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DISSERTATION ABSTRACT
Miriam Grace Clark
Doctor of Philosophy
Department of Counseling Psychology and Human Services
June 2022

Title: Racial Disparities In K-12 Education: Understanding Biases

Ample evidence suggests many U.S. institutions operate within a system of racial
inequities, yet the existence of these inequities and their implications are regularly
debated in public discourse. The term “School-to-Prison Pipeline” (STPP) refers to the
trend in which children receive exclusionary discipline at school — funneling them out of
public school and into the juvenile and eventual adult criminal justice system. Children of
color are especially vulnerable to being placed on the STPP. As such, the STPP is one
process which perpetuates and amplifies racial inequalities. Understanding the underlying
policies and practices that perpetuate these processes over time is critical to
understanding how to best combat systemic racism in these institutions.

This study seeks to gain understanding of one aspect that may perpetuate the
STPP. Using a longitudinal national dataset of 4,898 children born between 1998 and
2000 in 20 U.S. cities and structural equation modeling, this study examines how the
concordance of the race of the student and race of the teacher impacts student academic
achievement and student discipline both at the elementary and secondary school levels.

Findings suggest students at age 9 who have the same race as their teacher are

more likely to have better academic performance and less likely to receive exclusionary



discipline than students who have a teacher of a different race. This teacher-student race
concordance for students at age 9 also positively impacts their academic achievement and
is negatively associated with their exclusionary discipline when they are 15. The model
operates with subtle but still significant differences for Black versus White participants
and for female versus male participants.

Understanding the complex relations between these constructs provides critical
information on how teachers’ race and potential racial biases can impact students’
academic trajectories. Identifying factors and processes which perpetuate the STPP
among Black students is a first step towards addressing the issue. Such information is key
in informing the development of teacher trainings to combat the hidden biases within the
educational system. Moreover, this research serves as a steppingstone to future research

by raising broader questions related to children’s socialization and the effects of biases.
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CHAPTER |
INTRODUCTION

The 2020 murders of Ahmaud Arbery, Breonna Taylor, and George Floyd ignited
one of the largest protest movements in U.S. history, inspired protests around the world,
and brought to light some of the corruption that exists within the criminal justice system
and the deadly effects of systemic racism (Buchanan et al., 2020). Black Lives Matter
demonstrations called for an end to hate crimes, police brutality, over-policing of Black
neighborhoods, and the School to Prison Pipeline (STPP) within the Black community
(Black Lives Matter, n.d.; Buchanan et al., 2020; BLM at School, n.d.).

The STPP is the term used to refer to the practices and policies within educational
settings that increase the likelihood of children eventually becoming incarcerated. These
practices and policies include such things as methods for school discipline, partnerships
between police and schools, and school surveillance technologies (Mufiiz, 2021). The
current study focuses on one specific critical aspect of the STPP — the use of exclusionary
discipline. Previous studies have shown that children who are suspended or expelled from
school during their primary and secondary school years are less likely to graduate from
high school (Balfanz et al., 2014) and more likely to be incarcerated in adulthood (Burt,
2014; Okonofua & Eberhardt 2015). While the STPP impacts youth from various
disadvantaged backgrounds (e.g., youth who identify as lesbian, gay, bisexual,
transgender, and queer, youth who experience poverty, and youth with disabilities
[Mufiz, 2021]), Black, Indigenous, and People of Color (BIPOC) communities are
disproportionately negatively impacted. In fact, research suggests, Black students are

three times more likely to be suspended or expelled than White students, propelling them



into the STPP (Glock & Klapproth, 2017; U.S. DOE Office for Civil Rights, 2014; Skiba
et al., 2014a). This is an especially troubling example of systemic racism within the
United States highlighting the roles that education and criminal justice systems play in
perpetuating racism.

The current study provides information that is key to developing an upstream
approach for tackling the systemic racism that unjustly devastates the lives of many
Black Americans downstream in this pipeline. My specific aim is to identify factors that
launch Black children on to the STPP by examining the role teacher-student race
concordance may play in child academic performance and discipline. Findings from this
study could help curb the misuse of unnecessarily harsh disciplinary action and help shut
off some racial biases inherent in the STPP at the spigot.

Background and Significance

The incarceration rate in the United States (U.S.) is the highest of any
industrialized nation (World Prison Brief, 2018). With approximately 2 million people
currently behind bars in the U.S., this time-period is often termed the era of mass
incarceration (Delaney et al., 2018; Kang-Brown et al., 2021). Unfortunately, research
has shown that the criminal justice system may not always be effective in deterring
crime. Evidence suggests that the risk of incarceration does not seem to consistently
prevent individuals from offending (Durlauf & Nagin, 2011; Lofstrom & Raphael, 2016).
Furthermore, experiencing incarceration puts people at greater risk of reoffending than
other non-custodial sanctions such as fines, electronic monitoring, or work in the
community (Cullen et al., 2011; Durlauf & Nagin, 2011; Villettaz et al., 2015). More

troubling still, aspects of the criminal justice system add to a larger, complex, racially



biased societal infrastructure where Black and Latinx individuals are arrested, convicted,
and imprisoned at disproportionate rates compared to White individuals (The Sentencing
Project, 2018). In 2020, the video footage of the murder of George Floyd by a police
officer in Minneapolis brought worldwide attention to some of the discriminatory and
harsh treatment used in our criminal justice system. Protesters took to the streets and
discussions of systemic racism within the criminal justice system infiltrated public and
private discourse (Worland, 2020). Since then, debates continue as people question the
existence and validity of the concept of systemic racism and what it means for the U.S.
(e.g., Rosenberg, 2021; Shapiro, 2021; Bump, 2021).
Understanding Systemic Racism through a Critical Race Theoretical Lens

According to Critical Race Theory (CRT), racism exists in the U.S. not as an
unfortunate occurrence that can easily be corrected by law, but rather as a foundation on
which the U.S. was built (DeMaske, 2009). Many scholars argue that the very foundation
on which the Constitution was written was racist due to the manner in which the U.S. was
formed and developed; a process which involved, among many atrocities, the forced
resettlement and massacre of Native Americans and use of slave labor of Africans (e.g.,
DeMaske, 2009; Hannah-Jones, 2019; Wallis, 2007). Though the Civil Rights movement
made progress in combatting racism, the main goal of the Civil Rights movement was to
change laws (not the foundation of the U.S.) and according to CRT theorists, merely
changing laws is not sufficient to fixing the problem of racism (Greene, 1995). Often
laws aim to create “neutrality” or “equality,” but they define neutrality using a White lens
(Crenshaw et al., 1995). Rather than being truly neutral, individuals are forced to

conform to the dominant White culture (Crenshaw et al., 1995; Graf, 2015) which



disenfranchises, demeans, and erases Black culture and Black experiences (Crenshaw et
al., 1995). This creates a form of “silent genocide” where, instead of creating equal
opportunity for all, citizens of the country are expected to conform to the dominant
culture to succeed (Peller, 1995).

Since the foundation of the U.S., racist beliefs and actions have continued to
saturate U.S. culture, though how this occurs has changed over the years. Current
examples of systemic racism are seen in nearly every institution within the U.S.,
frequently being preserved as a result of both explicit and implicit biases. Explicit racial
biases are evident when an individual or institution is consciously aware of their racist
attitudes and behaviors towards different groups (U.S. Department of Justice, n.d.). For
example, in the healthcare institution, explicit biases were evident in the notorious
Tuskegee Syphilis Study in which many Black individuals in the U.S. were unethically
denied life-saving medication (Centers for Disease Control and Prevention, 2020). This
type of bias is easier to detect and is what laws are often created to prevent. Though
important to eradicate explicit biases from U.S. institutions, it is not sufficient to
dismantle structural racism or race-based inequality. Merely working to end explicit
biases does not rid our country of the more concealed implicit biases. These operate in
less overt ways as they happen unconsciously. Individuals exhibit implicit racial biases
when they unintentionally and unknowingly exhibit racist attitudes and/or behaviors
(Greenwald & Lai, 2020).

Though unintentional, implicit biases (which the majority of people have) lead to
harmful discriminatory behavior (Bertrand et al., 2005). These implicit racial biases occur

in many U.S. institutions. For example, in their systematic literature review, FitzGerald



and Hurst (2017) found in the healthcare system that when healthcare workers’ implicit
biases were measured using implicit bias tests (which measure subtle associations of
between positive/negative words and pictures of various races) healthcare workers
showed similarly high levels of biases as those of the general population. These biases
resulted in measurable disadvantages in quality of care received by BIPOC individuals.
In educational settings, laws that place greater emphasis on standardized test scores
(which can be fraught with bias) and emphasize school choice for families (often most
available to already advantaged families) have resulted in levels of school segregation
which are similar to those prior to the historic Supreme Court ruling of Brown v. the
Board of Education (Knoester & Au, 2017). In the workforce, results of Quillian et al.’s
meta-analysis (2017) show that racially biased hiring — where White applicants receive an
average of 36% more job application callbacks than Black applicants — has occurred at
similar levels over the past 25 years, with little improvement. In housing, evidence
suggests that, despite the illegality of housing discrimination, it still occurs an estimated 4
million times annually (Friedman, 2015). Housing discrimination is worse in more
desirable areas, resulting in disenfranchised groups living in areas fraught with pollution
and lack of opportunities for socio-economic upward mobility (Ash & Fetter, 2004;
Christensen et al., 2020, Markley et al., 2020). In the criminal justice system, biased
police profiling (e.g., biased traffic stops, over policing in Black neighborhoods) has
negative health outcomes such as injury/death and mental health issues resulting from
trauma (Laurencin & Walker, 2020). Biased sentencing puts BIPOC individuals at

greater risk for being incarcerated (rather than less invasive community sanctions), and



for longer periods of time than White individuals who commit similar crimes (Jordan &
Freiburger, 2015).

Legal scholars often debate how to best deal with the effects of implicit biases.
While the implicit biases may not be racist in intent, they can still result in harmful and
discriminatory outcomes. Therefore, understanding how laws can either protect or
mitigate implicit racial bias is critical, yet often challenging to come up with specific
solutions. CRT and legal scholar Charles R. Lawrence I11 (1995) suggests that
understanding how to combat racism has less to do with recognizing racism, but more to
do with understanding how it operates. For Lawrence, racism should be looked at as a
crime and a disease. The crime is easy to recognize: atrocities performed against a
subgroup. However, the disease is harder to recognize as everyone in society may be
subject to the illness. This illness impacts the way we think, make policies and interact
with each other. Because the disease of racism is rampant, most people do not recognize
how it subtly, yet substantially, impacts our culture (especially in instances of implicit
racial biases). Even the act of finding a cure to racism is contaminated by racism itself
since the disease of racism is fraught with a White-based understanding of equality.
Regardless of racist intent, racism infects our social institutions.
Racial Inequalities in Criminal Justice and Education: The STPP

Though CRT scholars examine the mechanisms through which racism operates
within institutions in the U.S., some race scholars argue that today’s problem of mass
incarceration is the key mechanism through which our society maintains systemic racism.
Since slavery and Jim Crow laws (once hallmarks of racism in their own time periods)

have been abolished, scholars argue that mass incarceration is today’s way to maintain



the historic race-based caste system without explicitly stating the issue of race
(Alexander, 2020; Graff, 2015; Marable, 2007; Wacquant, 2010). By not discussing race
explicitly within the policies that contribute to mass incarceration, the caste system is
legitimized and legalized (Alexander, 2020; Lépez, 2010). Laws to change racism in the
past have only led to the evolution of new forms of racism because the focus has been on
targeting the mechanisms of racism rather than racism as a core issue. For example, when
slavery became illegal, the racism that undermined society during slavery was still
evident and practiced broadly. Jim Crow laws, which legalized racial segregation, took
the place of slavery as a racialized caste system in the U.S. The end of Jim Crow laws
again did not signify an end of racism. Instead, the illegalization of more overt forms of
racism led to an increase of more subtle forms of racism (where race is not explicitly
discussed) and led to the institutional racism contributing to mass incarceration. Based on
these historical examples, there is reason to believe that laws to simply end mass
incarceration — without addressing the racism behind it — will likely only create an
opportunity for another racist process to replace it (Alexander, 2020; Alexander, 2011;
Lopez, 2010). Therefore, race scholars argue that it is important to make a conscious
effort to view systemic racism as a form of White supremacy since it disenfranchises
BIPOC individuals while allowing White individuals to maintain societal power. Many
argue that in order to stop this disenfranchisement of BIPOC populations and promote a
more equitable world, vigilant steps are needed which address the underlying systemic
racist attitudes and processes (Smith, 2020).

Mass incarceration is perpetuated, not just by systemic inequities in the criminal

justice system, but also by the role other institutions play in perpetuating racism.



Experiencing racism can negatively impact an individual’s socioeconomic status (SES),
health, and overall well-being, while potentially propelling individuals into criminogenic
circumstances. For example, research shows that racial inequities in education account
for 16% of the racial disproportionalities in the criminal justice system (Barnes & Motz,
2018). In the late 20™ century, “get tough on crime” legislation called for harsher
sentencing for drug offenses (e.g., federal incentives for states to incarcerate, and
elimination of federal parole opportunities) which drove prison rates up — especially for
Black and Latinx communities (Adelman, 2019). During this time, schools also
implemented strict discipline policies that similarly disproportionately impacted Black
and Latinx populations. An example of such a policy is the Gun-Free Schools Act, passed
in 1993, which implemented year-long suspensions for any child who brought any
weapon to school (Gun-Free Schools Act, 1993). Though meant to be a standard national
policy, with the interpretation of “weapon” being left up to school personnel, the
application of this policy varied drastically depending on the school. BIPOC students
were disproportionately negatively impacted due to implicit and explicit racial biases of
school personnel (Nelson & Lind, 2015).

Other examples are the zero tolerance policies for various types of infractions
aside from carrying weapons which resulted in even more school suspensions that again,
due to implicit and explicit biases, negatively impacted BIPOC students at a
disproportionate rate (Nelson & Lind, 2015). With children being forced out of their
learning environments, they were more likely to feel disconnected from school and
stigmatized by peers when they returned, leading to lower academic achievement, higher

dropout rates and ultimately, a greater likelihood of adult incarceration (Balfanz, et al.,



2003; Burt, 2014; Fenning & Rose, 2007; Okonofua & Eberhardt, 2015; Heitzeg, 2009;
Mittleman, 2018; Rosenbaum, 2020). Just as in the adult criminal justice system, schools
were implementing these policies within a national context of systemic White supremacy
and BIPOC children were disproportionately negatively impacted. Zero tolerance policies
impacted Black students more than White students, as Black students were more likely to
get suspended and expelled than their White counterparts. This ultimately played a role in
amplifying the already persistent suspension gap between Black and White students
(Curran, 2016). When children are suspended and expelled, they are out of school,
missing out on safe, educational opportunities. Being out of this environment puts
children at risk for further delinquent behavior. Evidence suggests that children who are
suspended and expelled are more likely to drop out of school (Balfanz et al., 2014), be
arrested by police and ultimately, more likely to be incarcerated (Burt, 2014; Okonofua &
Eberhardt 2015). Scholars call this issue the STPP (Skiba et al., 2014a; Barnes & Motz,
2018).

With the STPP accounting for 16% of the racial disproportionalities in criminal
justice (Barnes & Motz, 2018), identifying ways to improve our discriminatory
disciplinary and educational practices has the potential to interrupt or diminish the racial
disparities not just in education, but also within the criminal justice system. The current
study examines the educational system and the role it plays in perpetuating racial
disparities short-term as well as long-term. Specifically, the study examines racial
inequalities in school discipline and school achievement as well as possible factors which
may contribute to racial inequalities. What follows is a brief explanation of how each of

these dimensions play an integral role in the systemic racial inequalities on the STPP.



Achievement and Discipline Gaps: K-12 Schools

In the school system, ample research has pointed to differences in academic
achievement and discipline between Black students and White students, where Black
students are more likely to perform worse academically than White students (Bohrnstedt,
et al., 2015) and are more likely to be disciplined, suspended, and expelled for
comparable infractions than their White peers (Delale-O’Connor et al., 2017). A growing
body of research suggests that systemic racism contributes to both the achievement and
the discipline gaps which, in turn, propel students down the STPP. However, more
research is necessary to understand possible contributors to these gaps (Gregory et al.,
2010; Pearman et al., 2019).

The Black/White Achievement Gap. The 2011 National Assessment of
Educational Progress (i.e., federal standardized tests) showed that Black students in
eighth grade scored an average of 37 points lower (on a 0-500 scale) than White students
at the same school level. Similar gaps persist nationally and have persisted throughout the
history of education in the U.S. (Bohrnstedt, et al., 2015). Though some attribute
achievement gaps to differences in SES (Hanushek, 2019), other research indicates that,
even when controlling for SES, racial achievement disparities still persist (Bohrnstedt, et
al., 2015), suggesting that achievement gaps are a product of other factors aside from
SES. Many have attributed these differences to the overall systemic racial inequities in
which our country operates (Strauss, 2021).

These academic achievement differences vary by the climate of the school. When
schools work to create and perpetuate a positive climate (e.g., a general feeling of

acceptance, school pride, support) the achievement gap frequently lessens. However,
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when the school climate is negative (e.g., feelings of inadequacy, a lack of support, a lack
of control) racial inequalities persist (Bodovski et al., 2013). Further, research shows that
the achievement gap may be partially traced to teacher bias. As with most, if not all
people, teachers have implicit biases. Teachers then bring these implicit biases into the
school system (Glock et al., 2019; Glock & Klapproth, 2017; Meissel et al., 2017). This
can affect how they relate to different children and, long-term, can impact child academic
achievement outcomes (Peterson et al., 2016). Particularly troubling are the race-based
biases inherent in classrooms. Evidence shows that both Black and White children
perform better academically when they are in a classroom with a teacher of the same race
(Egalite et al., 2015, Harbatkin, 2019) — perhaps due to the implicit biases teachers may
hold. Evidence suggests that individuals in non-stigmatized majority groups (e.g., White
individuals) often have stronger implicit biases favoring members of their same group
than individuals not in the dominant group (Project Implicit, n.d.). Perhaps, then, White
teachers implicitly favor White students in their classes, allowing these students to
perform better than their Black classmates. Additional research shows that students
benefit most academically when their teachers’ implicit biases favor their ethnic group
(Peterson, et al., 2016). For instance, Peterson and colleagues (2016) measured implicit
biases (using an Implicit Association Task) of 38 teachers of 6- to 13-year-olds and
examined how teachers’ biases were related to student academic achievement. They
found that students had lower levels of academic achievement when they were in classes
with teachers that had higher levels of unfavorable implicit biases toward their ethnic
group (Peterson, et al., 2016). Additionally, research shows that there is more of a

disconnect between the Black students’ and their teachers’ perception of their work-effort
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than White students’ and teachers’ perception of their work-effort. This is to say, Black
students are more likely than White students to feel that they, as Black students, are
working hard in their classes while teachers report the opposite — that these Black
students are not working hard (Kozlowski, 2015). Still other scholars explain these
apparent biases in the academic achievement gap as being due to the “positive-feedback
bias” in which White teachers are less likely to give constructive criticism to Black
students on assignments — making it difficult for Black students to improve academically
(Harber et al., 2012). However, when teachers and students share the same race/ethnicity,
this “positive-feedback bias” is reduced as teachers of color hold students of color to
higher academic standards (Goings et al., 2018).

The Black/White Discipline Gap. Not only is there a racial achievement gap,
there is also a racial discipline gap which may further explain some of the achievement
gap (Morris & Perry, 2016; Pearman, 2019). In fact, one study estimates that the racial
gap of school suspensions accounts for a fifth of the differences in school performance
(Morris & Perry, 2016). Research shows that Black students are more likely to be
disciplined and with harsher punishments than White students (Bryan, 2017; Delale-
O’Connor et al., 2017; Skiba et al., 2011). Black students are also more likely than White
students to be given office discipline referrals for infractions that are subject to
interpretation (such as “defiance) — even when controlling for SES (Gregory & Weinstein
2008; Skiba et al., 2002).

Though the discipline gap is clearly established, the mechanisms through which it
is maintained are less clear. Research suggests that this discipline gap results from

aspects of the school such as demographic makeup (Owens & McLanahan, 2019; Ramey,
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2015), school policies and procedures (Skiba et al., 2014b), or teacher stereotypes,
stigmas, and biases (Kunesh & Noltemeyer, 2019). For example, Ramey (2015) used data
from the U.S. Department of Education Civil Rights Data Collection and the National
Center for Education Statistics to show how demographic composition can impact the
discipline gap. Schools with higher proportions of students of color and students from
socioeconomically disadvantaged backgrounds are more likely to use suspension,
expulsion, and police referrals for arrests than schools with higher proportions of White
students and students from higher socioeconomic backgrounds. In terms of school
policies, Skiba et al. (2014b) examined data from all public school records of suspension
and expulsion from the 2007-2008 school year in one Midwestern state (N = 1,720
schools) combined with the state’s Department of Education demographic and school
level data for each school and found that racial disparities are most impacted at the school
level by the policies introduced and implemented by the principal — suggesting school
climate plays a large role in either maintaining or reducing inequalities. However, another
study (Owens & McLanahan, 2019) involving approximately 5,000 children across the
U.S., reported that “between-school sorting” (the idea that lower SES schools are more
likely to have policies for harsher punishment) only accounted for 13% of the discipline
gap. Differential treatment according to race, on the other hand, accounted for 39% of the
discipline gap suggesting that policies and procedures play a much lesser role than racial
biases of individual school personnel. Experimental studies show that racial biases can
impact the way teachers view specific behaviors and can impact the way they detect
behavior over time (Okonofua & Eberhardt, 2015). Additionally, teacher biases can

impact student biases as students watch teachers and learn from them. These developing
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student biases can affect teacher biases further when teachers unintentionally learn from
their students. This creates a vicious cycle where biases grow for both teachers and
students leading to a more hostile school environment (Okonofua et al., 2016). Though
these studies show some mechanisms through which the discipline gap operates,
researchers suggest using more sophisticated analyses in order to fully understand the
complexities of how the discipline gap operates within the school system (Gregory et al.,
2010; Pearman et al., 2019).

Teachers’ racial biases toward students may begin in preschool and continue
through high school (Downer et al., 2016; Downey & Pribesh, 2004). Teachers may have
learned their biases as schoolchildren, then model those biases for their own students,
perpetuating racism (Bryan, 2017). As mentioned previously, the biases students
learn from teachers only maintain and expand teachers’ biases, creating a negative cycle
in which biases feed off each other (Okonofua, et al., 2016). Worse still, these biases are
likely to have long-term implications for the students. In reviewing the theoretical
literature, Delale-O’Connor et al. (2017) maintained that several of the key factors that
contribute to the STPP revolve around biases in the school system, which in turn lead to
subjective disciplinary practices and unwarranted criminal charges. Delale-O’Connor et
al. further argue that teachers’ beliefs and worldviews about students and classroom
management matter greatly for keeping children off the STPP (Delale-O’Connor et al.,
2017). Another study used the Fragile Families and Child Wellbeing Study (FFCWS)
data set of approximately 5,000 children at age 9 and found that children are treated

differently based on their race and, further, that it is a problem of being differentially
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treated rather than a problem of differential behavior on the part of the children (Owens
& McLanahan, 2019).

Several studies discuss how children have fewer discipline infractions when they
are in a classroom with a teacher of their shared race (e.g., Dee, 2005; Okonofua &
Eberhardt, 2015; Gilliam et al., 2016). Experimental studies confirm that this is a result of
the biases teachers hold (Okonofua & Eberhardt, 2015; Gilliam et al., 2016). For
example, Okonofua & Eberhardt (2015) reported on two studies which examined how
racial stereotypes held by teachers impact their responses to student misbehavior —
especially when teachers view more than one behavioral infraction. In the first study, 57
female K-12 teachers (38 of which were White, 2 were Black, 1 was Asian, and 16 were
unreported race) were shown a picture of a middle school and told to imagine they were a
teacher at the given school. They were then told of a student committing a minor
discipline infraction followed by the same student committing a similar, but different,
minor discipline infraction. For half of the teachers, the student had a stereotypical Black
boy name and for the other half of the teachers, the student had a stereotypical White boy
name. Findings showed that teachers rated the behavior of students with stereotypically
White names similarly in both the first and second disciplinary infractions. However,
when students had a stereotypical Black name, teachers rated the students harsher for
committing a second infraction. These students, then, were more likely to get the label of
“troublemaker.” The second study further examined racial stereotypes by asking 204 K-
12 teachers (166 of which were White, 17 were Black, 10 were Asian, 6 were Latino, 2
were other, and 3 were unknown race) to complete the same task as Study 1, but with

more in-depth follow-up questions. Teachers in Study 2 were asked to describe whether
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they thought the infractions were part of a bigger pattern of misbehavior and whether
they felt they would be likely to suspend these students at a future date. Findings
replicated Study 1 and further showed that teachers were more likely to feel students with
stereotypically Black names were misbehaving as part of an ongoing pattern, and they
felt they would be more likely to suspend these individuals in the future. Both studies
highlight how implicit biases impact teacher perceptions — thereby negatively impacting
students long-term.

Sex Differences. In addition to racial differences, decades of research show that
there are nuanced sex differences that intersect with these racial differences in discipline
(Skiba et al., 2002; Welsh & Little, 2018; George, 2015). While girls are at a lower risk
of receiving exclusionary discipline than are boys (Jacobsen, 2018), the influence of sex
becomes more nuanced when considering the intersectionality of race and sex
(Addington, 2021; Blake et al., 2021; Jacobsen, 2018; George, 2015).

Girls. In a theoretical essay on CRT and intersectionality, Crenshaw (1995)
explained that in our society, Black women face both sexism and racism — and are
expected to conform to White middle-class norms of femininity, or else face exclusionary
discrimination. Evidence suggests this extends to Black girls in public schools. Black
girls are consistently over-represented in exclusionary discipline practices compared to
girls from any other racial group (Addington, 2021; Blake et al., 2010; George, 2015;
Jacobsen et al., 2019). Reasons for Black girls’ exclusionary discipline are more often
related to their dress/hairstyle or their language/communication than the reasons for girls
from any other racial or ethnic group. For instance, Black girls often experience

disciplinary practices for things as simple as wearing natural hairstyles considered to be
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inappropriate by school personnel (George, 2015). Scholars attribute this disparity to
teachers favoring White middle-class norms of femininity and discriminating against
these girls for not fitting that mold (George, 2015).

Boys. Though the discriminatory exclusionary discipline faced by Black girls is
important to explore, overall boys are more likely to receive exclusionary discipline than
girls (Jacobsen, 2018). Further, there is an interaction effect with race where Black boys
are the most vulnerable of any racial/sex group to receive this harsh discipline (Skiba et
al., 2002; Welsh & Little, 2018). Research suggests that, similar to racial differences,
these sex differences are a result of teacher biases. For example, in one experimental
study of 132 early care and education professionals (93.9% female, 66.7% White, 22%
Black), professionals were told that they would watch a video of a classroom and their
job would be to spot problem behavior before it occurred. For the study, there were no
problem behaviors evident in the video. The computer system tracked the teachers’ eye
gazes and noted that teachers focused most heavily on Black boys (Gilliam et al., 2016).
Biases that impact monitoring are likely one factor that leads to the exclusionary
discipline prevalence differences — where Black boys are the most likely of any
racial/gender group to receive exclusionary discipline (Jacobsen, 2018).

Though experimental studies show how biases and stereotypes are likely to
impact teaching practices, they do not provide real-world evidence of whether the biases
and stereotypes do in fact impact teaching practices and student outcomes.

The Relationship between the Discipline Gap and the Achievement Gap
Though the achievement gap and the discipline gap are both well established in

the literature, less is known about the way the two interact or correlate with each other
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over time. Only two studies have systematically examined the relationship between the
achievement gap and the discipline gap.

Morris and Perry (2016), in their longitudinal regional research study of 16,248
middle school students in 17 schools in Kentucky, estimated that the disproportionality of
school suspensions accounted for about one-fifth of the Black/White achievement gap
suggesting a crucial relationship between the two. There has only been one study that has
examined this relationship across the U.S. Pearman and colleagues (2019) used school
district data from the Stanford Education Data Archive and the Civil Rights Data
Collection to demonstrate the relationship between the Black/White achievement gap and
the Black/White discipline gap at the national level. However, they recognized in their
limitations section that using the school district as the unit of analysis (rather than the
individual) may not be the most effective way to truly understand these gaps. More
research is needed to fully understand the relationship between the discipline gap and the
achievement gap.

Theoretical Explanations for the STPP
Critical Race Theory

According to CRT, the STPP is not caused by mere policies and procedures
within schools, but rather is part of the systemic racism within society (Fornili, 2018).
This systemic racism runs deep — perpetuated by implicit biases often invisible to most
members of society (Lawrence, 1995). Because CRT posits that racism cannot be
corrected based on laws or policies (Greene, 1995), examining the STPP through the lens
of CRT means that the STPP for BIPOC populations will not be corrected by simply

implementing new school policies. Rather, schools must grapple with the implicit racism
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that plagues the institution as a disease plagues a body (Lawrence, 1995). Because
finding a cure to the disease is often contaminated by the disease itself (Lawrence, 1995),
it becomes necessary to step back and observe the situation from afar in order to
eventually hone in on specific mechanisms of change. Solutions to the racial inequities
caused by the STPP will not be easy nor involve subtle policy changes since, according to
CRT, racism is an ordinary facet of U.S. culture that is not easily removed (Fornili,
2018). However, with a progressive race conscious view, it is possible to examine the
power relationships in the schools and the structural inequalities that continue to maintain
the STPP and disenfranchise marginalized children (Fornili, 2018).
Attributional Theory

CRT examines racism on a societal/institutional level. The Attributional Theory,
however, can be used to understand how the STPP operates on an individual level. This
theory suggests that individuals may use their own personal attitudes to explain events
that occur. For example, teachers will often view student behavior through a lens dictated
by their own ideas about the student. If a model student acts out one day, the teacher is
likely to examine the possibility that there are external factors impacting behavior (e.g.,
family problems). But, these same teachers may also view other students as “problem
students” and not give those students the same benefit of the doubt. When stigmas (i.e.,
recognizing differences and devaluing individuals based on those differences) and
stereotypes (i.e., recognizing group differences without recognizing individual
differences within the group) are overlaid in this Attribution Theoretical framework,
students of color are likely to suffer (Riley 2010). Similar to Okonofua and Eberhardt

who used an experimental method to examine whether the race of a child impacts
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teachers’ perceptions of the child’s overall behavior, Kunesh and Noltemeyer (2019) took
this idea one step further. Using the Attributional Theoretical lens, they experimentally
examined whether the race of the child would impact how teachers would personally
respond to student misbehavior. To do so, they randomly assigned vignettes of student
misbehavior to 98 undergraduate student teachers. Some vignettes used stereotypical
Black boy names and others used stereotypical White boy names, but the vignettes were
otherwise identical. In vignettes where the child had a stereotypical Black name,
participants in the study were more likely to report that the child would repeat his
inappropriate behavior when compared to the vignettes where the child had a
stereotypical White name. This suggests that teachers had some underlying implicit racial
biases which played a role in how they viewed the children and behaviors in each
vignette (Kunesh & Noltemeyer, 2019). This could potentially have negative implications
for how the children are treated (Riley, 2010).
Research Hypotheses

The current study uses FFCWS data — a longitudinal, publicly available, national
dataset of 4,898 children born from 1998 to 2000 — to explore factors that launch children
onto the STPP. Findings from this study have the potential to inform policy and
intervention development in order to help curb the misuse of disciplinary action and help
prevent students from entering the STPP. Specifically, the study examines four research
hypotheses:

First, the study examines, at the elementary school level, how teacher-student
similarity of race impacts student academic achievement and exclusionary discipline at

age 9. Because research suggests that individuals have strongest implicit biases against
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out-group members (Project Implicit, n.d.), and because evidence suggests children do
better when they are in a classroom with a teacher of the same race (Egalite et al., 2015),
especially when the teacher has implicit biases which favor their ethnic group (Peterson
et al., 2016), I use teacher-student race concordance as a proxy to examine teacher biases
in schools. I hypothesize that students will have higher academic achievement and lower
levels of exclusionary discipline at age 9 when they have the same race as their teacher
and when controlling for socioeconomic variables including parental education level and
household income (hypothesis 1); two variables which can also impact childhood
academic and discipline trajectories (American Psychological Association, 2017a).

Next, the study examines whether student and teacher race concordance at age 9
is indirectly related to academic and discipline at age 15 through academic achievement
and exclusionary discipline at age 9. | hypothesize that teacher student race concordance
in elementary school will have an indirect positive effect on student academic
achievement at age 15 and an indirect negative effect on student discipline at age 15
(hypothesis 2).

Last, the study examines model differences for sex and race. | hypothesize that
teacher-student race concordance at age 9 years old will result in higher levels of
academic achievement and lower levels of exclusionary discipline for Black students than
White students at age 9 years old and, further, that these will impact student academic
achievement and student discipline at age 15 years old to a greater extent for Black
students than White students when controlling for SES variables (hypothesis 3). In
addition, I hypothesize that teacher-student race concordance at age 9 years old will result

in higher levels of academic achievement and lower levels of exclusionary discipline for
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male students than female students at age 9 years old and, further, that these will
negatively impact student academic achievement and student discipline to a greater
extent for male students than female students at age 15 years old when controlling for
SES variables (hypothesis 4).

Figure 1 provides a conceptual model of hypotheses 1-2 with socioeconomic

indicators at age 9 included as controls in the model.

Figure 1: Conceptual Model
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CHAPTER II
METHOD
Study Design
The FFCWS study has a total of 4,898 children. However, the current study uses
the year 9 and Year 15 waves of the FFCWS data set which were collected when the
children were 9 and 15 years old. For the purposes of this study, the sample was restricted
to students who self-identified as Black/African American or White and whose Year 9
teacher self-reported race was available. Thus, the analytic sample includes students who
are Black/African American (n = 915) and White (n = 388). Of the 915 Black students in
the sample, 272 (29.73%) had a Black teacher and 643 (70.27%) had a non-Black
teacher. Of the 388 White students in the sample, 367 (94.59%) had a White teacher and
21 (5.41%) had a non-White teacher.
Study Setting and Participants
Participants were recruited from hospitals in 20 cities in the United States where
mothers were giving birth. Sixteen of the cities were selected using a stratified random
sampling technique of U.S. cities with populations of over 200,000 people. The other
four cities were selected because they were of particular interest to the principal
researchers and/or funders (Reichman et al., 2001). Single mothers were overrepresented
in the sampling in order to examine this single-mother type of family structure (which
was the original intent of the research study). Although the original study used sample
weights in order to accommodate the oversampling of single mothers, the current study
uses only a subsample of the original sample, thus the sampling weights are not included

in the analyses described below (The Trustees of Princeton University, 2021).
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Data Collection Procedures

Mothers were first recruited to participate. Fathers — based on mother-provided
information — were then recruited (though locating them, in some cases, was difficult).
Mothers gave consent to access medical records at birth. Both parents — whenever
possible — were surveyed again when the child reached ages 1, 3, 5, and 9 years. An in-
home assessment began when the children were 3 years old and continued at ages 5, 9,
and 15 years. A childcare provider was surveyed when the child was 3 years old.
Teachers were surveyed when the children had reached ages 5 and 9 years old. Child
DNA samples were collected when the child was 9 and 15 years of age. Primary
caregivers were surveyed when the children were ages 3, 5, 9, and 15 years. Children
were surveyed at ages 9 and 15 years (The Trustees of Princeton University, 2021).

For the purposes of this study, I utilized demographic variables from the parent
surveys as well as teacher surveys when the children were 9 years old and follow-up
parent and child surveys from when the children were 15 years old. I limited the study to
only children who self-reported race as Black/African American or White (collected at
Year 15) and had a teacher who self-reported race (collected at Year 9). The total sample
for this study is n = 1,303.

Measures
Year 9: Student and Teacher Identify as the Same Race

When children were 15 years old, they were asked to report their race/ethnicity as
White, Black, Hispanic/Latino, Other only/Non-Hispanic, or Multi-racial/non-Hispanic.
Teachers of children at age 9 were asked to report their own race as American

Indian/Alaska Native, Asian, Black/African American, Native Hawaiian/Pacific Islander,
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White, Other, Multi-racial, or Latino/Latina (The Trustees of Princeton University,
2021). Race concordance was dichotomized with yes (= 1) used when students reporting
their race as “White” had teachers reporting the same or when students reporting their
race as “Black” had teachers reporting their race as “Black/African American.” All other
race combinations were reported as no (= 0).
Year 9: Student Academic Achievement

A latent factor representing “Year 9: Student Academic Achievement” was
created from two student test scores administered by researchers when children were 9
years old. Researchers administered the Woodcock Johnson Passage Comprehension and
Applied Problems test (Woodcock et al., 2001) and the Peabody Picture Vocabulary Test
(Dunn & Dunn, 1997; The Trustees of Princeton University, 2021). Standard scores of
the Woodcock Johnson passage Comprehension section and the Peabody Picture
Vocabulary Test are used in this analysis described as reading and vocabulary tests
respectively.
Year 9: Exclusionary Discipline

When the children were 9 years old, both the target child and their parent were
asked whether the child had been suspended/expelled (The Trustees of Princeton
University, 2021). If either the parent or the child reported “Yes” (=1), then children were
counted as having been suspended or expelled.
Year 9: Parent Poverty Category

Poverty ratios for both the mother and father were calculated separately by the
FFCWS. These were the ratios between the self-reported total household income and the

U.S. Census Bureau poverty thresholds. They were then put into four categories based on
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where they fell in the ratio with lower numbered categories indicating greater poverty (1
= 0-49%; 2 = 50-99%, 3 = 100-199%, 4 = 200-299%). In this analysis, the “Year 9:
Parent Poverty Category” uses whichever parent’s ratio category is higher.
Year 9: Parent Education Level

Education levels were self-reported by mothers and fathers separately as 1 = less
than high school degree, 2 = high school degree or equivalent, 3 = some college or
technical school, 4 = college graduation or more. In this analysis, the “Year 9: Parent
Education Level” variable uses whichever parent’s education level was higher.
Year 15: Student Academic Achievement

A latent factor representing “Year 15: Student Academic Achievement” was
created from two sets of student self-reported grades when children were 15 years old.
Students were asked to report their letter grades (A, B, C, D or lower, No grade or
pass/fail, N/A Homeschooled) in English/Language Arts and Math (The Trustees of
Princeton University, 2021). Letter grades were coded on a scale of 0-3 where 0 =D, 1 =
C, 2 =B, 3= Ao increases in achievement would be shown positively in the model. If
children did not receive a grade or took the course pass/fail, they were coded as missing
data.
Year 15: Exclusionary Discipline

At Year 15, both the target child and their parent were asked how many times the
child had been suspended/expelled in the past two years (The Trustees of Princeton
University, 2021). The variable titled, “Year 15: Exclusionary Discipline” uses the
highest reported number of suspensions/expulsions.

Analysis
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To evaluate the study hypotheses, | conducted a longitudinal path analysis with
latent outcomes using the Mplus software (version 8.6). The latent and longitudinal
portion of the model was specified as an auto-regressive cross-lagged model (Bollen &
Curran, 2006). The full recursive path model, as shown in Figure 1, was determined to be
identified because it met the necessary t-rule where t is less than k when k = [(p + q)(p +
q+1/2]+(p+q)=[(6+1)(6+1+1)/2] +(6+1)=235andtisequivalent to the
number of free parameters in the model (t = 24).

| utilized the two-step Structural Equation Modeling (SEM) approach — as
recommended by Anderson and Gerbing (1998). Prior to testing the study hypotheses, the
measurement model was fit using Confirmatory Factor Analysis. Two latent factors were
created for this model: “Year 9: Student Academic Achievement” and “Year 15: Student
Academic Achievement.” “Year 9: Student Academic Achievement” was created using
reading and vocabulary test scores. “Year 15: Student Academic Outcomes” was created
using the focal child’s report of their grades in two core school subjects — Math and
English.

After adequate fit of the structural model demonstration, the full path model was
specified (as depicted in Figure 1) using maximum likelihood (ML) estimation. The
overall model was assessed using five fit measures including nonsignificant y2, Robust
Tucker-Lewis Index (TLI) > 0.90, Robust Comparative Fit Index (CFI) > 0.90, Root
Mean Square Error of Approximation (RMSEA) < 0.08, and Standardized Root Mean
Square Residual (SRMR) < 0.05 (Afthanorhan et al., 2013; Hu & Bentler, 1999; Kline,
2016). Formal tests of indirect effects were evaluated with the unbiased corrected

bootstrap 95% confidence intervals.
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Next, regression weights, as specified in Figure 1, were interpreted to evaluate
hypotheses 1-2. To evaluate hypothesis 3, race differences, the model was specified as a
multiple group model to address potential race differences. To evaluate hypothesis 4, sex
differences, the model was specified as a multiple group model to address potential sex
differences.

Missing data

The current study has data missing due to non-response, but not missing data lost
to follow-up due to the restricted panel design. Household income data was present for
98.70% of students and parental education level was present for 99.08% of students.
Complete data for all indicators of the latent construct of “Year 9 Academic
Achievement” was present for 98.23% of students. Complete data for all indicators of the
latent construct “Year 15: Academic Achievement” was present for 92.79% of students.
Exclusionary discipline data was present for 100% of students at age 9 and 99.92% of
students at age 15. For missing data, | conducted Little’s missing completely at random
(MCAR) test. Maximum Likelihood was then used to estimate missing data as
implemented in the Mplus software.

Power analysis

An important consideration for establishing adequate power for SEM is that the
ratio of the number of cases per parameter estimate needs to be sufficiently large —
recommended to be a minimum of 10:1 (Kline, 2010). Because the current study has
1,303 cases, there should be a maximum of 130 parameters in the model (1,303/10 =
130). The current model has 24 parameters which is well within this recommended limit.

A second consideration is the use of SEMs routinely requires the evaluation between two
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or more models. Examples include selecting among competing theoretical models or as in
the current study, testing invariance assumptions across ethnic and racial groups.
MacCallum, Browne, and Cai (2006) proposed an approach for estimating power
between nested models based on overall model fit. Specifically, the authors proposed
using the root-mean-square error of approximation (RMSEA) as the indicator of model
fit. Power then becomes the probability of detecting a difference in fit, as measured by
RMSEA, between two models. Recommended pairs of RMSEA values for power
analysis include selecting values in the midrange of the scale (.03 to .10) with a small to
moderate difference between pairs (at least .01-.02). Using a two-tailed alpha of .05 with
a sample size of 1,303, power for detecting small differences in fit for nested models
(RMSEAs .050 vs. .075, Adf=2) is at least 80% with degrees of freedom as small as 11.
The sample size is thus sufficiently large to estimate complex SEMs and evaluate nested

models with a similar fit.
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CHAPTER Il
RESULTS

Descriptive Statistics

Table 1 provides descriptive statistics of the sample generally and descriptive
statistics for each variable included in the analysis.
Missing Data

Results of the initial MCAR test were significant (at p <.05). This indicates the
data is not likely to be missing completely at random. However, given that the variables
in my analysis are highly correlated with each other, the numerical accuracy control in
SPSS was increased. This function helps to remove variables that are too highly
correlated with each other to give accurate MCAR results (IBM Corporation, 2016).
Results of this MCAR were not significant (y* = 665.85, p = 1.000). Based on these tests,
the missing data pattern is assumed to be random.
Measurement Model

Two latent factors were used in the model. First, academic achievement at Year 9
was created from results of a reading test and a vocabulary test. Second, academic
achievement at Year 15 was created from Math and English grades in school. To measure
the fit of the model, the study relies on five fit indices: y?, TLI, CFI, RMSEA,
SRMR. Results indicated a significant »2, but that is likely due to the large sample size
(Kline, 2016) and can therefore by ignored in favor of the other fit indices all falling
within the range of acceptable values (Afthanorhan et al., 2013; Hu & Bentler, 1999;

Kline, 2016). In this analysis, TLI = 1.00, CFI = 0.98, RMSEA = 0.05 (90% Confidence
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Table 1

Descriptive statistics of the sample and the variables used in the analysis

General Descriptive Statistics of the Participants in the Sample

N %

Child’s Gender

Boy 652 50.04

Girl 651 49.96
Child’s Race

Black/African American 915 70.22

White 388 29.78
Child’s Living Arrangements at Year 9

Lives with bio-mother 1265 97.08

Lives with bio-father 532 40.83

Lives with siblings 1092 83.81
Teacher’s Self-Reported Race at Year 9

Black/African American 282 21.64
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Table 1, Continued

General Descriptive Statistics of the Participants in the Sample

N %
White 971 7452
Asian 18 1.38
American Indian/Alaska 5 0.38
Native
Native Hawaiian/Pacific 2 0.15
Islander
Latino/Latina 14 1.07
Multi-racial 8 0.61
Other 3 0.23

General Descriptive Statistics for Variables Used in the Analysis

Minimum-
Continuous Variables N Mean (SD) Maximum  Skew Kurtosis
Year 9: Parent Poverty Category 1286 3.52 (1.29) 1.00-5.00 -.38 -.95
Year 9: Parent Education Level 1291 2.84 (0.86) 1.00-4.00 -.52 -.23
Year 9: Reading Test Score 1286 94.81 (13.63) 21-135 -.50 1.85
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Table 1, Continued

General Descriptive Statistics for Variables Used in the Analysis

Minimum-
Continuous Variables N Mean (SD) Maximum  Skew Kurtosis
Year 9: Vocabulary Test Score 1291 94.66 (14.93) 48-143 361 -.20
Year 15: Exclusionary Discipline 1302 1.19 (2.86) 0-32 457 27.47
Year 15: Math Grade 1231 1.75 (0.97) 0-3 -.27 -.88
Year 15: English Grade 1238 1.93 (0.88) 0-3 -.50 -43
Dichotomous Variables Coding Used in the Analysis
1 0 Reference
Year 9: Student/Teacher Identify as Same Race 639 (49.04%) 664 0=No
Year 9: Child Received Exclusionary Discipline 277 (21.26%) 1026 0=No
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Interval [CI] = 0.00, 0.10), and SRMR = 0.01 which are all indicative of adequate model
fit to the data.

Structural Equation Models

Direct Effects — Hypothesis 1:

Structural Model 1 was used to gain insight into hypothesis 1 (that students will
have higher academic achievement and lower levels of exclusionary discipline at age 9
when they have the same race as their teacher and when controlling for socioeconomic
variables including parental education level and household income) and into hypothesis 2
(that teacher student race concordance in elementary school will have an indirect positive
effect on student academic achievement at age 15 and an indirect negative effect on
student discipline at age 15). To do so, | ran a full SEM based on the conceptual model.
See Figure 2 for a depiction of the full SEM model. This model fit the data well
according to four of the five fit measures. Though »* was significant, this is likely a result
of the large sample size (Kline, 2016). Other fit indices were all within the range of
acceptable values; TLI1 = 0.94; CFl = 0.97; RMSEA = 0.05 (90% CI = 0.04, 0.06); SRMR
= 0.03. Parameter estimates and inferential statistics from the full SEM are depicted in
Table 2.

Results indicate that household income is positively associated with academic
achievement at Year 9 (standardized estimate = 0.26, p < 0.001) and negatively
associated with exclusionary discipline at Year 9 (standardized estimate = -0.18, p <
0.001). Parental education level is likewise positively associated with academic
achievement at Year 9 (standardized estimate = 0.25, p < 0.001) and negatively

associated with exclusionary discipline at Year 9 (standardized estimate = -0.06, p <
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0.001). While controlling for socioeconomic variables, teacher and student reported race
concordance is likewise positively associated with academic achievement at Year 9
(standardized estimate = 0.16, p < 0.001) and negatively associated with exclusionary
discipline at Year 9 (standardized estimate = -0.11, p < 0.001). Year 9 academic
achievement is positively associated with Year 15 academic achievement (standardized
estimate = 0.32, p < 0.001) and negatively associated with Year 15 exclusionary
discipline (standardized estimate = -0.16, p < 0.001). Year 9 exclusionary discipline is
positively associated with Year 15 exclusionary discipline (standardized estimate = 0.28,
p < 0.001) and negatively associated with Year 15 academic achievement (standardized
estimate = -0.16, p < 0.001). All results have small effect sizes.
Indirect Effects — Hypothesis 2

To test the second hypothesis, | ran an SEM examining the indirect effects of
teacher-student race concordance in Year 9 on academic achievement at Year 15 and
exclusionary discipline at Year 15 (see Figure 3 for a visual representation). Though y?
was significant, this is likely a result of the large sample size (Kline, 2016). Other fit
indices were all within the range of acceptable values; TLI =0.94; CFIl = 0.97; RMSEA =

0.05 (90% CI1 = 0.04, 0.06); SRMR = 0.03.
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Figure 2
Manifest indicators, latent factors, and structural model with unstandardized loadings for latent constructs and standardized

loadings for all other predictors
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Table 2
Selected Parameter Estimates from the Model

Direct Paths

Outcome: Predictor Unstand. Estimate p Stand. Estimate
Year 9: Academic Year 9: Student/Teacher Identify as Same Race 3.01 <0.001 0.16
Achievement
Year 9: Parent Poverty Category 1.86 <0.001 0.26
Year 9: Parent Education Level 2.76 <0.001 0.25
Year 9: Exclusionary Year 9: Student/Teacher Identify as Same Race -0.09 <0.001 -0.11
Discipline
Year 9: Parent Poverty Category -0.06 <0.001 -0.18
Year 9: Parent Education Level -0.06 <0.001 -0.12
Year 15: Academic Year 9: Academic Achievement 0.02 <0.001 0.32
Achievement
Year 9: Exclusionary Discipline -0.21 <0.001 -0.13
Year 15: Exclusionary Year 9: Academic Achievement -0.05 <0.001 -0.16
Discipline
Year 9: Exclusionary Discipline 1.97 <0.001 0.28
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Table 2, Continued
Selected Parameter Estimates from the Model

Loadings

Latent

Manifest

Unstand. Estimate p Stand. Estimate

Year 9 Academic
Achievement

Reading test

Vocabulary test

Year 15 Academic
Achievement

English

Math

1.000 — 0.70
1.39 <0.001 0.88
1.00 — 0.75
0.80 <0.001 0.55

Figure 3: Conceptual Model

Dashed arrows indicate the indirect effects being examined in Structural Model 2.
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Results indicated that the total indirect effect of Year 9 teacher student race
concordance on Year 15 academic achievement was significant (standardized estimate =
0.08, 95% CI1 =0.06, 0.12, p < 0.001). The pathway from teacher student race
concordance to Year 9 exclusionary discipline to Year 15 academic discipline was
significant (standardized estimate = 0.02, 95% CI = 0.01, 0.03, p = 0.011). The pathway
from teacher student race concordance to Year 9 academic achievement to Year 15
academic achievement is 0.07 (95% CI = 0.04, 0.10, p < 0.001).

Further, results indicated that the total indirect effect of teacher student race
concordance on Year 15 exclusionary discipline was significant (standardized estimate =
-0.32, 95% CI = -0.44, -0.20 p < 0.001). The pathway from teacher-student race
concordance to year 9 exclusionary discipline to Year 15 exclusionary discipline was
significant (standardized estimate = -0.17, 95% CI = -0.27, -0.08, p = 0.001). The
pathway from teacher-student race concordance to Year 9 academic achievement to Year
15 exclusionary discipline was significant (standardized estimate = -0.15, 95% CI = -
0.23, -0.08, p < 0.001).

Constrained Structural Model by Student Race — Hypothesis 3

To test hypothesis 3, | ran an SEM constraining the model to compare White
students to Black students. This model fit the data well according to four of the five fit
measures. Though y? was significant, this is likely a result of the large sample size (Kline,
2016). Other fit indices were all within the range of acceptable values; TLI =0.91; CFl =
0.95; RMSEA = 0.05 (90% CI = 0.04, 0.06); SRMR = 0.05. Results indicate that income
is more negatively associated with exclusionary discipline at Year 9 for Black students

than it is for White students, meaning that higher income is a bigger protective factor

39



against exclusionary discipline for Black students than it is for White students. Academic
achievement at year 9 is more negatively associated with exclusionary discipline at Year
15 for White students than for Black students (meaning that higher academic scores at
Year 9 are more likely to result in lower exclusionary discipline at Year 15 for White
students than they are for Black students) and more positively associated with academic
achievement at Year 15 for White students than for Black students (meaning that higher
academic scores at Year 9 are more likely to result in higher academic scores at Year 15
for White students than for Black students). Exclusionary discipline at Year 9 is more
positively associated with exclusionary discipline at Year 15 for Black students than for
White students (meaning that Black students receiving exclusionary discipline at Year 9
are more likely to also receive it at Year 15 compared to White students who received
exclusionary discipline at Year 9) and more negatively associated with academic
achievement for White students than for Black students (meaning that higher levels of
exclusionary discipline are more likely to result in lower academic achievement for
White students than for Black students). All other model parameters were not
significantly different for White students than Black students. It is important to note that
while the model shows that teacher-student race concordance did not impact Black
students differently than White students, this may be due to lack of variability in teacher-
student concordance among White students rather than true null findings. While 70.27%
of Black students had a non-Black teacher, only 5.41% of White students had a non-

White teacher. Table 3 shows these parameter estimates.
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Table 3

Selected Parameter Estimates from the Model when constrained as two separate group models: White and Black students

Direct Paths

Outcome: Predictor Standardized Standardized  Unstandardized Loading Differences
Loadings for  Loadings for Black  (parameters for White students
White Students Students minus parameters for Black students)
Year9:  Year 9: Student/Teacher Identify as -0.02 (p = 0.660) -0.05 (p =0.182) -0.04 (p = 0.985)
Academic Same Race

Achievement
Year 9: Parent Poverty Category

Year 9: Parent Education Level

0.15 (p = 0.020)

0.26 (p < 0.001)

0.19 (p < 0.001)

0.20 (p < 0.001)

-0.03 (p = 0.951)

0.52 (p = 480)

Year 9:  Year 9: Student/Teacher Identify as 0.05 (p =0.288) -0.01 (p =0.754) 0.06 (p = 0.293)
Exclusionary Same Race
Discipline
Year 9: Parent Poverty Category -0.01 (p =0.810) -0.16 (p <0.001) 0.05 (p = 0.002)
Year 9: Parent Education Level  -0.21 (p <0.001) -0.09 (p = 0.008) 0.27 (p = 0.991)
Year 15: Year 9: Academic Achievement  0.33 (p <0.001) 0.21 (p<0.001) -6.97 (p < 0.001)
Academic

Achievement Year 9: Exclusionary Discipline

-0.17 (p = 0.008)

-0.14 (p = 0.002)

-8.58 (p < 0.001)

Year 15:
Exclusionary
Discipline

Year 9: Academic Achievement

Year 9: Exclusionary Discipline

-0.19 (p < 0.001)

0.23 (p < 0.001)

-0.10 (p = 0.007)

0.27 (p < 0.001)

-9.03 (p < 0.001)

-8.77 (p < 0.001)
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Constrained Structural Model by Student Sex — Hypothesis 4

In order to test hypothesis 4, | ran an SEM constraining the model to compare
female students to male students. This model fit the data well according to four of the
five fit measures. Though »? was significant, this is likely a result of the large sample size
(Kline, 2016). Other fit indices were all within the range of acceptable values; TLI =
0.91; CFI = 0.95; RMSEA = 0.06 (90% CI = 0.05, 0.07); SRMR = 0.04.
Results show that academic achievement at Year 9 has a greater positive impact on
academic achievement at Year 15 for females than it does for males (meaning academic
achievement at Year 9 is more similarly related to academic achievement at Year 15 for
females than for males) and a smaller negative impact on Year 15 exclusionary discipline
for females than for males (meaning academic achievement at Year 9 is more strongly
associated with lower exclusionary discipline levels at Year 15 for males than for
females). Year 9 exclusionary discipline is more highly correlated with Year 15
exclusionary discipline for males than females (meaning that males who receive
exclusionary discipline at Year 9 are more likely to receive it at Year 15 than females in
similar circumstances). Year 9 exclusionary discipline is more negatively associated with
Year 15 academic achievement for females than for males (meaning that when females
receive exclusionary discipline in Year 9, their Year 15 academic scores are likely to
suffer more than males in a similar situation). All other model parameters were not

significantly different for females than males. Table 4 shows these parameter estimates.
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Table 4

Selected Parameter Estimates from the Model when constrained as two separate group models: female and male students

Direct Paths

Outcome: Predictor Standardized loadings Standardized Unstandardized loading differences
for female students loadings for male (parameters for female students
students minus parameters for male students)
Year 9: Year 9: Student/Teacher Identify  0.17 (p <0.001)  0.15 (p <0.001) 0.28 (p = 0.796)
Academic as Same Race
Achievement Year 9: Parent Poverty Category  0.25 (p <0.001)  0.26 (p <0.001) -0.21 (p = 0.663)
Year 9: Parent Education Level  0.32 (p<0.001) 0.19 (p <0.001) 1.12 (p = 0.120)

Year 9: Year 9: Student/Teacher Identify  -0.10 (p =0.009) -0.11 (p < 0.005) 0.03 (p = 0.546)
Exclusionary as Same Race
Discipline  Year 9: Parent Poverty Category  -0.18 (p <0.001) -0.19 (p <0.001) 0.02 (p = 0.330)
Year 9: Parent Education Level -0.12 (p =0.006) -0.14 (p =0.001) 0.03 (p = 0.363)
Year 15: Year 9: Academic Achievement  0.37 (p <0.001) 0.27 (p <0.001) -6.98 (p < 0.001)
Academic
Achievement Year 9: Exclusionary Discipline  -0.14 (p =0.006) -0.09 (p = 0.079) -8.25 (p < 0.001)
Year 15: Year 9: Academic Achievement -0.14 (p <0.001) 0.19 (p <0.001) -9.04 (p < 0.001)
Exclusionary
Discipline  Year 9: Exclusionary Discipline  0.26 (p <0.001)  0.27 (p <0.001) -8.13 (p < 0.001)
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CHAPTER IV
DISCUSSION

The purpose of this study was to gain insight into potential mechanisms through
which the STPP operates. Since ample research suggests exclusionary discipline is highly
correlated with increased chances of adult incarceration and is part of a complex
infrastructure leading to racial inequity, understanding risk and protective factors for
exclusionary discipline is key to understanding how to diminish these injustices.
The Short- and Long-Term Impacts of Teacher-Student Race Concordance

Results from the current study indicate that when 9-year-old students shared the
same race as their teachers, they were more likely to excel academically and less likely to
receive exclusionary discipline that year. While this was true for all students in the
sample, 94.59% of White students had White teachers. This lack of variability makes it
difficult to draw any conclusions regarding the impact of teacher/student race
concordance versus race discordance for White students. This race concordance not only
impacted their 9-year-old academic achievement and discipline, but also indirectly
impacted academic achievement and exclusionary discipline when they were 15 years old
mediated through their Year 9 academic achievement and exclusionary discipline.

The reasons for this need more examination. However, one potential explanation
is that teacher-student race concordance may diminish adverse teacher racial biases.
That is to say, when teachers share the same race as their students, they may be less
likely to exhibit harmful racial biases against their students. Prior research suggests that
individuals, especially those in privileged groups, are likely to have implicit biases

against out-group members (Project Implicit, n.d.). Further, when these biases occur in
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teachers, they can negatively impact student performance (Egalite et al., 2015; Gilliam
et al., 2016; Okonofua & Eberhardt, 2015; Peterson et al., 2016). Because 13.4% of the
U.S. population is Black (U.S. Census Bureau, 2020), but only 7% of U.S. teachers are
Black (Institute of Education Sciences, 2021), Black students are unlikely to have a
teacher of their same race. This was certainly true in the current sample where only
29.73% of Black students had a Black teacher while 94.59% of White students had a
White teacher. Furthermore, one national analysis showed that while 99.7% of White
students go to schools where the proportion of White teachers at the school matches the
proportion of White students attending the school, only 7% of Black students attend
schools where they see Black teachers at the same rate they see Black students (Meckler
& Rabinowitz, 2019). If indeed this discordance of teacher-student race is related to
harmful teacher racial biases, then the discordance may create additional structural
disadvantage for Black students. This, in turn, is more likely to result in lower levels of
academic achievement and more exclusionary discipline — further perpetuating both the
racial achievement and discipline gaps.
The Role of Socio-Economic Factors

Though included as controls, socioeconomic factors (i.e., household income level,
parental education level) played important roles in perpetuating the STPP. Prior research
suggests that SES greatly impacts childhood trajectories. This is in part due to lack of
access to learning materials, educational experiences, and informational resources
(American Psychological Association, 2017a). Unsurprisingly, children in this sample
from higher income families were more likely to perform well academically and less

likely to receive exclusionary discipline. Similarly, children who had parents with higher
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education levels were also more likely to perform better academically and less likely to
receive exclusionary discipline. The impact of these SES differences in the current study
adds to the already large body of literature highlighting the importance of family
education, income, and wealth. This includes access to higher paid jobs with livable
wages (Carnevale et al., 2019) and a greater ability to accrue wealth through such means
as financial investments, real estate, and inheritance (Markley et al., 2020; Ray & Perry,
2020; Sullivan et al., 2015). These factors help individuals also access other important
supports such as adequate healthcare, nutrition, and childcare which are necessary for
individuals to thrive (Sherman et al., 2013).

Prior research suggests that socio-economic factors can be contributors to the
STPP. However, they are typically found to be less meaningful contributors to the STPP
than a students’ racial identity (McCarter, 2017). Interestingly, in the current study,
socio-economic factors actually had a larger effect on the academic and exclusionary
discipline trajectories of youth than did the measure of teacher-student race concordance.
Perhaps this discrepancy from the current literature may be simply because the current
study does not measure student race alone, but rather teacher-student race concordance.
This may have had less impact than just the students’ race. Additionally, the current study
does not examine the intersection of race and sex together. More analysis of how race
alone as well as the intersection of race and sex might operate in this sample is needed to
fully analyze whether this discrepancy persists in the given sample.
Differences by Race

Though the model did operate differently by race as hypothesized, the differences

in how it operated were not in line with the hypothesized differences. Differences from
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the hypothesized model constraints included teacher-student race concordance, familial

income, and long-term impacts of elementary achievement. However, it should be noted
that the difference in teacher-student race concordance provided limited information for
White students given that the vast majority (94.59%) of White students had a teacher of
their same race.

Teacher-Student Race Concordance

Contrary to hypothesized, there were no statistically significant differences in
how race concordance impacted children when the model was run by constraining it to
two groups (i.e., Black students, White students). However, this finding was consistent
with Egalite et al.’s (2015) study showing Black and White students both do better when
in a classroom with a teacher of the same race. One potential explanation of this might be
that children, themselves, have biases. This had not been considered when designing this
study. Perhaps this finding suggests that all children — by age 9 years and regardless of
race — have internalized racial socialization and are moderately impacted by the race of
their teacher. If this is the case, students may be more likely to perform better in a class
with a teacher of their same race where they are not exhibiting racial biases toward their
teacher.

As suggested in prior research, children from all backgrounds can develop biases
against out-groups (Roberts et al., 2017; Dunham et al., 2011; Mandalaywala et al.,
2019). However, these biases are strongest when children have not had much exposure to
out-groups (Lei et al., 2020; Mandalaywala et al., 2019). In such cases, the students are
more likely to have an essentialist view of race rather than seeing it as a social construct

(Mandalaywala et al., 2019). An essentialist view of race is a belief that the way race
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operates in society is based on intrinsic biological differences. A social construct of race,
on the other hand, is a belief that the way race operates is dependent on the socialized
norms and customs of the given community. Even as young as three months old, children
who have not had exposure to other racial groups are more likely to prefer people from
their own racial groups (Anzures et al., 2013; Bar-Haim et al., 2006; Kelly et al., 2005).
However, when three-month-old children have had regular exposure to other racial
groups, they exhibit no biases (Anzures et al., 2013; Dunham et al., 2008), suggesting
that biases are learned rather than innate. The way these learned biases manifest over
time depends on the developmental stage of the child. For example, toddlers appear to
have limited racial biases and regularly play with children from various races (Anzures et
al., 2013). However, by age 5, evidence demonstrates that children start preferring
playmates of the same race (Anzures et al., 2013). Between ages 5 and 7, children are at
their peak of exhibiting explicit biases (Raabe & Beelmann, 2011). As children grow and
learn about racism, their explicit racial biases often subside and by 8-10 years old, they
are less likely to have these explicit racial biases though they still exhibit implicit racial
biases (Raabe & Beelmann, 2011). In a sample of mainly White children, Apfelbaum et
al. (2008) found that 8-9-year-olds are comfortable mentioning race, but by 10-11 years
old, they are no longer comfortable mentioning it indicating that they are worried about
the implications of their conversations (Apfelbaum et al., 2008). Notably, most of this
cited research was conducted on primarily White samples of children in the U.S., and
primarily focusing on how White children develop racial biases. While evidence suggests

adults of dominant racial group are more likely to exhibit out-group implicit biases than
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members of non-dominant racial groups (Project Implicit, n.d.), little research has
examined the development of biases in non-White children.

The current study examines children starting when they are 9 years old. If the
children in the current study have experienced these same childhood racial socialization
processes described above (e.g., Roberts et al., 2017; Dunham et al., 2011; Mandalaywala
et al., 2019), by age 9 years they may have been transitioning from the stage where they
are comfortable talking about race to the stage where they are recognizing their
discomfort in discussing it, as described by Apfelbaum et al. (2008). In a country where
76.3% of the population is White (U.S. Census Bureau, 2020), children who are White on
a whole may have had fewer personal direct connections with non-White individuals.
These children may thus be more likely to harbor strong racial biases against non-White
individuals as suggested by existing research (Lei et al., 2020; Mandalaywala et al.,
2019). If the White students in the current study did harbor these biases that prior
research suggests is likely (Lei et al., 2020; Mandalaywala et al., 2019), perhaps, then, if
placed with a non-White teacher at age 9 years old, they may have been less likely to
perform well academically or behaviorally because of their potential developmental
biases (Lei et al., 2020; Mandalaywala et al., 2019) against their non-White teachers.

Because Black children in the sample have likely had more regular contact and
exposure to White people and White culture through news media, books, movies, and
popular culture, prior research would suggest these children were less likely to harbor
negative biases against White teachers (e.g., Lei et al., 2020; Mandalaywala et al., 2019).
For these Black students, then, performing better in classrooms with Black teachers might

suggest that this had less to do with the children’s biases, and more to do with research
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suggesting that White teachers have implicit biases toward non-White children (Gilliam
et al., 2016; Okonofua & Eberhardt, 2015). Additionally, research suggests that
representation matters for Black children as Black children have more positive academic
trajectories when there are people from their own race in positions of power within their
school (Grissom et al., 2017; Rodriguez, 2021). It is important to note that only 21 White
children in the sample had a teacher that was not White. The results and subsequent
conclusions about how White children perform with non-White teachers should be
replicated to test whether these findings are true for samples with more racially
discordant teacher/student pairs. More research is needed to explore this more
thoroughly.
Familial Income

In the current study, familial income level was more of a protective factor against
exclusionary discipline for Black students than it was for White students. Prior research
suggests that there is a link between exclusionary discipline and racism/racial biases
within the school system (Kunesh & Noltemeyer, 2019; Okonofua & Eberhardt, 2015;
Okonofua et al., 2016; Owens & McLanahan, 2019). If this is true for the current sample
as well, perhaps the measured familial income helps mitigate some of the harmful
impacts of racism that Black students face regularly. This could provide insight into the
possible importance of reparations (Matsuda, 1995) or other financial factors such as
access to more lucrative jobs (Carnevale et al., 2019) and opportunities for wealth accrual
(Markley et al., 2020) for Black individuals in order to help mitigate the structural
disadvantages faced by Black students.

Long-Term Impacts of Elementary Exclusionary Discipline
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When children receive exclusionary discipline when they are 9 years old, the
long-term impact of this varied by the race of the student and was contrary to the
hypothesized model. Black students who received exclusionary discipline at age 9 were
actually less likely to receive it at age 15 than White students who received exclusionary
discipline at age 9. Exclusionary discipline at age 9 also seemed to impact Black
students’ academic achievement less harshly long-term than their White counterparts.
That is to say, when a Black student received exclusionary discipline at age 9, their long-
term academic trajectories were not as negatively impacted as were White students’ long-
term academic trajectories when they received exclusionary discipline at age 9. One
potential explanation for this is research regarding ethnic socialization among Black
families. Evidence suggests Black children are more likely to be taught by their parents
about the biases they may encounter over their development and how to respond to these
biases (Hughes et al., 2008; Simon, 2020). This parenting strategy can lead to fewer
negative outcomes for children as they are taught to have a positive racial identity (Burt
etal., 2017). In this study, if Black students who received exclusionary discipline at age 9
were taught to understand possible structural inequities associated with exclusionary
discipline, they may have been better prepared to encounter these biases at age 15 and
been more likely to avoid exclusionary discipline. However, the research on this
phenomena is mixed (Dunbar et al., 2017). More research is warranted to examine
possible mechanisms related to this finding.

Long-Term Impacts of Elementary Academic Achievement
When children performed well academically at 9 years old, the impact of this

long-term varied by the race of the child. White children who performed well
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academically at age 9 were more likely to perform well academically at age 15 than
Black children who performed well academically at age 9. Additionally, children who
performed well academically at age 9 were less likely to receive exclusionary discipline
at age 15. This was more likely for White students than for Black students. This
observation could possibly be explained by the structural racism that these Black students
face over the course of their school years.

Students who have experienced structural racism against them throughout their
lives may have difficulty maintaining the same academic achievement in high school as
they experienced in elementary school due to the burden of this immense hardship. As
prior research suggests, BIPOC children are more likely to get in trouble than their White
counterparts for similar infractions (Delale-O’Connor et al., 2017). Research also
suggests they are more likely to have been in classrooms where teachers have implicit
biases against them (Glock et al., 2019; Glock & Klapproth, 2017; Meissel et al., 2017).
Further, they have been less likely to receive constructive feedback necessary for learning
progress from their teachers (Harber et al., 2012). Aside from these barriers at school, the
children may face challenges at home. Evidence suggests that BIPOC families are likely
to face structural racial inequality in healthcare (FitzGerald & Hurst, 2017), in the
workplace (Quillian et al., 2017), in housing (Friedman, 2015), and in the criminal justice
system (Laurencin & Walker, 2020; Jordan & Freiburger, 2015). These unfair
disadvantages faced by their families in their communities may make it even more
challenging for the children to attend to their academics. Taken together, these children
are bearing very difficult burdens over the course of their education which may make it

difficult to maintain a high academic standing.
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Differences by Sex

Results from the current study show subtle sex differences for girls and boys.
Socioeconomic factors and teacher-student race concordance impacted student
trajectories similarly for girls and boys. However, academic achievement and discipline
at age 9 years had differing impacts on academic achievement and discipline at age 15
years for each sex. For females, early academic achievement was more impactful long-
term than it was for boys. When girls had high academic achievement at age 9 years, they
were more likely to have high academic achievement and low levels of exclusionary
discipline at age 15 years than males who had high levels of early academic achievement.
The impact of early exclusionary discipline was more nuanced — impacting boys and girls
in different ways. When boys received exclusionary discipline at age 9, they were more
likely to experience it again at age 15 (though early exclusionary discipline did not
statistically significantly predict their academic achievement at Year 15). When girls
received exclusionary discipline at age 9, they were more likely to perform worse
academically at age 15, and, though not as severe as boys, they were also more likely to
receive exclusionary discipline at age 15 than had they not received exclusionary
discipline. Prior research suggests that boys are more likely to receive exclusionary
discipline (Skiba et al., 2002; Welsh & Little, 2018) but the current finding suggests that
the consequences of this early exclusionary discipline for boys creates a harsher reality as
they navigate their relationship with the STPP. For girls, this finding suggests that though
they may not be as likely to enter the STPP when they receive exclusionary discipline at
age 9 years, exclusionary discipline still negatively impacts their academic trajectories

which can have other lasting implications. Regardless of the subtle gender differences,
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these results clearly show that exclusionary discipline at age 9 years negatively impacts
all students and therefore this discipline practice warrants critical examination at the
school level.
Limitations

Though results from the study provide important insight into how the STPP
operates, several limitations should be noted. First, the academic achievement variables
may have measurement errors. The elementary academic achievement scores were based
on scores from tests administered by the researcher (not based on any school-based
measure). Further, Year 15 academic achievement measures were based on high school
grades. Because academic achievement was measured in two different ways at two
different settings, there may be inherent measurement inconsistencies. It is also important
to note that grades at Year 15 may have been fraught with teacher biases in a way that the
researcher administered tests possibly were not. Perhaps, then, the trajectory from age 9
years to age 15 years does not accurately measure change in a student’s academic
achievement. Additionally, the reliance on self-report of student grades at age 15 may
have varying levels of accuracy. Grading practices may vary by teacher, school, and
district. Additionally, some student self-reports may be inaccurate (especially among the
students least engaged in school). Future research examining a similar model but with
more consistent and possibly robust academic achievement measures might reduce these
grading variations and improve the overall model.

The next limitation is in regard to the measurement of teacher-student race
concordance. First of all, this study only examined the impact of student-teacher race

concordance at one time point during the child’s K — 12 education. The model did not
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examine student-teach race concordance across other years. Additionally, only 5.41% of
White children had a non-White teacher as compared to 70.27% of Black students who
had a non-Black teacher. Due to such limited variability among White participants, it is
unclear whether results for this population are accurate. While the results show that
teacher-student race concordance at one time point seem to have a lasting impact on child
trajectories, future research should examine the impact of having multiple teachers of the
same race across K-12 education and the impact this has on child academic and discipline
trajectories. Further, future research should examine, in more diverse samples, what
happens when White children have non-White teachers.

Third, though using a weighted least square mean and variance (WLSMV)
estimator for missing data would have been preferrable to accommodate the categorical
nature of some of the variables in the study’s models, a unique solution could not be
found using WLSMV. Thus, the models were estimated with ML. Though not ideal, the
fit indices were within the acceptable range indicating the estimated variance/covariance
matrix adequately represented the observed matrix. Future research should replicate
findings with a different data set.

Fourth, prior research suggests an interaction effect between race and sex and
their impact on exclusionary discipline and academics (Skiba et al., 2002; Welsh & Little,
2018). However, the current study did not have a large enough sample of White students
of each sex with non-White teachers to run the model by race and sex. Future research
should examine the interaction of these race and sex variables on exclusionary discipline

and academic achievement.

55



Finally, though ample research shows that exclusionary discipline is correlated
with higher levels of adult incarceration, this data does not provide adult outcome
variables. Future research should utilize forthcoming waves of the FFCWS to examine
whether exclusionary discipline does, in fact, lead to higher levels of adult incarceration.
Implications

Despite the limitations of the current study, the study provides insight into the role
that teacher-student race concordance plays in exclusionary discipline practices and
academic achievement in elementary education and the long-term impact these have on
discipline and academic achievement in high school. The current study shows that
teacher-student race concordance and socioeconomic status both impact student academic
achievement and exclusionary discipline. Furthermore, this study suggests that
elementary academic achievement and exclusionary discipline impact high school
academic achievement and exclusionary discipline. Also, the study highlights that there
are differences in how these factors operate over time depending on both the race and the
sex of the child. These findings lead to several implications for practice and research.
Teacher-Student Race Concordance

The current study examined teacher-student race concordance at just one time
point —when the children are 9 years old. It did not examine other years, nor other racial
socialization factors (e.g., demographics of the school or neighborhood) in the children’s
lives. Yet, the impact of teacher-student race concordance at this one point in time
resulted in statistically significant differences in academic achievement and exclusionary
discipline across time. Future research should examine this more extensively to

understand how multiple years of teacher-student race concordance impacts children.
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When either Black or White children share the same race as their teacher, the
current study shows they are likely to perform better academically and have lower
incidences of exclusionary discipline. More research is needed to understand why this is
and whether this holds true in samples with greater heterogeneity in student/teacher racial
combinations for White students (i.e., more White students with non-White teachers).
However, the results highlight that Black children benefit from having a Black teacher,
possibly due to having a positive role-model from their race (Grissom et al., 2017). This
suggests that teacher training programs should recruit more Black teachers across all
grade levels, given the low prevalence of Black teachers in primary and secondary
education settings (Institute of Education Sciences, 2021). However, results may also
point to White teacher biases against Black students. This suggests the importance of
working to combat teacher’s explicit and, perhaps more importantly, implicit racial
biases. The results indicating that White children similarly benefit from having a same-
race teacher should be treated with caution due to the very limited number of White
students without a White teacher in the current sample. Such result may instead indicate a
need for addressing children’s biases against non-White teachers. Unfortunately, little
research exists showing best practices for combatting children’s racial biases (Scott et al.,
2020). However, evidence suggests that children develop fewer biases when they have
less essentialist views of race and understand it as more of a social construct (Pauker et
al., 2010). They also exhibit fewer biases when they are exposed more readily to
members of other racial/ethnic groups (Anzures et al., 2013; Dunham et al., 2008). There
may be a need to develop programs which teach children from a young age about the

social construction of race while simultaneously providing opportunities for more
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exposure to people of all races and cultural background. Such exposure might come in
different forms. It could be direct exposure by recruiting more diverse early education
teachers or working to create less segregated classrooms and neighborhoods. It could also
happen by creating more positive and accurate exposure and representation of non-White
individuals in media, literature, books, movies, and toys (Williams, 2017). Future
research should study the impact of these different measures on slowing or stopping the
development of White students’ biases.

Teacher biases were not directly examined in the current study. However, teacher-
student race concordance was conceptualized as a potential proxy for teacher biases —
based on prior research that shows that individuals are likely to have implicit biases
against out-groups (Project Implicit, n.d.), and that children perform better in classrooms
when the teacher implicitly favors their ethnicity (Peterson et al., 2016). Notably, even
this crude measure of potential teacher biases resulted in measurable differences of
academic achievement and exclusionary discipline across time. Future research should
examine how these potential biases operate and work toward creating systems that can
dismantle harmful biases. Prior evidence suggests trainings to help dismantle implicit
biases are likely to have far reaching positive effects on child trajectories (Worrell, 2021),
but the types of trainings and the effectiveness of them are largely debated in public
discourse.

Prior evidence suggests that approximately 20% of teachers make 80% of office
discipline referrals (Blake et al., 2010). While only a minority of teachers make the
referrals, having training for all teachers on strategies to more effectively deal with

classroom behavior will likely improve everyone’s teaching. Including information in the
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trainings about implicit biases may help create a more equitable classroom and
educational system for all. While trainings are a first step, they are not likely to be
sufficient in combatting structural racism within the educational system. Education
scholar Paul Gorski (2019) points out some helpful solutions as well as harmful detours
for addressing equity issues.

In creating a helpful training for school personnel, Gorski (2019) recommended
schools implement five principles of “equity literacy” (p. 60) that should be adhered to.
These include:

1. “Direct Confrontation Principle” (p. 60). Schools need to ask directly how
racism is operating within their policies and practices to avoid detouring
around the problem.

2. “Redistributive Principle” (p. 60). Schools should critically examine how each
policy is implemented and whether students of color are receiving fewer
resources in any specific areas.

3. “Prioritization Principle” (p.60). School personnel should constantly prioritize
the needs of families of color. Whenever new policies are being implemented,
school personnel need to critically self-reflect on how the policy may further
disenfranchise these families.

4. “Equity Ideology Principle” (p. 60). School trainings need to help faculty
understand how racism operates in society so that each member of the faculty
can begin to understand the role that they need to play in striking racism out

of the school.
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5. “#FixInjusticeNotKids Principle” (p. 61). All policies should be implemented
with the intent to fix the structural inequities, not change the children who are
suffering.

Goski (2019) also warned against many school-based policies that are
implemented. He notes these school-based policies are simply taking “detours” around
racial equity without actually confronting equity head on. For example, Gorski described
and outlined four of these types of detours which schools often implement, with the
intention to help equity issues, but instead steer around confronting the equity issues as
follows:

1. “Pacing-for-Privilege Detour” (p. 57). In this detour, policies seek to not disrupt
the comfort of the dominant group, thereby lengthening the time it takes to
implement true equitable policies and disenfranchising non-dominant groups for
unnecessarily long periods of time. The problem is, “racial equity cannot be
achieved with an obsessive commitment to ‘meeting people where they are’ when
‘where they are’ is fraught with racial bias and privilege” (p. 58).

2. “Poverty of Culture Detour” (p. 58). This detour occurs when schools seek to only
be more culturally aware, but do not recognize that many inequities are not
culturally related but are rather embedded in racism. The problem here is that
“We cannot fix a problem we refuse to name. If our equity initiatives feature the
word culture more than the word racism, we’re probably off track” (p. 58).

3. “Deficit Ideology Detour” (p. 58). Sometimes policies are enacted with the goal to

repair the deficits of non-dominant groups, detouring around the reality that those
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deficits are not actually individual deficits, but rather a product of systemic

racism.

4. “Celebrating Diversity Detour” (p. 59). In this detour, rather than addressing
racism, schools skirt around this hard topic by trying to encourage the celebration
of diversity. However, this often leaves students of color feeling like they are
being forced to celebrate a system which systematically disenfranchises them.
The celebration detours around the hard work that must be done to confront
racism.

Complementing this list of principles is the notion of implementing “culturally
sustaining pedagogy” (p. 93) — a term coined by education scholar Django Paris (2012).
Utilizing this culturally sustaining pedagogical framework, schools “perpetuate and foster
— to sustain — linguistic, literate and cultural pluralism as part of the democratic projects
of schooling” (p. 93). This type of education seeks to encompass pluralistic cultures,
rather than requiring students to conform to the dominant culture. This framework is
congruent with CRT scholars’ frameworks which suggest that creating a monolithic
conforming culture is not equality or neutrality, but rather a type of genocide that erases
nondominant cultures from our society (Crenshaw et al., 1995; Graf, 2015; Peller, 1995).

Regardless of the exact type of intervention or policies implemented, what is most
important is to confront racism directly and work to specifically dismantle the biases that
perpetuate it (Gorski, 2019). This is congruent with the notion of CRT scholars — that
simply changing laws or implementing policies are not actual fixes to the problems
(Greene, 1995). No matter the programming, schools need to examine the implicit racism

plaguing their institution (Lawrence, 1995).
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Socioeconomic Status

The study also points to the impact that socioeconomic status can have on
children’s academic achievement and exclusionary discipline. When children are from
higher socioeconomic backgrounds, they are likely to perform better academically and
have a lower incidence of exclusionary discipline. The relationship between SES and
child well-being is well documented in the literature — with ample evidence showing that
children of higher SES backgrounds do better in terms of academics (Selvitopu & Kaya,
2021), behavior (Taylor et al., 2019), and physical/mental health (Herrmann et al., 2018;
Roubinov et al., 2018). Particularly troubling is the data that shows that Black and Latinx
minor children are over twice as likely as White and Asian children to experience poverty
(American Psychological Association, 2017b). Systemic barriers such as Black/White
wage inequalities (Wilson & Rodgers, 2016), unemployment rate disparities (Marte,
2020), and familial wealth gaps (Mineo, 2021) contribute to these conditions. There are
multiple ways to address these disparities. For example, Federal programs (e.g., Earned
Income Tax Credit, Child Tax Credit, Medicaid, Children’s Health Insurance Program,
Supplemental Nutrition Assistance Program) have helped bring millions of children out
of poverty (Sherman et al., 2013). However, the U.S. still has a higher poverty rate than
many other nations (OECD, 2021) with BIPOC populations experiencing highest levels
of poverty (American Psychological Association, 2017b). Activists often suggest more
should be done to address these inequities including such measures as expanding
government safety-net aid, providing guaranteed funded sick and family leave from
employment, increasing public early childhood education, childcare opportunities,

increasing job opportunities, and promoting higher wages (Pathak & Ross, 2021). Such

62



actions could, in turn, create a more equitable educational experience for children from
all socioeconomic backgrounds.

These issues are especially critical within BIPOC populations who live in a
structurally racist system where their families are less likely to have decent job
opportunities (Carnevale et al., 2019) and are less likely to accrue wealth (Markley et al.,
2020). In addition to needed supports to better address these concerns, results of the
current study may provide limited evidence for potential financial reparations for Black
families. According to the legal CRT scholar Mari Matsuda (1995), when evidence
suggests that historical atrocities impact current group membership, then assessing ways
for financial reparations is necessary. Matsuda suggests that to distribute financial
reparations from the government, in-group members (in this case, Black individuals)
should be allowed to distribute funds to those most entitled to relief.

Long-Term Impacts of Elementary Exclusionary Discipline and Academic
Achievement

Results of the current study suggest a need to reduce the use of exclusionary
discipline in early grades for all children, given that exclusionary discipline at age 9 years
old is predictive of lower academic achievement (especially for girls) at age 15 years old
and higher rates of exclusionary discipline (especially for boys) at age 15 years old.
Furthermore, results of the current study show that academic achievement at age 9 years
old is positively associated with academic achievement at age 15 years old. Though this
association holds true for all children, the protective impact of high academic
achievement at age 9 years on future exclusionary discipline and academic achievement

is less for Black students than it is for White students. As discussed previously, this may
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possibly be due to the burden of racism that Black children bear throughout their
childhoods. If this is the case, school-based interventions that help curb institutional
racism within the educational system could be helpful.

Two evidence-based programs, Positive Behavioral Interventions and Supports
(PBIS) and Restorative Justice in Education (RJE), have been found especially effective
at reducing (or eliminating) incidences of exclusionary discipline and eliminating some
of the racial inequalities within schools in order to help children excel academically.
Utilizing these interventions within school systems could help mitigate some of the
harmful impacts of the institutional racism within schools.

Positive Behavioral Interventions and Supports (PBIS). PBIS is an evidence
based behavioral program for schools. PBIS is a system-wide educational program
designed to improve student behavior, mental health and academic trajectories, reduce
the use of exclusionary discipline, and improve teacher perceptions of their school
climate and safety. The program uses three tiers of support to help students at varying
degrees of risk. The first tier, designed for every student, includes creating a school-wide
climate of positive behavior expectations, specific norms for behavior reinforcement,
strong leadership, and utilizing school-side data to make decisions. The second tier is
designed for students who have not been successful with only the Tier 1 protocols. In
Tier 2, students are given additional adult supervision, extra opportunities to receive
positive behavioral reinforcement, more pre-teaching regarding their behavior, and more
academic supports. The third tier goes one step further than Tier 2 for the 1-5% of
students who need additional support than can be provided in either Tier 1 or Tier 2.

Many of these students have been diagnosed with mental health issues including autism
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or emotional and behavioral disorders. Students in Tier 3 have a multi-disciplinary team
that supports them with wraparound services with an eye toward the culture and context
of the student (Centre for Justice & Reconciliation, 2021).

Critics of PBIS state that the program is too “colorblind” — meaning the standard
protocols of the program do not delve deeply enough into various cultural needs.
However, these critics also acknowledge that PBIS can be implemented in a way that
addresses these cultural needs (Addington, 2021). Indeed, the Center on PBIS does
expect that the implementation of PBIS be done in a culturally responsive way. For
example, in a report issued by the Center on PBIS outlining instructional strategies,
Chaparro et al. (2015) stated specific strategies for creating classroom instruction in a
way that can increase equity at the school level. Within these specific strategies were
suggested self-reflection questions for educators to regularly ask themselves regarding
equity in their classrooms (e.g., “Do I have a basic understanding of my students’
cultures and how that might affect their background knowledge, participation, or
understanding of new knowledge?”, “Did I provide an equitable number of opportunities
to respond for all student groups?”).

By specifically following the guidelines from the Center on PBIS on culturally
responsive instruction, the hope is that systemic racism within the schools can be
questioned, discussed, and diminished. However, Paris (2012) argues that utilizing the
term “culturally responsive” is detrimental to progress. This term, he argues, implies a
deficit model. Rather than schools taking immediate action, the term shows that the
schools are merely reacting to biases they may happen to notice. For Paris, utilizing the

term “culturally sustaining pedagogy” is critical in order to proactively address the
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inequity within the educational system. Though some may argue the distinction is simply
a matter of semantics and nothing more, it is important to note the impact language may
have on reducing implicit biases and correcting errors that may contribute to recurring
harm.

Restorative Justice in Education (RJE). Another evidence-based program that
has been found to decrease exclusionary discipline in the school setting is RJE. When
behavior occurs that is deemed unacceptable, RJE programs seek to use the experience as
a learning opportunity for all parties involved (Anderson et al., 2014) with the goal of
healing or fixing the harm that was caused by the misbehavior (Centre for Justice &
Reconciliation, 2021). Using this philosophy, the students involved in the misbehavior
(including those committing the misdeed and victims of it) sit together with school
personnel to discuss the incident. They are encouraged to openly share their feelings and
describe how the situation impacted them. In the end, all parties must come to terms with
each other’s feelings. Arrangements to fix the harm are implemented (Anderson et al.,
2014). RJE is designed to focus on equity because of the way it encourages all people to
have a say in the situation and the outcome — instead of a top-down approach where only
school personnel make decisions for the offending students (Gregory & Evans, 2020).

Though RJE shows clear evidence for reducing exclusionary discipline and is
supposed to help with equity issues, critics worry it still disproportionately impacts
students of color — especially Black girls. Just as with exclusionary discipline, students of
color, and Black girls especially, are more frequently required to engage in Restorative
Justice programs and have often been sent there for merely “subjective rule violations”

(p. 10) due in part to the implicit biases held by teachers. This can be detrimental to those
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students as they are unfairly required to admit wrongdoing, even in cases where their
behavior may have been interpreted through lenses of implicit biases (Addington, 2021).

Indeed, proponents of RJE also understand these systemically racist problems that
can accompany RJE if RJE is not implemented in a way that specifically focuses on these
equity issues. In a recent report from the National Education Policy Center, Gregory and
Evans (2020) emphasized the need for implementing RJE with a focus on equity issues.
They advised that “RJE practices need to explicitly identify opportunity gaps and
challenge disciplinary disproportionality as it relates to a range of student characteristics
including race, ethnicity, religion, ability, socioeconomic status, language, culture,
sexuality, and gender expression” (p. 4). Furthermore, they state that the “Sole focus on a
reduction in suspensions and expulsions will not address the systemic and structural
inequalities that impact students’ social, emotional, and academic well-being” (p. 4).
Given that school personnel have varying levels of implicit biases, it is important to
understand these biases and implement specific systems to combat the effects of these
biases. Both PBIS and RJE show promising results for helping reduce the use of
exclusionary discipline while working toward combatting racial disparities in education.

While systemic racism in the school system is merely one area where BIPOC
populations confront racism, rooting out the racism in education, is a step in the right
direction. Given that BIPOC individuals face racism across multiple systems and social
institutions, future research should critically examine other social institutions and the
roles they play in perpetuating racial inequity and examine ways to dismantle this racism
in order to make a more equitable society for all children in our nation.

Conclusion
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Ample research suggests that children who receive exclusionary discipline are
more likely to experience adult incarceration. Black students are three times more likely
than White students to be pushed into the STPP (Glock & Klapproth, 2017; U.S. DOE
Office for Civil Rights, 2014; Skiba et al., 2014a). Understanding the mechanisms
through which the STPP is perpetuated within populations of color is key to mitigating
this trauma. Results of this study show that children who share the same race as their
teacher at age 9 are more likely to have positive academic and disciplinary trajectories —
suggesting possible racial biases impacting the rates of exclusionary discipline. This is
especially important to examine as children who receive exclusionary discipline at age 9
years old are at risk of future exclusionary discipline and low academic trajectories —
leading to heightened risk of future criminality and incarceration.

The findings suggest a need for more diverse school faculty to help both Black
and White students. For Black students, this will provide them with the opportunity to
thrive in an environment with fewer racial biases and where they have positive racial role
models at their school. White students may develop fewer racial biases as they have more
exposure to non-White people. Findings also point to the possibility of implicit biases
coming into play. Providing various teacher trainings which focus on both alternative
disciplinary practices that teach teachers to be empathic rather than punitive (Okonofua et
al., 2016) would be helpful. Additionally, trainings which highlight implicit racial biases
and the impact these biases may have on children (Worrell, 2021) could reduce
disparities across the educational system. Both of these measures may provide important

first steps towards dismantling the STPP, reducing systemic racism within the U.S.
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school system, and creating a more equitable society with better outcomes for all

children.
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