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Abstract 

One purpose of the present study was to determine if an individual would receive 

Clinicall y Si gnifi cant ratings on the Behavior Assessment System for Children - Teacher 

Rating Form (BASC-TRS) based on a desc1iption of external behaviors. This study also 

hypothesized individuals would be rated more severe when a race characteristic was 

provided. The researcher collected data from four psychology classes at a local 

uni versity. Seventy-two (36 in the race characte1i sti c group and 36 in the non-race 

charac teri sti c group) male and female pre-service educational student volunteers were 

recruited for participati on in the research projec t. Participants received an in fo rmed 

consent , a demographic fo rm , either a non- race desc1iptive paragraph or a race 

descripti ve paragraph , and a BASC-TRS. A one-sample t-test was calcul ated to determine 

if a Clini call y Signifi cant behav ior ra ting score was rece ived for the within group sample, 

and a paired t-test was calcul ated to de termine if a significant diffe rence ex isted between 

the behav ior ratings of persons readin g a non-race specific and a race spec ific descri pti ve. 

The results of thi s research projec t show that regardless of race , an indiv idual would 

receive simil ar behav ior ratin gs and behavior ratings consistent in severi ty across groups. 



Influence of Racial Characteristics on Perceptions of Behavior 

The most frequent reason teachers refer students for psychoeducational 

assessment is often due to a display of inappropriate behavior in the classroom. Factors 

in the literature have been found to be related to such refe1Tals include race oender 
'0 ' 

height, and weight. To facilitate the understandino of terms used in this study the terms 
0 ' 

include the following: Race or ethnicity refers to "a common sense of bondino amono 
0 0 
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members of a group that contributes to a sense of belonging" (S ue & Sue, 1999, p. 107). 

Race also refers to a di vis ion of the human population di stinguished by ph ysical 

characteristi cs transmitted hy genes. Interna li zin £ fac tors comp1i se "problems within the 

se lf," fo r example when a child does not speak in class or does not participate in class 

ac ti viti es (Khampaus & Fri ck , 2002 , p. 13) . Externali zin£ factors are defined as "conflict 

with the environment" (Kh ampaus & Frick, 2002 , p. 13). An example of ex ternali zing 

factors include speaking out of tum , not rem aining seated. and being intentionally 

disrupti ve. Psvchoeducationa l assessment in vo h-c . formal and in formal tests, 

observati ons, and in tervie\\'S to di stingui sh \\'hethe r a chi ld should be admitted to 

advanced or remedial education classes (S::ittl er. 200 I ) Fin ::illy. Special Educat ion refers 

to remedial classes designed to work at a slo\, er pace to pro\·ide students \\'ith the one on 

one interacti on needed to complete class objec ti,-cs 

Teachers often considered academic-related problems as the prim::iry reason for a 

refe mil , al th ough, as stated abo\'e, mi sbehavior see ms to be the mos t influential factor in 

ac tual referrals. In a study by Hutton ( 1985 ), mi sbeh::i\'ior as a result of poor peer 

relationsh ips compri sed the number one refeITal reason across gender. It appears that 

· d ,· I ·temali zin o problems than internalizin° teachers are more likel y to refer a stu ent \\ It 1 e\ ' = 0 
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ones becau e externa li zing problems prove more difficult to control in classroom setti ngs 

and are more visible. According to Lloyd, Kauffman , Landrum, & Roe (1991) , refe1i-als 

for externali zing problems were more likely to come from administrators than from 

parents or teachers. The reason for the large number of administrative refeii-als is most 

li kely due to the role of an administrator as the ultimate school disciplinarian. The fact 

th at ex ternalizing behaviors are more often the basis of a referral compared to 

internali zing behaviors demonstrates that administrators and teachers are more aware of 

externalizing overt behavior problems. Good and Brophy's study (as cited in Abidin & 

Robinson, 2002) stated that teachers do not treat students in their classes the same, and 

that teachers base their actions on their perceptions of indi vidual students. They also 

fo und that although teachers tend to provide positi ve rei nforcement to students from 

middle-class backgrounds, they tend to overlook and misunderstand children from lower 

class families. Accordingly, it seems very impo1tant to di stinguish between the teacher's 

perception of behavior di sruptions and the observable quality of a student 's behavior. 

This literature review will cover research in five areas: (1) empiri cal studies of 

factors in special education refemil s, (2) empirical studies of vari ables influenci ng 

teachers' decisions to refer children, (3) empirical studies of ethnic representation in 

special education, (4) empirical studies of emotional support services for tra ining 

teachers, and (5) empi1ical studies of characteristics of children referred to a school 

psychologist. 

E111pirical Studies of Factors in Special Education Referrals 

. . f . f t' about students who are possibly Refe1rnls provide a nch source o 111 onna ion 

. . . . 1 (l 991 ) examined 382 fonns used by two 
d1 srupt1 ve 111 classroom sett111 gs . Lloyd et a · 



school systems to determine factors that influence special education referrals . The 

researchers were able to identify five main factors in special education referrals. Those 

five fac tors were general academic problems, reading problems, attention problems, 

writing problems, and arithmetic problems. 

In a study by McIntyre (1990), referrals were found to be discrepant based on 

gender. Sixty-nine percent of the referrals were for boys compared to 31 % for girls . 

Additionally, girls were referred more often for internalizing behavior and boys were 

referred more often for externalizing behavior. Another reason teachers may refer 

students was based on the students' gender. Male students were clearly referred more 

often than female students (Harvey, 1991 ). In referrals , boys outnumber girls by a ratio 

of more than 2: 1. Moreover, boys were most often referred for beh av ior problems. 

McIntyre (1990) found teacher standards and gender to be fac tors in special 

education referrals. In conside1ing maki ng a refe1nl, a teacher may compare a student 's 

aooressive behavior with the teacher's standards of approp1iate, normal behavior. When 00 

the behavior reaches a certain level of di screpancy, a decision to refer occurs (McIntyre, 

1990). According to Frazier & DeBlass ie (as cited in Reill y, T. , 199 1), ce rtain beh av iors 

that mi oht be considered normal in a minority subculture may be viewed as aberrant 
0 

when contrasted with the Caucasian middle class . Therefore, the student 's culture 

· · f Id · · ·nee the description of normality can becomes an important aspect 111 re e1Ta ec1s1ons s1 

be bound in culture. The teacher may be un aware of the values of the students' culture , 

5 

· · · · i ate in the classroom, although it may and therefore , may view their behavior as inappiopi 

. . . , f . ess of cultural differences provides be appropri ate 111 their culture. The lack o awaien 



h t h m frequ ntly rcferr d 

nt elhni b k und from th ir own. 

nu -Bark ·, Min · ha Taylor and Sandberg (a cited in Chang, D. & Stanley, 

., f und th t te hers do tend to apply different standards for interpreting 

beha r in ra iall y di rse groups of children. Patton (1998) also found that many 

re archers and "knowledge producers" in special education generally explain and 

interpret the behavior of African Americans based upon their "outsider" beliefs and 

as umption about the origins and meanings of behavior and the values placed on that 

beha ior and the behaving person. Underneath the processes of observing, identifying, 

and interpre ting worth and behavior that one ~ght say are deviant or different is the 

' kno\J ledge producer' ' and his or her culturally bound frame of reference. 

Research by Tobias, Cole, Zibrin, & Bodlakova (1982) provide further evidence 

that teachers referred students from ethnic backgrounds different from their own for 

specialized educational services. In addition, minority youngsters may be referred more 

frequently for specialized services because their behavior is at variance with school 

standards. This is due in part because the school environment typically involves a 

teacher-centered leadership model, which reinforces quiet, independent seat-work; 

whereas the minority students' home and community environment is fast paced and 

involves more hands on stimulation. According to Grossman (1991), educators tend to 

u e different classroom management techniques with African American and Caucasian 

tudent . Al though thi s study did not indicate the ethnicity of the teachers included as 

· · ·th h' h percentages of African American pan1c1pant , in general, teachers of classes w1 18 

tudent are more likely to be authoritarian and less likely to use an open classroom 
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approac h Based on Clark 's study (as cited in Chang D. & St I S 2003) f b , an ey, ., o ur an 

classrooms, researchers have generall y fo und that teachers tend to rate African American 

students less favorab ly on such measures as personality and behavior, motivation to learn, 

and classroom performance, hold lower academic expectations for African American 

students , and treat African American students less favorably than Caucasian students in 

the classroom. Teachers spend more time on the lookout for possible misbehavior by 

African Ame1ican students, especially males . And when students misbehave, educators 

are especially prone to criticize the behavior of African American males and to use more 

punishments with them. 

Empirical Studies of the Variables Influencing Teachers' Decisions to Refer Children 

Recent research has indicated variables that influence teachers' decisions to refer 

children for psychological assessment services. Several studies have cited reasons given 

by teachers who refer children. For example, Andrews, Wisniewski, and Mulick (1997) 

utilized two separate samples to determine eligibility for developmental special education 

services and for severe behavior special education services. Results found that boys were 

more li ke ly to be referred for the severe behavior special education services than girls. 

African Americans were referred at a proportionally higher rate than Caucasian children 

for possible developmental special education. Valles (1998) agreed that children and 

youth from culturall y and linguistically diverse backgrounds appear to be at greater risk 

for identification pl acement. Children from different cultures than their teachers could 

ha ve diffi culties relatino to one another. Research has shown that African American 
0 

. . f d home environments, and therefore, may children are ex posed to hi gh-energy, ast-pace 

• · · • ent African Ame1ican children 
have more difficu lty functio nmg ma slower envuonm · 



;i ls1, pci1·n1111 better when the y have a support syst Af · A · • , cm. ncan mencan students' 

chances of sdl()nl achie\·cment increase when they 1·k th · Af · · , 1 e e1r non- ncan Amencan 

schoolmates. experience education with teachers who unde t d th · · I I rs an etr soc1ocu tura 

knowledge and take into account cultural factors when designing, implementing, and 

evaluating instruction (Boykin & Bailey as cited in Neal, McCray, Webb-Johnson, & 

Bridgest. 2003). Such teachers maintain high standards and expectations for students' 

social. behavioral, and academic competence, and they create caring and supportive 

learning environments that promote students' cultural identities and encourage high 

academic perfonnance. 

Present studies have demonstrated that children are being referred to special 

education classes for things apart from their behavior in class. For example, Hutton 

(1985) examined 181 referrals given by teachers to school psychologists. Hutton found 

the most frequent referral reason to be poor peer relationships. Height and weight are 

also variables that contribute to the reason why teachers may refer students. Teachers 

may have a certain expectation as to what a child should look like at a particular age or 

grade level. Students were referred at disproportionately higher rates as their height and 

weight increased relative to what might be considered average for their age and gender 

(Andrews et al., 1997). Though current literature demonstrates children are referred to 

special education for variables other than race, minority children are still being referred at 

an alarming rate. 

Empirical Studies of Ethnic Representation in Special Education 

Previous research has demonstrated that race is not an issue when it comes to 

. ntation of minorities in special referral decisions; however, there ts an overreprese 
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educat ion. For example, Oswald, Coutinho, Best, and Singh (1999) found that African 

American students were 2.4 times more likely to be identified as Mildly Mentally 

Retarded and 1.5 times more likely to be identified as Seriously Emotionally Disturbed. 

Oswald et al. suggested that ethnicity and social class are characteristics that frequently 

create negative expectations, which in turn lead to differential treatment of students from 

low-SES and minority groups. The researchers found as poverty increased, more Aftican 

American students were identified as Mildly Mentally Retarded. Students identified as 

Seriously Emotionally Disturbed were identified less often when poverty increased. 

According to Losen and Orfied (2002), in 1998 approximately 1.5 million 

minority children were identified as having Mental Retardation , Emotional Disturbance, 

or a Specific Leaming Disability. The U.S . Department of Education data from 2000-

2001 show that in at least thirteen states more than 2.75% of all African Ame1icans 

enrolled were labeled Mentally Retarded, which is consistent with the previous research. 

MacMillan and Resch! y ( 1998) also studied the overrepresentation of minority children , 

and found that Af1ican Americans are placed in special education classes more often than 

any other ethnic group, and boys, regardless of race, are referred more often than African 

Americans as a group for special education classes . As stated above, an overwhelming 

number of special education students are poor, male, and ethnic mino1ities; educators are 

primarily middle class, female, and Caucasian. When the cultural backgrounds of 

· It ·n interpersonal misunderstandings, students and teachers are incongruent, 1t may resu 1 

. . 1 d ation placement (Artiles, A., Harry, B., whrch may have consequences for spec1a e uc 

Reschl y, D. & Chinn , P. , 2002) . These results demonstrate that there is a gap between 
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l-cfc1Tals and ethni c groups. A supports t f h ys em or t e teachers would enable them to 

bridge this gap. 

Empirical Studies of Emotional Support Services for Training Teachers 

There are teachers who believe with the implementation of empathy, students' 

school perfonnance and interaction will improve (McAllister & Irvine, 2002). If teachers 

stai1ed employing empathy and became more culturally aware, it could possibly begin a 

more open and positive relationship between teacher and student. It has been found that 

students , especially students of color, who have carino relationships with their teachers 
b ' 

tend to be more motivated and perfonn better academically than those who do not have 

caiing relationships. Caution needs to be taken when emphasizing the importance of 

empathy, because empathy is a necessary, but not a sufficient requirement for becoming a 

culturally responsive teacher, or even an effective teacher with diverse populations. 

McAllister and Irvine utilized a culturally diverse training program to train teachers. 

After the training, teachers focused on the importance of patience in their interactions 

with students. The program also allowed them to cast aside stereotypes and assumptions 

they held about their students. Teachers reported gaining greater cross-cultural 

sensitivity and a sense of empathy from their interaction with parents and other members 

of these cultural communities . Cultural sensitivity is an awareness of general problems 

and how cultural differences influence students' preferred learning stYles , how they may 

· t bl ·n their cultures but not in school, cause students to behave m ways that are accep a e 1 

- t · unanticipated ways to behavior and how these differences may lead students to ieac m 

management techniques (Grossman, 1991 ). 
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Franklin (1992) agreed that pl ac in o a teacher in the t d , · h 1 
b s u ent s environment e ps 

10 cu I ti vate the teacher and fosters a better understandi n O of that t d t' 1 M 
b s u en s cu ture. any 

African Ame1ican children are exposed to high-energy fast pac d h · , - e ome environments 

where there is simultaneous variable stimulation. Hence, ]ow-energy, monolithic 

environments are less stimulating. Many African American students prefer a faster pace, 

with techniques that incorporate body movement. Franklin hypothesized that connecting 

culturally with African American students ' home and community, coupled with the use 

of affective methods of interaction, will produce more productive students . 

Sawka, McCurdy, and Mannella (2002) developed a Strengthening Emotional 

Suppor1 Services (SESS) program, which is a combined ac ti ve training and consultation 

project designed to build capacity for serving students with behavior disorders in special 

education classrooms. Sixty-four teachers participated in the study. The project dealt 

with the implementation of effecti ve behavior management and instructional strategies. 

SESS training resulted in increased staff knowledge of effective behav ior management 

and instructional strategies to mastery levels. Teacher pa11ici pation in the project was 

associated with increased levels of student academic engagement and decreased 

di sruptive behavior in self-contained special education classrooms . 

Empirical Studies of Characteristics of Children Referred to School Psychologists 

Numerous studies have examined the characteristics of children referred to school 

psychologists. Harvey 's (1991) study compared 114 children of average intelligence who 

· b f school difficulties to 120 children had been referred for psychological services ecause 0 

d f ho]ooical services. Research found 
chosen at random who had not been referre or psyc 0 

h oirls Accordino to Podell and Soodak 
boys were referred 4 times more frequently t an o · 0 
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( I 993) . tcuchcrs' wi llingness to work with more difficult students may depend on their 

beliefs in their ability to effect change. Meijer and Foster (as cited in Soodak, L. & 

Podell , D., 1993) found that teachers who had greater confidence in their own teaching 

abil ity were less likely to refer students than were teachers who had lower efficacy. 

Teachers who believe that their teaching cannot influence student outcomes may decide 

to refer a difficult-to-teach student to special education. 

Despite an increased emphasis on multiculturalism, school districts still place a 

high number of mino1ity groups in special education classes. Lanier and Wittmer's study 

(as cited in Abidin & Robinson, 2002) found that teachers more frequently refeJTed black 

males to educable mentally retarded classes, even though students of both races had 

comparable IQ and achievement scores. The purpose of this study is to determine if a 

student's behavior is being rated significantly more severe based on race. This study will 

seek to confirm the following hypotheses: 

• an individual desc1ibed as being non-participatory/disruptive will be rated 

as Clinically Significant on the Externalizing Problems Composite, both in 

the race and non-race specific conditions ; and 

• an individual desc1ibed with racial characte1istics will be rated as having 

more sionificant behavior problems compared to the average ratings of the 
/::) 

non-descriptive person. 

Methods 

Panicipants 

. . . and 36 in the non-race 
Seventy-two (36 in the race charactenstic gioup 

. d t·onal student volunteers from fall 
h f I service e uca 1 c aracteri sti c group) male and ema e pre-
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session upper divi sion psychology classes at Aust' p S . . 111 eay tate Un1vers1ty were recruited 

for pa11i cipation in the research project. Fifty femal d 16 . . . 
es an males part1c1pated 111 the 

research. Of the 72 student volunteers 50 reported th · C . 
, e1r race as aucasian, 16 reported 

being Afri can American, four reported being Other and two 1 db · Hi . , repor e emg spamc 

American. Participants ranged in age from 18 through 40 years and older with the 

majority (55 .5%) being in the 18 to 24-age range. The sample consisted of 36 

psychology majors and 36 education majors. The researcher entered four psychology 

classes at the end of the lectures , explained the project to the students, and told them that 

anyone who did not wish to take part in the study was free to leave. Participants could 

have earned extra credit points for taking part in the research, as determined by their 

professor. 

Materials 

Pa11icipants received an informed consent (see Appendix A) , which had the 

procedures of the research outlined and the potential benefits and risks described. They 

al so received a demographic form (see Appendix B) that requested their age, race, major, 

and gender. The pa11icipants then received a descriptive paragraph of an individual and a 

Behavioral Assessment Scale for Children- Teacher Rating Form (Reynolds, C. R. & 

Kamphaus, R. w., 1992). Both of the paragraphs were identical except one of the 

paragraphs contained a statement describing racial characteristics . The paragraphs 

contained information reoardino school level, individual's behavior in class (quiet, loud, 
t:, t:, 

talkati ve, pa11icipatory), and appearance (see Appendixes C and D). 
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Measures 

The Behavior Assessment System for Children r, I R · S , eac 1er atmg cale (BASC-

TRS ; Reynolds, C.R. & Kamphaus, R. W., 1992) was di stributed to the participants. The 

BASC-TRS is composed of four composite factors: Externalizing Problems Composite, 

Internali zing Problems Composite, School Problems Composite, and Adaptive Skills 

Composite. For this research project, the Externalizing Problems Composite was the area 

of emphasis. The Externalizing Problems Composite is composed of three areas which 

are defined as follows; "Hyperactivity - the tendency to be overl y ac ti ve, rush through 

work or ac ti vities, and act without thin king; Aggression - the tendency to be nervous, 

fearful , or worried about real or imagined problems; and Conduct Prob lems - the 

tendency to engage in anti social and rule-breaking behavior, includi ng destroying 

property" (Reynolds & Kamphaus, 1992, p.48). Data co ll ec ti ons fo r the norming sample 

fo r the BASC - TRS began in the late fa ll of 1988 and cont inued th rough the sp1i ng of 

199 I. Additi onal no1mati ve data was co llected for the TRS in the win ter of 1997 th rough 

the sp1ing of 1998. The representati on of the general norm samples by race/ethnicity, 

gender, and age level were representati ve of the U.S . Cen us data. 

The BASC _ TRS consists of 138 items desc1ibing problematic behaviors and 

· 4 · I ff ·equency ran°i n° from "never" to emoti ons th at the teacher rates on a -point sea e o 1 , o o 

"almost always." The BASC-TRS has hi gh and consistent reli ab ility. Intern al 

. h • f a scale are measuri n ° the same consistency shows the degree to which t e items o 0 

domai n of behavior. The internal consistencies of the scales are high , averaging about 

. d d I scent) Test-retest re liability 
.80 fo r all three level s (i.e. preschool, child , an a O e · 

. her over a brief time interval. The 
reflects the consistency of ratings by the same teac 
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test-retest reliability is quite high as well, with median values of .89 for preschool, .91 for 

child , and .82 adolescent. Interrater reliability describes the level of agreement among 

independent teacher ratings of the same child. The BASC-TRS has an interrater 

reliability of .83 . The validity of the BASC-TRS sets out to measure what it is created to 

measure. The BASC-TRS had a construct validity of .80 or hi gher when compared with 

instruments such as, the Revised Behavior Problem Ch ecklist (as cited in Reynolds & 

Kamphaus , 1992, p. 120), Conners ' Teacher Rating Scales (as cited in Reynold & 

Kamphaus, 1992, p. 120), and the Behavior Rating Profile (as cited in Reynolds & 

Kamphaus, 1992, p. 122). With children who, ere previou ly diagno ed with 

Depress ion, Auti sm, and/or Conduct Di sorder, the BASC-TR ,va able to identify tho e 

children successfully. 

Procedure 

This research proj ec t was conducted in room 106 and r om 30_ of the Clement 

bu ilding and in the Clement Auditorium at Au tin Peay tat ni\· r ity. Th examiner 

came into the class room durin g the la t t,,·en t_ minute of l::i and explained the 

research protocol. Each parti cipant was gi\·en an in formed con ent d cument ( cc 

. . f th tud\' •md wa a ked to rc::id it. It Appe nd1.\ A) that exp lained the purpo co c . • 

. · . to them thcv demon trated expl ained th at by compl etmg the documents g1 \ en · . 

. . . . . . • 1 Ii ted the examiner and supervi or' w1ll1ngness to part1c1pate. The in fo rmed consent a 0 

. f ti p·111icipate had any concern during or name, phone numbers , and e-mail addresses 1 7e " 

, . . t were oi \·en a demographic heel (see aft er the research was completed. The pa111c,pan s = 

. d maJ·or. The participants were Appendix B) that requested their sex. race. age an 

. , time of the research wi thout · f · . 1· ·pation dunn 2. an) 1n ormed that they could withdraw pa1 1c1 ~ 
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11
cnalt y. At random, half of the pa1ticipants received th . . . . 

e pai agraph of an md1 v1dual with 

race characteristics (dark complexion), and the other half · d h . 
receive t e paragraph without 

race characteri sti cs. The participants were then given the descriptive paragraph and were 

asked to read it thoroughly. After reading the paragraph, the participants were then given 

the Behavior Assessment System for Children-Teacher Report Scale (Reynolds, C.R. & 

Kamphaus, R. W. , 1992) requiting them to answer questions regarding problematic 

behaviors and emotions in the classroom setting. Participants were told they should not 

fill in any identifying information on this survey. For the assessment instrument, the 

participants circled the number rating that applied for each question . The demographic 

fo rm and the Behavioral Assessment System for Children-Teacher Report Scale (BASC

TRS) had no identifying information on it. Both forms that each participant completed 

had c01Tesponding numbers at the top in order to compare the results with the 

demographic information. This allowed the examiner to exclude the Teacher Report 

Form for paiticipants who had a major besides Psychology and Education. Upon 

completion of the last form, the pa11icipants placed their fo1ms in a manila folder at the 

front of the class and were oiven a disclosure document (see Appendix E), asking the 
b 

participants to not discuss the study with other students and to provide contact numbers 

fo r questions that may arise. Participants were also given an extra credit slip to show 

· · · · · · ff · t dit Participants were informed part1c1pat1on 1f that spec1f1c teacher was o enng ex ra ere · 

. h . h they could call the examiner or that 1f they would like to know the results oft e 1esearc , 

. b t the Institutional Review Board fac ul ty supervisor. Participants received the r.um er 0 

. h d f rth r questions. The completion of and the Counselino and Testino Center 1f they a u e o b 

. • utes . Ratings on the questions 
the survey took no more than twenty to twenty-five min 
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,, ere a, cragcd and compared for the two groups to d t · • f . . . 
e ermme 1 there was a s1gmf1eant 

difference between referrals based on race characten·st· d . . 
ics an non-race charactenst1cs. 

Design 

This is a between-subjects design with one independent variable having two 

levels (descriptive race characteristics and non-race characteristics). Participants were 

randomly assigned to the two groups (group 1 consisted of the individuals that read the 

paragraph that had no race characteristics and group 2 consisted of the individuals that 

read the paragraph that had race characteristics). Each participant answered questions 

based on the paragraph they read. Each question required the participant to rate the 

individual on a 4-point frequency scale for the BASC - TRS. This raw data was then 

calculated and a T-score was obtained for each individual BASC -TRS survey using the 

Externalizing Composite score. A one-sample t-test was used for the within-subject 

design to determine if the individual described in the paragraph received a Clinically 

Significant score for behavior ratings regardless of whether or not the race characteristics 

were given. The T-score was inputed into SYSTAT and the mean rating and the standard 

deviation for the two groups was calculated. A paired t-test was then used to detennine if 

there is a significant difference between the control group (group 1 - non-race 

characteristics) and the experimental group (group 2 - race characteristics). A probability 

correction was also used, the Dunn-Sidak. 

Results 

. . 1 1 t d for the race characteristic The means and standard deviat10ns were ca cu a e 

These calculations are represented below in 
group and the non-race characteristic group. 

Table 1. 



\fcons and Standard Deviations For Overall Ra( if R 
1 

mgs O a ace Characteristic Group and 

n Nan Race Characteristic Group 

Mean Standard Sample 

Group T - Score Deviation Size 

81.78 13.22 36 

2 79.28 16.59 36 

A one-sample t-test was calculated to determine if a Clinically Significant 

behavior rating score was received for the within group sample. Results supported the 

first hypothesis, indicating that regardless of race characteristics, the participant is still 

likely to score the described individual as At-Risk or Clinically Significant, t(72) = 2.979, 

p ~ .05. A paired t-test was also calculated to detennine if a significant difference 

existed between the behavior ratings of a non-race characteristic person and a race 

characteristic person. Results did not support the second hypothesis , indicating that 

participants who were given a race characteristic did not score individuals differently 

from those participants who were not given race characteristics, t(36)= -0 .696, p '2. .05. 

Discussion 

The results of this project show that regardless of race, participants will rate the 

behavior of an individual described as non-participatory as At-Risk or Clinically 

S

. . . . . h · Th re was a statistically significant 
1gnificant , supporting the imtial research hypot esrs. e 

f

. . · · · en and for an individual 
inding for both an individual with a race charactenstrc grv 

without a race characteristic given. This statistically significant fi
nd

ing i
nd

icates 
th

at 

. . . b d lely on race. However, it is 
individuals do not rate an individual's behavior ase so 
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1111 110 11:rn t to note th at the indi vidual that was describ d 
e was a male, whereas the majority 

of the pani cipants were femal es. Previous stated research has shown that teachers are 

more likely to rate individuals of the opposite oender more I h h 
b severe y t an t ey do 

indi viduals of their own gender. The results of this project also show that participants 

who were given a race characteristic did not score individuals differently from those 

participants who were not given a race characteristic, which failed to support the second 

hypothesis. 

These results have important implications for individuals' perceptions of 

behavior. As discussed in the previously cited literature, there is an overrepresentation of 

minorities in special education. This research project has demonstrated that individuals 

being described as disruptive received a score that was representative of their behavior, 

and that regardless of race, the overall score showed no difference. This is important to 

note because some special education referrals use behavior rating scores as a determining 

factor, and therefore, this study can help demonstrate that children are being rated based 

on behavior and not race. 

Despite these valuable implications, the research study does have limitations. For 

example, Caucasian females are over represented in the sample. Therefore, the results 

may not generalize to the population as a whole. Also, some of the female participants 

stated they had a child that was representative of the one described in the paragraph , and 

k d which could misrepresent the therefore, the participants' answers may have been s ewe , 

. Id b valuable to determine the data collected. Therefore, in future research, it wou e 

. . 1 f tors and it would be interesting to 
parti cipants' awareness of special education referra ac ' 



20 

. if individuals would rate a non-participatory/disruptive individual differently if 
detcnlll nc 

der were not specified. 
the gen 
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APPENDIX A 

Consent to Participate in a R h S . esearc tudy 
Austm Peay State University 

b ino as ked to parti cipate in a research study. This form is intend d t . 
yuare e c h 1· db e o prov1de youwith· t . 0 

, You may as k the researc ers 1ste . elow about this study or you ma call the in ormat1on about this 
1rudl h Box 45 J 7, Austin Peay State Uni vers1ty, Clarksville, TN 37044 (t31

) 
221 

Office of Grants_ and Sponsored 
Rc1earc ' . - ants , -7881 with questions about the ri ohts 
of research part1c1p . "' 

TITLE OF RESEARCH _STUDY . . 
1· of Rac ial Charactenst1cs on Behavior Ratinos 
~~ 0 

, PRINCIPAL INVESTIGATOR 

I 
Courtney Crutchfield, B.A. 
Graduate Student , Psyc hology Department 
Office: (93 1) 22 1-6362 

j E-mail crutchfc@ bell south .net 

I 
! Dr Rhonda Brya nt 

I 
Faculty Supervisor 
Office: (931) 22 1-6395 
E-mail brvan1r@apsu.edu 

.1. TIIE PURPOSE OF THE RESEARCH 
The purpose of thi s study is to determine the severity with which a stude nt 's behavior is rated ba ed on race and non-race 
,hmctc ristics. The research projec t is being co mpleted to ful fi ll degree req uirements for the Cl inical Psychology degree. 
Thcdata and result s obtained in thi s study may be published or presented. 

t PROCEDURES FOR THIS RESEARCH 
lfl ouchoose 10 pa rti cipate in thi s study, you will be asked to complete a demographic questionnaire , a Behavioral 
,b cssmcnt Scale for Children- Teacher Rating Form (BASC-TRS). and read a paragraph about a tudent. The 
demograp hic question naire will reques t in fo rmation abo ut your age, gender. race, and academic major. The demographic 
mfnrm:ition will be used to describe the participants. The parti cipants wi ll be given a paragraph to read and wi ll then be 
i,~cd to rn mplctc the BASC. Participants will be told to lea\'e bl ank all questions pertaining to identifying in fo rmation 
11 ·atcd at the top of the survey. The BASC will as k you to eva luate prob lematic behaviors and emotions in a cla room 
,cuing. Participa tion will take approx imately 20-25 minutes. Al l co ll ec ted da ta will remain confidential and will be stored 
ma locked Ii li ng cabinet in the Faculty Supervisor's office in the Psyc hology Department. If the collected data is 
ruh li ,hcd or presen ted. it will be done in a way that does not re\'eal the ident ity of participants . If you choo e to not 
/Jrti,i patc in th is study. you may keep thi s document or return it to the Pr incipal Investigator. 

i. POTENTIAL RISKS OR BENEFITS TO YOU · · 
The wk 1· 1 · - I ct · f b se you areJud 0 1n° 
11 

, s 5 or t 11s study are minimal. You may experience some level of emouona iscom ort ecau _ "' "' 
:,1hns. Ho11ner, yo u may fee l a se nse of pride fo r helping the Princi pal Invesugator_co mplete he r research proJec t and for 
\ ntnbuti ng to the fi eld of ed uca tion and research. Contact in fo rmation for the Pri ncipal lni·eS t1gator and the Facul ty 
- pcrvi so r. is provided be low should any potenti al co mplications arise. 

6. I\FO 
. R~IED CONSENT STATEl\lENT . . 

I na1e read ti b . . . d d any benefits or mks involved. 
1 u d ie 3 O\'e and unde rstand what the study is about , why 1t is being one, an . . 

1 
It or 

n rrsta d I I t' . ate will mm Ye no pena y 
lo . n t lat I do not have to take part in this study, and my refusa to par ,op 

ss of rights. 
I Jgree top - - - . - . I h ve not oiven up any of my human 
:1ghis. Jrticipa te in thi s study and understand that by agreeing to parucipate a e 

I understand ti . . . . 
iat by s1gnm 0 below I am aoreeino to participate. o b b 



d that I may choose to withdraw from this study at any time up until the time I turn in my survey without 
derstan 

I un , or loss of ri ghts. . 

26 

I 
~nalt) d that I will receive a copy of this form. 

~~n . . 1unde stions about this study I may call Courtney Crutchfield (graduate student, Psychology Department) at (93 1) -
!fl have

2
que Dr Rhonda Bryant ( faculty supervisor, Psychology Department) at (93 1 )-22 1-6395. 

;:\-636 or · 



Appendix B 

Demographic Questionnaire 

Please mark the box that best applies. 

AGE: 18-24 25-31 32-39 40-above 

GENDER: male female 

RACE: Afiican American Caucasian American Native American 
Hispanic Ame1ican Other 

MAJOR: Psychology Education Other 



Appendix C 

Example of Non-Desc1iptive Paragraph 

Daniel is 12 years old and is in the ih grade. He is of average height and weight and 

manifests no physical problems. Daniel has a lot of potential, but his behavior in class 

has me concerned. He is loud, talkative, and easily distracted. He is aggressive, and 

sometimes he strikes the other children. Daniel has been failing most tests due to his lack 

of concentration during class. He does not complete homework and often goes to sleep 

during class. His birth was a normal one, and although he was a bit slow in learning to 

walk and talk, the del ay was not marked. 



le of Desc1iptive Paragraph 
ExamP 

Appendix D 

Daniel is 12 years old and is in the ih grade. He is of average height and weight and 

manifests no physical problems. Daniel is of dark complexion and wears second-hand 

clothes. Daniel has a lot of potential, but his behavior in class has me concerned. He is 

loud, talkative, and easily distracted. He is aggressive, and sometimes he strikes the other 

children. Daniel has been failing most tests due to his lack of concentration during class. 

He does not complete homework and often goes to sleep during class. His birth \ a a 

normal one, and although he was a bit slow in learning to walk and talk, the delay wa 

not marked. 



Appendix E 

Disclosure Statement 

The purpose of this study was to see if students were viewed differe ti b 
· · p · h h h . n Y ased on race 

haractenstics. rev1ous researc as s own that there is an influx f . . . . c . . . . . o mmonties m 
Pecial education. This research will be linked with previous research t d . . 

s · 1 b · · d d'ff o etermme 1f 
minorities are std emg v1ewe I erently. Any participa_nt who experiences any 
di scomfort or concerns about the study or the nature of their responses to the 
questionnaire should contact the researcher, Courtney Crutchfield at 
crutchfc @bellsouth.net or at (931)-221-6362 or Dr. Rhonda Bryant at bryantr@ d 

Al . . h apsu.e u 
or (931 )-221-6395 . s?, part1c_1pants s ould be awar~ that students of Austin Peay are 
eligible for free counseling services from the Counseling and Testing Center located in 
the Ellington Building, room 202. The counseling center can be contacted by phone at 
(93 1)-22 1-6162 from 8am-4: 30 pm and at (931)-221-4848 at all other times. 

Knowing the purpose of the study, participants uncomfortable with taking part in the 
research may withdraw their consent to participate, and their information will not be used 
in the results of the study. Withdrawing from the study will result in no penalty to the 
pai1icipant. There will be a number on the informed consent that will correspond with 
the number on the teacher rating form. If you wi sh to withdraw your participation , you 
will need to contact the researcher, Courtney Crutchfield, and give the number that 
appears at the top of your informed consent. The participant will still not be identifiable 
as the number on the info1med consent in no way matches demographic information 
given previously. 
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