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Eliminating school discipline problems is a major element
tor improving the nation’s schools. In a recent national re-
port, Violence and Discipline Problems in U.S. Public
Schools (U.S. Public Schools, 1996-1997), statistics showed
that aggressive and violent behaviors are increasing among
children and youth in U.S, schools and that school disci-
pline is critical to the prevention of student problems and
behavior. Rutherford and Nelson (1998) noted, “Although
many children and adolescents occasionally exhibit aggres-
sive and sometimes antisocial behaviors in the course of
development, an alarming increase is taking place in the
significant number of youth who confront their parents,
teachers, and schools with persistent threatening and de-
structive behaviors” (p. 71). Skiba and Peterson (2000)
agreed: “The shocking and tragic violence that has played
out in our nation’s schools in the last 2 years has elevated

Abstract: The social-emotional needs of children in urban school communities place these
students at risk for educational failure. For these children, successful teaching and learning
models appear particularly complex because they must combine both multiculrural approaches
and effective positive behavior support (PBS) strategies that promote healthy, prosocial behav
iors. This article examines trends in the racial disparity in exclusionary discipline procedures
that impact the schooling experiences of urban children, presents a conceptual framework for
understanding culturally influenced social behaviors, and discusses ways to incorporate multi-
cultural education into PBS programs.

the status of school discipline from an issue of perennial
concern to one of national urgency” (p. 335).

The threat and problems of school violence are not
restricted to students identified with emotional and be-
havioral disorders and students residing in inner-city or
urban-poverty environments. Recent school tragedies and
scenarios of violence throughout the country have affected
students across geographical, ethnic, and socioeconomic
boundaries. Sugai and Horner (2001) explained, “In schools
across the United States, educators and families are en-
gaged in valiant efforts to maximize academic achievement
and to create and sustain safe and orderly environments
for all students. These eftorts are associated with a variety
of initiatives, for example, character education, safe schools
and healthy environments, proactive schoolwide disci-
pline, drug-free zones, multiculturalism and diversity, and
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inclusive education” (p. 16). One current schoolwide ini-
tiative is positive behavior support (PBS), a systems ap-
proach to enhancing the capacity of schools to educate all
children, especially those with challenging social behaviors
(Kline, Simpson, Blesz, Smith Myles, & Carter, 2001). PBS
has a rich, empirically derived database, steeped in applied
behavior analysis and, more recently, in the application of
functional behavior analysis to solve school-related behav-
ioral issues. Because of careful documentation, researchers
can show how the principles of shaping, fading, prompt-
ing, and rewarding can help individuals and groups mod-
ify and improve their behavior and cognitive processes.
However, in reviewing the literature on PBS, the majority
of studies included students with a range of disabilities—
pervasive developmental disabilities, mental retardation,
autism, learning disabilities, and emotional/behavioral dis-
turbances (EBD; Carr et al, 1999).

To improve school success for every student, issues
that are not typically considered as part of behavioral edu-
cation must be addressed by general and special educators.
Researchers and practitioners must examine issues related
to classroom discipline, cultural diversity, and culturally
responsive leaching to develop successful approaches for
teaching prosocial skills and reducing antisocial behavior.
Sugai and colleagues (2000) noted,

The use of culturally appropriate interventions also is
emphasized in the PBS approach. Culturally appropriare
describes interventions that consider the unique and indi-
vidualized learning histories (social, community, histori-
cal, tamilial, racial, gender, etc.) of all individuals (children
with problem behaviors, families, teachers, community
agents, elc.) who participate in the PBS process and ap-
proach. Data-based problem solving and individualized
planning processes can help to establish culturally appro
priate inlerventions; however, individual learning histories
ultimately can affect how data are summarized, analyzed,
and used. (p. 134)

Sugai et al. confirmed, “PBS emphasizes the importance of
procedures that are socially and culturally appropriate.
The contextual fit between intervention strategies and the
values of families, teachers, schools, support personnel,
and community agency personnel may affect the quality
and durability of support efforts” (p. 136).

In spite of these claims, the use of PBS in diverse,
inner-city urban schools has its critics. Critics point to the
underlying tensions of who is deciding what behaviors are
appropriate, for whom, and under what conditions, More
than simply acknowledging that cultural norms may vary
among groups, the notion that some types of behaviors are
acceptable or not is highly charged since the dominant
cultural norms, even in many inner-city schools, are pre-
dominantly While and/or middle class. Because the social
behaviors of urban at-risk African American and Hispanic/
Latino youth are culturally influenced, it is critical that

PBS and multicultural perspectives are infused Lo increase
school success and life choices, academically and socially,
for these students. Therefore, the purposes of this article
are Lo (a) examine trends in the racial disparity in exclu-
sionary discipline procedures administered to minority
youth, (b) present a conceptual framework to understand
culturally influenced social behaviors of urban multicul-
tural children, and (c) discuss how to incorporate multi-
cultural education principles and approaches into PBS
programs.

National Trends in Discipline Policies
and Procedures

To reduce the incidence of violence in public schools, pre-
ventive measures and school disciplinary sanctions known
as zero tolerance policies have been implemented. These
school policies include punitive disciplinary strategies for
dealing with disruptive and violent behaviors in schools
(i.e., suspension and expulsion), maintaining order in the
school buildings, ensuring the school security and the
safety of teachers and students, and fostering a school cli-
mate to prevent the occurrence of school violence. Yet, a
compelling body of research indicates that these “get tough
disciplinary measures often fail to meet sound educational
principles, and in some cases, their application defies com-
monsense . . . some of these policies employ sweeping in-
terpretations of the federal law by including violations not
intended to be covered by the laws” (Civil Rights Project,
2000, p. 3). Over the counter medicines such as aspirin,
Midol®, and even Certs® have been treated as drugs, and
paper clips, nail files, and scissors have been considered
weapons. Other policies apply the theory of zero tolerance
to a broad range of student actions that have no connec-
tion to violence and drugs.

National trends indicative of the disproportionate sus-
pension and expulsion of African American and Hispanic/
Latino students have been consistently documented and
cannot be overlooked (Costenbader & Markson, 1994;
Skiba, Peterson, & Williams, 1997; Townsend, 2000). The
nondiscretionary punishment guidelines and harsh disci-
plinary approach promulgated under zero tolerance poli-
cies have come under intense scrutiny. During the 1998
school year, more than 3.1 million students (K-12th grade)
were suspended, and approximately 87,000 students were
expelled in school districts throughout the country (U.S.
Department of Education, Office for Civil Rights, 1998).
Statistics provided by the Applied Research Center (1999)
revealed that African American children, particularly
African American boys, are disciplined more severely than
children from any other minority group. For example, in
South Carolina’s public schools, 61% of African American
students were charged with a disciplinary code violation,
even though the African American student population is
42%. Furthermore, when compared to White students,
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African American students were disciplined for minor acts
of conduct (e.g., loitering), discretionary offenses (e.g.,
disrespect for authority), and disciplinary cases in which a
school administrator’s decision about misbehavior might
have been biased (Building Blocks for Youth, 1999). In a
similar vein, the U.S. Department of Education (1998) sta-
tistics revealed that approximately 25% of all African Amer-
ican boys were suspended at least once over a 4-year
period. According to the National Center for Education
Statistics (1999), racial disparities in school disciplinary
policies have been documented in predominantly African
American and Hispanic/Latino school districts. For exam-
ple, zero tolerance policies addressing violence (85%),
firearms (97%), other weapons (94%), and drugs (92%)
were more likely to be adopted in urban, minority school
districts than predominantly White school districts (71%,
92%, 88%, and 83%, respectively). National data on rates
of school discipline and suspension for African American
students were between two and three times higher than
suspension rates for White students at the elementary,
middle, and high school levels (Skiba, Michael, Nardo, &
Peterson, 2000). In addition, African American students
were more likely than White students to be suspended
more than once (U.S. Department of Education, Office for
Civil Rights, 1995). More recently, Costenbader and Mark-
son (1994, 1998) reported that African American students
are also more frequently exposed to harsher disciplinary
strategies (e.g., corporal punishment). When school sus-
pension and expulsion are allowed as punishment for in-
fractions, their use appears to increase (Advancement
Project, 2000).

Policymakers, researchers, and educators have expressed
their concerns about the disproportionate representation
of African American students in special education. Na-
tional trends indicative of the disproportionate suspension
and expulsion of African American and Hispanic/Latino
students have been consistently documented and cannot
be overlooked (Costenbader & Markson, 1994; Skiba, Pe-
terson, & Williams, 1997; Townsend, 2000). One plausible
explanation is that urban multicultural students at risk for
school failure are influenced by many social factors includ-
ing poverty, racism, sexism, family dysfunction, crime and
violence, and substance abuse. These living conditions in-
fluence six areas of social development, as identified by
Morse (1985):

1. A history of poor adult—child relationships with
an accompanying need for positive supportive
relationships.

2. A tendency to lack a sense of personal efficacy or
power and the associated need to experience this
by better understanding the learning process and
developing a sense of personal responsibility and
power.

3. A closely related focus on external factors that
influence their behavior and the need to learn to
accept responsibility for their behavior and to
see how they can control their own learning and
behavior.

4. Low self-esteem, especially related to such school
behaviors as achievement and peer friendships,
and the need to develop and validate a positive
self-esteem through positive social interactions
and school success.

5. A poorly developed sense of social cognition and
inability to understand others’ feelings or points
of view and take this into account when making
decisions and the need to learn to understand
others’ responses and to work cooperatively with
others.

6. Poor problem-solving skills and the need to de-
velop these skills as a means to enhance self-
efficacy and self-esteem as well as to develop
an important life-long skill. (pp. 1-5)

Gay (1993) remarked that most teachers do not know how
to understand and use the school behaviors of these stu-
dents, which differ from their normative expectations, as
aides to teaching. Therefore, they tend to misinterpret
them as deviant and treat them punitively. She noted,

Most curriculum designs and instructional materials arc
Eurocentric. . . . They are likely to be more readily mean-
ingful and to have a greater appeal to the life experiences
and aspirations of Anglo students than to those of cthnic
minorities. Thus, when attempting to learn academic
tasks, Anglo students do not have the additional burden of
working across irrelevant instructional materials and
methods. A high degree of cultural congruency exists be-
tween middle-class and Anglo students’ culture and school
culture. These students do not experience much cultural
discantinuity, social-code incompatibility, or need for cul-
tural style shifting to adjust to the behavioral codes ex-
pecled of them in school. (pp. 182-183)

Even though it is true that student behavior is influenced
by factors outside the control of the school, studies on
school and teacher effectiveness have demonstrated that
teachers and schools have a major impact on how students
behave and learn and on how they feel about themselves
(Darling-Hammond, 1998; Sanders & Rivers, 1996).
Therefore, another approach to understanding student
problems is to consider the impact of culture on students’
social behavior.

Understanding Culturally Influenced
Social Behaviors

During the last decade, many educational theorists have
become interested in sociocultural theory and multicul-
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tural perspectives. These perspectives bring together the
disciplines of psychology, semiotics, education, sociology,
and anthropology on issues related to language, cognition,
culture, human development, teaching, and learning (Gar-
cia, 1994). The implications of multicultural perspectives
for general and special educators are that (a) social behav-
iors are influenced by culture, (b) learning and social in-
teractions are inextricably connected and inseparable from
cognition, and (c) both teacher and student are engaged in
the process of constructing knowledge through shared so-
cial activities and dialogue. Therefore, general and special
educators are challenged to (a) interpret the social be-
haviors of learners from culturally diverse backgrounds,
(b) distinguish social behaviors from deficits, and (c) em-
ploy effective instructional strategies to help these learners
maximize their schooling experiences and acquire the most
productive interpersonal skills (Cartledge, Lee, & Feng, 1995).

Consequently, the inclusion of culturally diverse stu-
dents, particularly those with EBD, requires general and
special educators to develop effective and efficient man-
agement techniques and interventions. Numerous prob-
lems arise when general and special educators fail to
consider the role of culture and the experiences students
may bring to school. Cultural diversity cannot be ignored
in the behavioral assessment of urban students because the
social context of learning and the attitudes, values, and be-
haviors of the family, peer group, and community pro-
foundly influence students’ emotional, behavioral, moral,
and cognitive development. Therefore, before judging be-
haviors as deviant, general and special educators must
acknowledge culture and social environment as critical
factors when developing effective educational practices.
Kauffman (1989) noted, “Nearly all behavioral standards
and expectations and therefore nearly all judgments re-
garding behavioral deviance are culture-bound; value
judgments cannot be entirely culture-free. In our pluralis-
tic society, which values multicultural elements, the central
question for educators is whether they have made suffi-
cient allowance in their judgments for behavior that is a
function of a child’s particular culture” (p. 212). Because
culture influences interpersonal relations and behaviors,
study results of children’s social competence cannot be
generalized outside the culture in which they are obtained.
To understand the influence of cultural factors on chil-
dren’s behavior, rescarchers must conceptually and empir-
ically validate a cultural framework that reflects the
dynamic interactions between children and their cultural
context.

As members of a cultural group, people interact with
the dominant society and become aware of different ways
of behaving, different expectations, and they may change
their thinking individually or collectively (Shade, 1997). Tt
is understandable that deviant social behaviors (e.g., ag-
gression, violence) are not inherent characteristics of cul-
turally diverse groups. Issacs (1986) identified a host of

external factors that affect the emotional status of multi-
cultural children and youth:

1. Racism and discrimination.

2. Mass media and the way in which ethnic mi-
nority groups are portrayed.

3. The strain of acculturation and the migration
experience.

4. Legal constraints and strategies for circumven-
tion, such as issues on American Indian reserva-
tions.

5. Language and communication pattern differ-
ences.

6. Socioeconomic status, especially since ethnic
minority groups are disproportionately repre-
sented among those defined as living in poverty.

7. The American economy and the availability of
employment opportunities.

8. Geographic isolation and resource-poor envi-
ronments; such environments include urban
inner cities, rural areas, reservations, barrios,
and other enclaves in which people of color are
isolated from the mainstream.

9. Inter- and intra-group conflicts and tensions.

10. Assimilation and the loss of some of the most
highly skilled/competent members of ethnic
minority groups to the larger society. (pp. 2—4)

In examining social behaviors from cultural perspec-
tives, it is important to understand that culture is integral
to every aspect of being, influencing to varying degrees
one’s thinking and acting, interpersonal relations, and so-
cial competence (Cartledge & Feng, 1996; Gay, 2000). A
cultural systems approach to education “considers the or-
ganization of society, specifically the roles and status as-
signed to cultural groups within a society as a major
determinant of cognitive and social development” {Garcia,
1994, p. 197). Earlier, Ogbu (1991) suggested that the
specific social placement of a cultural group within the
broader social fabric of society will directly affect the val-
ues, perceptions, and social behaviors of members of that
group. For several decades, distinct culturally influenced
social behaviors have been found between multicultural
children and European American children (Cartledge &
Milburn, 1996; Rivera & Rogers-Adkinson, 1997). Sidebars
1,2, 3,and 4 describe culturally influenced social behaviors
in African American, European American, Hispanic, Asian
American, and Native American children.

Sonia Nieto's (1999) understanding of the concept of
culture is critical for understanding urban, multicultural
children and youth. Nieto, in citing the work of Brice
Heath (1995), pointed out that “urban dwellers in the
United States are creating new cultural calegories based
upon shared experiences because, according to her, these
young people ‘think of themselves as a who and not a
what’” (p. 45). Nieto further stated, “Multiple identities of
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Sidebar 1. Comparison of African American and European American’s Culturally Influenced

Social Behaviors

Mannerisms/behavior

Communication style

Social interactional style
with adults and peers

Eye conlact

African American
Interpersonal skills
Tendency to get involved in heated
discussion/debate with others
Tendency to express emotions of anger
and hostility

Expressive or verbal presentation style
of communication

Tendency to express opinions in an in-
tense and dynamic way

Tendency to use of concrele, nonab-
stract words that imply action
‘Tendency to use personalized experi-
ences, sounds, and images to express
oneself

Tendency to use call and response pat-
terns of communication (i.e., back
channeling)

Tendency to engage in body language,
looks, gestures, and signals to “tell it like
itis”

Tendency to use a nonverbal communi-
cation style (e.g., body language) to
express feelings, stance, and to send a
message of support or nonsupport
Tendency to share personal experiences
with others

Tendency to validate knowledge in rela-
tion Lo one’s own personal experiences
Tendency to work cooperatively and/or
collaboratively

Tendency to have a high degree of social
sensitivity to facial expressions and so-
cial cues in the environment

Tendency to challenge school personnel
based on attributes of strength, generos-
ity, and persuasiveness

May not use eye contact in conversa-
tions

European American
Impersonal in communication style
Emotionally calm
Tendency to avoid confrantations
Tendency to engage in turn taking in
discussion meetings

Preference for indirect communication
style or concealing one’s ulterior
motives

Avoids insults or hurting people’s
feelings

Tendency to engage in conversations
using personal information about
oneself (e.g., position, residence,
occupation)

Tendency to work competitively with
peers

Tendency to not challenge school per-
sonnel because of position and/or
credentials

+ Often maintains eye contact in con-

versalions

Note. Based on data from Black Students and School Failure: Policies, Practices and Prescriptions by J. . Irvine, 1990, New York: Green-

wood.

youths have important and far-reaching implications for
the development and implementation of multicultural ed-
ucation: It is evident that simplistic and bounded concep-
tions that focus just on specific racial or ethnic groupings
fail to capture the realities of many urban youths who live
with complicated and heterogeneous realities” (p. 52).

Incorporating Multicultural Approaches
into PBS Programs

The behavior management tradition has been character-
ized by change and the integration of concepts from other
maodels (e.g., cognitive behaviorism, self-management, so-
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cial skills training; Jones & Jones, 1998). We propose that
the PBS model must be (a) characterized by change for the
21st century; (b) grounded in effective, respectful, sup-
portive teacher relationships; and (c) integrated in multi-
cultural education principles and approaches. Grant and
Ladson-Billings (1997) conceptually defined multicultural
education programs using several different frameworks
and approaches, three of which have direct implications
for the PBS model. The first approach, teaching the ex-
ceptional and culturally different, “accommaodates students
who are considered exceptional or culturally different
through the use of teaching strategies or culturally relevant
materials that otherwise might be used in pull-out pro-
grams for students with special needs” (p. 173). One spe-
cific goal of this approach is to help students improve their
academic performance and social skills in general educa-
tion classrooms. The second approach, human relations, is
designed to promote unity, tolerance, and acceptance
within the existing social structure. The school’s curricu-
lum program goals are focused on (a) developing positive
relationships among students of diverse backgrounds,
(b) enhancing personal characteristics (e.g., self-concept/
self-esteem), (c) changing stereotyped perceptions, and
(d) understanding individual differences and similarities.
This approach emphasizes cross-cultural communication
strategies, collaboration, and cooperative learning among
culturally diverse groups. The third approach, multicul-
tural education (MCE), supports the human relations ap-
proach by teaching students to learn how to respect each
other, how to get along with others, and how to develop
positive self-concepts by using a curriculum that is cultur-
ally responsive to the culture, language, and learning styles
of students.

Multicultural education encompasses the role of cul-
tural pluralism in U.S. education and can be integrated
into beliefs about teaching and learning. Gay (1994) noted,

I. Cultural background and ethnic identity are
critical determinants of human attitudes, values,
and behaviors in all settings, including teaching
and learning.

2. Racial, cultural, and ethnic biases permeate
schools and society, and thereby minimize indi-
vidual and social polential.

3. The diversity that characterizes individuals and
cultural groups requires a plurality of instruc-
tional programs and strategies, if education is to
be most effective for all students.

4. The ethnic identity and cultural backgrounds of
students are as important as their physical, psy-
chological, and intellectual capabilities in plan-
ning and implementing effective educational
programs. (p. 49)

Advocates of multicultural education principles have trans-
lated general education principles within a conceptual

Sidebar 2. Culturally Influenced Social
Behaviors of Asian American Children

Social behavior  + Authority-oriented
+ Conforming
+ Self-controlled
» Cooperative
+ Academically oriented
+ Shy
+ Low-levels of social
communication skills

Self-confidence ~ *+ Low assertiveness

+ Internalized behavior

* Excessive modesty

* Reluctant to express feelings

* Socialized to be family
oriented

* Harmonious relationships
emphasized

+ Shy

*+ Conforming

Sidebar 3. Culturally Influenced Social
Behaviors of Hispanic Children

* Slow to initiate conversations
with peers and others

* Receptive and expressive English
skills are minimal

Language

Interpersonal * Cooperalive, quiet, and obedient
behaviors and -+ Passive, shy, less socially
peer inter- competent
action skills

Verbal behavior ¢ Difficulty making positive state-
ments about the qualities and
accomplishments of others

+ Difficulty describing one’s
feelings or moods

+ Difficulty conducting group
activities

* Difficulty appropriately re-
sponding to cues

* Low level of class participation

* Difficulty expressing opinions

framework of including cultures, experiences, contribu-
tions, and perspectives of different ethnic, racial, cultural,
and social groups in school programs and practices (see
Gay, 1994). As illustrated in Table 1, general education
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Sidebar 4. Culturally Influenced Social Behaviors of Native American Children

Play behaviors  + Socially active
+ Formation of same-gender
dyads and triads
+ Spontaneous and creative
+ Spirit of cooperation and har-
mony emphasized with peers

Close friends + Best friends are close relatives
+ Respectful of family members

Verbal behavior *+ Shy/silent in class (Hopi tribe)
+ Speaks out in class frequently

(Choctaw tribe)
Prosocial + Value of sense (Navaho Tribes)
behavior * Good-natured in interactions

with each other
« Spirit of belongingness
+ Spirit of mastery
+ Spirit of independence
« Spirit of generosity

Feelings of rejection and
alienation
+ Frustrated by a lack of mastery
+ Feelings of impotence and

lack of self-control
+ Selfishness

Problem .
behavior

Eye contact + Direct open-faced eye contact
1s avoided (Navaho, Lakota,
and Sioux tribes)

Facial + Feelings and emotions of

expression pleasure, pain, and joy are

not expressed

Touch + Public displays of affection

are not encouraged

+ Hand shakes involve a
gentle clasping of hands

* Young children do not re-
ceive gentle touches and hugs

Gestures are used to reinforce
main idea of a conversation

Gestures .

Personal space  * Persons converse side by
side and not face to face
* Prefer to stand 2 to 3 feet

from one another

Time * Regard time on a continuum
with no beginning or end
Speech « Silence is viewed as a strength

» Language is allegorical
+ Language is spoken in low
tones and soft voices

Engaging .
behavior

Interruptions are considered

rude

* Listening skills are taught

* Children do not initiate con-
versations in mixed-aged
BTULIPS

+ Observation learning is taught

+ Internal focus of control

+ Children are encouraged to be
independent

+ Self-discipline and personal re-
sponsibility are emphasized

+ Group-centered orientation

Learning style * Visually oriented

dren should be avoided so as not to perpetuate stereotypes.

Note: Patterns of social behavior are tribe-, age-, and gender-specific. Generalizations about the social behaviors of Native American chil-

principles have been “multiculturalized” and shown to be
complementary within a culturally pluralistic framework.

Successful PBS programs for urban, multicultural stu-
dents require cultural sensitivity, caring and respectful re-
lationships between teachers and students, and a nurturing
school environment to create learning communities in
schools (Gay, 2000; Obiakor, 1994, 2001; Osher, Woodruff,
& Sims, 2000). Accordingly, developing and reviewing
codes of acceptable, schoolwide behavior with families,

students, teachers, and administrators is an essential first
step of using PBS at the schoolwide level. These discussions
must be anchored by multiple segments of performance-
based evidence such as video clips that show a range of stu-
dent deportment not only in the classroom but also on the
school grounds, in the hallways, cafeteria, and library. By
engaging families and students in reviews of actual student
performance, the subsequent dialogue leads to a broader
agreement on what constitutes acceptable student behav-
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Table 1. Multicultural Translation of General Education Principles

General education principles

Multicultural education principles

1. Teachers should build upon and expand the learning
potential and style preferences of students.

2. Education should facilitate the self-acceptance of students. 2.

3. Education is necessary for social consciousness, democralic 3

citizenship, and personal well-being.

4. Education should promote intolerance for all forms of 4,

discrimination and oppression,

5. Relevant teaching methods and materials increase learning. 5.

6. Education should transmit the cumulative knowledge of
humankind

@

Teaching styles should match the learning styles of different ethnic

individual and cultural groups.

Education should help students accept their ethnicity as an essential
component of their personal development.

Knowledge about cultural, racial, and ethnic diversity is needed for
citizenship in a democratic and pluralistic society.

Students should be taught an ethic of social justice for culturally di-
verse groups and individuals.

Multicultural content, experiences, and perspectives improve learn-
ing for culturally different students.

Students should learn about the contributions that diverse groups
and individuals have made to humankind and culture in the United
States.

Naote. From At the Essence of Learning: Multicultural Education, by Geneva Gay, 1994, West Lafayette, IN: Kappa Delta Pi, International Honor Socrety in Education.

Capyright 1994 by Kappa Delta Pi. Reprinted with permission.

ior in the school. Critical Lo this process is the involvement
of facilitators who represent the full range of multicultural
experiences, backgrounds, and ethnicities within the school
community. Of course, this may mean that teachers and
other professionals need to moderate their standards of stu-
dent comportment based on the dialogue and agreed stan-
dards of performance. Logically, it means that families and
students need to develop a greater appreciation for the dif-
ficulty of managing behavior in group situations where the
degrees of freedom may not be able to be as broad as they
are in family and community settings. Strong facilitation is
needed to make sure that the voices of families and stu-
dents are not overshadowed by professionals (Mehan, 1993).
Fine, Weis, and Powell (1997) stated, “The process of
sustaining a community must include a critical interroga-
tion of difference as the rich substance of community life
and an invitation for engagement that is relentlessly demo-
cratic, diverse, participatory, and always attentive to equity
and parity” (p. 250). This dialogue of difference needs to
occur at the dassroom level, acknowledging the different
standards of behaviors that urban, multicultural students
bring with them to the classroom. It is critical that we edu-
cate one another about how these standards of behavior
have been established, their purposes, and the outcomes
for groups and individual children. The dialogue must
continually be punctuated with specific examples of ac-
ceptable and unacceptable behavior so that teachers and
their students can come to mutual agreement about what
constitutes good citizenship within each classroom. From
a multicultural perspective, these opportunities for devel-
oping shared standards, norms, and sanctions represent an
important step in developing democratic classrooms in
which students as well as teachers have opportunities to
voice their concerns, opinions, and perspectives publicly.
An ongoing collection and review of information
about student behavior is essential to establishing school

norms about behavior and improving prosocial teaching
and learning. In order for the school community (i.e,
students, school staff, parents, community members) to
achieve this goal, they must be educated about how to
define the norms and how the norms can be used and
evaluated. Culturally responsive PBS models must focus
on the (a) school’s demographic composition of students;
(b) students who are referred for chronic, inappropriate
behaviors; (c) students who are earning poor grades;
(d) students who are not attending school; and (e) stu-
dents who do not have schooling opportunities to learn.
Aggregated student information can be reviewed fre-
quently to (a) uncover potential biases in teaching, (b) dis-
cuss antisocial student behavior, and (c) remediate poor
academic performance. Through frequent and continuous
review of information about student behavior, the school
community can continue to hold itself responsible for
reaching its democratic goals of “engaged citizenship” for
all of its students. These three elements are essential to fos-
tering culturally responsive PBS programs, particularly in
schools where students from nondominant cultures (i.e.,
African American, Native American, Hispanic/Latino,
Asian America) are the majority. A shared dialogue and
agreement among school personnel about school and
classroom norms must be a part of the school culture so
that opportunities for democracy and citizenship are cre-
ated and flourish within schools.

A comprehensive and positive schoolwide model of
PBS that is determined by problem type (e.g., students
with serious problem behavior, students at risk for prob-
lem behavior, students with chronic/intense problem be-
havior) and intensity of behavior support (e.g., universal
interventions, specialized group interventions, and special-
ized individual interventions) has been developed, vali-
dated, and implemented in classroom environments
(Sugai & Horner, 1999). There are three levels of support:
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1. clear expectations and positive feedback,
functional assessment and individualized inter-
ventions, and

3. functional assessments and comprehensive ser-
vices across multiple environments (Turnbull &
Turnbull, 2001).

In addition, schoolwide efforts must employ effective in-
structional programs and interventions that have been
shown to have positive benefits for urban, multicultural
youth. Highly effective programs (e.g., Success for All;
Slavin, Madden, Dolan, & Wasik, in press) and strategies
(e.g., classwide peer tutoring, cooperative learning, social
skills instruction) have been well-documented in the liter-
ature. These interventions focus on improving academic
and critical thinking skills and developing prosocial skills
(e.g., empathy, getting along, appropriate ways to seek
help). For instance, in a multicultural framework, factors
such as culture, socioeconomic status, language diversity,
peers, family, school demographics, and community play a
critical role in defining problem type, intensity of behavior
support, and implementation of interventions. Consider
the following case:

Kim was an Asian American student who was truly having
problems in school. She was abusive to her peers and not
doing well in her classes. In her “good” school, there was
the presumption that all Asian Americans were great stu-
dents. As a result, her teacher did not want her to be tested
and placed in special education or alternative programs.
Kim'’s parents thought she needed to see a counselor, and
the teacher refused, indicating, “Asian Americans do not
have learning or behavioral problems. They are smart mi-
norities who do not need counselors to survive.” Kim con-
tinued to be exceedingly disruptive, and her teacher never
responded. On one occasion, Kim took a knife and stabbed
one of her classmates in the hand. It was only then that the
school responded and placed her in an “alternative” pro-
gram where she began to receive counseling. (Obiakor, 2001,
p. 90)

This case reveals typical problems that many culturally
diverse learners experience. Many Asian Americans suffer
in school because they endure psychological problems re-
lated to the “model minority syndrome,” and teachers
downplay the effects that stressors have on their socioemo-
tional well-being. In applying a PBS model, a functional
assessment would reveal that Kim had chronic problem
behaviors and that specialized individual interventions
were needed to change her behavior. The use of culturally
responsive interventions approaches was recommended as
one solution to ameliorating her behavioral problems
(Nevin, Harris, & Correa, 2001; Obiakor, 2001; Utley &
Obiakor, 2001). Recommendations included (a) actively
listening and communicating with parents, (b) discussing
the teacher’s biases and her expectations, (c) addressing
Kim’s socioemotional level of functioning, (d) recognizing

the impact of stressors (e.g., acculturative stress) on her
behavior, (¢) implementing cultural practices, (f) working
with Asian American staff members (e.g., interpreters) on
the multidisciplinary team, (g) examining Kim's interper-
sonal interactions with peers within the school setting
(e.g., verbal and nonverbal communication patterns, atti-
tudes, beliefs, and feelings), and (h) providing counseling
services.

One essential component of infusing multicultural
principles into the PBS model is cultural competence,
which involves practitioners having the capacity to re-
spond to the unique needs of populations whose cultures
are different from “mainstream” U.S. culture. Cross,
Bazron, Dennis, and Issacs (1989) defined cultural compe-
tence as follows:

The word culture is used because it implies the integrated
pattern of human behavior that includes thoughts, com-
munications, actions, customs, beliefs, values and institu-
tions of a racial, ethnic, religious, or social group. The
word competence is used because it implies having the ca-
pacity to function in a particular way: the capacity to func-
tion within the context of culturally-integrated patterns of
human behavior as defined by the group. Thus, cultural
competence is defined as a set of congruent behaviors,
attitudes, and policies that come together in a system,
agency, or amongst professionals and enables that system
agency or those professionals to work effectively in cross-
cultural situations. (p. 3)

The essential elements of a culturally competent system
include (a) valuing diversity, (b) having the capacity for
cultural self-assessment, (c) recognizing the dynamics in-
herent in cross-cultural interactions, (d) having cultural
knowledge, and (e) developing adaptations to interven-
tions and service delivery options that reflect an under-
standing of cultural diversity. Issacs and Benjamin (1991)
outlined critical aspects of cultural competence:

1. The concept of cultural competence applies not
just to Euro Americans but to all of us who have
been barn, educated, and live on American soil,
Very few things in American institutional struc-
ture have prepared us to live harmoniously in a
pluralistic and multicultural society. Therefore,
every one of us needs to learn and practice from
a culturally competent perspective.

2. To bring about a shift in attitudes and behavior,
we must learn to accept our own cthnicity and
another’s without judgment.

3. Itis imperative Lo recognize the importance and
acceptability of culture as a viable concept for all
ethnic groups.

4. There is no one model or approach to cultural
competence and knowledge development.
Therefore, in our attempts to become more sen-
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sitive to other cultures, we must avoid substitut-
ing one set of stereotypes for another.

5. Cultural competence is a dynamic, developmen-
tal process and a state towards which we should
strive, but it takes a long-term and consistent
commitment Lo achieve.

6. Cultural competence requires ongoing sharing,
communication, and dialogue about differences
in perceptions and experiences.

7. It should be acknowledged and recognized that
cultural competence requires an understanding
of the region, size and diversity of the ethnic
minority population, and sociopolitical climate
within the school system or agency. (pp. 37-38)

Barriers to Implementation: Research to
Practice Issues

To implement the suggestions in the previous section, we
must examine potential barriers: (a) teacher and principal
recruitment, selection, preparation, and ongoing develop-
ment; (b) issues of measuring and tracking aggregate stu-
dent behavior performance information; (c) effective
family and student involvement in school governance; and
(d) epistemological tensions between PBS and multicul-
tural education proponents. In this next section, we ex-
plore some of the tensions within each of these issues.

In a recent survey, beginning teachers reported that
they feel poorly prepared to deal with issues of classroom
management and discipline (Farkas, Johnson & Foleno,
2000). When teachers lack “multiethnicity and reflective
nationalism,” this problem is exacerbated (Banks, 2001).
The most effective preparation of urban teachers has oc-
curred when they are (a) carefully selected (Haberman,
1995; Ladson-Billings, 1995), (b) prepared with a focus on
understanding the influence of culture on learning and
pedagogy (Trent & Artiles, 1998), and (c) placed as an in-
tern in multicultural school settings (Kozleski, Sands, &
French, 1993). Unfortunately, the traditional recruitment
practices, the selection of teachers, and the preparation,
development, and training diverge from these recommen-
dations and examples of culturally relevant teacher educa-
tion programs are relatively rare (Cochran-Smith, 1995).

This need for ongoing reflection and discovery about
the influence of culture, class, and ethnicity does not end
with entry into the teaching profession. Veteran teachers
reported that they recognized the need for further educa-
tion about the impact of culture on teaching and learning
(Schultz, Neyhart & Reck, 1996). Similarly, principals
reported a lack of knowledge about culturally relevant
teaching practices. Without a solid understanding of the
relationship between culture and learning, it will be diffi-
cult to implement culturally relevant PBS models in
schools (Cartledge & Milburn, 1996; Trent & Artiles, 1998;
Utley & Obiakor, 2001).

Gathering and interpreting evidence of culturally rel-
evant PBS practices poses a second challenge. Much of cur-
rent school accountability reform has focused on single
measures of student learning, often captured by a stan-
dardized test offered once a year. Problems with measure-
ment and the timing of the release of the data complicate
school accountability processes. Recommending that cul-
turally relevant PBS co-opt the process of publicly review-
ing evidence of student behaviors poses similar dangers if
single sets of information are used to make judgments
about culturally relevant practice. Helpful evidence comes
from a variety of sources, collected over time, and aggre-
gated in such a way that successes and potential problems
can be spotted and addressed as needed. Many schools in
inner city urban areas lack the resources to collect and ag-
gregate such information.

The scholarly works of Fine, Weis, and Powell (1997),
Keith (1996), and Anyon (1995) speak to the complexity of
creating serious and thoughtful involvement of families
and students in school decision making, This is the third
challenge to creating culturally relevant PBS practice. These
authors each make the case that much of what passes for
participation is reactive and passive rather than active and
constructive. For culturally relevant PBS to be realized,
professionals, families, and students must all wrestle with
achieving interactive, participatory norm setting and re-
setting to ensure that one cultural perspective does not
dominate the rule making, the norm setting, and the cur-
riculum.

The epistemological tensions between behavioral sci-
entists, practitioners, and the social constructivists pose a
fourth challenge to achieving culturally relevant PBS prac-
tice. The underlying assumptions and perspectives of mul-
ticultural scholars conflict with those of the positive
behavior support researchers. On the one side, we have
pluralistic views of reality that operate simultaneously.
Multicultural scholars herald a rich tapestry of ideas, cele-
brate varying rituals and routines of human behavior, and
appreciate diverse languages for the way that they influ-
ence the exploration and elaboration of understanding
(Banks, 2001; Grant & Ladson-Billings, 1997). From a
multicultural perspective, tensions caused by the hege-
mony of dominant worldviews are eased through the
recognition, support, and interest in alternative view-
points. On the other hand, the PBS paradigm emphasizes
reinforcement and consequences to change behavior.
Human behavior is objectified, measured, interpreted, and
influenced by using change principles that work across set-
tings, individuals, and time. If PBS programs are imple-
mented without considering multicultural pedagogy and
practices, a potential conflict arises if the preferred behav-
iors are reinforced by members of the “dominant” cultural
perspective and the values, beliefs, and lifestyles of urban,
multicultural children are devalued. Without conscious ef-
fort, the dominant viewpoint will prevail, in most situa-
tions, and individuals who align themselves with the
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dominant view will seek to alter and change the behaviors
of urban, multicultural children. Culturally relevant PBS
models can only occur in contexts that acknowledge and
explore these different worldviews and their potential im-
pact on the learning, behavior, and instructional practices.

Conclusion

The racial disparity in discipline procedures continues to
be problematic. There is great merit in implementing
schoolwide PBS interventions that provide the necessary
social, cognitive, and effective conditions for learning to
occur. It is critical to understand the mediating effects of
culture on the social behavior of urban, multicultural chil-
dren in order to distinguish what kinds of behavior need to
be addressed and what kinds of behavior supports (e.g., in-
terventions) are needed. General and special educators
must examine their expectations, broaden their knowledge
base, and develop skills so that behavior problems are not
based on unidimensional or deficit perspectives. Culturally
responsive teaching must be multidimensional and en-
compass curriculum content, learning context, classroom
climate, student—teacher relationships, instructional strat-
egies, and performance assessments that are based on
cultural knowledge, experiences, contributions, and per-
spectives of urban multicultural youth. The implications
of this rapprochement are significant in terms of retooling
our teacher and school leadership preparation programs
and instituting culturally responsive PBS praclices in
schools.

ABOUT THE AUTHORS

Cheryl A. Utley, PhD, is an associate research professor of
special education, Schiefelbusch Institute of Life Span Stud-
ies, Juniper Gardens Children’s Project. She is also a courtesy
assistant professor, Department of Special Education, Uni-
versity of Kansas. Her current research interests include effec-
tive academic and behavioral interventions, observational
assessment, and multicultural education and special educa-
tion. Elizabeth B. Kozleski, EdD, is acting associate dean,
School of Education, University of Colorado at Denver. She
is currently the director of the National Institute for Ur-
ban School Improvement at UC at Denver. Her research in-
terests include systemic change in urban schools, qualitative
program evaluation methodology, university—school district
partnerships, inclusionary practices, nonaversive behavior
supports, self-regulation of students with affective and cogni-
tive needs, and communicative competence in individuals
who are nonverbal. Anne Smith, EdD, is an education re-
search analyst, Office of Special Education Programs, U.S.
Department of Education. Her research interests include the
inclusion of students with disabilities in general education
classes and education reform initiatives, dimensions of sup-
port across the lifespan for individuals with disabilities,
diversity and multiculturalism, urban schooling, and inter-

national education and inclusion of students with disabili-
ties. Ingrid L. Draper, EdD, is a consultant to the Urban
Special Education Leadership Collaborative Education De-
velopment Center, Inc. She is also the chairperson of the
Leadership Team for the National Institute for Urban School
Improvement. Her research interests include urban special
educational administration, urban school improvement/
reform and systemic change, systems thinking and collabora-
tive practices, minority issues in special education, and urban
communities and school culture. Address: Cheryl A. Utley,
The Juniper Gardens Children’s Project, 650 Minnesota Ave.—
Second Floor, Kansas City, Kansas 66101; e-mail: cautley@
ukans.edu

REFERENCES

Advancement Project/Civil Rights Project. (2000, February), Education de-
nied: The negative impuct of zero tolerance policies. Testimony before the
U.5. Commission on Civil Rights, Washington, DC,

Anyon, |. (1995). Inner city school reform: Toward useful theory, Urban Edu-
cation, 3, 5671

Applied Research Center. (1999). Making the grade. A racial justice report card.
Washington, DC: Author.

Ranks, J. A. (2001). Cultural diversity and education foundations: Curriculurn
and teaching. Needham Heights, MA: Allyn & Bacon.

Carr, G. E,, Horner, R. 11, Turnbull, A. P, Marquis, |. G., McLaughlin, D. M.,
McAtee, M. L., et al, (1999). Positive behavior suppart for people with devel-
opmental disabilities: A research synthesis. Washington, DC: American As-
sociation on Mental Retardation.

Cartledge, G., & Feng, H. (1996). The relationship of culture and sacial be-
havior. In G. Cartledge & |. E. Milburn (Eds.), Crltural diversity and social
skills instruction: Understunding ethnic and gender differences (pp. 13—44).
Champaign, IL: Research Press,

Cartledge, G., Lee, . W., & Feng, H. (1995). Cultural diversity: Multicultural
factors in teaching social skills. In G. Cartledge & J. E. Milburn (Lds.),
Teaching social skills to children and youth: Innovative approaches. Need-
ham Heights, MA: Allyn & Bacon,

Cartledge, G., & Milburn, ]. T. {1996). Teaching social skills to children and
youth: Innavative approaches: Needham, Heights, MA: Allyn & Bacon.
The Civil Rights Project. (2000, June), Opportunities suspended: The devastar-
ing consequences of zero tolerance and school discipline policies. Cambridge,

MA: Harvard University.

Cochran-Smith, M. (1995), Color blindness and basket making are not the
answers: Confronting the dilemmas of race, culture, and language diver-
sity in teacher education. American Educational Research Journal, 32, 493
522.

Costenbader,V., & Markson, S. (1994). School suspension: A survey of cur-
rent policies and practices. NASSP Bulletin, 78, 103-107.

Costenbader, V., & Markson, 5. (1998), School suspension: A study with sec-
andary school students. fournal of School Psychology, 36, 59-812.

Cross, T. 1., Bazron, B. ., Dennis, K. W., & [ssacs, M. R. (1989). Towards a cul-
turally competent system of care: A monograph on effective services for mi-
nority children who are severely emotionally disturbed. Washington, DC:
Child and Adolescent Service System Program (CASSP) Technical Assis-
tance Center, Georgetown University Child Development Center.

Darling-Hammond, L. (1998, February). Teacher learning that supports stu-
dent learning. Educational Leadership, 55, 6-11.

Farkas, S., Johnson, J., & Folena, T. (2000). A sense of calling: Who teaches and
why, New York: The Public Agenda.

Fine, M., Weis, L., & Powell, L. (1997), Communities of difference: A critical
look at desegregated spaces created for and by youth. Harvard Educational
Review, 67, 247-284.

Garcia, E. (1994). Understanding and meeting the challenge of student cultural
diversity. Boston, MA: Houghton Mifflin,



Volume 4, Number 4, Fall 2002

Gay, G. (1993). Ethnic minorities and educational equality. In |. Banks &
C. Banks (Eds.), Multicultural education (pp. 182—183). Boston, MA: Allyn
& Bacon.

Gay, G. (1994). At the essence of learning: Multicultural education, West
Lafayette, IN: Kappa Delta Pi.

Gay, G. (2000). Culturally responsive teaching: Theory, research, and practice.
New York: Teachers Press.

Grant, C. A., & Ladson-Billings, G. (1997). Dictionary of multicultural educa-
tion. Phoenix, AZ: Oryx.

Haberman, M. (1995). The dimensions of excellence in programs preparing
teachers for urban poverty schools. Peabody Journal of Education, 70,
24-43.

Heath, S. B. (1995), Race, ethnicity, and the defiance of categories. In W. D,
Hawley & A. W. Jackson (Eds.), Toward a common destiny: Improving race
and ethnic relations in America (pp. 39-70). San Francisco: Jossey-Bass.

Trvine, J. J. (1990). Black students and school failure: Policies, practices and pre-
scriptions, New York: Greenwood.

Issacs, M. R. (1986). Developing mental health programs for nunority youth
and their families. Washington, DC: Georgetown University Child Devel-
opment Center, Child and Adolescent Service System Program (CASSP)
‘Technical Assistance Center,

Issacs, M. R., & Benjamin, M. P. (1991). Towards a culturally competent system
of care (Val. IT). Washington, DC: Geargetown University Child Develop-
ment Center.

Jones, V. E, & Jones, L. 8. (1998). Comprehensive classroom management: Cre-
ating communities of support and solving problems. Needham Heights, MA:
Allyn & Bacon.

Kauffman, J. M.(1989). Characteristics of behavior disorders of children and
youth (4th ed.). Columbus, OH: Merrill.

Keith, N. (1996). Can urban school reform and community development be
joined? The potential of community schools. Education ¢ Urban Society,
28, 237-268,

Kline, S, Simpson, R. L., Blesz, D. P, Smith Myles, B., & Carter, W. [. (2001).
School reform and multicultural learners with emotional and behavioral
disorders: Issues, challenges, and solutions. In C. A. Utley & F. E. Obiakor
(Eds.), Spectal education, multicultural education, and school reform: Com-
ponents of quality education for learners with mild disabilities (pp. 118—
139). Springfield, T1: Charles C. Thomas,

Kozleski, E. B., 5ands, D. |., & French, N. K. (1993). Preparing special educa-
tors for urban environments. Teacher Education and Special Education,
16(1), 14-22.

Ladson-Billings, G. (1995). Toward a theory of culturally relevant pedagogy.
American Educational Research Journal, 32, 465-491.

Mehan, H. (1993). Beneath the skin and between the ears; A case study in the
politics of representation. In 8. Chaiklin & J. Lave (Eds.), Understanding
practice: Perspectives on activity and context (pp. 241-268). Cambridge,
UK: Cambridge University Press.

Morse, W. (1983), The education and treatment of socicemotionally disturbed
children and youth. Syracuse, NY: Syracuse University Press.

National Center for Education Statistics. (1999). Indicators of school crime
and safety. Washington, DC: Author.

Nevin, A., Harris, K. C., & Correa, V. (2001), Collaborative consultation be-
tween general and special educators in multicultural classrooms: Tmplica-
tions for school reform. In C. A. Utley & F. E. Obiakor (Eds.), Special
education, multicultural education, and school reform: Components of qual-
ity education for learners with mild disabilities (pp. 173-182), Springfield,
IL: Charles C. Thomas.

Nieto, S. (1999). The light in their eyes: Creating multicultural learning com-
munities. New York: Teachers College Press.

Obiakor, F. E. (1994). The eight-step multicultural approach: Learning and
teaching with a smile. Dubuque, 1A: Kendall/Hunt.

Obiakor, F. E. (2001). It ever: happens in “goad” schools. Respanding to cultural
diversity in today’s classrooms, Thousand Oaks, CA: Corwin Press.

Ogbu, J. U.(1991). Low school performance as an adaptation: The case of
Blacks in Stockton, CA. In M. A. Gibson & J. U, Ogbu (Eds.), Minority sta-
tus and schooling: A comparative study of immigrant and inveluntary mi-
norities (pp. 249-286). New York: Garland.

Osher, D., Woodruff, 1., & Sims, A. (2000, June). Exploring relationships be-
tween inappropriate and ineffective special education services for African

American youth and their overrepresentation in the juvenile justice system.
Paper presented at The Civil Rights Project, Harvard University, Cam-
bridge, MA.

Peoples, ., & Bailey, G. (1991). Humanity: An introduction to cultural anthro-
pology (2nd ed.). St. Paul, MN: West.

Rivera B. D, & Rogers-Adkinson, D. (1997). Culturally sensitive interven-
tions: Social skills training with children and parents from culturally and
linguistically diverse backgrounds. Intervention in School and Clinic, 33(2),
75-80.

Rutherford, R. B., & Nelsun, C. M, (1998). Management of aggressive and vi-
alent behavior in schools. In E. L. Meyen, G. A. Vergason, & R. ]. Whelan
(Eds.), Fducating students with mild disabilities: Strategies and methods
(2nd ed., pp. 71-92). Denver, CO: Love.

Sailor, W. (1996). New structures and systems change for comprehensive
behavioral support. In L. K. Koegel, R. L. Koegel, & G. Dunlap (Eds.), Pos-
itive behavioral support: Including people with difficult behavior in the com-
munily (pp. 163-206). Baltimore: Brookes,

Sanders, W. L., & Rivers, . C. (1996). Cumulative and residual effects of teach-
ers on future student academic achievement. Knoxville: University of Ten-
nessee Value-Added Research and Assessment Center,

Schultz, E., Neyhart, T. K. & Reck, U. M. (1996). Swimming against the tide:
A study of prospective teachers attitudes regarding cultural diversity and
urban teacher. The Western Journal of Black Studies, 20, 1-7.

Shade, B. 1.(1997). Culture, style and the educative process: Making schools
work for racially diverse students. Springfield, IL: Charles C. Thomas.

Skiba, R., Michael, R. S., Nardo, A. C., & Peterson, R. (2000, June). The color
of discipline: Sources of racial and gender disproportionality in school pun-
ishment. Bloomington: Indiana State University, Indiana Education Pelicy
Center,

Skiba, R., & Peterson, R. L. (2000). School discipline: From zero tolerance to
early response. Exceptional Children, 66, 335-347.

Skiba, R., Peterson, R. L., & Williams, T. (1997). Office referrals and suspen-
sion: Disciplinary intervention in middle schools. Education and Treat-
ment of Children, 20(3), 295-315.

Slavin, R. N., Madden, N., Dolan, L., & Wasik, B. (in press). Every child, every
school: Success for all. Thousand Oaks, CA: Corwin Press,

Sugai, G., & Horner, R, H. (1999). Discipline and behavioral support: Prac-
tices, pitfalls, and promises. Effective School Practices, 17(4), 10-22.

Sugai, G., & Horner, R. H. (2001). Features of an effective behavior support
at the school district level. Beyond Behavior, 11(1), 16-19,

Sugai, G., Horner, R. H., Dunlap, G, Hieneman, M., Lewis, T., Nelson, C, M.,
et al. (2000). Applying positive behaviar support and functional behav-
ioral assessment in schools. Journal of Positive Behavior Interventions, 2(3),
131-143.

Townsend, B. (2000). The disproportionate discipline of African American
learners: Reducing school suspensions and expulsions. Exceptional Chil-
dren, 66(3), 381-392.

Trent, S. C., & Artiles, A. [. (1998). Multicultural teacher education in special
and bilingual education: Exploring multiple measurement strategies to as-
sess teacher learning, Remedial and Special Education, 19, 2-6.

Turnbull, A, P, & Turnbull, R. (2001). Families, professionals, and exception-
ality: Collaborating for empowerment (4th ed.). Upper Saddle River, NJ:
Merrill/Prentice Hall,

U.S. Department of Education, Office for Civil Rights. (1995), Elementary
and secondary school civil rights compliance report: National and state pro-
jections. Washington, DC: Author.

U.S, Department of Education, Office for Civil Rights. (1998). Elementary
and secondary school civil nights compliance report: National and state pro-
jections. Washingtan, DC: Author.

U.S. Public Schools (1996-1997). Violence and discipline problems in U.S.
public schools. Washington, DC: Author.

Utley, C. A., & Obiakor, F. E. (2001). Special education, multicultural edvca-
tion, and school reform: Components of quality education for learners with
mild disabilities, Springfield, IL: Charles C, Thomas.

Webb, R. B., & Sherman, R. R. (1989). Schooling and society (2nd ed.). New
York: Macmillan.

Action Editor: Wayne Sailor

207



