study, a staff person from théraisprovided assistance with
distributing the initial e-mail. After receiving@py of the district’s approval,
a total of 42 lead secretaries and school admats were contacted.
However, only two schools responded to participate.

. January 10, 2011 the researcher made phone calthtml principals. Phone

calls were made in an attempt to compile a com@etsil list of those
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schools that did respond to the December 6, 20h@ie-Through scripted
dialogue, the main objective for the follow-up salNas to identify a primary
contact person for distributing an online survepgéndix F). A complete
roster was compiled March 2, 2011.

. After securing a list of e-mail addresses, recraittre-mails were sent by the
researcher with instructions to begin the actuadtin, April 2011, the
researcher sent e-mails to each contact to thamk tor their cooperation
with the study. In addition, an electronic covetdg survey instructions, and
an online link to the survey were provided withie tody of the
correspondence (Appendix G). The electronic letigrained the purpose,
compensation, risks and benefits of the study.Stimeey instructions
described the survey format as well as the targadpdlation. For example,
the researcher only requested general educatioheesawho served students
kindergarten to fifth grades for the study. Othehraol personnel such as
resource instructors, primary reading teachers spedialists were purposely
excluded from the study because they are lesyltkahitiate pre-referrals.

. Simultaneously, the researcher sent the surveg timleach conference
participant recruited during the fall 2010 conferefAppendix H). To avoid
duplicated responses, the researcher registerddreane addresses with a
with a web-based survey company. Responses wdreted to 1 per Internet
Protocol address (IP address), a numerical lals&r@sd to each device (e.q.,

computer, printer) participating in a computer natkv The IP address was
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recorded to ensure participants could only takestiregey once. No other
identifiable information, other than email addresseas used to identify the
participants. All e-mail addresses and electronrgey responses were
password protected. Once survey responses werefnoadé¢he registered
addresses, no other attempts for responses wereedll Both postings
included a statement about a compensation drawing $100 gift card
granted at the completion of the researcher’s stlilys, a separate link
allowed each participant to submit their contatdrimation for a chance to
win the gift card (Appendix H).

. After one month (May 2011), the researcher senilesrainders to both
respondent groups (Appendix I). The body of theiemassage was the same
as the email distributed in April 2011; howeveg thording in the subject
line changed slightly in an effort to increase likelihood of the email being
opened. The researcher’s efforts to increase hiedlyemail response rate are
based on the literature about survey research fBack& Rog, 2009).

. Finally, to provide a more in-depth descriptiorpafticipants’ perceptions
and experiences, they were asked to volunteer fimmaal interview
conducted by the researcher. That is, a final quegiem on the online
survey allowed interested participants to subngirtbontact information
through a separate link to schedule an appointatesmtime and in a location
of their choice. Based on over survey responsedyeparticipants were

chosen. The identities of the interviewees werd kepfidential by the
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researcher and transcripts from the interviews wecered. The interviews
were conducted, audio-taped, and transcribed byegwarcher. Further, once
interviews were transcribed, participants were aotaed and given the
opportunity to review the content for accuracy.¢@anges were made to the
original transcripts. The data collection periodlfoth quantitative and
gualitative data expanded nine weeks, April 201ieJ2011.
Data Analysis
In this section, we analyzed the survey and inésvwilata using quantitative and
qualitative methods respectively.
Analysis of Quantitative Data

Quantitative data from the survey were entered $tatistical Analysis Software

(SAS). Responses to the 5-item Likert scale wererteed and analyzed using means and
standard deviations, as well as multivariate amalytvariance (MANOVA). In addition,
two open-response questions were coded to verifynoon themes and/or emergent
issues that recur in the data (Powell-Taylor & RENA003). The categorizing process
began with basic coding in order to distinguishraltehemes, followed by a more in
depth, interpretive code in which more specifintte and patterns could be interpreted.
Specific data analyses for each research questoa as follows:

Research Question 1. What are general educat@sigptions regarding factors

influencing the overrepresentation of African Aroan students for special education?
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To examine research question one, the researohbzad two open-ended
guestions incorporated in the survey as well agdieed choice-items. Descriptive
statistics frequencies, percentages, and respateegomprised data analysis.
Research Question ¥Vhat factors/student characteristics (i.e. ethrackground,
gender, and SES) are considered significant by rgéeeucation teachers prior to
referral of African American students for specidleation?

The researcher used descriptive statistics thatded frequency and percentages
for nominal data. In addition, factor analyses w&sed to determine significant factors
that may influence teachers’ referrals of Africamésican male for special education.
Potential casual factors included subjectivity, laghievement, behaviors, cultural
beliefs, ethnic differences, biases, socioecongmieglical, environmental, and single
families.

Research Question 3. Do the teachers’ demogragicacteristics influence reasons
for referrals?

Multiple analysis of variance (MANOVA) was useddetermine the main and
interaction effects of categorical variables ontiplé dependent interval variables. Thus,
to examine research question three, MANOVAs weeslis determine whether or not
personal demographic data (such as age, gendeigigthlevel of education, and years
of experience) played a role in referral decisigh®IANOVA analysis allowed the

researcher to determine a relationship between geapbic variables and survey data.
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Analysis of Qualitative Data

Qualitative data were reviewed to identity comnttoemes (Denzin & Lincoln,
2003). First, the transcripts were read and refeageneral coding (Creswell, 2005).
Then, the meaningful quotes were identified andteled together to form a category.
The next step of the thematic analysis identifiéd@a related to the already classified
category. If data did not fit into an already clAed category a new category was
created.

In summary, this study was designed to gather aladait reasons general
educators refer African American males prior to phe-referral process. An online
survey was chosen as the most convenient andegftimiethod for gathering data from a
large group of participants throughout the disti#rsonal demographic data enhanced
understanding about the selected population. litiaddqualitative data provided further
insight into the complexity of the issue, thus pdivg a means for a fuller description of

general educators’ perceptions.
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CHAPTER IV

RESULTS

Even with recent changes to reduce disproportitynal educational assessment
and programming, African American males are d#intified at a high rate by general
educators as possibly in the need of special emuncagrvices. Among the many
contributing factors for such a disproportionate rane identified factor can be
attributed to the influence of teacher perceptiomgards African American males. As
Dunn et al. (2009) noted the interaction of genedaicators’ perspectives play a key role
in the referral-to-identification process for statewith disabilities. Moreover, racial
disproportionality continues to be an intractabielaem, with African American
students experiencing the most negative outcomasglReform, 2011).

The purpose of this study was to understand classteachers’ perceptions of
African American males and the reasons why thegrrdfis particular group. Information
gleaned from this study adds to the knowledge baseverrepresentation by identifying
several factors significant in the referral proc&3fthe 256 participants contacted, 216
general educators completed the survey comprisiisgstudy. Thus, the overall response
rate was eighty-five percent (84.7%).

Quantitative Results
The quantitative portion of the survey included sjions regarding questions

related to participant demographics (survey Sedtipmand teachers’ perceptions of
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factors influencing referrals of African Americarales (survey Section I). The results of
the survey are organized in the following sectiaosording to the three research
guestions that guided this investigation.
Demographics

Of the 216 responses to the item regarding ge20ér(85%) identified
themselves as females; 28 (13%) identified thenesehs male. Two participants did not
respond to gender items. A majority of the sunespondents, 140 (65%) indicated their
ethnicity as Caucasian. A total of 58 (27%) wereasin American, 7 (3%) were
Hispanic/Latino, two (1%) were Asian, and none weative Americans. Seven
respondents (3%) indicated “other” as their ethipidhge of respondents ranged from 21
to 70 years. The largest age category ranged ftbto 35 (17%). The distribution of

participants is summarized in Figure 1.

Age of respondent

20%
18%
16%
14%
12%

10%
8%
M Percentage
6%
4%
2%
0% -

21-2526-3031-3536-4041-4546-5051-5556-6061-6566-70

Figure 1. Age of Respondents
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In response to the item regarding number of yesashing, the largest group,
with 56 respondents (25.6%) indicated they hadhtten to fourteen years. The next
largest group of 41 (19%) respondents taught fiveine years. The third largest group
had 35 (16%) respondents who had been teachiegfiifto nineteen years, followed by
28 (13%) respondents who only had zero to foursyeexperience. Forty-one (41)
respondents taught more than twenty years and sippaitely 24 respondents taught
more than thirty years. The smallest group, moaa #0 years, had two respondents.

Regarding highest degree earned, of the 216 peatits, 108 (50%) earned
Bachelors’ degrees. Surprisingly, just as many attus earned Masters’ degrees, 104
(48%) total. And, 2 (1%) respondents earned terhdegrees.

The majority of survey respondents indicated thelg current license in the state
of North Carolina and every elementary grade lexes represented (kindergarten-fifth
grades). A large number of survey respondents aelicthey received multi-cultural
training and/or cultural sensitive training durithgir pre-service training and though the
current system which they are employed. A totdl & (84%) indicated “yes” and 35
(16%) indicated “no” on this item.

In contrast, 82 (38%) reported that they recenliedbility training and 132
(61%), results that are nearly the opposite toghiekated to cultural sensitivity training.
However, those who did receive disability trainnegorted information related to nearly
all areas of eligibility (specific learning disabyl other health impaired, SED,
intellectual disability; as well as speech and leage impaired, autism, visual impaired,

and orthopedically impaired).
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Specific data summaries for each research questoa as follows:

Research Question What are general educators’ perceptions regardengdrs
influencing the overrepresentation of African Aman males for special education?

To examine research question one, the researcbérdescriptive statistics (i.e.
frequencies, percentage, means, and standard idesiator responses to the 29
statements presented in Section | of@resham Survey-Revissdrvey. Overall, mean
distributions range from 2.5-3.5 and standard dmna are clustered closely around the
mean, approximately within one standard deviatiof)( Table 2 includes a summary of

those data presented in Q1- Q29. Summations ak#ponses are also provided.

Table 2

Gresham Survey-Revised

Strongly | Somewhat Strongly
Disagree | Disagree | Neutral | Agree | Agree
Statements % % % % % M SD
1. Language barriers
between teacher and | 28.70 25.93 16.67 24.07 4.63 2.5( 1.26
student.
2. Ineffective behavior
management strategies
on the part of the 1349 | 23.72 1116 | 38.60| 13.02 | 314 1.9
general educator
referring the student fo
special services.
3. Inappropriate teacher | ;5 »g 21.76 1852 | 32.87| 1157 3.04 1.28
training.
4. Subjectivity in county | 14 19 | 1389 32.87 | 30.09| 1296 | 322 1|5
referral process.
5. The lack of clarity in
school guidelines for | 4, g5 | 1574 2176 | 3611 1343 | 321 14
special education
referrals.
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Statements

Strongly
Disagree
%

Somewhat
Disagree
%

Neutral
%

Agree
%

Strongly
Agree
%

6. Culturally biased
assessment instrument

14.81

S.

22.69

21.30

27.31

13.89

3.03

7. There are more males
the elementary school
population.

n

22.79

21.40

37.67

13.49

4.65

2.56

1.12

8. The perception that
African American
males are low achiever

25.58

20.47

10.79

30.2

3 13.02

2.8%

43

9. Teachers’ negative
preconceptions about
the behavior of African
American .males

18.98

23.15

12.50

30.0

O 15.28

3.00

.38

10.Ethnic differences
between teacher and
students

13.52

16.20

14.81

37.5

0 12.96

3.10

B4

11.Cultural beliefs and/or
differences between
teacher and students
(e.g. heritage, religion,
socioeconomic status
(SES).

17.69

18.06

18.06

33.33

12.96

3.06

1.31

12.Certain biases (e.qg.
racial prejudice) on the
part of the general
educator.

25.36

19.44

15.28

27.7

8 12.04

281

40

13.Certain biases (e.qg.
racial prejudice) on the
part of the student.

12.09

17.67

17.21

44.65

8.37

3.20

1.19

14.Certain biases (e.qg.
racial prejudice) on the
part of the student’
families.

7.91

14.88

11.63

53.9

511.63

3.47

1.12

15.Students’ style of dresg

27.78

18.06

23.15

.63 8.

2.66

1.32

16.Students’ hairstyles

35.65

19.91

25.93

11

57 6.94

342

1.26

17.Students’ walking

styles

31.48

18.98

20.83

22.2

2 6.48

2.53

81
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Statements

Strongly
Disagree

Somewhat
Disagree
%

Neutral
%

Agree
%

Strongly
Agree
%

18.Students’ use of
culturally different
speech patterns or slar

16.82

13.55

453

3 841

3.14

19.Hereditary factors (e.qg.
pre-natal exposure to
drugs, biological
transmission of mental
illness, etc.)

7.87

7.87

17.59

47.2

219.44

3.63

1.21

20.Environmental factors
(e.g. factors (e.g.
exposure to drugs and
violence).

5.09

4.17

13.89

50.9

325.93

3.88

1.01

21.Being raised by a singls
parent (Mother)

D

16.20

11.57

25.00

37.9

6 9.26

3.13

22.Being raised by a singls¢
parent (Father)

D

17.59

13.89

28.70

34.7

2 5.09

3.0(4

18

23.Being raised by two
biological parents

24.54

17.59

44.44

111

12.31

2.49

1.05

24 Being raised by adopte
parents

o

24.07

14.81

46.30

14.3

50.46

2.52

1.03

25.Being raised by foster
parents

16.67

13.43

3241

32.4

15.09

3.00

1.15

26.Being raised by
extended family (e.g.
aunt, uncle,
grandmother)

12.52

13.43

29.17

39.8

15.09

3.12

1.11

27.Being raised by legally
separated or divorced
parents

13.95

13.49

34.42

34.88

3.26

3.00

1.09

28.Being raised by
economically wealthy
parents or guardians

24.54

18.52

33.80

20.37

2.78

2.58

1.15

29.Being raised by
economically poor
parents or guardians

12.96

12.04

23.61

39.3

62.04

3.35

1.21
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Responses that were “Strongly Agree” or “Agree” aveombined for analysis to
indicate “yes.” Similarly, “Strongly Disagree” afiDisagree” were combined to indicate
“no. Summations of the responses are also proviigle 3 includes the agreement

ranks of those data presented for Q1 — Q29.

Table 3

Factor Agreement Ranks

Question Agree Disagree
Q20 76.86 9.26
Q19 66.66 15.74
Q14 65.58 22.79
Q29 51.39 25
Q13 53.02 29.76
Q18 53.74 32.71
Q5 49.54 28.7
Q21 47.22 27.77
Q4 43.05 24.08
Q26 44.9 25.93
Q10 50.46 34.72
Q2 49.62 37.21
Q27 38.14 27 44
Q11 46.29 35.65
Q22 39.81 31.48
Q3 44.44 37.04
Q25 37.5 30.1

Q6 41.2 37.5
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Table 3 (cont.)

Question Agree Disagree
Q9 45.37 42.13
Q8 43.25 46.05
Q12 39.82 44.9
Q15 31.02 45.84
Q28 23.15 43.06
Q17 28.7 50.36
Q24 14.81 38.88
Q1 28.7 54.4
Q7 18.14 44.19
Q23 13.42 42.13
Q16 18.51 55.66

Based on response rates, the levels of “agreemedtlevels of “disagreement”
were used to identify reasons significant for AdncAmerican male referrals for special
education. In ranking order, prominent factorsluded (a) environmental factors (e.g.
exposure to drugs and violence); (b) hereditartjofaqe.g. prenatal exposure to drugs;
biological transmission of mental illness, etcc); ¢ertain biases (e.g. racial prejudice) on
the part of the student’s families; (d) low socameomic status (e.g. being raised by
economically poor parents or guardians); (e) biéses racial prejudice) on the part of
the student; (f) students’ use of culturally diffet speech patterns or slang; (g) lack of
clarity in school guidelines for special educatieferrals; (h) being raised by a single
mother; (i) subjectivity in the county referral pess; and (j) African American males

being raised by extended family (e.g. aunt, urmiggrandmother).
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Research Question ¥Vhat factors/student characteristics (i.e. ethrackground,
gender, and SES) are considered significant by rg¢eeucation teachers prior to
referral of African American students for specidleation?

To examine question 2, a factor analysis was ped to determine the strength
of the relationships among specific survey itenosppleted using the principal
component method. Initial analysis confirmed faagtors for the data as evidenced by
the number of Eigen values greater than 1. Tabkesd4s summarize the final factor
loadings of the questions with respect to the faators and their communalities
respectively.

Questions Q23, Q24, Q25, Q26, Q27 and Q28 loadéddtor 1 with the factor
loadings of 0.804, 0.824, 0.744, 0.722, 0.743 aii@®respectively. Factor 1 was labeled
“Raised by Extended Family”. Questions Q15, Q167 @idd Q18 loaded to Factor 2
with the factor loadings of 0.816, 0.858, 0.899 artb3 respectively. Factor 2 was
interpreted as “Cultural biases”. Questions Q2, @8, Q5, and Q6 loaded to Factor 3
with the factor loadings of 0.637, 0.667, 0.76820. and 0.519 respectively. Factor 3
was interpreted as “Ineffective training.” Quessdp19 and Q20 loaded to Factor 4 with
the factor loadings of 0.710 and 0.746 respectiveigtor 4 was interpreted as
“Environment” (Refer to Table 4 for question-iteasponses).

The communality, which is the sum of the squartheffactor loading, was used
to describe the relative importance of the reasonseferral. For example, in Table 4

Question 2 communality was computed using by (02290.2415 + (0.637% + (-0.010¥

=0.513. The student walking styles (Q17), the stulair styles (Q16), the students’
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style of dressing (Q15), being raised by adoptedma (Q24) and being raised by two
biological parents were among the top 10 reasanseferral of African American

students. From the factors perspective, the culhiages (e.g. racial prejudice) on the
part of the educators (F1) and raised by extendely (F2) were the main underlying

reasons for referral of African American students.

Table 4

Factor Loadings

Factor 1: Factor 2: Factor 3:
Raised by Cultural Ineffective Factor 4.
Questions Extended Family Biases Training Environment

Q2 0.222 0.241 0.637 -0.010
Q3 0.222 0.202 0.667 0.035
Q4 0.090 0.133 0.769 0.087
Q5 0.059 0.046 0.627 0.205
Q6 0.17 0.323 0.519 0.006
Q15 0.173 0.816 0.239 0.055
Q16 0.212 0.858 0.257 0.038
Q17 0.195 0.899 0.177 0.082
Q18 0.242 0.663 0.180 0.209
Q19 0.134 0.059 0.080 0.710
Q20 0.226 0.137 0.134 0.746
Q23 0.804 0.121 0.249 0.002
Q24 0.824 0.195 0.239 0.065
Q25 0.744 0.164 0.144 0.303
Q26 0.722 0.216 0.013 0.308
Q27 0.743 0.241 0.078 0.207

Q28 0.738 0.120 0.190 0.005
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Table 5

Variable Communalities

Questions Communalities
Q17 0.884
Q16 0.848
Q24 0.779
Q15 0.755
Q23 0.723
Q25 0.693
Q26 0.663
Q27 0.659
Q20 0.644
Q4 0.625
Q28 0.595
Q18 0.574
Q3 0.536
Q19 0.531
Q2 0.513
Q5 0.441
Q6 0.395

Demographic data were valuable in identifying cheeastics of the respondents.
These data were used to determine main and in@nagffects for research question 3.
Research Question B0 the teachers’ demographic characteristics infice reasons for

referrals?
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To analyze question three, multivariate analysigasfance (MANOVA) was
performed to determine the main effects of genelanicity, age, highest degree
obtained, years of experience, multicultural tragnand disability training on the reasons

for referrals of the African American students. [Bab includes the MANOVA analysis.

Table 6
MANOVA Analysis
Significant
Main Effect Wilkes 4 F statistics p-value a =0.05

Gender 0.86 0.5@9,101) .9603 No
Ethnicity 0.131 1.7Tuss0s < 0.0001 Yes
Age 0.1056 0.5G61,802) 4213 No
Highest Degree 0.3070 1.68 303) 0.0007 Yes
Years of Experience 0.0903 1.29, 708 0.0137 Yes
Multicultural Training 0.8092 0.8&9, 101 1229 No
Disability Training 0.5660 2.6(69, 101) 0.0002 Yes

Overall, the MANOVA criteria showing a significaetfect identified ethnicity,
highest degree earned, years of experience, aaak af disability training. MANOVA
test criteria for the hypothesis of no overall Etity effect showed a significant
Ethnicity main effect with Wilkes! = 0.131,F (145 504)= 1.77, angp < 0.0001.

Tukey’s Studentized Range Test also showed thet thias significant difference in the
means of all the dependent variables except Q@ #rermore in the elementary school

population, Q19 heredity factors, and Q20 enviromialefactors.



71

MANOVA test criteria for the hypothesis of no oattHighest Degree obtained
effect showed a significant Highest Degree obtameach effect with Wilkest = 0.3070,
Fi7.303= 1.69, ang = 0.0007. Tukey’'s Studentized Range Test also stdhat there
was significant difference in the means of Q10 ktiymbetween the teacher and the
student, Q11 Cultural beliefs and or differencesvieen the teacher and the student, Q16
Students’ hair style, Q19 Hereditary factor, Q2@iEonmental factors, Q21 Being raised
by single mother, Q22 Being raised by single fgt@6 Being raised by extended
family, Q27 Being raised by legally separated @odied parents, and Q29 Being raised
by economically poor parents or guardians, wherhesg Degree obtained was
considered.

MANOVA test criteria for the hypothesis of no oa#rYears of Experience effect
showed a significant Years of Experience main ¢ffeth Wilkes4 = 0.0903F (232, 798)=
1.25, and = 0.0137. Tukey’s Studentized Range Test also stddhat there was
significant difference in the means of Q3 Inappiaierteacher training, Q5 Lack of
clarity in school guidelines for special educatieferrals, Q9 Teachers’ negative
preconceptions about the behavior of African Anarimales, Q17 Students’ walking
styles, Q24 Being raised by adopted parents, Q25gBaised by foster parents, Q26
Being raised by extended family, Q27 Being raisgteally separated or divorced
parents when Years of Experience was considered.

MANOVA test criteria for the hypothesis of no oa#Disability Training effect
showed a significant Disability Training main effedth WilkesA = 0.5660F29,101)=

2.67, anch = 0.0002 <o = 0.05. Tukey’s Studentized Range Test also shdhetdhere
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was significant difference in the means of Q5 Latklarity in school guidelines for
special education referrals, and Q23 Being raisetivb biological parents.

MANOVA was also performed to determine interacteffects between Gender
and Ethnicity, Gender, Ethnicity and Highest Degybtained, Gender and Years of
Experience, Multicultural training and EthnicitydaDisability training and Ethnicity on
the referrals of African American students. All bisés used questions 1 to 29 as

dependent measures. Table 7 includes the intenagetiects.

Table 7

Interaction Effects

Wilkes Significant
Interaction Effect A F statistics p-value a =0.05

Gender & Ethnicity 0.7750  1.Qdo,101) 0.4635 No
Gender, Ethnicity, &

Years of Experience 0.0482 1-05348, 1161) 0.2954 No
Gender & Years of

Experience 0.3588 1-02116,404) 0.4242 No
Ethnicity & 0.8262  0.739.101 0.8302 No

Multicultural Training

Ethnicity & Disability 0.4135

Training 0.19353,202) 0.0004 Yes

Overall, there was only one interaction effechiifeed. MANOVA test criteria
for the hypothesis of no overall Ethnicity and igigy Training interaction effect
showed a significant Ethnicity and Disability Treag interaction effect with Wilked =

0.4135,F(58,202): 0.193, angb = 0.0004 & = 0.05).
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Qualitative Results

The qualitative portion of the survey included tegen-ended items. Section 1l of
the survey instrument asked the follow-up questidne there any other reasons that
you believe to be critical about the overrepresgataof African American males as pre-
referral candidates that has not been addressei®¥ other response question, in
Section IV of the survey, asked the participamirtavide “additional comments”
pertaining to any portion of the survey. In altpgal of fifty-five (n=55) individuals
responded to the first question and thirig30) responded to the second question.

Finally, to complement the survey data with ricimformation about referral-
related topics, semi-structured interviews werkzetil. In Section V of the survey
instrument, participants were given the opportutotyolunteer to be interviewed by the
researcher at a later time. In all, a total of tiyehree participantsE23) volunteered to
section V of the survey instrument. However, omglive =12) interviewees were
chosen for this study. Interviewees were choseadan their availability and
willingness to meet with the researcher. An intewwprotocol was used to facilitate and
guide the discussion for a twelve=(2) interviewees. Data from the participants’
responses were coded, labeled and categorized. &dimeresponses addressed multiple
topics and were divided accordingly and assignddéemergent themes.

All qualitative responses were used to enrichrésearch questions: (@hat are
general educators’ perceptions regarding factorffu@ncing the overrepresentation of
African American males for special educatioafld (b)What factors/student

characteristics (i.e. ethnic background, gendeid &ES) are considered significant by
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general education teachers prior to referral ofidém American students for special
education?deally, the opened-item responses addressedcbsgaestion one and the
interviews provided insight to research questioo.tw

Pen Response Survey ltems

Are there any other reasons that you believe torlieal about the overrepresentation of
African American males as pre-referral candidatest thas not been addressed?

The most common reason among responded commaethis twpen-response item
suggested that African American males are oversemited as pre-referral candidates
because there is a lack of parental involvemertteOtommon reasons dealt with issues
related to poverty, student behaviors, ineffechiebavior management strategies, failure
to use differentiated instruction, lack of earljeirvention strategies, high stakes testing,
accountability, subjectivity in the referral prosgeducators’ perceptions of African
American males as low achievers, a lack of pardmiailedge in the referral process, a
lack of teacher and parent communication, mediaente, an influx of African
Americans in the population, a lack of multi-cuéibitraining, and African American
males raised in a single family home.

Collaboration with families. Respondents viewed the lack of parental
involvement and support, lack of parents’ undewditag of the referral process, and lack
of communication in the African American home assans for pre-referral. Repeatedly,
respondents suggested that more home-school pehipewould reduce the need for
referrals and thus, the problem of overrepresemtairoactive and collaborative

partnerships include parental involvement with hawordx, more interaction within the
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schools, reinforcement with literary skills, ancosiger parental skills/parental training in
the home environment. A general education teagsgonded,

It is NOT all about teachers . . . it's about hoem&ironments and support of

home. . . whether grandparents/uncles/big brothersisigrs. Helping in the

HOME . . . so students CAN FOCUS and do homewotkleave assistance in

doing homework WOULD HELP CLOSE THE GAP GREATLY FORL

UNDERACHIEVING CHILDREN. LET'S GET REAL.

Similarly, responses report that in the referralgasss, teachers may not provide
open dialogue with the parent. In large, the laickoommunication leads to high referrals
based on the sole opinions and beliefs of tea@eta suggested that, more often than
not, the lack of communication between teachegemaand school ultimately lead to
identification and a label. As reported, therelack of open and honest communication
between the teacher, the students and the pafentsted,

African American parents are easy influenced bgtmsl system that is suppose

to care and do what is best for their student. it always the case. It is

easier for some teachers to label than to try ttetstand what an African

American child may be going through.

Responses also noted that teachers fail to comiameniath African American
parents about student performance. And, in turncah American parents fail to
become active partners in the referral processa Asult, teachers and other
professionals make important decisions for Afriganerican males with limited parental

input. Data suggest that the lack of parental wmewient is due to parents effectively

knowing “how” to advocate for their child(ren). Aarding to responses, this “lack of
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knowledge” is predominant in the low socioeconoleiels of the African American
community.

Effects of poverty.According to responses, there is a common concgrn b
teachers about the impact of poverty in relatioa thild’s development and learning
potential. The negative effects of poverty suchigh crime, drug abuse, lack of prenatal
care, and the stability of the family contributegpbor developmental outcomes and low
educational achievements. And,

... unfortunately many African American studethigt are being referred come

from low social economical backgrounds which catest to low education

exposure. While there are students of other etbai&grounds who live in

poverty and experience similar conditions growipgthere is a higher

percentage of African Americans in poverty in mangas, and so this leads to

the overrepresentation issue.
Simply put, based on “certain regional locationsffican American males will be
“inevitably be referred and thus disproportionatipresented.”

Similarly, general educators report that African éftoan male referrals stem from
those students who are raised by a single pareibaextended family. Data suggest that
educators believe that African American male caaidisl are often the same individuals
who may have young parents with little to no paakskills; this includes a lack of early
intervention skills and follow-up support. It issalsuggested that students raised in such
an environment lack the necessary male role maststgsary for personal growth and
advancement. Participant comments report,

there is a rising number of students who are grgwim in unstable homes with
single or very young parents that don’t have pamgrekills, don’t prepare their
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children for learning when they are pre-school @ge, reading to them, talking

to them, taking them to museums, zoos, etc.), and &now or don’t care about

supporting their learning in school (making sureneavork & nightly reading is

done, for example).

Behaviors Responses indicate inappropriate behaviors big&frAmerican
males and ineffective behavior management stragegihin the classroom setting
contribute to an increase of special educationrrafe Data suggest that behavior issues
stem from a variety of sources including the stadearental involvement, educators,
and school/administration. One participant’'s comns¢ated, “There are a lot of behavior
patterns acceptable in the community that are cag@able in the classroom. The lack
of discipline or chosen discipline styles at hoeygyosure to inappropriate materials, lack
of school support, and lack of educational oppaoties (including self-discipline).”
Another teacher commented,

Some prevalent attitudes that are detrimental dechelieving their child is

always right, assuming teachers make decisionglli@seace, and that schools

are responsible for all aspects of a child’s upgging. My experience with parents

is that they come in when they are very upset, gelll then fail to follow through

on any agreed upon discipline at home. This mdkesetstudents believe their

parent will defend them no matter the behavior.ratlial groups have issues and

problems, however, many behavioral patterns wersekildren coming out of

the community are particularly incongruent with ttedues and goals of schools.

Likewise, teachers reported that administratiols fimi support the staff. When it
comes to administrators supporting teachers frappropriate behaviors displayed from
students and parental action, there is little toen@d\s one educator stated,

[there i Not enough accountability for students’ behawaod work ethic.
Administration tends to avoid confrontation withr@ats and students so that
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school records do not show that a school may hatie\boral issues in their

school. Then as a domino effect, students arehmg&tde and not able to read due

to loss of instruction due to behavior. Thenthey want to refer to EC.

Data-based decision makingResponses for this theme indicate that the pressure
from high stakes test-based performance influxeg#f American referrals. Data
suggest that administrators and teachers feelyme$s increase accountability ratings.
As such, both teachers and administrators tenecmmmend African American males as
special education candidates to reduce low perfagracores. Also, it is implied that this
population is overrepresented because, often tbgrnihose students who need
instructional support are not able to obtain th&ises due to the demands of “teaching
to the test,” an educational practice where culituis heavily focused on preparing for
a standardized test. As such, other instructiaonplementations (e.g. remediation) are
lacking. One teacher commented, that studentsreaielel to receive “remediation in
regular education and are unable to get it asteopéine regular academic day, due to
large class size and teacher pacing guidelinemil&iy, due to the demands of high-
stakes testing, African American males are refebezhuse teachers are “concerned that
student’s poor performance on end-of-grade tedihawe a negative effect on teacher’s
results”.

Cultural understanding. Responses indicate that referrals occur because
teachers lack multicultural experiences and trgndata suggest the lack of training
occurs at both levels; with pre-service and vetéeacher. As noted, “more
colleges/universities fail to provide teachers viite multicultural experience(s) prior to

entering the classroom and little to no profesdideaelopment is offered in the field.”
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Furthermore, “many schools in the School Systematdave an active multi-cultural
committee. How many schools have multi-culture vgbdps? | get tired of hearing |
don’t see color. You have to see color of the cimldrder to see them.”

Subjectivity in the referral process.According to participant respondents,
subjectivity in the referral process contribute$igher referrals of African American
males. Data suggest that educators tend to makleterenined decisions to identify and
qualify a student for special education servicesrpo any formal testing. In contrast,
data suggest that educators believe that Africaridgan males are overrepresented in
special education because they tend to be misdsagind\s stated,

Instead of testing to see if the student qualiitesSLD services, and having a full

picture of the child’s capabilities based on corpresive testing, our district still

takes the easy route of qualifying a child OHI hessaa parent has gotten a

diagnosis of ADHD in order to get test mods andaeah of what is considered a

problemchild from the classroom for a period of time edaly. Also, many

teachers call parents in for conference when teacteeady have label for the
student.

Differentiated instruction. Differentiated instruction, the ability to designda
deliver effective learning experiences, was idedifais another reason for referral. In
sum, educators reported an inability to addressetimaing needs and preferences of
African American male students due to biased judgsa lack of training and choices
made by district/administrative authorities conaggrdelivering the curriculum. One
teacher commented,

education is being increasingly scripted and statized to the point that it makes

it difficult for children with different learningtgles to succeed. Irofir districf],
we are following a program that relies heavily dmoke group, scripted
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instruction. It is particularly frustrating to ctilen who need to move and actively

participate in learning. This would be, essentjally children, but I think it most

impacts our most at risk population. These arechiddlren who benefit from
sitting still and answering chorally.

Another teacher admitted, “Many times teachersatdknow how to teach to the
learning styles of their students. It is importemhave the proper training of how to learn
about your students and how that should look irattteal real world classroom.”

Early intervention strategies.The lack of early intervention strategies ultimgtel
leads to an increase of special education refefwal&frican American male students.
Data suggest the importance of early childhoodgmian and early intervention
programs prior to formal school training are crimasetting the foundation for lifelong
learning. In particular, general educators belithat early intervention strategies are
particularly important for African Americans comifrpm poverty-related backgrounds.
For example, one respondent mentioned,

Many African American males (and females) are xpiosed to a literacy-rich

environment before entering school. They have pehlreading bedtime stories

or building their vocabulary since birth. At hontieey are not reading or seeing
parents read for leisure and many do not develaptarest in reading. Many
students are not given consequences for missingWwork, class work, or
behavior problems in school. Also, they are dealuty issues relating to poverty
and living without a father present in their liwghich creates issues more
important to them than education.

Educators’ perceptions of African American males a low achieversMedia

come to represent our social realities (Brooks &lddet, 2006). As this theme indicate,

much of what educators know and understand abaigalf American males is based on
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the perceptions, images, and symbols portrayeélbyision, film, music, and other
media. As noted,

media and what we see in the news has a lot toitthathee perception of African

American males. How television and music portragy Alfrican American male

also affects how they are perceived by some teachehe classroom.

Likewise, data suggest that many adverse depictbtiee male tend to make
them candidates for referrals. For example, onea&duresponse indicated that African
American males were identified as individuals tua feared. As one educator noted, “I
believe that there is a fear of African Americanesand therefore before some
educators try to reach them they would rather &tvtitem off as candidates for special
education.”

Finally, respondents indicated that a “culturatdisnect and stereotypical view
of African American males as a low achievers” cimitie to high referrals.

| believe that overall it is a race issue and Hut that most teachers don'’t

understand African American men and therefore caomonect with them and

help them excel to the next level in their edudatiostead of understanding and
trying to help they just refer them to special thét way they don’t have to deal
with the issue.

Sectional IV (of the Survey Instrument): Additional Comments

Of the thirty (30) responses, most of the commgivisn for this section of the
survey paralleled themes identified in Sectioroflthe survey instrument. This included
lresponses related to early intervention stratetiek of parental involvement,

ineffective behavior management, African Americeaised in single parent families,
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subjectivity in the referral process, poverty, latkparental multicultural education
training, poverty, and cultural differences. Alsponses to this item either stated that
referrals were based on academic needs or deraedbite play a factor in renewals.
Table 4.8 includes the emerging themes from SedYaf the survey instrument.
Participant comments regarding academics needa@uveled below. (Please note: N/A,

None, etc. were not included in the data counts Tisluded a total of two responses.)

Table 8

Common Themes Regarding African American Referrals—Section IV

=}

Theme

=
=

Academics

Early Intervention Strategies

Lack of Parental Involvement

Ineffective Behavior Management Strategies
African Americans Raised in Single Parent Family
Subjectivity in the Referral Process

Poverty

Lack of Multi-Cultural Training

Poverty

Cultural Differences

Total
Note: N/A, None, etc. were not included in theadedunt

P NDNDNWPEFEPPFP WD

N
(o]

Participant comments that support academic theme:
» | have referred students of all ethnicities forsakeducation. The decision is
always based on learning needs and they have igdabfsed on 1Q’s below

70, or 15 point differences between 1Q and perforrea
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* As ateacher, it's hard to see a student strugglenat be able to make
meaning of what is being taught to them. If a r&fleresults in that student
being able to get additional support, the studaimgmeaning and
acceptance.

» Unfortunately, many of the male African Americandsnts do not end up
gualifying for services due to their achievemenhgen alignment with their
aptitude. They are considered “slow learners” amaat qualify for any EC
services. There are many more “slow learners” mosts than children who
receive EC services.

Interviews

Section five of the survey instrument asked paréints to volunteer for semi-
structured, informal interviews conducted by theesrcher during a time and location of
their choice. From the twenty-two respondents résearcher chose a total of twelve
(N=12) classroom teachers from kindergarten tt fjitade. The twelve (N=12)
interviewees were chosen based on their willingaessavailability. Each participant
agreed to participate in a single, digitally-re@adnterview lasting approximately 30
minutes. The main purpose of the interview wasaioegate data relative to referral
reasons that would supplement and deepen thosaedtarough the survey. Each
interview began with this question: Think aboutAdrican American male student you
have referred. What were you reason(s) for referralseries of follow-up followedIf
academic, what area(s) (reading, writing, and matf§ubquestions: What is the

student’s current functioning level? Describe gadent’s level of difficulty; What
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informal assessments were used prior to referrdiaformal assessments were used
prior to referral?], If the student was referredrfoehaviors, describe the occurring
behaviors? [Subquestions: Were the behaviors saamf to impede the student’s
learning and that of others? ( If yes,) describe student’'s behavior?]; What other
factors were considered critical to referral®dditional questions included thesklow
does socioeconomic status and family conditiorectffour decision to refer an African
American male; How does parental involvement affear decision to refer an African
American male?; How does culture affect your decigo refer African American
males? How do environmental factors affect youtsiex to refer an African male?
The closing question was as follovido you wish to add anything else we may have
missed?This allowed each participant the opportuniteta each interview with closing
comments.

A digital recording of each interview was made #adscribed. To validate the
transcripts, member checks were completed. Afiirg the data several times, the
transcripts were coded (Creswell, 2005). Firshelp organize the data into categories,
topical codes were assigned by the researcher loasend reading of a subset of
answers, as well as topics related to the liteeadur Critical Race Theory. Coded themes
and patterns were displayed graphically in matricesder to identify coherent themes
or patterns. Then, the illustrative quotes weratified and clustered together to form a
category. The next step of the thematic analysistiied all data related to the already
classified category. If data did not fit into ane@ldy classified category responses were

not coded.
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Educators’ Views Regarding Referrals

The most frequent reasons given for special eciuceagferrals were for
academics, with the most prominent area identifie@ading. However, teachers
admitted the underlying reason for referral waswmg a student as needing assistance:

| knew he was having difficulty. To be honest, ngut” feeling felt like that there

was something. | thought that he was missing samgtfo tell you the truth,
that’s where it originally started | had to go witty “gut” feeling. (Fourth-grade

teacher, 1)

As required for the identification process, alldbers reported using both
informal and formal assessments to determine stisdeimctional levels. A majority of
the teachers identified students’ functioning levai least two grade levels behind. The
most frequently mentioned assessment involved &gacbbservations of students’
inability to apply presented information in theiomk:

* We always do what we called an informal assessnesther’s observation.

Uh ... we had, each week, at the end of eachtequare had specific skills in
which they had to be proficient in & . . . he newaaide them. (Second-grade
teacher, 3)

* At the beginning of the school year, we used thé&SAGreening (I'm not sure
what does letters stand for) to test your cogniéind language skills. He was
very low on that. Which is surprising for an Africdmerican student to score
that low. (Second-grade teacher, 3)

Another sign reported by educators was a studardbility to complete tasks in

the allotted time. A first grade teacher reported,

Processing time was very slow. He needed an inatgliamount of time across
the board. And he would sit quietly. He was a anet child, polite child.
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Uh...very meticulous when he wrote. His penmanship waay mechanically,
very beautiful penmanship. He was very detailed, hen | called on him to
answer a question, he looked at me & stared attmas like he was looking for
the answer but he would stare & then blink, blioliknk, & blink. And, | gave him
the wait time because, eventually he would gettisaver.

Those students referred for behavior problems weseribed acting out as

result of struggling:

Um . .. behaviors were there but | felt like ttiegy were more related to the
fact that like “I'm struggling with reading, so bd’'t want to read.” (Fourth-
grade teacher, 1)

He had a little defiance . . . but | felt like ia#a lack of reading. When he
couldn’t, you know, he couldn’t read the words. Um not just a out and out.
(Fourth-grade teacher, 1)

Significant behaviors often included misbehaviorcpesed as a means to avoid

work. A fourth grade teacher commented that diffies with components of a task,

especially group work, would lead to disruptive &@brs.

... Yeah. There were behavior problems; espgdadl learning. And when |
have him in small groups, he would disturb otheesning as well (Fourth-
grade teacher, 8)

Because when it was his turn to either read onudsa story, at times, he
would just shut down. With his work, he didn’t dery well with that (Fourth-
grade teacher, 8)

He was just like wild & up and running around tbem and disturbing others
but . . . | guess others could have learned withene if he didn’'t have to
participate in like group work or partner work aryghing of that nature
(Fourth-grade teacher, 8)
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‘Other’ factors related to referral identified timeportance of parental
involvement. This included inconsistency of homeépéal support with academics and
the overall lack of authentic parental involvemienthe child’s educatian

Parental involvement is also a factor that | take consideration when thinking

about referring any student regardless of rac@cpeconomic status because the

parents are truly the'teacher of the child and the ones who spend the timoe
with the student; it is imperative that the panesttners with the school and vice

versa. (Third-grade teacher, 3)

Whether the following questions were too sensiiiveature or, whether true
accounts were given, interviewees reluctantly aghhithat socioeconomic status,
parental involvement, culture and environmentaldieccan be reasons for initial
referrals of African American males. As reportezfjardless of race, “these factors have
to be taken in consideration at some point becthesgare all tied in togethef
Identified were the results of poverty (e.g. liditeesources), parental involvement (e.g.
students raised in single parent homes), cultuge &hite versus African American
culture;two ways to agtf and environmental factors (e.g. exposure toslargl violence

It should be noted that many interviewee responszs self-reflective
evaluations of their performance, individual expedes, and/or personal philosophies.
For example,

And | guess this is personal. But sometimes, | whstt we could stop looking at

the outside factors and uh . . . start looking nadréhings that surrounds the

individual. As an educator, | look at that childaashild who has a God given gift
to make it. He has the potential to succeed noanathat or where he comes
from. Hmm ... hmm . .. Because we have so ma&ople who came from poor

socioeconomic situations have parents who are wageld but they succeeded.
And, if we could take each individual we come imiaxt with and say, this is
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someone | can work with, as a teacher, this is sreeteaacher, and then bring that
person to their potential.
Summary

The responses provided in the quantitative sestdithe survey seem to suggest
that there are several factors influencing therrafef African American males for
possible special education services. The most premireasons were being raised by
extended family, cultural biases among teacheedfaative trainings for teachers, and
student environmental factors.

In contrast, the qualitative data from interviewsra/not as clear. For example,
interviewees denied that race affects referralsthen again, factors related to race (such
as poverty, parental involvement, culture, and mmmental factors) had to be taken into

consideration because these issues are not sejssuxs.
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CHAPTER V

DISCUSSION

As we enter the Zficentury, African Americans are still disproporttely placed
in special education, receive segregated speadigagidn placements, have the poorest
postschool outcomes, and continue to be segregatadheir White and nondisabled
peers (Blanchett, 2009). Research suggests thatdkesignificant factor for such an
overrepresentation can be attributed to teacherdaaerated at the level of special
education referral and decision making (Chu, 20nDerHeyden, Witt, & Naquiin,
2003). For example, classroom observational stuthee suggested that teachers tend to
have more positive interaction with white studehten students of color (Maholmes &
Brown, 2002; Casteel, 1998). Similarly, studentsabr have been found to receive
harsher punishments and disciplinary actions thair tvhite counterparts (Friend, 2011,
Fenning & Rose, 2007). Whether referrals are madaudse of overt or unintentional
racial and ethnic biases, it is apparent that tag @ducators perceive a student can
greatly influence the likelihood for special educatreferrals (Friend, 2011; Skiba et al.,
2008).

Given the continuous patterns of disproportionalitys important to examine and
understand the relation between teacher percepimhshe potential biases that can lead
to referrals of African American males in specidieation. Thus, the purpose of this

study was to identify specific student charactessand other variables that influence
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general educators’ pre-referral decision-makingpying both quantitative and
gualitative methods, th@resham Survey-Revisadd semi-structured interviews, were
used to explore the role of teacher beliefs abdtt&n Americans males prior to pre-
referral.

This chapter discusses the findings of this stiidhys include educators’
perceptions of factors influencing the overrepréston of African American males as
pre-referral candidates, significant student charatics considered in the process, as
well as the influence of demographics as theyesl&t referral decisions. Next, a
synopsis of the semi-structured interviews willgsevided. Finally, limitations, future
recommendations, and a summary of the researcii atecexplained.

Educators’ Perceptions

Findings of this study suggest that educators’ gieeca variety of factors relate
to the disproportionate referral rate of African &mcan males. Of the 216 survey
responses, environmental factors (e.g. exposutteutgs and violence) were ranked as the
most significant factor that would influence edweat decision to refer. According to
responses, teachers shared concerns about thet iofipawerty in relation to a child’'s
development and learning potential. This includesraelation between poor school
performance and low socio-economic status. Thegpéiom of respondents was that
because African American males are more likelyv® in low-income households and
experience stressors and developmental threatsitbee than likely will fail in school
(Skiba et al., 2008). As noted in one fourth greedeher response, environmental factors

also could impede a student’s learning becausaeri@stout of 10 environment, culture,
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and socio-economics are all tied in together.” Regeon school performance and
children of poverty reveals that this group mayeed experience difficulty in several
areas. Children of poverty may experience notieedlfficulties in (a) language
development, (b) literacy, (c) numerical skills) gdntent knowledge, and social and
emotional skills (Donovan & Cross, 2002).

It should also be noted that the impact of bimdalghereditary factors (e.g. lack of
prenatal care, biological transmission of mentaé#s, and delayed cognitive
developments) also were cited as contributory catmeeferral. These findings seem to
mirror research supporting the assumption thabtiieome of living under particular
conditions (such as low-income households) is Aerent and defining feature of this
group (Gregory, Skiba, & Noguera, 2010) and maycerazate innate factors. As Gregory
et al. (2010) noted, because data on the impgubwdrty are often presented in terms of
biological factors that cause developmental proklenthese groups (e.g. low-birth
weight, exposure to alcohol during pregnancy, padrition that can lead to limited
vocabulary, delayed cognitive development), thelewce seems to also solidify the
assumption that outcome of living under these paldr conditions targets the group for
failure. And unfortunately, these assumptions ageained in the general public’s
consciousness, including school personnel (Gregbgy., 2010).

Survey respondents also agreed that environmeatilrs such as being raised by
one biological parent (e.g. single mother) or atercsted family (e.g. aunt, uncle, or
grandmother) were casual in nature for referralsi@ss. From survey responses, being

raised by one biological parent and being raisedrbgxtended family member were
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mentioned a similar number of times by responddrtis may occur because of
teachers’ perceptions about the nuclear familytaedenefits of being raised by
biological parents. One might conclude that teaxperceived this family structure to be
more positive because of the inclusion of a mdle model in the home, financial
stability, and academic support (Artiles & Bal, 3Q)@ay-Vines & Day-Hairston, 2004;
Gresham, 2005b).
Significant Characteristics

General educators identified four factors that wemesidered statistically
significant prior to pre-referral. Student charastics included (a) being raised by
extended family, (b) cultural biases, (c) ineffeettraining, (d) and environmental
factors. However, from a communality perspectiwe factors prevailed. According to
factor analysis, cultural bias and being raise@bgxtended family from low socio-
economic backgrounds were the fundamental reasomsferral of African American
students.
Cultural Bias: Communication Styles

Culture provides the underlying beliefs, attitudmsg actions that shape the
thoughts and behaviors of a group of people (Jah&sblicintosh, 2009). Based on
many factors (e.g. the environment, what is learaed what is shared), our culture
provides the lens in which we determine what ibtregnd wrong. It is the way we view
and interpret the world (Pang, 2001). In genehed,rhajority of respondents attributed
culture bias as a reason for pre-referral. Spetifiedentified were characteristics

associated with students’ use of culturally différepeech patterns or slang. According
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to survey data, 53% of the respondents identif@draunication styles between African
American males and school personnel’s perceptiboatdanguage as a reason for high
referral rates. These findings suggest that cultarsunderstanding and misattributions
can give way to biases exhibited from our domircatiure. As Day-Vines & Day-
Hairston (2005) noted, African Americans with highkiels of ethnic affiliation exhibit a
distinctive set of communication styles that doesaonform readily in dominant,
mainstream education settings. For example, mangakf American students
communicate with one another and school personreehnanner characterized as loud,
intense, and confrontational even without havingpagpanying feelings of anger. But for
the onlooker, when interpreted outside a particaldtural context, certain interaction
styles may be regarded as rude, inappropriateaamepediment academic progress
(Day-Vines & Day-Hairston, 2005). As a result, misrpretations of communication
patterns may lead to a culture disconnect and@ease in referrals.

Cultural Bias: Extended Families (of Poverty)

Undoubtedly, culture dominates teacher values anckptions as it pertains to
family dynamics. As data indicated, being raisedmon-traditional family dominates
educators’ decision to refer. As reported, 51% @atrof respondents agreed that being
raised by economically poor parents or guardiamlsahiarge impact on special education
referrals. For example, participants expressedstiualents come to school with a lack of
foundational academic skills causing them to felind their peers. As noted by one

teacher,
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Parents of these students are less likely to impterearning strategies suggested

by teachers at home (such as extra practice, dasts, real world connections),

so these students don't get the support they reeedtth up on their skills. While

there are students of other ethnic backgroundsliwban poverty and experience

similar conditions growing up, there is a highergeatage of African Americans

in poverty in many areas, and so this leads t@#eerepresentation issue.
Another opined, “I think the erosion of the famiigs an enormous impact on
achievement. | see this as a problem in societywaiile, but especially in families.” The
effects of poverty supports the findings of Abgeygyand Jiggets (1999) that poverty
effects have intensified over enrollment and plasetninto special education, for
families living below poverty levels, from homesteénage mothers, without husbands,
from divorced parents, from parents who are miniynaducated, and from homes where
they are latchkey children.

Teacher Demographic Characteristics

Overall, general educators in this study are egpegd in the field. From the
guantitative data, 56 respondents (25.6%) indictiteg had taught ten to fourteen years
in varied elementary levels (kindergarten-fifthdga). Nearly all the respondents (205,
95%) identified themselves as females. Likewis@agority of the survey respondents,
(140, 65%) indicated their ethnicity as Caucashfages ranged from 31 to 35 (17%) and
there was almost an equal amount of participants wad earned Bachelors’ and
Masters’ degrees; respectively 108 (50%) to 104/ tal. Based on the results, it

would appear that the majority of respondents epeasentative of the national norm.

According to Zumwalt & Craig (2005), teachers gafigrcome from middle-class,
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Anglo-American backgrounds. In contrast, in thet piesade, the number of teachers has
declined as the population to African American stud has risen (Robles, 2011).

In addition, the majority of survey respondentgcated they held current license
in the state of North Carolina. A large numberwfvey respondents, 181 (84%)
indicated they received multi-cultural training &dcultural sensitive training during
their pre-service years and through the currerteaysvhich they are employed. In
contrast, only 82 (38%) reported that they recehgdbility training in varied areas of
eligibility (specific learning disability, other b#h impaired, serious emotional disability,
intellectual disability; as well as speech and leage impaired, autism, visual impaired,
and orthopedically impaired). These findings sugtest general educators lack
professional development training and knowledgestration to determine the criteria
for special education referrals. Based on the getsge of the informants, the underlying
problem is there is a lack of clarity in schooldglines for special education referrals
and an accompanying need to define the importaimlisteps in the special education
identification process. The fact that teachersdatlire sensitivity training but still are
adamant to make referrals suggests that thereiml@ance between the racial/ethnic
composition of the student population and the taatianic makeup of the teaching force
(Dykes, 2008). This contention supports Kea anéyJi1998) research that there
continues to be a lack of personnel which “creatediions that detract from building a
successful multicultural society and excellenceaibstudents” (p.45).

To determine if teachers’ demographics influeneddrral decision making,

multivariate analysis of variance (MANOVA) was parhed. Overall, only one
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interaction effect was significant; the interacteffect was between ethnicity and
disability training. In sum, when ethnicity and aldity trainings were considered
simultaneously, they significantly affected thes@afor referral of African American
students. This suggests that an individual’'s vielsut race and the connotations implied
about disabilities might reasonably serve as ata@gtion for some referrals of African
American males.
Interviews

Past research has documented the initiation afdest being referred by
classroom teachers as a powerful predictor of sjuese special education placement
(Dunn, 2006). The key pre-referral criteria thangel educators used to nominate
African American males for special education sexgimcluded a combination of student
characteristics that teachers observed (e.g.emain, lack of comprehension, inability
to complete task, poor work performanand certairbehaviors) and teachers inference
(e.g.perceptions oAfrican American males as low achievers, fear dividual students,
and student appearance- walk, hair, and dresskexammple, one educator indicated that
African American males are identified as individkialho are feared. She stated, “I
believe that there is a fear of African Americanesand therefore before some
educators try to reach them they would rather whién off as candidates for special
education.” Another educator stated that manyhe@chave “below academic
expectations in general for African American studénComments such as these suggest
a cultural disconnect and stereotypical view ofiégsn American males. Prior to any

formal testing, bias occurs in the referral procass predetermined decisions are made.
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Researchers argue that a student who presentslhassifferent, academically unable,
or with atypical comportment to the teacher isripteted as needing referral for special
education (Dunn, 2006). As one informant proclaimed

| believe that overall it is a race issue and #et that most teachers don't

understand African American men and therefore caomonect with them and

help them excel to the next level in their educatiostead of understanding and
trying to help they just refer them to special eation. That way they don’t have
to deal with the issue.

Respondents viewed the lack of parental involvearaad support, lack of
parents’ understanding of the referral process,Jaridof communication in the African
American home as reasons for pre-referral. Accgrttrthe Individuals with Disabilities
Education Act (IDEA, 2004), shared decision-makamgl parent membership are
mandatory components of referral process (StaplBgiBerto, 2010). However, based
on data from this study, many teachers believetdAfrecan American parents were non-
supportive in both home and school. Teachers regadhiat getting parents involved in
their child’s education and school activities oftem challenge. This leads to academic
failure, especially for students in the African Amecan home. One respondent was very
adamant that the researcher considered parentdVement as a reason for referral. She
asked, “Has there been any part to your studyefale/responsibility that the parent has
in working with the school environment? Shouldh#y be accountable for making sure
they do everything they can (whatever amount )atoi do right by their child...helping

him/her to be ready each day for school?”
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Another finding dealt with an elevated sense obpuees related to accountability
and the implementation of high stakes testing wisalsed to evaluate districts and
individual campuses. Responses indicated thatridsspre from high-stakes test
performance had impacted referral of African Amanistudents. As a result, both
teachers and administrators tend to recommendakfrAmerican males as special
education candidates to reduce the number of stsidenring as low performing. The
finding of this study parallel the findings of aidy by Losen & Orfield (2002) indicating
that students are referred in order to exclude tiiem high stakes testing. In a similar
study, Agbenyega and Jiggers (1999) maintainedsttfadols railroad children from
African American backgrounds into special educatmmaintain a school’s meritorious
test scores. While principals denied this facthlsgecial education administrators and
teachers noted the pressure to complete instruictispecified subject areas based on
state assessment content led to special educafiemals. Also, it is implied by
respondents that this population is overrepresdmeduse, more often than not, those
students who need instructional support are n@ tabbbtain the services due to the
demands of “teaching to the test. Thus, otheruecsitnal strategies are never utilized or
lack in-depth or consistency. For example, edusatgported an inability to address
learning needs because the curriculum is “so satipiThe practice of using
ddifferentiated instruction and other early intemtien strategies were limited due to
choices made by district/administrative authoriteacerning delivering the curriculum.

Finally, responses indicated that referrals o@iblecause teachers lack multi-

cultural experiences and training to address stugemaviors. Based on interview



99

responses, teachers conveyed that ineffective imhaanagement strategies within the
classroom setting contributed to an increase iciapeducation referrals. Findings also
suggested that teachers felt underprepared to ssldedavior issues that may be related
to cultural factors targeting behaviors of AfricAmerican boys. Of particular interest,
the discussions of multi-cultural training and babaissues lead to a discussion focused
on racism specific to ethnicity and gender. As Gnoasn (1998) concluded, prejudice and
discrimination against non-European Americansnspant and that much of the
prejudice is unconscious. Additionally, Artiles @) remarked, “ethnic minority groups
have been traditionally seen as ‘problem peopld'that discrimination, prejudice, and
racism are subtly and openly enacted everydayrncountry” (p. 33).
Theoretical Implications of the Data

Grounded in the modern Eurocentric belief systim traditional paradigm does
not acknowledge any biases or values attachedn@mhyudgment in its knowledge
claim. Nevertheless, there are deep concerns anddsegarding racial and other forms
of discriminatory practices in education (DeCuiD&son, 2004; Delgado & Stefancic,
2001; Ladson-Billings, 2003). In particular, digtiive elements of racism embedded in
education are valid when viewed through the lensritital race theory, the theoretical
framework used in this study. As stated, educadimhits relationship to racism are still a
normal and endemic component of our social falhrt maintains the subordination and
marginalization of people of color (Ladson-Billind9®98; Lopez, 2003; Soloronzo,

1997). As evident in this data, data reveal the¢ r@nd racism are a part of the everyday
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reality among educators’ decision-making in refegrifrican American males as pre-
referral candidates for special education.

Quantitative finds reported that educators comedi®iological factors (i.e.,
hereditary, mental iliness, and behavior) as oasaw for pre-referral. Perhaps this
deficit view of Black people, in particular malegrives from normative values and
expectations conceived in a White culture. Moremthan not, African American males
are associated with low cognitive abilities andkla€basic skills (Solorzano, 1997). The
belief is reified by school system assessmentsttioafrequently cite that African
American males are the “faces at the bottom ofael’ (Bell, 1992). Based on
Eurocentric values, educators (or the study’s eiduspmade value judgments of what is
and what is not, what can be and what cannot bexefére, behaviors as observed in
African American males that were not perceivedg¢mbrmal by educators’ standards led
them to label them as incompetent as related tadhdemic work and classroom social
interactions.

The study’s educators also acknowledged envirotahéactors as key elements
for referrals. From the quantitative data, the @fef poverty, such as lack of prenatal
care, were cited as reasons for referral. Likewgs@Jitative finds also noted that
exposure to drugs and high crime rates persuadetides’ decisions to refer. Using the
premise of Payne’s (2001) poverty model, respossel as these represent the concept
of deficit thinking. The idea of deficit thinking that there is something wrong with
people who live in poverty and that they need tdded accordingly to become

acceptable and functional by middle-class valuesstandards. More specifically, the
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face of poverty has become code for and synonymithsAfrican Americans and

[people of color] (Taylor, 2012). Those who livegaverty are considered, at times, to be
lazy, dysfunctional, ignorant, underserving, léssat deficit, and shiftless, all descriptors
of that could be considered by educators when thgn&bout African American males in
the pre-referral process.

Culture is not a static concept; it is “a categimryconveniently sorting people
according to expected values, beliefs, and behsiV{ltyson & Geneishi, 1994, p. 3).
Rather, culture is dynamic and encompasses otmeepts that relate to its central
meaning. In relationship to culture, educators regabbiases in their perceptions of
African American males. More specifically, quartiita findings supported high referral
rates for students who exhibited different speeattepns or used slang. Delpit (1998)
asserted, there are codes or rules for particigatithe “culture of power.” As such,
these codes and rules are considered the norrfatroreto linguistic forms,
communicative strategies, and presentations oftelt is, ways of talking, writing,
dressing, and interacting). While it is true thidtedlent ethnic/cultural groups may have
various languages, dialects, idiomatic expressiand,slang used to deviate from
Standard English, the conscious or unconsciousidecby them to code switch
language use for school purposes may cause tedaohgesv their students through a
deficit lens. In other words, those who frequentdg Standard English when appropriate
are more capable and “powerful” than those whoato FFurthermore, qualitative
findings also supported a cultural mismatch betweshrcators’ perceptions of African

American males as evidenced in their behavior patdlanchett (2006) believes that
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“educators tend to see Whiteness as the norm arseqaently the academic skills,
behavior, and social skills of African Americansdeother students of color] are
constantly compared with those of their White pegrs25). In sharing her experience of
White privilege and racism in the special educateferral and placement process, one
teacher said:
There are a lot of behavior patterns acceptabilearBlack community that are
not acceptable in the classroom. The lack of dis@mpr chosen discipline styles
at home, exposure to inappropriate materials, ¢tdadchool support, and lack of
educational opportunities all play a big role imét students’ referral for
behavioral and learning problems. Some prevaléma@des that are detrimental
include [the parent] believing their child is alvgayght, assuming teachers make
decisions based on race, and that schools arengbpmofor all aspects of a
child’s upbringing. My experience with Black pareid that they come in when
they are very upset, yell, and then fail to folldwough on any agreed upon
discipline at home. This makes these studentsugetieeir parent will defend
them no matter the behavior. All racial groups hiagees and problems;
however, many behavioral patterns we see in chldogning of the Black
community are particularly incongruent with theued and goals of schools.
Generalizations about African American parentingy mave also yielded unwarranted
assumptions about referrals. Quantitative findireyealed that being raised by a single
mother and/or an extended family (i.e., aunt ongnaother) led to biases about family
structure. Rooted in “the now time worn and ob®l50s ideology of a two-parent,
heterosexual household with two children, a dog,ahouse with a white picket fence”
(Taylor, 2012, p. 4), educators inherently linkéamcter, motivation, and intelligence to
the academic success of African American malesoimparison, qualitative findings

also supported educators’ beliefs that African Aicger students who did not have the

traditional, nuclear family structured lacked paatmvolvement within school and had
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little or no support at home with homework and ottedy skills. It was also noted that
educators also believed that the lack of an Afridarerican male in the home ways
paramount to academic achievement. Considering @Tidea of what constitutes a
family in our schools as well as what determinegplinvolvement in schools guides
educators’ perceptions of what is not only necgstaracademic success, but also who
ultimately determines what is proper and what is Reople in power make decisions
and those decisions are frequently made from tveir beliefs and value systems.
Lastly, quantitative findings support educatorsliéfs that referrals are made due
to a lack of clarity in special education guidetindlthough the field of special education
has moved toward more equitable treatment of stsdeith disabilities, many African
American students are still disproportionately nefd to and placed in high-incidence,
judgmental categories. The implications suggegttdachers continue to refer African
American males with prior negative perceptionsBiBtkness” based on their sense of
entitlement regarding White privilege intact (Blaett,2006). Qualitative responses also
support that subjectivity in the referral processtrongly influenced by accountability,
teaching to the tests, and an absolution of blarhese realities suggest that even in a
system that was supposed to serve some of themawgtnalized students in the
American educational system, the White privilegd eatism that are ingrained in the
fabric of American history and society are equallgvalent (Shealey, Lue, Brooks, &

McCray, 2005).
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Limitations

A number of important limitations need to be cdesed when reviewing this
research. The current study analyzed the data &mgnl of the 160 local education
agencies (LEAS) in North Carolina, thus limitinghgealizabilty. The results may have
been different if the study included multiple dists from North Carolina and/other
states. The current study was limited in size aogas. The number of participants was
relatively small, consisting of 216 general edumateachers. Thus, the findings may not
generalize all teachers’ perceptions and belieteerpre-referral process. In addition,
since initial referrals are traditionally in an mlentary setting, the survey instrument
targeted only elementary grades levels (kindergatteugh fifth). It would be
interesting to know if similar perceptions existarg educators at the middle and high
school levels.

The researcher made every effort to avoid biasabutith any analysis process,
this may be a potential pitfall. For example, givenrole as a special education teacher
in an elementary school and as the researchersistiidy, my personal attitudes and
background as well as those of the informants naasg Influenced the data. That is,
when completing the survey and providing interviesponses, the participants may
have been inclined to choose answers they presuraezisocially acceptable rather than
expressing genuine viewpoints.

In contrast, due to the nature of the study, tespaases gathered may have been
given with some reservations. For example, respaisdaay have hesitated to specify

that they used some or all of these criteria iningakpecial education referrals in
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reluctance to discuss the sensitive issues of Adse, through the posed questions,
classroom teachers were led away from their owtimeuhoughts to the issues
concerning this study. Therefore, the interviewegds to consider one’s own
participation in the discussed issues when anaithia data.

This study relies mainly on self-reported data, dr&y may present general
education teachers’ perceptions in an unrealiyipalsitive light. For example, some
researchers reject use of self-reported data diie atleged poor quality. However, Chan
(2009) argued that the so-called poor quality tfsgorted data is nothing more than an
urban legend. Driven by social desirability, resg@mts might provide the researchers
with inaccurate data on some occasions, but it doekappen all the time. For example,
it is unlikely that the respondents would lie abthgir demographics, such as gender and
ethnicity. In addition, while it is true that respmtents tend to fake their answers in
experimental studies, this issue is less seriomsdasures used in field studies and
naturalistic settings.

This study contains several limitations to be coesad when interpreting the
results. In terms of the questionnaire, the mamwahich the items were presented may
have caused the respondent to reply hesitantlyc®heotations and interpretations of
phrases such aafting outin class,” subjectivityin the referral process” and “negative
preconceptions about the behavior of mateay have caused reluctance in respondents’
ratings of such items.

Finally, the issue of how one comes to investiglietopic as an educated

middle-class person merits mention. Briggs (198#)rs to this as scientific colonialism
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Addressing this topic from the point of view ofesmther implied an emphasis on the
interviewer’s perspective as a special educatiaahter and those of the classroom-
teacher informants. Inevitably, the way the rededias been conducted and viewed
involves contradictions and assumptions that wgelderate different data with another
researcher. Creating a schedule of interview goresticonducting interviews with a
group of people, and interpreting the data gives@isearcher a significant degree of
power over the whole process (Dunn, 2006). As aeguence, it is important to view
the exercise as objectively as possible when usieglata to draw conclusions (Dunn,
2006).

Future Research

The current study revealed several areas thatfoeter study. One area of
particular importance is clarity in the procedufeeferral implementation. Future
research in this area should focus on how to stragirofessional development to
maintain a quality pre-referral structure. Thisluaes redesigning guidelines of the pre-
referral and intervention process. For exampléhéntraditional pre-referral process or
response to intervention (RTI) procedures, a syatienaxamination of classroom and
teachers variables should be included.

In addition, variables relating to teacher effgatess with multicultural
populations, student cultures, curriculum aspexignitive styles and overall quality to
learning should be carefully taken in consideraasrpart of pre-referral process
(Atwater, 2008; Rudea, Klinger, Sager, and Vela2088). Likewise, research also

should investigate the impact of professional dgwelent opportunities and trainings
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such as multicultural education and cultural awessrio determine if components of
these trainings (such as diversity strategiesurally relevant methods, and the
implementation of research-based interventions)levbatter prepare teachers to work
with a broader spectrum of children and thus becomoee effective at ameliorating this
unyielding problem.

Research could consider the impact that standaddesting itself is having on
the referral process. That is, another means tnexhis research would be to compare a
typical standardized curriculum classroom settinidp &@n educational environment
focusing on learning styles to determine how thtesraative method might affect the
number of students referred for special educa@mices. To expand on the findings of
this study, future research also should includeoeemationally representative sample of
teachers. A replication of this study in a diffardemographic is recommended to
address similar findings with different dynamiEsr example, certain aspects are unique
to urban areas, whereas other rural and suburlstoréamay be generalizable to rural
and suburban areas.

Additionally, a replication of the study would berteficial if special education
teacher’s perceptions were included in the datas Jtady only included the perceptions
of the general education teachers, because thaysaadly the first involved with the pre-
referral process. However, since special educareralso knowledgeable about students
who struggle academically and need interventiagular instruction, they should also

be included in the sample. These teachers alsodWwaye valuable perceptions to share.
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Conclusion

The goal of this research was to draw attentiotherimpact of teachers’
perceptions of African American males during the-paferral process. Based on overall
findings, what can be concluded is that reasonsefi@rral vary. These include the effects
of poverty, disruptive behavior, unstable homesk laf parental involvement, and
teacher trainings. Students were also referretefs obvious reasons such as cultural
bias (in the student’s walk, talk, and dress). Heavethe overarching reason for referrals
implied that race and culture matters in every eispges Banks (2006) noted, this
complex relationship (that between race and cUltwmdes with respect to the extent to
which individuals adopt characteristics associated a particular group or internalize
values and standards associated with that group.

The results of the present study are significanhat they address real and very
pressing factors related to the disproportionadegrhent of African American male
students in special education. The results areiaportant in that the findings can help
general educators and others in the fteldxamine their inner perceptions, and in turn
change their thinking and their behavior. In addifithis research helps professionals to
embrace the possibility that individuatsresponsible positions should seek and
eliminate the unconscious or conscious acts thatlimet African American students

from reaching their potential.
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APPENDIX A

CONFERENCE SOLICITATION

Have Your Say and Win a $100 Gift
Card!

Hello! My nameis Charmion Rush, a University of North
Carolina at Greensboro (UNCG) doctoral student about to begin
dissertation.

| need your help! | am seeking Winston-Salem/Forsyth Schools
(WS/FCS)general educators who arewilling to give their
valuable input for an upcoming study!

Once | have approval for the study (anticipatedydars fall), |
will be in touch to ask for your participation fan on-line
education survey.

Participation will help me survey your perceptionslues, and
beliefs of African American males in the pre-reééprocess. The
desired outcome is to gain an understanding obfadinked to the
overrepresentation of African American males.

| f you participate you will have the opportunity to voice your
opinion, aswell as have a chance to win a $100 gift card (once
the study is completed).

In advance, thank you for your help with this potie
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Name:

School:

Position/Grade Level:

E-Mail:

The provided information isfor an upcoming doctoral study conducted by
Charmion Rush and a chance to win a $100 gift card (granted at the end of the
study).
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APPENDIX B

GRESHAM PERMISSION

From Doran Gresham, Ed.D <dvgresham@gmail.com>

To Charmion Rush <cbrush@uncg.edu>
date Fri, Feb 25, 2011 at 12:37 PM
subject Re: permission to use survey
mailed-bygmail.com
signed-bygmail.com

hide details Feb 25 (2 days ago)

This looks pretty good. Are you going to pilot tdse instrument? How has the reliability
and validity changed? Let's call it The GreshamvBy - Revised. Send me something
that points out specific details about why certa@as were changed as soon as you can.
I'd like to know your rationale.

Best to you and good luck!

Approval: Granted

Sent from my iPhone

- Show quoted text -

On Feb 25, 2011, at 12:05 PM, Charmion Rush <cl@usicg.edu> wrote:
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> From: Charmion Rush <cbrush@uncg.edu>

> Date: Thu, Feb 24, 2011 at 5:50 AM

> Subject: permission to use survey

> To: Doran Gresham <dvgresham@gmail.com>

>

> Dr. Gresham,

>

> | know it's been a while since my last contact bwanted to bring

> you up-to-date. My committee has finally given apgroval to proceed
> with my study, however, changes to the survelyunsent have been

> made. Originally, | proposed to you a surveynmstent in which a

> case study (along with adaptions from the Grestanvey) were used to
> determine general educators’ perceptions of Afridmerican males as
> pre-referral candidates for special educatiort, Bsi of now, the

> committee has decided to eliminate the case sandyonly keep the

> adaptations from your survey as my final instratne

>

> To suit my needs, | have either modified/delejedstions 7,8,9, and

> 16 from Section | and modified/deleted questis11, and 12 from

> Section Il of your original survey. As such, ndaations consist of

> a five-part survey:

>

> Section I: seeks information from elementaryaegaheducators about
> the overrepresentation of African American masgre-referral

> candidates for special education services (nogu&Estions adapted
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> from the Gresham survey)

>

> Section Il: asks for the participant to makdHer comments

>

> Section Ill: seeks demographic information frthra respondents of
> this study (now 15 questions adapted from theskae survey)

>

> Section IV: asks for the participant to makdHer comments

>

> Section V: asks for participation for an intewi (to be conducted

> at a later time)

>

> In my opinion, the changes are no longer sigaifieenough to brand
> both of our names, but | really need to contimite my study. Thus,
> I'm requesting to use your survey as | have noes@nted, giving you
> full credit, of course. (If necessary...Sincerayes have been made
> to the original survey, | could also indicate Huaptions as a

> footnote).

>

> |'ve attached the new instrument for you to rexi€lease let me know
> how you wish for me to proceed with title/credit.

>

> Charmion Rush

> UNCG Ph.D. Candidate

> <Gresham Survey 2.docx>

From Charmion Rush <cbrush@uncg.edu>



To Doran Gresham <dvgresham@gmail.com>

bcc’Marilyn Friend, Inc.” <marilynfriend@marilynfend.com>

date Thu, Feb 24, 2011 at 5:50 AM
subject permission to use survey

mailed-byuncg.edu

hide details Feb 24 (3 days ago)

Dr. Gresham,

| know its been a while since my last contact bwahted to bring

you up-to-date. My committee has finally given nppval to proceed
with my study, however, changes to the surveyuimsént have been
made. Originally, | proposed to you a survey insteat in which a

case study (along with adaptions from the Greshawey) were used to
determine general educators’ perceptions of Afridarerican males as
pre-referral candidates for special education. Bsitpf now, the
committee has decided to eliminate the case studyaly keep the

adaptations from your survey as my final instrument

To suit my needs, | have either modified/deleteestjons 7,8,9, and
16 from Section | and modified/deleted questionsi4,, and 12 from
Section Il of your original survey. As such, my ptians consist of

a five-part survey:
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Section I: seeks information from elementary gaheducators about
the overrepresentation of African American maleprasreferral
candidates for special education services (nowU2stipns adapted

from the Gresham survey)

Section II: asks for the participant to make farthomments

Section Ill: seeks demographic information frora thspondents of

this study (now 15 questions adapted from the Grassurvey)

Section IV: asks for the participant to make fartbomments

Section V: asks for participation for an interviéw be conducted

at a later time)

In my opinion, the changes are no longer signifieough to brand
both of our names, but | really need to continugmy study. Thus,
| requesting to use your survey as | have now ptese giving you
full credit, of course. (If necessary...Since ctemgave been made
to the original survey, | could also indicate tliaptions as a

footnote).

I've attached the new instrument for you to revi@hease let me know

how you wish for me to proceed with title/credit.

Charmion Rush

UNCG Ph.D. Candidate
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APPENDIX C

GRESHAM-REVISED SURVEY

Gresham Survey:

Section I: seeks information from elementary general educators about the overrepresentation

of African American males as pre-referral candidates for special education services

Section Il: asks for you to make further comments

Section lll: seeks demographic information from the respondents of this study

Section IV: asks for you to make further comments

Section V: asks for your participation for an interview (to be conducted at a later time)

By clicking the following link you are agreeing that you have read and you fully understand the
contents of this document and are willingly consenting to take part in this study. You also agree
to have your information entered in a one-time drawing for a chance to win a 5100 gift card.

To begin, please click the link, or you may copy and paste it into your web browser.

http://www.surveymonkey.com/.....



Section I.

Gresham Survey-Revised

Adapted by: C.B. Rush, 2011
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The following statements relate to
your perception of causal factors that
may contribute to the referral of
African American male students prior
to special education. Please rate how Neither
strongly you agree or disagree with the Strongly Somewhat | agree nor | Somewhat Strongly
following statement(s). disagree disagree disagree agree agree
1. Language barriers between teacher
O O ] ] ]
and student.
2. Ineffective behavior management
strategies on the part of the general
. o o o o o
educator referring the student for
special services
3. Inappropriate teacher training. o o o o o
4. Subjectivity in county referral
o o o o o
process.
5. The lack of clarity in school
guidelines for special education o o o o o
referrals.
6. Culturally biased assessment
) o o o o o
instruments.
7. There are more males in the
) o o o o o
elementary school population.
8. The perception that African
. . O o o o o
American males are low achievers
9. Teachers’ negative preconceptions
about the behavior of African o o o o o
American males
10. Ethnic differences between teacher
o O o ] ]
and students
11. Cultural beliefs and/or differences
between teacher and students (e.g.
. .. . . o O o (] (]
heritage, religion, socioeconomic
status (SES).
12. Certain biases (e.g. racial prejudice)
o O o ] (]
on the part of the general educator.
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13.

Certain biases (e.g. racial prejudice)
on the part of the student.

14.

Certain biases (e.g. racial prejudice)
on the part of the student’ families.

15.

Students’ style of dress

16.

Students’ hairstyles

17.

Students’ walking styles

18.

Students’ use of culturally different
speech patterns or slang

19.

Hereditary factors (e.g. pre-natal
exposure to drugs, biological
transmission of mental illness, etc.)

20.

Environmental factors (e.g. factors
(e.g. exposure to drugs and
violence)

21.

Being raised by a single parent
(Mother)

22.

Being raised by a single parent
(Father)

23.

Being raised by two biological
parents

24.

Being raised by adopted parents

25.

Being raised by foster parents

26.

Being raised by extended family
(e.g. aunt, uncle, grandmother)

27.

Being raised by legally separated or
divorced parents

28.

Being raised by economically
wealthy parents or guardians

29.

Being raised by economically poor
parents or guardians
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Section Il. Additional Comments

Are there any other reasons that you believe to be critical about the overrepresentation of

African American males as pre-referral candidates that has not been addressed?




137

Section Ill. Demographics

N

oukWw

®© N

9.

Gender of Referring Teacher?: oMale o Female

Ethnicity of Referring Teacher? oCaucasian oAfrican-American o Hispanic or
Latino oAsian o Native American oMulti-Racial o Other

Age of Referring Teacher?

Highest degree earned? oBachelor’s oMaster’s o Doctoral oPost-Doctoral

Do you currently have a teaching license in the state of North Carolina?

Specify your grade level (s)? o Knd o Grade 1l o Grade2 o Grade3 oGrade4 o
Grade 5

Total Years of Experience? :

Have you ever received any type of formal multicultural and/or cultural sensitivity
training? oYes o No

If yes, who provided the training?

o The current system, which you are employed

o A teacher education program

o A different school system

o Other (please describe)

10.

11.

12.

13.

14.

15.

Have you received training from your current school system on how to refer
students for special education referrals? oYes o No

Have you received training from your school on characteristics of a disability? oYes
o No

If so, in which area of eligibility?

o SLD o OHI o SED o ID o Other (please describe)

Have you ever referred on or more African Americans for special education services?
oYes o No

Have any of these referrals resulted in placements for special education services?
oYes © No

If so, in which area of eligibility?

o SLD o OHI o SED o ID o Other (please describe)
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Section IV.

Additional Comments
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Section V.

If you are willing to participate in a formal interview to further facilitate this investigation please
provide your contact information. Indicate your name, phone, and/or e-mail address.

o | do wish to participate in an informal interview.

Name

Phone

E-mail

© | do not wish to participate.

Thank you very much for your time and participation.
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APPENDIX D

TEACHER INTERVIEW PROTOCOL

Project: General Educators’ Perceptions of African-American Males Prior to Pre-Referral

Time of Interview:
Date:

Place:
Interviewer:
Interviewee:

Position of Interviewee:

The purpose of this study is to survey your perceptions, values, and beliefs of African American
males prior to the pre-referral process. The desired outcome is to gain an understanding of
factors linked to the disproportionate representation of African American males in special
education. Data from interviews will be used to benefit the researcher’s understanding by
indentifying specific characteristics and other variables that may influence educators’ decisions to
refer. Your feedback will be used only the stated purpose(s) of this research. Additionally, once
the interview is transcribed, you will be contacted and given the opportunity to review the
content to make necessary changes.

All transcriptions and taped interview data will be kept in a locked file cabinet for 5 years in the
researcher’s personal office and then destroyed by cutting the tapes and shredding the written

copy.

Interviews should take approximately 30 minutes.
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May | begin?
<If yes, taping begins.>

Lead Questions:

“Think about an African American male student yave referred. What were you reason(s) for
referral”?

1. If academic, what area(s) (reading, writing, andhyia

o What is the student’s current “functioning” level®escribe the student’s
level of difficulty?

o What informal assessments were used prior to edferr

o What formal assessments were used prior to referral

2. If the student was referred for behaviors, desdtieeoccurring behaviors?
o Were the behaviors significant to impede the sttidégarning and that of
others? Describe the student’s level of difficulty?

3. What other factors were considered critical temefl? Explain.
I'n your opinion:

4. How does socioeconomic status and family conditadffect your decision to
refer an African American male?

5. How does parental involvement affect your decigmrefer an African American
male?

6. How does culture affect your decision to refer édin American males?

7. How does environmental factors affect your deciserefer an African male?

8. Do you wish to add anything else we may have mizsed

Thanks....

<end taping>
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APPENDIX E

SECRETARY’S E-MAIL

To: secretary@wsfcs.k12.nc.us
From: Charmion Rush <crush@uncg.edu>
Date: 10/6/2010 12:36PM

Subject: Doctoral Survey

Lead Secretaries:

On behalf of Charmion Rush, a UNCG doctoral student and fellow WSFCS
employee, | am forwarding this e-mail to request your assistance with her future
research study.

The study, GENERAL EDUCATORS’ PERCEPTIONS OF AFRICAN-AMERICAN
MALES PRIOR TO PREREFERAL, would involve your cooperation in distributing
an online survey to your general education faculty. For the purpose of her study,
only general educators Knd-5" are being asked to participate. However, prior to
launching the study, Mrs. Rush will need to generate a contact list for distribution
as stipulated by WSFCS Research and Evaluation.

If your school is willing to assist, please forward a contact name and e-mail
address. Once this has been received, | will give Charmion your name and she
will send you a follow-up e-mail with directions to distribute the survey link. You
may expect Ms. Rush'’s follow-up correspondence mid-February 2011.

In advance, thank you.
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APPENDIX F

RECRUITMENT SCRIPT

January 10, 2011

May | speak to the Lead Secretary or Principal?

Hello. My name is Charmion Rush and | am a UNCG doctoral candidate. The
reason for my call, | am interested in having your school participate in a
dissertation project. The purpose of the study is to examine general educators’
perceptions of African American males as pre-referral candidates for special
education. The project would involve your cooperation in distributing an online
survey to your general education faculty. | am asking that all general education
teachers, Knd-5", are considered. At the end of the survey an optional interview
may be conducted at a later time, given that the teacher grants permission. In
exchange for their time, each participant will be enter for a one-time drawing for a
gift card. The drawing will be held at the end of the study.

Are you willing for your school to participate in the research
project? Yes No___

If no, Thank you for your time. <end call>

{If yes, proceed as follows:}

Great. If | may, | would like to verify that | have the correct contact
information.



144

School Name:

Grade Level:

Contact Person/Position:

Contact’s e-mail address:

Also, could you give me an estimate of how many general educators’ will

receive the online survey?

Ok. 1 will send you a follow-up e-mail with directions to distribute the survey link.
Will | send the e-mail to the address you provided? (If not, ask for other
address)

Other Address:

Thank you so very much for your time and cooperation. You may expect
my correspondence the week of March 21, 2011 (or April 4, 2011). <end

call> After each call, record information on status sheet .
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APPENDIX G

PRINCIPALS’ E-MAIL

To: principals@wsfcs.k12.nc.us

From: Charmion Rush <crush@uncg.edu>

Date:

Subject: Doctoral Survey-for general educationtieesonly

Once again, thank you for agreeing to be a part ahy study. As promised, | am
sending you the online link for the education surweregarding general educators’
perceptions, values, and beliefs of African Americgamale students. The desired
outcome is to gain an understanding of factors linéd to the disproportionate
representation of African American males in speciaéducation. For this study, | am
requesting only classroom teachers who serve studsrkindergarten to fifth grades
as participants for the survey.Other school personnel such asresourceinstructors,
primary reading teachers, and specialists should not be included.

Please share this link with your general educatioteachers. Response to the survey will
only take about 15 minutes.
http://www.surveymonkey.com

If you have questions please feel free to contact m

Charmion

Informed Consent Form for: General Educators’ Perceptions of African Amaridéales Prior to Pre-Referral Survey

Asgeneral educators of the Winston-Salem/Forsyth School System, you are being invited to participate in a doctoral research
study conducted by Charmion Rush in the Department of Specialized Education Services of the University of North Carolina at
Greensboro (UNCG).

PURPOSE The purpose of this research study is to suyeey perceptions, values, and beliefs of Africanekitan males prior to
the pre-referral process. The desired outcomegdsitoan understanding of factors linked to th@miportionate representation of
African American males in special education.

PARTICIPATION : (1) You will be asked to read a brief exceptiottaldren (EC) referral of an African American maf®llowing
the reading, you will be asked for your opinionsa$ual factors that may relate to the initialmefle Your participation for the
survey responses should take about 15-20 minutes. (2) To further facilitate the study, you will lasked to participate in an informal
interview conducted by the researcher. If you smosk, you will be contacted by the researchela@tadate to schedule an
appointment for @ingle audio-taped interview lasting approximately 30 minutes. The interview will be conducted in a location of
your choice and you may ask questions, withdrastap the interview at any time. In addition, aftach interview is transcribed the
teachers will be contacted and given the oppostuniteview the content and make any changes nagess
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RISKS & BENEFITS: There are no foreseeable risks associated with garticipation in this study. Results from theadaill

benefit the researcher’s understanding by idemtifypecific student characteristics and other bfesathat may influence educators’
decision-making to refer African American malesepients for special education servicésur feedback will be used for the
purpose of this research only.

COMPENSATION: : If you participate you will have the opportunttyvoice your opinion, as well as have a chanagitica one-
time drawing for a$100 gift card (once the studgampleted).

VOLUNTARY PARTICIPATION : Please understand that participation is completaluntary. You have the right to withdraw
from the research at any time without penalty. éso have the right to refuse to answer any quesiidor any reason, without
penalty.

CONFIDENTIALITY : (1) In order to preserve the confidentiality oy survey responses, random numbers have begmed<o
this consent form and the questionnaire you wilbfit. You will not be asked to provide your napreany information, other than
your email address, which may be used to identify. yYour email address and electronic survey resgowill be password
protected and the responses are collected andamegdtthrough SurveyMonkey.com (2) If you are wijito participate in an
informal interview, you will be asked to providentact information to schedule an appointment &r lame. However, the
anonymity of the interviewee will be kept confidiehby the researcher and transcripts from thewee will be kept secured under
lock and key.

Your individual privacy will be maintained in aluplications or presentations resulting from thiglgt After five years, all obtained
information (electronic and transcribed) will beestided and erased. By signing this consent forin agwee that you understand the
procedures and any risks and benefits involvetlimresearch. You are free to ask questions, reéfugarticipate or to withdraw your
consent to participate in this research at any tiitieout penalty or prejudice; your participatiandntirely voluntary. Your privacy
will be protected because you will not be idendft®y name as a participant in this project.

The University of North Carolina at Greensboroitusibnal Review Board, which insures that reseanstolving people follows
federal regulations, has approved the researcthémdonsent form. Questions regarding your rigists. participant in this project
can be answered by calling Mr. Eric Allen at (336p-1482. Questions regarding the research itsklbevanswered by Charmion B.
Rush by calling (336) 334-5173 or by e-n@bilush@uncg.edirhe Research and Evaluation Board of Winstons&lersyth
County Schools also granted permission to condhiestudy. Additional questions regarding this gtadn also be answer by
WS/FCS at (336) 727-2964. Also, any new informathmat develops during the project will be providedou if the information
might affect your willingness to continue partidipa in the project.

A copy of this consent form will be emailed upoguest.

By answerind'yes” below, you are agreeing to participate in thegubflescribed to you by Charmion B. Rush. You midizate
that you understand the above information, haveslfiaaf your questions about participation on tieisearch project answered, and
you voluntarily consent to participate in this .

o Yes, | have read and understand the above congdarm and | voluntarily consent to participate in this research.

o No, | do not wish to participate.
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APPENDIX H

CONFERENCE/PARTICIPANT E-MAIL

Bcc: Survey Participants
Subject: Chance to win a $100 gift card by takimly&ation Survey

THE UNIVERSITY OF NORTH CAROLINA GREENSBORO

As a general educator of the Winston-Salem/Forsyth School System, you agreed to participatein a
doctoral research study conducted by Charmion Rush in the Department of Specialized Education
Services of the University of North Carolina at Greensboro (UNCG). I n advance, thank you for your
valuableinput.

The purpose of this research study is to survey petceptions, values, and beliefs of African Aroeni
males prior to the pre-referral process. The dégitgcome is to gain an understanding of factoieel to
the overrepresentation of African American males.

Please be assured that all the information youlgugifl be kept strictly confidential. All the infanation
will be destroyed when the research project has bempleted. There will also want to assure yot tloa
personal identifiers will be included in any repaasulting from this study.

This survey will take approximately 15-20 minutésour time, but will help tremendously to get this
research done. Please understand by clicking tleviag link you are agreeing to the terms and
conditions of the privacy policy, which can be fduselow the link.

Please click the link, or you may copy and pasietd your web browser.

http://www.surveymonkey.com/.....
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UNIVERSITY OF NORTH CAROLINA AT GREENSBORO

CONSENT TO ACT AS A HUMAN PARTICIPANT: LONG FORM

Project Title: General Educators’ Perceptions of African-American Males Prior to Pre-Referral

Project Director:_Charmion B. Rush

Participant’'s Name:

What is the study about?

This is research project. The purpose of this rebgaroject igo0 examine the extent to which
classroom teachers’ perceptions affect the refandldisproportionate representation of African
Americans in special education programs. In padicthis research project intends to identify
specific student characteristics and other vargathlat influence educators’ decision-making
regarding these students.

Why are you asking me?

Since most initial referrals occur at the elemgntavel (and less likely initiated by other school
personnel such as resource instructors, primadingdeachers, and specialistg)y classroom
teachers are asked to participate in the study. Specifically, this research project requests
kindergarten to fifth grade teachers currently eypt with the school district as participants for
the study.

What will you ask me to do if | agree to be in thestudy?

Teacher participation involves completing a surf@&y-20 minutes) regarding teacher perceptions
of African American males as pre-referral candida@nce surveys are completed, participants
will also be asked to volunteer in an interviewanetyng their experiences of the pre-referral
process. If in agreement, the student researcher(@on Rush) will make contact with selected
participants to schedule an appointment for a eiagdio-taped interview lasting approximately
30 minutes. The interviews will be conducted ioeetion, date, and time of the participants’
choice.

There are minimal risks associated with your pgrdtion in this study such as potential
physical discomfort from the topics addressed @itherviews and surveys. However,
results from the data will benefit the researchariderstanding by identifying specific
student characteristics and other variables thgtinfauence educators’ decision-making
to refer African American males as recipients foe@al education servicesour
feedback will be used for the purpose of this reseanly.
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The University of North Carolina at Greensboro ilnsibnal Review Board, which
insures that research involving people follows fatleegulations, has approved the
research and the consent form. Questions regangjnts as a participant in this project
can be answered by calling Mr. Eric Allen at (326B-1482. Questions regarding the
research itself can be answered by the studerdnadss, Charmion Rush, at (336) 785-
4433 or by e-mail cbrush@uncg.edu. The principatstigator, Dr. Marilyn Friend, can
also provide answers regarding the research a) g&%0153 or by e-mail
marilynfriend@marilynfriend.com. Lastly, the Resgaand Evaluation Board of
Winston-Salem Forsyth County Schools has granteaipsion to conduct this study.
Additional questions regarding this study can b&sar by Dr. Marty Ward at (336) 727-
2964.

Are there any audio/video recording?

To provide a more in depth description of teachpesteptions and experiences, a single audio-
taped interview lasting approximately 30 minuteB lag used for those willing to participate in
an interview. Those who participate will be askegtovide contact information to schedule an
appointment at later time in a location of theioicke. Volunteers will be asked as part of the
survey questions. Interview participants will béested based on the researcher’s needs.

There are minimal foreseeable risks anticipatedgusiis measure. Because your voice will be
potentially identifiable by anyone who hears thgetayour confidentiality for things you say on
the tape cannot be guaranteed although the reseavidhtry to limit access to the tape as
described below.

However, please remember that participants are tiveask questions, refuse to participate or to
withdraw their consent to participate in this reshaat any time without penalty or prejudice;
participation is entirely voluntary.”

What are the dangers to me?

The Institutional Review Board at the UniversityNdrth Carolina at Greensboro has determined
that participation in this study poses minimal rislparticipants. As mentioned, minimal risks
associated with your participation in this studyyriravolve potential physical discomfort from

the topics addressed in the interviews and suryeyaddition, potential identification of audio
recordings cannot be guaranteed. However, thenadsawill try to limit access to taped
interviews to maintain confidentiality.

The University of North Carolina at Greensboro ilnsibnal Review Board, which
insures that research involving people follows fatieegulations, has approved the
research and the consent form. Questions regarigjhty as a participant in this project
can be answered by calling Mr. Eric Allen at (336%p-1482. Questions, concerns or
complaints about this project or benefits or riaksociated with being in this study can
be answered by Dr. Marilyn Friend who may be caethat (336) 256-0153 or by e-mail
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marilynfriend@marilynfriend.com. Questions regagithe research itself can be
answered by the student researcher, Charmion Ru§B36) 785-4433 or by e-mail
cbrush@uncg.edu. Lastly, the Research and EvatuBtard of Winston-Salem Forsyth
County Schools has granted permission to condigsthdy. Additional questions
regarding this study can be answer by Dr. Marty d\&r(336) 727-2964.

Are there any benefits to me for taking part in ths research study?

Individual participants will receive no direct béibérom the study. However they may benefit
indirectly by contributing professional knowledgethe field and receiving information from
others in return. All may benefit from the finaltddy identifying specific student characteristics
and other variables that may influence educatasision-making to refer African American
males as recipients for special education services.

Are there any benefits to society as a result of making part in this research?

From this research study societal benefits maydehn increased understanding of current
practices as they relate to understanding genduaiagors’ perceptions of African American
students in the pre-referral process. Future impanot the results may influence teacher
preparation programs, professional development starks, trainings, policy, and practice
decisions.

Will | get paid for being in the study? Will it cost me anything?

There are no costs to you for participating in gtigdy. However, each participant will have an
opportunity to win a $100 gift card that may bedisepurchase classroom resources for meeting
the needs of their students. During the surveytjgigants will be asked to submit their contact
information to participate in the study and forresce to win a $100 gift card. The gift card will
be rewarded after the end of the study to one teelqrarticipant.

How will you keep my information confidential?

All information obtained in this study is stricttpnfidential unless disclosure is required
by law. Every effort to protect participants’ proyawill be maintained by assigning
random numbers to the consent form and the questicn Email address and electronic
survey responses are password protected and phenses are collected and maintained
through a web-based survey company. (2) Thosengith participate in a formal
interview will be asked to provide contact informatto schedule an appointment at later
time. However, the anonymity of the intervieweel wé kept confidential by the
researcher and transcripts from the interview bellkept secured under lock and key (i.e.
student researcher’s locked files). (3) Both suraeg interview participants will be

asked to submit their contact information to pgsate in a one-time drawing for a
chance to win a $100 gift card. After the gift cesdewarded, the information will be
discarded. (4) Individual privacy will be maintathm all publications or presentations
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resulting from this study. After three years, dtained information (electronic and
transcribed) will be shredded and erased.

Since this is Internet Researahsolute confidentiality of data provided through he
Internet cannot be guaranteed due to the limited potections of Internet acceslease be
sure to close your browser when finished so no oméll be able to see what you have been
doing.

Please also note additional security measures by-based company, Survey Monkey:

Survey Monkey is aware of our users’ privacy consend strives to collect only as much data as is
required to make our users’ experience with Sunaykédy as efficient and satisfying as possible. We
also aim to collect data in the most unobtrusivennme possible.

SurveyMonkey utilizes some of the most advanchddéy for Internet security commercially
available today. When a user accesses secured afeag site, Secure Sockets Layer (SSL) technology
protects user information using both server auttoation and data encryption, ensuring that useradiat

safe, secure, and available only to authorized @ess

SurveyMonkey requires users to create a unique nes@ie and password that must be entered each time
a user logs on. SurveyMonkey issues a session i@bokly to record encrypted authentication
information for the duration of a specific sessi®he session cookie does not include either the
username or password of the user.

In addition, SurveyMonkey is hosted in a secura danter environment that uses a firewall, intrasio
detection systems, and other advanced technologseteent interference or access from outside
intruders. The data center is a highly protectediemment with several levels of physical access

security and 24-hour surveillance.

However, no method of transmission over the Interemethod of electronic storage, is perfectly
secure. Therefore, we cannot guarantee absolutgrisgclf SurveyMonkey learns of a security systems
breach that affects certain users, then we wiktiat to notify those users electronically so thatcan
take appropriate protective steps. SurveyMonkey aigypost a notice on our website if a security
breach occurs.

If you have any questions about security on the&ivonkey website, please email us at

support@surveymonkey.com
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What if | want to leave the study?

You have the right to refuse to participate or tthdraw at any time, without penalty. If you do
withdraw, it will not affect you in any way. If yochoose to withdraw, you may request that any
of your data which has been collected be destrapésks it is in a de-identifiable state.

What about new information/changes in the study?

If significant new information relating to the sfudecomes available which may relate to your
willingness to continue to participate, this infation will be provided to you.

Voluntary Consent by Participant:

By signing this consent form you are agreeing Yloat have read it, or that it has been read to you
and you fully understand the contents of this daeninand are openly willing to consent to take
part in this study. All of your questions concemthis study have been answered. By signing
this form, you are agreeing that you are 18 yehagje or older and are agreeing to participate, or
have the individual specified above as a partidipanticipate, in this study described to you by
Charmion Rush
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APPENDIX |

CONFERENCE/PARTICIPANT E-MAIL SECOND NOTICE

2" Notice

Date: May, 2011

Bcc: Survey Participants

Subject:Your chance to win your $100 gift card will end éutD, 2011.

THE UNIVERSITY OF NORTH CAROLINA GREENSBORO

If you have already taken part in the education survey regarding your perceptions, values, and
beliefs of African American male students, thank you for your participation and please disregard
this email.

However, if you have not taken the brief survey, you are strongly encouraged to participate.
Your valuable responses are needed by the researcher to better understand factors that are
linked to the overrepresentation of African American males as pre-referral candidates for special
education.

Please understand by clicking the following link you are agreeing to the terms and conditions of
the privacy policy, which can be found below the link.

To begin, please click the link below (or you may copy and paste it into your web browser).

http://www.surveymonkey.com/
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UNIVERSITY OF NORTH CAROLINA AT GREENSBORO

CONSENT TO ACT AS A HUMAN PARTICIPANT: LONG FORM

Project Title: General Educators’ Perceptions of African-American Males Prior to Pre-Referral

Project Director:_Charmion B. Rush

Participant’'s Name:

What is the study about?

This is research project. The purpose of this rebearoject igo0 examine the extent to which
classroom teachers’ perceptions affect the refandldisproportionate representation of African
Americans in special education programs. In padicthis research project intends to identify
specific student characteristics and other vargathlat influence educators’ decision-making
regarding these students.

Why are you asking me?

Since most initial referrals occur at the elemgntavel (and less likely initiated by other school
personnel such as resource instructors, primadingdeachers, and specialistg)y classroom
teachers are asked to participate in the study. Specifically, this research project requests
kindergarten to fifth grade teachers currently eyet with the school district as participants for
the study.

What will you ask me to do if | agree to be in thestudy?

Teacher participation involves completing a surf@&y-20 minutes) regarding teacher perceptions
of African American males as pre-referral candida@nce surveys are completed, participants
will also be asked to volunteer in an interviewanetyng their experiences of the pre-referral
process. If in agreement, the student researcher(@on Rush) will make contact with selected
participants to schedule an appointment for a siagdio-taped interview lasting approximately
30 minutes. The interviews will be conducted ioeetion, date, and time of the participants’
choice.

There are minimal risks associated with your pgrdtion in this study such as potential
physical discomfort from the topics addressed @itherviews and surveys. However,
results from the data will benefit the researchariderstanding by identifying specific
student characteristics and other variables thgtinfauence educators’ decision-making
to refer African American males as recipients foe@al education servicesour
feedback will be used for the purpose of this reseanly.
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The University of North Carolina at Greensboro ilnsibnal Review Board, which
insures that research involving people follows fatleegulations, has approved the
research and the consent form. Questions regangjnts as a participant in this project
can be answered by calling Mr. Eric Allen at (326B-1482. Questions regarding the
research itself can be answered by the studerdnadss, Charmion Rush, at (336) 785-
4433 or by e-mail cbrush@uncg.edu. The principatstigator, Dr. Marilyn Friend, can
also provide answers regarding the research a) g&%0153 or by e-mail
marilynfriend@marilynfriend.com. Lastly, the Resgaand Evaluation Board of
Winston-Salem Forsyth County Schools has granteaipsion to conduct this study.
Additional questions regarding this study can b&sar by Dr. Marty Ward at (336) 727-
2964.

Are there any audio/video recording?

To provide a more in depth description of teachpesteptions and experiences, a single audio-
taped interview lasting approximately 30 minuteB lag used for those willing to participate in
an interview. Those who participate will be askegtovide contact information to schedule an
appointment at later time in a location of theioicke. Volunteers will be asked as part of the
survey questions. Interview participants will béested based on the researcher’s needs.

There are minimal foreseeable risks anticipatedgusiis measure. Because your voice will be
potentially identifiable by anyone who hears thgetayour confidentiality for things you say on
the tape cannot be guaranteed although the reseavidhtry to limit access to the tape as
described below.

However, please remember that participants are tiveask questions, refuse to participate or to
withdraw their consent to participate in this reshaat any time without penalty or prejudice;
participation is entirely voluntary.”

What are the dangers to me?

The Institutional Review Board at the UniversityNdrth Carolina at Greensboro has determined
that participation in this study poses minimal rislparticipants. As mentioned, minimal risks
associated with your participation in this studyyriravolve potential physical discomfort from

the topics addressed in the interviews and suryeyaddition, potential identification of audio
recordings cannot be guaranteed. However, thendssawill try to limit access to taped
interviews to maintain confidentiality.

The University of North Carolina at Greensboro iln$éibnal Review Board, which
insures that research involving people follows fatieegulations, has approved the
research and the consent form. Questions regarigjhty as a participant in this project
can be answered by calling Mr. Eric Allen at (336%p-1482. Questions, concerns or
complaints about this project or benefits or riaksociated with being in this study can
be answered by Dr. Marilyn Friend who may be caethat (336) 256-0153 or by e-mail
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marilynfriend@marilynfriend.com. Questions regagithe research itself can be
answered by the student researcher, Charmion Ru§B36) 785-4433 or by e-mail
cbrush@uncg.edu. Lastly, the Research and EvatuBtard of Winston-Salem Forsyth
County Schools has granted permission to condigsthidy. Additional questions
regarding this study can be answer by Dr. Marty d\&r(336) 727-2964.

Are there any benefits to me for taking part in ths research study?

Individual participants will receive no direct béibérom the study. However they may benefit
indirectly by contributing professional knowledgethe field and receiving information from
others in return. All may benefit from the finaltddy identifying specific student characteristics
and other variables that may influence educatasision-making to refer African American
males as recipients for special education services.

Are there any benefits to society as a result of making part in this research?

From this research study societal benefits maydehn increased understanding of current
practices as they relate to understanding gendugiagors’ perceptions of African American
students in the pre-referral process. Future imfpant the results may influence teacher
preparation programs, professional development starks, trainings, policy, and practice
decisions.

Will | get paid for being in the study? Will it cost me anything?

There are no costs to you for participating in gtigdy. However, each participant will have an
opportunity to win a $100 gift card that may bedisepurchase classroom resources for meeting
the needs of their students. During the surveytjgigants will be asked to submit their contact
information to participate in the study and forresce to win a $100 gift card. The gift card will
be rewarded after the end of the study to one teslqrarticipant.

How will you keep my information confidential?

All information obtained in this study is stricttpnfidential unless disclosure is required
by law. Every effort to protect participants’ proyawill be maintained by assigning
random numbers to the consent form and the questicn Email address and electronic
survey responses are password protected and phenses are collected and maintained
through a web-based survey company. (2) Thosengith participate in a formal
interview will be asked to provide contact informatto schedule an appointment at later
time. However, the anonymity of the intervieweel wé kept confidential by the
researcher and transcripts from the interview bellkept secured under lock and key (i.e.
student researcher’s locked files). (3) Both suraeg interview participants will be

asked to submit their contact information to pgsate in a one-time drawing for a
chance to win a $100 gift card. After the gift cesdewarded, the information will be
discarded. (4) Individual privacy will be maintathm all publications or presentations
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resulting from this study. After three years, dtained information (electronic and
transcribed) will be shredded and erased.

Since this is Internet Researahsolute confidentiality of data provided through he
Internet cannot be guaranteed due to the limited potections of Internet accesslease be
sure to close your browser when finished so no onéll be able to see what you have been
doing.

Please also note additional security measures by-b@sed company, Survey Monkey:

Survey Monkey is aware of our users’ privacy consemnd strives to collect only as much data as is
required to make our users’ experience with Sunaykéy as efficient and satisfying as possible. We

also aim to collect data in the most unobtrusivenrme possible.

SurveyMonkey utilizes some of the most advanchddégy for Internet security commercially

available today. When a user accesses secured afeag site, Secure Sockets Layer (SSL) technology
protects user information using both server autleaion and data encryption, ensuring that useradiat
safe, secure, and available only to authorized pess

SurveyMonkey requires users to create a unique nm@ie and password that must be entered each time
a user logs on. SurveyMonkey issues a session iEbokly to record encrypted authentication
information for the duration of a specific sessidhe session cookie does not include either the

username or password of the user.

In addition, SurveyMonkey is hosted in a secura dahter environment that uses a firewall, intrusio
detection systems, and other advanced technologset@nt interference or access from outside
intruders. The data center is a highly protectediemmment with several levels of physical access
security and 24-hour surveillance.

However, no method of transmission over the Intewremethod of electronic storage, is perfectly
secure. Therefore, we cannot guarantee absolutgrisgclf SurveyMonkey learns of a security systems
breach that affects certain users, then we wikiagt to notify those users electronically so thaltcan
take appropriate protective steps. SurveyMonkey afsypost a notice on our website if a security

breach occurs.

If you have any questions about security on the&ivonkey website, please email us at

support@surveymonkey.com
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What if | want to leave the study?

You have the right to refuse to participate or tthdraw at any time, without penalty. If you do
withdraw, it will not affect you in any way. If yochoose to withdraw, you may request that any
of your data which has been collected be destrapésks it is in a de-identifiable state.

What about new information/changes in the study?

If significant new information relating to the sjudecomes available which may relate to your
willingness to continue to participate, this inf@tion will be provided to you.

Voluntary Consent by Participant:

By signing this consent form you are agreeing Yloat have read it, or that it has been read to you
and you fully understand the contents of this daeninand are openly willing to consent to take
part in this study. All of your questions concemthis study have been answered. By signing
this form, you are agreeing that you are 18 yehagje or older and are agreeing to participate, or
have the individual specified above as a partidipanticipate, in this study described to you by
Charmion Rush.



