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ABSTRACT 

DISSERTATION PROJECT:  An Investigation of Teachers’ Emotional Intelligence and the 

Relationship Between the Behaviors of African American Males in High Poverty Schools 

STUDENT:  Brian Christopher Dinkins 

DEGREE:  Doctor of Education in Educational Administration and Supervision 

COLLEGE:  Teachers 

DATE:  July 2021 

PAGES:  110 

This study investigated the relationship between teachers’ pre- and posttest emotional 

intelligence appraisals after completing comprehensive professional development training. Six 

hours of professional development on practicing emotional intelligence in the classroom was 

provided as an intervention following the pretest. Using the pre- and posttest emotional 

intelligence appraisal scores, discipline referrals, and the NWEA scores of African American 

male students, a paired t-test, analysis of variance (ANOVA), and Pearson’s Correlation Test 

were used to investigate four research questions.  

The quantitative study analysis indicated a statistically significant increase on teacher 

emotional intelligence appraisal after participating in researched-based professional development 

on how to practice emotional intelligence in the classroom. Significant results also indicated that 

teachers who taught ELA scored higher and had more gains than teachers who taught 

math/science.  However, there was no statistically significant data to establish a relationship 

between the teachers’ emotional intelligence appraisal scores and the behavioral outcomes or 

academic achievement of African American males students. The implications discussed include 

spending more time focusing on the possible explicit and implicit biases that might negatively 
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impact teacher beliefs and influence teacher-student interactions. This would include helping 

teachers develop their culturally relevant pedagogy and make relevant connections to their 

emotional intelligence and implicit biases. A second implication includes the lack of 

accountability and oversight needed to ensure strategies and professional development takeaways 

are implemented in classroom practices with fidelity.  
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CHAPTER ONE: INTRODUCTION 

The United States is experiencing a rising trend in the number of African American male 

students who are failing academically, dropping out of school, and behaving negatively in the 

school setting (Kunjufu; Kunjufu; National Center for Education Statistics., 2005; Statistics, 

2015).  The student-teacher relationship is a significant educational pillar that impacts the 

behavioral and academic outcomes of children, especially those from economically 

disadvantaged communities (Hughes et al., 2012; Murray & Naranjo, 2008). There is a growing 

body of research that suggests the emotional intelligence of teachers and students has a positive 

impact on the relationships between teacher and students (Collaborative for Academic, 2015; 

Goleman, 1995; Tyler & Boelter, 2008).  Longitudinal studies of the academic benefits of social-

emotional learning have begun to influence policy in states across the country including the 

federal work included in the Every Student Succeeds Act (Act, 2015).  This work provides 

principal leadership with the platform to implement job-embedded professional development for 

teachers that positively impacts the student-teacher relationship and decreases the 

disproportionality in school discipline for identified student populations (Barth, 1986; Gregory et 

al., 2010).  This is especially important for African-American male students from high-poverty, 

high-risk communities that have been negatively affected by the impact of poverty on their 

social, emotional, and academic development (Graczvk & Weissberg, 2003; Murray & Naranjo, 

2008). 
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Background 

The student-teacher relationship is an essential component of the student learning 

experience and has a significant impact on the academic and behavioral outcomes of students 

(Hughes & Kwok, 2007; Pianta & Stuhlman, 2004). A study conducted at the University of 

Virginia by Robert Pianta and Megan Stuhlman concluded that closeness and conflict associated 

in the relationship of a teacher and their students impacted the skills acquired in a group of 490 

first graders. In other studies, research established a relationship between the students’ 

perceptions of caring, warmth, and support from their teachers and the behavioral and academic 

outcomes of their teacher’s classrooms, especially the perceptions of African-American students 

(Baker, 1999; Decker et al., 2007; Hamre & Pianta, 2001). Both students and teachers bring their 

experiences, personality, and cultural values into the development of the relationship. One 

variable of the student-teacher relationship that is being examined through relevant research is 

emotional regulation in the classroom and its impact on the behaviors of both the student and 

teacher. (Curci et al., 2014; Jennings & Greenberg, 2009). A body of research has concluded that 

providing social and emotional intelligence programming to students improves their emotional 

regulation and academic achievement (Durlak et al., 2011; Payton, 2008).  

This is important because social and emotional intelligence can be taught in the 

classroom. The same is true for teachers as it pertains to the regulation of their emotions. A 

teacher’s emotional regulation has an impact on the emotional climate of the classroom and 

learning environment for students (Sutton & Wheatley, 2003). Sutton’s research conveyed that 

the complexity of emotions communicates the importance of understanding the role of culture in 

emotions. This suggests the need for emotional synchronization of classrooms with students and 

teachers from different cultural backgrounds, especially those who serve African-American male 
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students. This demographic of students has been experiencing a disproportionally high number 

of discipline referrals.  

When a student’s classroom behavior results in a discipline referral, does it impact the 

student’s academic achievement? A study conducted by scholars at Texas A&M University, 

which included 3,500 African American male students’ participants, concluded that African 

American males received discipline referrals twice as often as Caucasian males. They also 

received harsher consequences, such as suspension, for similar behaviors resulting in missed 

instructional time (Lewis et al., 2010).  In other research, patterns of discipline disproportionality 

with African-American male students was found to be a result of subjective misinterpretations of 

behavior, poor student-teacher relationships due to cultural conflict, and lack of classroom 

management (Gregory et al., 2010; Losen & Skiba, 2010; Skiba et al., 2002). This has lasting 

implications for African-American male students and the communities in which they live.  

Problem Statement 

In many urban schools in the United States, there is a rising number of negative and 

conflicting interactions in the classroom and other school settings between African American 

male students and the teachers who educate them. These student-teacher interactions and 

relationships have a high impact on the behavioral and educational outcomes of students in the 

classroom (Hamre & Pianta, 2001).  According to several researchers (Decker et al., 2007; 

Milner, 2007; West-Olatunji et al., 2006), the impact of healthy and positive relationships, or 

lack thereof, between students and their teachers has an effect on the academic and measurable 

behavioral outcomes of African American male students in secondary schools.  These 

relationships subsequently impact family structure, community crime rates, employment rates, 

and the overall health of many urban communities. Research (Cohen, 2001; Cohen & Sandy, 
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2003; Jennings & Greenberg, 2009) suggests students with higher social-emotional competence 

have more prosocial behaviors in school.  However, there is limited research regarding the 

impact teachers’ emotional intelligence appraisal has on the behavioral outcomes of African 

American male students in their classrooms.  This area of research is vital to support the 

expansion of professional development that enhances teachers’ abilities to positively and 

effectively respond to the emotional needs of students while monitoring their own personal self-

awareness, social-awareness, responsible decision-making, self-management, and relationship 

management.  

Purpose Statement 

The purpose of this quantitative study is to investigate the relationship between teachers’ 

emotional intelligence appraisals and the number of discipline referrals submitted for the African 

American male students in their classrooms.  The intent is to assist school leaders in improving 

the academic and social outcomes of their African American male students through enriched 

learning environments by strengthening teacher practices with intentional professional 

development.  Another purpose of this study is to identify how a teacher’s emotional intelligence 

appraisal changes after they receive on-going professional development on practicing culturally-

inclusive emotional intelligence in the classroom.  The independent variables in this study 

include the emotional intelligence pre-test appraisal of teachers, baseline discipline referrals that 

are categorized as major or minor, and the NWEA achievement pretest for the African American 

male students. Teachers’ race, gender, years of experience, and content area that they teach will 

also be included as independent variables in this study. The dependent variables of this study are 

the number of discipline referrals received by African American male students and the academic 

achievement of those same students, as measured by their fall to winter NWEA test. 
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Significance of the Study 

This study adds to a body of new and existing research that is investigating the behavioral 

and academic outcomes of African American male students.  Nationally, these students show the 

lowest academic performance and are the most disciplined, suspended, and expelled. This 

growing trend also contributes to a high number of African American male students dropping out 

of school due to disproportionate discipline practices that affect their ability to achieve 

academically and make the social gains necessary for success in today’s society (Gregory et al., 

2010; Skiba et al., 2011; Skiba et al., 2002). Identifying opportunities to improve the outcomes 

of these students is vital to the success of African American communities. Research shows that 

that suspension account for missed days of instruction and increase the risk of students 

underperforming academically (Davis & Jordan, 1994). In a study (Lewis et al., 1999), African 

American males accounted for 1,383 days of suspension in a calendar year, which equated to 

3,714 missed instructional days. In this particular school district fewer than 48% of the males in 

this district scored proficient in reading, and fewer than 36% scored proficient in writing. (Lewis 

et al., 2010). In a second study contrasting two cohorts of students, one group having at least one 

day of suspension with another group having no suspensions, Arcoa found that students that had 

been suspended were 3 or more years behind in their reading proficiency (McHugh, 2006).  

Researchers (Bar-On et al., 2007; Greenberg et al., 2003; Zins, 2004) continue to validate 

and support the development and implementation of social, emotional, and behavioral 

programming for students, but limited training offerings focus on the development of teachers’ 

emotional intelligence and how it can positively impact the measurable negative behaviors of 

African American male students. By providing researched-based professional development, 

school leaders increase the number of opportunities for continuous improvement for their 
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teachers. Emotional intelligence training, from a culturally-inclusive context, is likely to 

positively impact the educational outcomes of African American male students by decreasing 

behaviors that result in discipline referrals and missed instruction.  Lastly, this study supports 

relevant research that assists in developing strategies to decrease teacher stress, improve teacher 

retention, and support the development of researched-based professional development that hopes 

to enhance teachers’ ability to cope with stress associated with classroom management 

challenges.  

Research Questions 

These research questions guide this study: 

1. What changes occur in teachers’ and administrators’ emotional intelligence (as measured

by the Emotional Intelligence Appraisal) after they participate in research-based training

on practicing emotional Intelligence in the classroom?

2. What changes occur in teachers’ emotional intelligence (as measured by the Emotional

Intelligence Appraisal) across the independent variables after they participate in research-

based training on practicing emotional intelligence in the classroom?

3. What is the relationship between a teacher’s emotional intelligence appraisal and the

number of discipline referrals submitted for the African American male students in their

classroom?

4. What is the relationship between the changes in the African American males’ students’

academic achievement related to changes in the number of discipline referrals?

Delimitations 

There are two delimitations in this study. The first delimitation is the time allotted to 

conduct the research.  The emotional intelligence appraisals, archival data collection, and 
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professional development will be conducted for one semester but should provide enough time to 

see changes in the research. 

The second delimitation includes having a sample size of two schools, which limits the 

generalizability of the study.  The two schools serve students from underserved communities and 

at least 85% of their students are African American.  The sample size is minimally adequate to 

complete the statistical analysis needed to answer the research questions.  The research design 

will allow the researcher to go deeper with the study’s participants but not necessarily as broad. 

Definition of Important Terms 

These terms are important to this study and are defined within the context of this research 

area: 

• Achievement –the quality and quantity of a student’s work (Merriam-Webster Inc., 2003)

• Appraisal – the act of judging the value, condition, or importance of something

(Merriam-Webster Inc., 2003)

• Behavior – the manner of conducting oneself; the response of an individual, groups, or

species to its environment (Merriam-Webster Inc., 2003)

• Collaborate –to work with another person or group in order to achieve or do something

(Merriam-Webster Inc., 2003)

• Communication –a process by which information is exchanged between individuals

through a common system of symbols, signs, or behavior (Merriam-Webster Inc., 2003)

• Culture –the customary beliefs, social forms, and material traits of a racial, religious, or

social group; the characteristic features of everyday existence (as diversions or a way of

life) shared by people in a place or time (Merriam-Webster Inc., 2003)
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• Culturally Responsive Teaching –a pedagogy that recognizes the importance of 

including students’ cultural references in all aspects of learning (Ladson-Billings, 2009). 

• Disproportionality –the over- or under-representation of a given population group, often 

defined by racial and ethnic backgrounds, but also defined by socioeconomic status, 

national origin, English proficiency, gender, and sexual orientation, in a specific 

population category (www.emstac.org).   

• Diversity –the state of having different people who are different races or who have 

different cultures in a group or organization (Merriam-Webster Inc., 2003) 

• Empathy –the action of understanding, being aware of, being sensitive to, and vicariously 

experiencing the feelings, thoughts, and experience of another of either the past or 

present without having the feelings, thoughts and experience fully communicated in an 

objectively explicit manner (Merriam-Webster Inc., 2003) 

• Perspective –an accurate rating of what is important and what is not (Merriam-Webster 

Inc., 2003) 

• Relationship Management –a person’s ability to use awareness of their emotions and the 

others’ emotions to manage interactions successfully (Bradberry & Greaves, 2009) 

• Respect –a feeling or understanding that someone or something is important, serious, etc., 

and should be treated in an appropriate way (Merriam-Webster Inc., 2003) 

• Secondary school –a school for children between the ages of 11 to 16 or 18 (Merriam-

Webster Inc., 2003) 

• Self-awareness –a  person’s ability to accurately perceive their emotions and stay aware 

of them as they happen (Bradberry & Greaves, 2009) 
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• Self-efficacy –an individual’s belief in his or her capacity to execute behaviors necessary 

to produce specific performance attainment (Bandura, 1997). 

• Self-management –a person’s ability to use awareness of their emotions to stay flexible 

and positively direct their behavior (Bradberry & Greaves, 2009) 

• Social awareness –a person’s ability to accurately pick up on emotions in other people 

and understand what is really going on (Bradberry & Greaves, 2009) 

• Social competence –the combination of a person’s social awareness and relationship 

management skills.  Social competence is a person’s ability to understand other people’s 

moods, behavior, and motives in order to improve the quality of your relationships 

(Bradberry & Greaves, 2009) 

Organization of the Study 

 This study includes five chapters, including the appendices and references. Chapter One 

includes a brief introduction of the research.  A review of the literature regarding current 

research findings on emotional intelligence, African American male students, teacher-student 

relationships, and the impact on school culture and discipline is captured in Chapter Two.  

Chapter Three describes the research methods and explains how the data will be analyzed.  A 

detailed synopsis of the research results is provided in Chapter Four.  Chapter Five provides an 

analysis and conclusion of the findings with recommendations for future research.  Lastly, 

appendices and references close this study.   

Summary 

 In many schools today, there are disproportionate numbers of African American males 

being disciplined in secondary schools compared to their white counterparts.  There are many 

variables that contribute to this phenomenon, and the goal of this quantitative study is to 
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investigate how the emotional intelligence appraisal of teachers correlates with the measurable 

negative behaviors of these young men.  Students in this demographic have high dropout rates 

and achieve below all other demographics of students.  These students deserve a meaningful, 

relational, and academically appropriate environment that allows them access to social and 

academic outcomes that provide opportunity for personal and career success after school.  
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CHAPTER TWO: LITERATURE REVIEW 

Recent and past research clearly substantiates that African American males are 

experiencing great distress and are at serious risk in today’s society. They are marginalized, 

disenfranchised, and are the lowest performers academically out of all student demographic 

subgroups.  Black males continue to drop out of school and experience higher incarceration rates 

than any other group of people (Gordon et al., 1994; Carla R. Monroe, 2005). Much of the 

current plight of Black males is a result of growing trends of disproportionality in the discipline 

practices of African American male students in secondary education (Kunjufu & ebrary Inc., 

2013; Losen & Skiba, 2010; Skiba et al., 2002; Skiba & Peterson, 2000). These exclusionary 

practices negatively impact African American male students’ abilities to receive meaningful and 

impactful educational experiences that provides access to postsecondary success personally and 

professionally (Decker et al., 2007; Skiba et al., 2002; Wood & Turner, 2010).  This chapter will 

examine current research and uncover gaps in educators’ knowledge of effective practices that 

support the advancement of African American male students by decreasing the disproportionality 

in school discipline they are currently experiencing. The foundation of this study aligns with 

what is already known about current negative discipline practices with the possible implications 

for improvement of these practices using effective professional development and training. What 

antecedents cause African American male students to behave in negative ways in the classroom 

and are the disciplinary consequences legitimate for the behavior or simply exclude them from 

their learning opportunities? Can focusing on the quality of teacher- student interactions, using 

emotional intelligence training, contribute to the behavioral and academic outcomes of students 

(Baker, 1999; Baker et al., 2008; Pianta, 1992)?  There are many dynamics of the teacher – 
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student relationship, especially emotional intelligence, that contribute to the response to African 

American male students behavioral outcomes (Fried, 2011; Jennings & Greenberg, 2009).  

This literature review aims to answer four questions in terms of what is already known in 

the research: 

• What changes occur in teachers’ emotional intelligence (as measured by the Emotional 

Intelligence Appraisal) after they participate in research-based training on practicing 

culturally-responsive emotional intelligence in the classroom?  

• What changes occur in teachers’ emotional intelligence (as measured by the Emotional 

Intelligence Appraisal) across the independent variables after they participate in research-

based training on practicing emotional intelligence in the classroom?  

• What is the relationship between a teacher’s emotional intelligence appraisal and the 

number of discipline referrals submitted for the African American male students in their 

classrooms?  

• What is the relationship between the changes in the African American student’s academic 

achievement related to changes in the number of discipline referrals they receive in the 

classroom?  

To set the basis for these questions, I will begin this review with the theoretical framework. 

Theoretical Framework 

The theoretical framework that will guide this study is Relationship Awareness Theory 

(RAT) developed by Dr. Elias Porter in 1976, which is a theory of interpersonal relationships.  

Through many trainings and personal experiences, Porter realized there was an inherent desire 

for people to pursue positive affirmations of oneself. It was during his research that he came to 

understand that all behavior manifests out of humans’ yearning to satisfy their own personal 
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gratifications and that it was important for people to identity their motivations in pursuit of 

meaningful thoughts and feelings of themselves. Porter trusted that through his research and the 

development of RAT that individuals would together be able to construct meaningful 

relationships that satisfied both party’s needs. Much of Porter’s work stemmed from Enrich 

Fromm’s research, which refuted Freud’s ideas that behavior was a product of a person’s 

character (Porter & Rollins, 1996). 

There are four major premises that shape Porter’s theory. The first major premise is based 

on Tolman’s research (1967) that suggests that behavior traits are not conditioned responses but 

arise from intentional pursuits for personal gratifications determined by an individual idea about 

how to obtain those gratifications. Behavior traits were based on the interactions with each other, 

which stemmed from what they found gratifying in interpersonal relationships as they were 

pursing to satisfy their own gratifications. This premise also suggests that as individuals become 

more in touch with the gratifications they desire from those whom they interact with and inspect 

the most effective ways of achieving those gratifications, we create opportunities for feedback 

regarding the efficacy of our behaviors (Porter & Rollins, 1996). Premise one opens the door for 

opportunities to modify old behaviors or construct new behaviors with the objective of ensuring 

we are engaged in mutually satisfying interactions. Lastly, in this premise, Porter suggests that as 

we become more aware of others’ desires and satisfactions, they are seeking from us, the better 

we comprehend the purpose of their behaviors and the desired outcomes.  Then, this awareness 

gives us more opportunities to seek ways to attain mutual gratifications and avoid unnecessary 

conflict because of unmet fulfillments. This premise is particularly important to this study as we 

investigate the emotional intelligence of teachers and how their EQ impacts how they respond to 

the behavior of the African-American males in their classrooms. When looking through the lens 
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of premise one it might be suggested that improving the self and social awareness of the teacher 

would allow them to identify what behaviors gratify them personally, while also becoming 

increasingly aware of the gratifications of these students they serve. By becoming aware of the 

desired gratifications and desired outcomes of both the teacher and student, an educator is 

equipped with more information to assist in developing a mutually gratifying relationship in the 

classroom. 

	 The second major premise of RAT says that there are two clearly different circumstances 

that impact the behaviors displayed in individuals.  The first condition suggests that when people 

are permitted to seek that which gratifies them freely, their behavior traits are more consistent 

and predictable; however, when faced with resistance or conflict when pursuing these 

gratifications, behavior traits are inconsistent and unpredictable. When individuals are free to 

pursue their personal gratifications, it’s much easier to predict their behavior; however, when 

conflict arises and there is a lack of freedom to purse those same or similar needs, behavior 

becomes much more unpredictable. This is very relevant in the school setting establishing the 

clear need to identify both students and teachers needs and satisfactions. The second premise 

adds value to the study because is establishes the need to create teacher-student relationships that 

provide the conditions to pursue self-gratifications freely. Self and social awareness provide the 

skills necessary to identify thoughts, behaviors, and emotions of self and others (Goleman, 

2001), but relationship management allows for creating the conditions that allow both the teacher 

and student to predict behavior because they are both free to pursue their gratifications freely.  

The third major premise is constructed mainly from Fromm’s work that suggests that 

people operate from a “personal strength” when the behavior they display enhances the 

probability that the interpersonal interaction they engage in will be mutually gratifying and 
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produce the desired outcome. The reverse is also true, that an individual operates from a 

“personal weakness” when the behavior they exhibit decreases the probability that the 

interpersonal interactions between people will be a mutually productive interaction (Fromm, 

1947).  Porter suggests acting in what would be perceived as a trusting way is considered a 

strength because it increases the chances that an interaction will be equally productive and to act 

in a way that would be considered excessively trusting is a weakness because it decreases 

opportunities for productive interactions. In the study premise three supports the idea that 

teachers need self-management skills because they assist in building upon their personal 

strengths. Self-management skills would be valuable in operating from one’s personal strength, 

which Porter, says enhances the chances that the relationship will be mutually gratifying.  

The fourth and final major premise states that all individuals see things differently 

because they look through personal filters that impact their perception of what they see (Porter & 

Rollins, 1996). Porter says people have different experiences that contribute to the way they see, 

feel, and hear in the world and often neglect practicing empathy which allows us to see through 

the lives, experiences, and perspectives of other people. This adds value to the study because 

practicing social awareness places an emphases on being aware of the emotions of others and the 

conditions that influence them (Bradberry	&	Greaves,	2009). 		

The following is a review of the literature that provides a synopsis of relevant research 

about background information on Black males, emotional intelligence, and the importance of 

teacher-student relationships. Also, the review describes how both emotional intelligence and the 

quality of teacher-student relationships contribute to the experience and outcomes of the African- 

American male student.  The literature review ends with a discussion about effective professional 

development (PD) principles that will guide the PD for my study. 
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Background 

Since	this	study	focused	upon	Black	males	as	the	key	participants	in	the	study,	I	

have	included	background	information	about	the	specific	problems	Black	males	face	in	

today's	schools.		This	information	will	lead	to	the	premise	that	improving	emotional	

intelligence	in	teachers	and	the	quality	of	teacher-student	relationships	might	have	an	

important	influence	of	the	success	of	Black	males.	

Over the past four decades there has been a growing interest in the educational research 

investigating the academic and behavioral outcomes of African-American male students in 

school environments (Gregory et al., 2010; Skiba & Peterson, 2000). The increased interest 

comes as a result of African American male students in high poverty schools growing negative 

trends in achievement and discipline data. African American males perform the lowest 

academically, compared to all other student subgroups.  They are also the subgroup of students 

experiencing the highest numbers of discipline referrals, suspensions, and expulsion 

consequences. In many of the schools these practices are  prevalent, the schools that lack the 

holistic capacity to address African American male students’ individual and collective needs 

(Kunjufu & ebrary Inc., 2013; Losen & Skiba, 2010; Skiba et al., 2011). African American males 

are known to have unique learning needs that are often left unaddressed and cause them to 

disengage from learning, particularly in early years of their educational experience (Patrick et al., 

2007).  

African American males come to school with a myriad of social, emotional, and 

academic needs that are often a result of the impact of poverty and their environment (Gordon et 

al., 1994).  According to the United States Commission on Civil Rights (United States 
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Commission on Civil Rights., 2002), African Americans make up 14.7% percent of the total 

population living below the poverty level in the state of Indiana and 14.9% across the United 

States. The impact of drugs, gangs, fatherlessness, and crime that plague impoverished 

communities often manifest themselves as classroom challenges for African American male 

students that cause them to disengage from learning, act out violently or disruptively, and even 

drop out of school (Brooks-Gunn & Duncan, 1997). In a study done by Guang Guo and Kathleen 

Mullan Harris (Guo & Harris, 2000), the researchers identified five factors that have influence on 

a child’s intellectual development: (a) cognitive stimulation, (b) parenting style, (c) physical 

environment, (d) child’s ill health at birth, and (d) ill health in childhood. Children show up to 

school daily with a complexity of needs. They also attend with a multitude of gifts and talents 

that if developed and cultivated could be the pathway to a meaningful career and fulfilling 

livelihood. Paul Tough (2013) asked the question: What kind of interventions in their lives, or 

their parent’s lives, could help them to acquire those skills? What research tells us is, when 

interventions, support, and culturally inclusive school practices are not present and working 

systematically, Black males experience low academic achievement, high suspension and 

expulsions, which result in high unemployment and incarceration rates (Schwartz, 2001; 

Simmons-Reed & Cartledge, 2014; Vanneman et al., 2009).   

Finally, crime rates for African American males are steadily rising.  According to the 

National Center for Educational Statistics (2015), Black students have the lowest freshman 

graduation rate through the 2011-12 academic year (Brooks-Gunn & Duncan, 1997; Statistics, 

2015). Students with disabilities represent a quarter of referrals to law enforcement and only 

represent 12% of the entire student demographic, which is more than double (Baker et al., 2008).  

African American males are disproportionately representative of the special education 
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population, increasing their referral to law enforcement.  These factors are becoming more 

common in high poverty schools and the area that researchers are investigating more is the 

relationship between the academic outcomes and disproportionate discipline practices of Black 

male students.   

Disproportionality in Discipline Practices 

Exclusionary practices are becoming more common in urban schools across the United 

States.  This form of discipline removes students from the learning environment and has a 

negative influence on the academic and social development of those scholars (McIntosh et al., 

2018; Welsh & Little, 2018)). The need to address the implications and consequences of these 

practices is urgent, especially for the African American male students who are being suspended 

at much higher rates than their peers (Cotter et al., 2007; Skiba & Peterson, 2000; United States 

Department of Education., 2014). 

The Civil Rights Data Collection (CRDC, 2002) report provided a snapshot of school 

discipline throughout the country and addressed known disproportionality in school discipline 

practices that contribute to underachievement, dropout rates, and prison- to-pipeline for 

underrepresented populations of children.  Children of color are three times more likely to be 

suspended or expelled from school than White students. African-American children make up 

16% of the entire school population and represent 42% of students suspended multiple times 

from school. In comparison their White counterparts who make up 51% of total students enrolled 

only account for 31% of total students suspended from school multiple times. There is 

disproportionality present with the discipline practices of boys and girls as well. African 

American boys (20%) are more than three times likely to be suspended than Caucasian (6%) 

boys. African American males are also underrepresented in college preparatory courses and 
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programs that enrich student learning. This suggests the need for policy changes and ongoing 

research that encourages equity in discipline practices and enhances opportunities for students of 

color, specifically Black males, to engage in quality educational experiences (National Center for 

Education Statistics., 2005).  

In 1954, the Supreme Court ruled in Brown v. Board of Education so that children 

seeking to advance themselves educationally would not be discriminated against (Brown V. 

Board of Education, 347 U.S. 483, 1954(Skiba et al., 2011; Warren, 1954).  There have been 

systematic changes to equalize educational opportunities for children of all color since then; 

however, as research of the educational landscape deepens, there are still systems in place that 

create disproportionality for specific demographics of people including those of color and of 

economic disparity.   

In recent research done by the (United States Department of Education., 2014), findings 

showed disturbing numbers of high suspensions for Black and Latinx students. Such suspensions 

equate to missed instructional time and unrecoverable learning opportunities.  This loss translates 

into deficits across the board as it pertains to academic achievement and advancement for those 

students most in need. The facts that research has shown significantly higher rates of suspensions 

pertaining to Black and Latinx students who display the same behaviors as their White 

counterparts suggest a need to investigate the reasons and pursue opportunities to correct 

common practices that negatively impact the social and educational outcomes of children. 

Additionally, research findings link the relationship between academics and behavior 

(Lassen et al., 2006; McIntosh et al., 2008). Morrison & D’Incau’s research (1997) identified 

that behavior and academic outcomes (standardized tests) of students have a statistically 

significant relationship. However, the effect size was relatively small. Variables that have 
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statistically significant relationships with academic outcomes are attendance or missed 

instruction (McIntosh et al., 2008).  

Teacher-Student Relationships 

It is a known fact that students, especially those living in poverty with working families, 

spend more time engaged with their teachers and school staff than with their parents (Tough, 

2011). This inherently means the relationships that students engage with more regularly in school 

have an  important impact on their academic and behavioral development (Pianta & Stuhlman, 

2004). Over the past few decades, there has been an even greater shift in the educational 

community that challenges teachers to assume more than instructional roles, such as counselors, 

mentors, parent figures, disciplinarians, and life coaches (Andrabi et al., 2013; Brooks-Gunn & 

Duncan, 1997).  The children who enter school doors are looking for these supports through the 

relationships and interactions they engage with on a daily basis. There are a multitude of positive 

and negative interactions between students and their teacher every day. Whether or not teachers 

are prepared for these interactions and strive to meet students’ unique needs can greatly impact 

the educational success of students (Hughes et al., 2008; Hughes et al., 2012).  

Some research findings suggest that teacher-student relationships are especially important 

to the academic and behavioral success of African American and Latinx students. Teacher 

perception of behavior, emotional and cultural awareness, instructional engagement, and 

classroom management have been identified as key indicators that impact the quality of these 

relationships (Hamre et al., 2013; Monroe & Obidah, 2004).  

Several studies supported the claim that relationships between teachers and their African 

American students have an impact on their academic and behavioral outcomes ((Baker, 1999; 

Hamre & Pianta, 2001; Hughes et al., 2012). The first study was released by the National 
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Institute for Health in 2012, where 690 academically challenged elementary students participated 

in a 3-year longitudinal study. This study reported annually about the quality of the student-

teacher relationship (Hughes et al., 2012). The researchers’ hypothesis was that the teacher -

student relationship had an impact on student motivation and, as a result, impacted the math and 

reading scores of the students. Students were surveyed regarding their teacher’s display of 

warmth and support or conflict over the three years. There were several findings, but one in 

particular found that student’s reports of conflict remained constant across the three years, 

especially for boys and African American students. These two groups had higher reports of 

conflict than Caucasian and Hispanic students and fewer reports of warmth or support, which 

declined over the same period. There was no evidence found of an increase of math or reading 

scores in this particular study, but there was evidence that the presence and report of conflict in 

the relationship impacted the behavioral engagement of students.  

In 1999, the University of Chicago Press released a study done by Jean A. Baker that 

observed the relationship quality and interactions between teachers and African American 

students from urban, low socio-economic communities by surveying the student’s satisfaction 

with their school. Sixty-one third through fifth grade students participated in interviews, self-

report questionnaires, and classroom observations to identify student’s perceptions about their 

experiences. The findings mimicked similar themes as previously mentioned studies, such as 

students’ who experienced caring and teacher support had a higher satisfaction with school 

(Blake et al., 2015; West-Olatunji et al., 2006). Studies have also confirmed that at-risk students 

who were performing poorly had poor teacher-student interactions and found school to be 

dissatisfying and felt a lack of caring and support by teachers (Allen et al., 2013; Baker, 1999). 

In a research study, Baker (1999) suggested opportunities for future study by reporting that 
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almost all students mentioned perceived the teachers who shared personal information about 

themselves, allowed them to share their own personal problems or provided emotional support 

were identified as teacher who “cared” for them. Finally, a safe classroom or classroom 

community was identified as a variable enhancing opportunities for developing quality 

interactions and relationships between teachers and students.  

In a final study, Bridget Hamre and Robert Pianta (2001; 2012) investigated whether 

teacher’s perceptions about their relationships with students predicted student outcomes. In this 

study, 179 kindergarten students were followed through their eighth-grade year and monitored 

for discipline, academic grades, work effort, and standardized testing based on their kindergarten 

teachers’ ratings of behavior and teacher-student relationship quality. The findings showed that 

relational negatively as a result of conflict and dependency has a statistical relationship with the 

behavior and academic outcomes of students throughout the eighth grade. Cohen’s research ( 

2006; 2009) explained that the student-teacher relationship is vital in creating an environment 

where students feel valued and teachers feel empowered to support the academic development of 

students.  According to Jonathan Cohen (2001) of Harvard University, the social and emotional 

development of children significantly impacts their ability to learn it in academic environment.  

Therefore, it is important that educators consider the necessity of embedding social and 

emotional learning into the daily educational practice (Bar-On, 2007; Brackett, 2004; Cohen, 

1999). There are multiple dynamics of the student-teacher relationship that impact the academic 

and behavioral outcomes of African American students but one area in particular that is being 

investigated and showing promise is emotional intelligence and social and emotional learning 

(Goleman, 2006). 
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Emotional Intelligence 

Thoughts of emotions and how these impacted the lives of those experiencing them 

began as early as the 1900’s.  Emotion over the last century has evolved from a conceptual 

thought into daily practices in the workplace and the classroom. There have been a number of 

contributors adding to the conversation, practices, and research that shape how emotion is 

viewed today. The onset of paying attention to how emotion impacts our lives began as early as 

1921 when the concept of thinking with your heart was introduced by a Hindu yogic tradition.  

Thinking with your heart means that people should use their feeling functions to better 

understand the world around them (Yung, 1921).  The term emotional intelligence (EQ)  defines 

a type of social intelligence that comprises a person’s ability to identify their own emotions 

along with others’ emotions, distinguish among these, and use this information to form one’s 

thinking and decision making (Mayer & Salovey, 1993).   

In 1993, John D. Mayer and Peter Salovey introduced the concept of emotional 

intelligence. This work was based on previous work done by Howard Gardner and his work on 

intra personal intelligence and what Gardner refers to as multiple intelligences (Howard, 1983). 

Mayer and Salovey (1993) defined emotional intelligence as a form of social intelligence that 

allows a person to monitor their own emotional state and the emotions of others. The information 

derived from these emotions are differentiated in a way that allows the person to guide their 

actions and thinking.  Over the last 25 years the field of emotional intelligence has evolved and is 

now a growing topic in the field of education. There is a body of research that is focusing on the 

impact of teaching students social, emotional, and academic learning skills in order to positively 

impact the outcomes of students.  The specific outcomes that may change are self-awareness, 

social awareness, relationship management, and self-management of students.   
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The classroom is full of students and adults who experience emotional ups and downs 

throughout the school day. There is a pressing need to investigate and provide supports that help 

both the student and the teacher navigate the challenges of emotional regulation in the classroom 

(Fried, 2011). There are three seminal research studies that provide context to this research and 

have added to the application of practicing emotional intelligence by teachers in the classroom 

(Kauthold, 2005; Nizielski, 2012; & Vesely, 2013). The first, a study conducted in a small school 

district in south Texas, included 15 elementary school educators ranging in teaching roles from 

pre-kindergarten through the 5th grade (Kauthold, 2005). These teachers were provided an 

Exploring and Developing Emotional Intelligence Skills survey that measured their self -

perception of emotional intelligence on a scale ranging from (low) develop, (average) strengthen, 

to (high) enhanced. The teachers were provided their profiles that measured each participant’s 

skills: knowing one’s emotions, managing emotions, motivating oneself, recognizing emotions in 

other and handling relationships.  There were also comparisons made between teachers with 

bachelors degrees and those with master’s degrees. The findings showed that the teachers did not 

perceive personal “enhanced” emotional intelligence skills. However, teachers with master’s 

degrees saw themselves having higher management skills with their anger, stress management, 

and self-esteem than those teachers with bachelor’s degrees.  

In a study conducted using 300 Syrian teachers, the Wong and Law Emotional 

Intelligence scale was used to assess their emotional intelligence to examine the relationship of 

their EI as it related to the misconduct of students. The research team hypothesized that a 

teacher’s emotional intelligence is linked much closer to the behavior of students in the 

classroom that their academic achievement (Nizielski et al., 2012). The study included 95 men 

and 205 women who worked in elementary, middle, and high schools.  The participants were 
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given the WLEIS, which measured the self-reported measures of teacher’s self-emotion 

appraisal, other-emotional appraisal, use of emotion, and regulation of emotion. Two other 

measures included in this study were the teacher’s attention to student needs and student 

misconduct, which comprised of collecting teachers’ ratings of student behavior using the Pupil 

Behavior Patterns (PBP) scale. The findings in this study showed that the age, gender, 

experience, and education level were unrelated to emotional intelligence, student misconduct, or 

attention to student needs.  “Other-emotion appraisal increased with teaching experience, but 

teacher experience was not associated with attention to student needs or with student 

misconduct” (Nizielski, 2012, p. 324).  Nizielski concluded that teachers’ abilities to evaluate 

their emotions assist with monitoring and self-regulating. This translates into effective 

expression and communication of emotions in a way that improves the interactions between 

teachers and students.  Nizielski recommended future studies that focus on assessing teachers’ 

emotional intelligence using a performance test, utilizing field observations to assess student 

misconduct, and leveraging student rates of teachers’ interpersonal interactions to avoid the 

limitations of teacher self-reporting.  

In Nizielski’s study 112 prospective undergraduate students participated in a study that 

investigated whether their dispositional empathy, emotional regulation, and thoughts about 

student behavior and emotion projected their response to peer conflict and attitudes about 

bullying in the classroom. The findings in the study showed a negative relationship between 

teachers’ self-awareness of their emotions and the ability to regulate emotion in the classroom 

setting and the misconduct of the students in their classrooms. Furthermore, the ability for 

teachers to identify the emotions in others did not have a significant relationship with the 

misbehavior but according to Nizielski did allow teachers with the needed information to 
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intervene and address the unique needs of the students in their classrooms who were displaying 

inappropriate behaviors. Similar finds were also found to be true which was also found to be true 

in other studies focused on the emotional regulation of teachers (Garner et al., 2013; Tsouloupas 

et al., 2010). Nizielski (2012) stated, “Although we cannot infer causality, student misconduct in 

the classroom is linked to poor emotional abilities of teachers. Teachers’ difficulty in interacting 

with students may often result from inability to appraise and regulate their own emotions to 

attend to what their students need” (p. 327).  This research also suggests that teachers better 

equipped to monitor and regulate their own emotions have a set of skills that assist in the 

modeling and teaching of social and emotional learning in the classroom (Jennings & Greenberg, 

2009).  

The Collaborative for Academic, Social, and Emotional Learning (Collaborative for 

Academic) defines social awareness as “the ability to take the perspective of and empathize with 

others from diverse backgrounds and cultures, to understand social and ethical norms for 

behavior, and to recognize family, school, and community resources and supports” 

(Collaborative for Academic, 2015).  In many schools today, there is a lack of social and 

emotional aptitude on the part of students and staff to collectively create a meaningful, relational, 

and academically appropriate environment that allows students, especially Black males, to excel 

and maximize their potential (Jennings & Greenberg, 2009; Payton, 2008).   

The demand to investigate the social and emotional needs of children and how to meet 

them has been steadily increasing to better understand the positive psychology or scientific study 

of positive emotions, traits, and institutions.  Research has shown that although we cannot teach 

children to be happy, there are three routes to happiness: positive emotion and pleasure, 

engagement, and meaning (Gordon, 2011) Casel (2013) indicated there are a rising number of 



Running Head: TEACHERS’ EI AND BLACK MALES 
  
 

 
 

27 

states reviewing approaches to policy implementation regarding social-emotional learning (SEL). 

It is also important to investigate these relationships in high-poverty schools. In an educational 

climate where school discipline practices are negatively influencing the outcomes of children of 

color, it is the responsibility of schools to provide a plan and alternatives to punitive 

consequences for disciplinary behavior that often result from subjective interpretations (Skiba et 

al., 2002). Quality professional development is an intervention found in the research that 

suggests how to address disproportionate discipline practices (Skiba & Peterson, 2000). 

Research-Based Professional Development 

Professional development (PD) for teachers is a key factor for improving the academic 

and behavioral outcomes of students (Guskey & Sparks, 2004). Research establishes a strong 

relationship between improvement of teaching and learning and high-quality professional 

development in schools (Darling-Hammond et al., 2009; DeMonte, 2013).  States even designate 

funds through Title II grant funding to provide schools with the resources to provide impactful 

and sustainable professional development. Creating a learning culture that enhances the capacity 

of teachers is not easy, can often be routine, and is not readily sustainable.  Therefore, school 

leaders must implement learning communities and designs that are standards-based to ensure 

sustainability, monitoring of implementation, and outcomes (Learning Forward, 2012). PD in 

this study, using the Learning Forward standards, hopes to increase the emotional intelligence 

appraisal of teachers, which is believed to have an impact on the number of discipline referrals. 

Providing continuous learning opportunities for educators so that they are prepared to 

address the social, emotional, and academic needs of students requires that a systematic 

professional development plan be put into place. Learning Forward, an organization committed 

to enhancing the quality and effectiveness of professional learning, has created professional 
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development standards that strengthen the implementation of  professional learning and monitor 

its effectiveness (Forward et al., 2011). These standards will help to structure the design of 

professional development for this study. The following section will discuss each standard and 

how it will influence the PD implementation. The seven professional development standards 

within the Learning Forward framework are learning communities, leadership, resources, data, 

learning designs, implementation, and outcomes.  

Learning communities (LC) are the core of professional development because they allow 

for the application of processes for continuous improvement (DuFour, 2004). Learning 

communities help schools create the collective space and accountability to allow continuous 

improvement. This study will utilize the professional learning communities of each school to 

disseminate the PD, giving educators the opportunity to reflect on current practice, to foster 

dialog, to analyze data trends, and collaborate on effective strategies that address negative 

discipline practices.  

Leadership is the standard that supports the fidelity of implementation and the 

development of a culture of learning. In my study, leadership will be coached to support teacher 

development, while having their own leadership capacity grown.  

The resource Learning Forward standard ensures that the necessary technology, 

literature, human capital, and time is allocated to maximize the learning for teachers. In my study 

each teacher will be released for professional development. They will also have access to 

appropriate materials and resources that support learning.  

Data, a core standard for Learning forward, will be collected at the beginning and end of 

this research study.  Using data collection is beneficial to identify baseline information and 

provides an objective picture of current practices in schools. Quantitative data will be collected 
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in the form of archival discipline referrals, academic achievement scores, and emotional 

intelligence appraisals. Allowing for the analysis of student, educator, and discipline program 

data support school leadership and teachers to increase the investment in professional learning 

opportunities for the sake of improving learning outcomes for students.  

Learning designs is the standard that ensures the development of professional learning is 

adequate and addresses the learning needs of the educators. In this study the learning design 

includes face-to-face, learning modules, and skill development that allows for job-embedded 

practice.  

Implementation is key when providing effective and sustainable professional learning in 

schools (Birman et al., 2000; Guskey, 2002). PD will be conducted over one semester and begins 

with an introduction to the literature, emotional intelligence appraisal, and outline of 

implementation of professional learning. Including teacher feedback and recommendation in the 

implementation process allows for modification, application, and allows for opportunities to 

move from novice to expert (Learning Forward, 2010). An example of this, by Rocio Dresser 

where he initiated a 2012 qualitative study with the goal to explore the effects of embedding SEL 

into a language arts course (RocÍO Dresser, 2013; Rocio Dresser, 2013).  The study included a 

five-step implementation: (a) identifying and learning the six-unit course and all its literacy 

components; (b) integration of SEL into the curriculum; (c) development of Zins’ evidence-

based SEL programing paths to success in school and in life framework; (d) teaching of the 

Reading Autobiography and Language Arts/SEL Thematic Unit; and (e) modeling. Dresser’s 

primary focus was on the development of the teachers’ understanding of their own social and 

emotional learning.  The study provided information, not only about the impact of SEL on 

student behavior, but the perception of a teacher’s efficacy in teaching and assessing.  
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Learning Forward standard outcomes are aligned to the teacher effectiveness and 

curriculum to ensure that student results improve. This study will communicate desired outcomes 

that include an increase in emotional intelligence appraisal scores and decrease in discipline 

referrals in order to improve academic outcomes for students.   

Brooke Graham Doyle and Wendie Bramwell (2006) discussed creative ways of 

integrating social emotional learning through intentional selection of books with social-

emotional content.  The powerful strategy of utilizing culturally relevant material that provides a 

platform to focus on social-emotional development alleviates some pressure to have to focus on 

academics in isolation.  In order to enhance understanding of how African American males’ 

behavior is impacted by their teachers’ emotional intelligence appraisal, this research will 

provide an emotional intelligence appraisal (EQ) and collect archival discipline data to identify 

potential relationships between the two. This information will provide me with the information 

necessary to develop and conduct job-embedded professional development with the objective of 

enhancing teachers’ EQ and decreasing the negative observable behaviors displayed by African 

American male students.    

Robert Pianta, Bridget Hamre, and Susan Mintz created the Classroom Assessment 

Scoring System to help teachers improve the effective interactions with their students. The 

observational instrument started as part of a study conducted nationally with a focus on early 

childhood development and grew as a result of the evolving importance of strengthening teacher 

accountibity and practice. The three primary domains in the tool are emotional support, 

classroom organization, and instructional support, which all have a central focus on student 

engagement. There are unique indicators within each domain that allows the observer to drill 

down on those charateristics that promote positive classroom climate, manage unwanted 
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behavior, and strengthen quality of instruction. The CLASS system can provide me with an 

evidence-based tool capable of provide valuable information that can ascertain possible 

outcomes of the focused professional development intervention in the study.  

Summary 

The student-teacher relationship is a significant educational pillar that impacts the 

behavioral and academic outcomes of children, especially from economically disadvantaged 

communities (Hughes et al., 2012; Murray & Naranjo, 2008). Relationship Awareness Theory 

provides the theoretical framework for this study and emphasizes the importance of the student-

teacher relationship. The needs of African American males have not been met in our schools or 

society. African American males experience disproportional discipline practices that impact their 

social and academic outcomes. Emotional intelligence has an impact on the quality of 

relationships that teachers and students develop in school. Providing research-based professional 

development for teachers helps prepare them to meet the diverse needs of the students they serve.  

Chapter Three describes the research methods that will be used for this study. 
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CHAPTER THREE: RESEARCH METHODS 

 Chapter Three will provide a description of the research methods in the study. The 

chapter begins with a review of the purpose of the study and includes the research questions that 

frame the study. This will be followed by the research design and the description of the sample.  

Next, a description of the instruments used in the study and how the data will be collected and 

analyzed are included. The limitations of the study and a final summary conclude the chapter.  

Purpose of the Study 

The purpose of this quantitative study is to investigate the relationship between teachers’ 

emotional intelligence appraisals and the number of discipline referrals submitted for the African 

American male students in their classrooms.  The intent is to assist school leaders in improving 

the academic and social outcomes of their African American male students through enriched 

learning environments by strengthening teacher practices with intentional professional 

development.  Another purpose of this study is to identify how a teacher’s emotional intelligence 

appraisal changes after they receive on-going professional development on practicing culturally-

inclusive emotional intelligence in the classroom.  The independent variables in this study 

include the emotional intelligence pre-test appraisal of teachers, baseline discipline referrals that 

are categorized as major or minor, and the NWEA achievement pretest for the African American 

male students. Teachers’ race, gender, years of experience, and content area that they teach will 

also be included as independent variables in this study. The dependent variables of this study are 

the number of discipline referrals received by African American male students and the academic 

achievement of those same students, as measured by their fall to winter NWEA test gains.  
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Research Questions 

These four questions will guide this study: 
 

1. What changes occur in teachers’ emotional intelligence (as measured by the Emotional 

Intelligence Appraisal) after they participate in research-based training on practicing 

emotional intelligence in the classroom?  

2. What changes occur in teachers’ emotional intelligence (as measured by the Emotional 

Intelligence Appraisal) across the independent variables after they participate in research-

based training on practicing emotional intelligence in the classroom?  

3. What is the relationship between a teacher’s emotional intelligence appraisal and the 

number of discipline referrals submitted for the African American male students in their 

classrooms?  

4. What is the relationship between the changes in the African American male students’ 

academic achievement related to changes in the number of discipline referrals? 

Research Design 

 The research design of this study will be quantitative. Quantitative research is an 

objective and formal way of using numerical data to obtain information about a specific area of 

interest. This method of research defines variables and examines the relationships among these 

using statistical analysis (Cohen et al., 2013; w Creswell, 2009).  Descriptive and inferential 

statistics will be used in the study.  School discipline data will be collected to identify the 

number of discipline referrals submitted by each individual teacher.  The teacher’s discipline 

referral data will be paired with the Emotional Intelligence Appraisal (EQ) of each teacher as a 

baseline to identify if there is a relationship between the number of referrals submitted and the 
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EQ of the teachers submitting them. Teachers’ race, gender, years of teaching experience, and 

content area data will also be collected. Archival NWEA achievement data will be collected to 

identity if there is a relationship between the teacher’s EQ, student discipline referrals, and RIT 

scores of the students. Details of each phase of the study will be outlined in the following 

section.  (See visual illustration of the organization of the study shown in Figure 1.)  

Figure 1. Organization of Study 

Description of the Sample 

The targeted sample includes approximately 30-40 teachers who work in schools located 

in high poverty communities and include ninth through twelfth grades.  All subjects will be 
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licensed teachers and have diverse backgrounds with a range in years of teaching experience, 

race, gender, content area, and age.  The schools whose teachers are targeted for the study have 

been identified by the IDOE as priority schools with academic and behavior challenges.  School 

1 has a student population of 2,589 students.  There are 1,309 Black students (50.6%), 921 

Hispanic students (35.6%), 234 White students (9.0%), and 110 Multi-racial students (4.2%).  

There are 1,749 students (67.6%) on free and reduced lunch and 806 students (31.1%) having to 

pay for their meals. School 1 is located in a high poverty community that has high instances of 

crime, trauma, and violence.  

School 2 has a population of 1,183 students.  There are 766 Black students (65.0%), 228 

Hispanic or Latinx students (19.0%), 96 White students (8.0%), and 84 Multi-racial students 

(7.0%). There are 804 students (68.0.0%) on free and reduced and 379 students on paid lunch. 

The school is located in a high poverty community. The schools are similar as they both have 

recently experienced transitions in leadership and teaching staff. Many students are also new to 

both schools because of shifts in program offerings at each location that are career focused. 

These opportunities allow for students to pursue college and career interest but school 1 requires 

students to travel across the city to school and communities they are not familiar with. These 

changes have impacted both school cultures in positive and negative ways.  

The schools are similar because they both have high poverty and majority minority 

demographics. School one has enrollment numbers that more than double school two and has a 

principal  in his first year as a school leader. This lack of experience can provide quality delays 

as the new administrator learns how high schools operate. School one is also located central to 

downtown, which provides greater access to the business community and local support. School 

two has smaller enrollment numbers, but has a principal with 5 years of leadership experience 
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who has served as an administrator of two other schools. The school is located on the east side of 

a major city and has access to limited resources. Because the school is smaller, funding is 

impacted and opportunities to bring additional supportive programing to the school community 

are limited.  

Instrumentation 

 The two instruments used  in this study are the Emotional Intelligence Appraisal and the 

Northwest Evaluation Association (NWEA) assessment. The Emotional Intelligence Appraisal is 

a performance-based assessment developed by Dr. Travis Bradberry and Dr. Jean Greaves 

(Bradberry & Greaves, 2003) that assesses the emotional intelligence of its participants. The two 

are founders of TalentSmart, a company that specializes in emotional intelligence professional 

development, assessments, and institutional advancement in the area of EQ. The assessment is a 

28-item assessment of emotional intelligence constructed from the four-factor taxonomy of 

Daniel Goleman’s work (Goleman, 1995).   The four areas evaluated by the appraisal are self-

awareness, social awareness, self-management, and relationship management.  The Emotional 

Intelligence Appraisal assesses individual behaviors that validate one’s emotional intelligence 

skill.  Research with the assessment instrument has yielded Cronbach’s alpha reliability ratings 

ranging from .85 to .91 (Bradberry & Greaves, 2003).  

The 28-item self-assessment will be administered online to the research participants.  The 

assessment takes approximately 10-15 minutes to complete and provides a detailed report that 

includes the participant Emotional Intelligence (EQ) score. The assessment competencies of self-

awareness, self-management, social awareness, and relationship management are defined in the 

emotional intelligence appraisal manual by (Bradberry & Greaves, 2003) “Self-awareness is 

defined as, “the ability to accurately perceive your own emotions and stay aware of them as they 
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happen,” Self-awareness includes preparing your response to specific situations and people. Self-

management is defined as “the ability to use awareness of your emotions to stay flexible and 

positively direct your behavior.” This means managing one’s emotional reactions to all situations 

and people.  Social awareness is defined as “the ability to accurately pick up on emotions in 

other people and get what is really going on.” This often means understanding what other people 

are thinking and feeling even if feelings are not mutual.  Relationship management is defined as 

“your awareness of your emotions and the emotions of others to manage interactions 

successfully. This includes clear communication and effectively handling conflict” (Bradbury & 

Greaves, 2003, 2009, p. 5). The survey asks each participant to answer questions on a 6-point 

frequency scale ranging from never to always. Since this survey is proprietary, I am not allowed 

to provide a copy of the survey in the appendix.  However, one participant’s survey summary is 

available in Appendix B. 

The Northwest Evaluation Association (NWEA) is a not-for-profit educational services 

organization nationally known for their Measures of Academic Progress (MAP) assessments that 

are taken by more than 8,000,000 students every year.  NWEA is a researched-based assessment 

provided to schools and students across the globe that measures the academic growth and 

proficiency of students who take one of the Pre-K – 12 assessments (Association, 2004). The 

tool is given to students in the fall, winter, and spring of an academic year and allow of school 

leadership to track learning proficiency in reading, language, and mathematics. The MAP 

assessments are computer-adaptive instruments that select questions for students depending on 

their previous question response. According to research, this testing protocol allows for more 

accurate assessment of mastery (Weiss & Kingsbury, 1984). NWEA also allows teachers and 

administrators to monitor academic growth between assessments during the school year. The 
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assessment uses Rasch Units, which is abbreviated as RIT (NWEA, 2016). The RIT scales are 

defined as equal-interval scales that allow for measurement over time regardless of age of 

student or grade level. The validity has been established through wide-scale norming studies. 

The reliability is reported as .88.  

Data Collection 

The teacher survey will be provided online using the Emotional Intelligence Appraisal 

online administration website.  Online distribution allows the researcher to ensure that each 

teacher only takes one survey per participant.  All participants will complete the assessment in 

the school computer labs. A benefit to online testing is that the results are immediate; therefore, 

the researcher will be able to collect the results of the survey immediately following teacher 

completion. Teachers’ survey results will be categorized into three groups (low, medium, high) 

based on their overall EQ scores.  

Teacher archival discipline referral data will be collected at each school’s site with the 

permission of school administration.  The baseline discipline data will be collected and analyzed 

to identity the number of major and minor behavior infractions exhibited by African American 

male students in the classroom settings of each individual teacher. Behavior infractions are 

defined as any violations of the school code of conduct that require removal from the classroom. 

The student would be required to meet with a school administrator for their infraction. Archival 

discipline referrals submissions between August and December of 2018 will be collected as a 

baseline. Discipline referrals submissions by the same teachers between August and December 

2019 will be collected as a post-test. 

African American male students pre-NWEA test scores (fall to winter ‘18) will be 

collected to identify their academic achievement baselines prior to the study. The intervention 
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will be eight professional development sessions over a semester that focuses on the development 

of teacher emotional intelligence and the skill of practicing emotional intelligence in the 

classroom. The post-NWEA achievement scores (fall to winter ‘19) will be collected as the post 

test data.  

Data Analysis 

The descriptive statistical analysis of data collected at the beginning of the study will 

allow the researcher to organize and summarize information in a way that is easily understood (w 

Creswell, 2009).  Tools, such as frequencies, percentages, means, and standard deviations, will 

provide descriptive data about the sample. Additionally, the descriptive statistical analysis of the 

independent variables will serve as a baseline of the study. This information will provide 

numbers of discipline referrals by each teacher.  

Inferential statistics will permit the researcher to analyze the survey data, discipline 

referrals, and student achievement data to identify if a relationship exists among the variables.  

The researcher will analyze the differences between pre- and post-study data among the 

independent variables.  Post-study data, collected from the Emotional Intelligence Appraisal 

scores, discipline referral data, and students’ NWEA achievement scores will be compared to 

pre-study data to calculate the differences. The differences from discipline referrals and 

emotional intelligence appraisal changes will be analyzed to see if a relationship exists between 

the teachers’ Emotional Intelligence Appraisal score and the number of discipline referrals and 

post-NWEA achievement scores of the African American male students in their classroom. The 

teacher’s age, race, gender, teaching content, and years of experience will also be analyzed to 

determine if there are statistically significant differences among these independent variables. 

Once all data has been collected from the study, a two-way repeated ANOVA will be conducted 
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to analyze the data. This methodology will allow the researcher to examine the effects of each 

individual independent variable and allow for statistical analysis of the effect of the independent 

variable’s interaction effects on the dependent variables.  

Limitations of the Study 

There are two limitations in this study that must be acknowledged.  The first limitation of 

this study is that the Emotional Intelligence Appraisal survey is self-reported.  The fact that the 

survey is self-reported means the teachers’ perceptions of their own Emotional Intelligence 

competence has the potential for inflated or deflated scoring.  Self-perception cannot necessarily 

be viewed as an accurate depiction of teachers’ competence.  The second limitation of the study 

is the potential for intentional decrease of discipline referral submittals because of knowledge of 

discipline referral submission tracking. If teachers know that the number of discipline referrals 

they are submitting are being tracked, they may intentionally submit fewer discipline referrals to 

avoid being perceived as a teacher to has discipline problems in their classroom. 

Summary 

This chapter was written to provide a detailed example of the research design for this 

study, as well as, the instrumentation, data collection and analysis, and limitations of the study. 

Data from this research were used for descriptive and inferential analysis about a teacher’s 

Emotional Intelligence Appraisal score and the relationship between the number of discipline 

referrals submitted and NWEA achievement scores for the African American male students in 

their classroom.  Chapter Four provides a detailed analysis of the results of this study. 



Running Head: TEACHERS’ EI AND BLACK MALES 
  
 

 
 

41 

CHAPTER FOUR: RESULTS 

 In this chapter the data analysis results will be presented. The data were collected and 

analyzed based on the research questions regarding the changes that occur in the emotional 

intelligence of teachers after profession development training. This quantitative study was 

conducted to test my hypothesis that providing teachers with emotional intelligence professional 

development would improve the classroom culture, decreasing the number of discipline referral 

incidents by teachers. This decrease in discipline referrals could then have a positive impact on 

the academic outcomes of students. This chapter is organized by participant demographics, 

descriptive statistics, inferential statistics, and the results according to the research questions.  

Purpose of the Study 

The purpose of this quantitative study was to investigate the relationship between 

teachers’ emotional intelligence appraisals and the number of discipline referrals submitted for 

the African American male students in their classrooms.  The intent was to assist school leaders 

in improving the academic and social outcomes of their African American male students through 

enriched learning environments by strengthening teacher practices with intentional professional 

development.  Another purpose of this study was to identify how a teacher’s emotional 

intelligence appraisal changes after they receive on-going professional development on 

practicing culturally-inclusive emotional intelligence in the classroom.  The independent 

variables in this study included the emotional intelligence pre-test appraisal of teachers, baseline 

discipline referrals that are categorized as major or minor, and the NWEA achievement pretest 

for the African American male students.  The gender, years of experience, age, and content area 

that they teach was also included as independent variables in this study. The dependent variables 

of this study were the teachers’ emotional intelligence posttest appraisals, number of discipline 
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referrals received by African American male students, and the academic achievement of those 

same students. The academic achievement was measured by their fall to winter NWEA test 

gains.  

Research Questions 

These four questions will guide this study: 
 

1. What overall change occurs in teachers’ emotional intelligence (as measured by the 

Emotional Intelligence Appraisal)(Austell, 2008b) after they participate in research-based 

training on practicing emotional intelligence in the classroom?  

2. What changes occur in teachers’ emotional intelligence (as measured by the Emotional 

Intelligence Appraisal) across the independent variables after they participate in research-

based training on practicing emotional intelligence in the classroom? 

3. What is the relationship between a teacher’s emotional intelligence appraisal and the 

number of discipline referrals submitted for the African American male students in their 

classrooms?  

4. What is the relationship between the changes in the African American male students’ 

academic achievement related to changes in the number of discipline referrals? 

Participant Demographics and Response Rate  
 
 The participant demographics and response rate are discussed in this section. In the fall of 

2019, 65 teachers were provided the pre-test during a designated professional development time 

during school hours. All but three teachers provided teacher identification numbers, years of 

experience, content that they teach, and age. However, due to the Coronavirus pandemic only 39 

teachers completed the post-test; therefore, the response rate is 60% (n = 39). Participant 

demographics are found in Table 1. 
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Table 1 

Participants	Demographics	

Demographic	 n	 %	

	
Years	of	Experience	

	 	

0	–	10	years	 21	 58%	
11	-	20	 7	 20%	
21	-	30	 8	 22%	
	
Age	

	 	

23	-	33	 14	 39%	
34	-	45	 12	 33%	
46	-	57	 10	 27%	
	
Gender	

	 	

Male	 16	 42%	
Female	 22	 58%	
	
Content	that	you	teach	

	 	

ELA	 13	 34%	
Math/Science	 14	 36%	
Other	 12	 30%	

Note. Three participants elected not to include their age in the survey.  

The Table 1 demographics indicate that the majority of the teachers have taught fewer 

than 11 years, and the participants are fairly evenly distributed across age and content areas 

taught. More females (58%) than males (42%) participated in the post-test. The majority of 

participants had 10 or fewer years of experience in education (58%, n = 21). Participants ranged 

in ages between 23 and 57. It is important to note that three of the 39 participants did not include 

their age in the survey. The majority of participants identified their subject areas by selecting one 

of three subject teaching content areas: math/science, ELA, or other subject areas. The numbers 
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of participants teaching different content areas were very similar, having a difference of one or 

two participants between each category.  

My research explored the difference of teachers’ emotional intelligence appraisal scores 

after participating in professional development. The EI appraisal was used to collect quantitative 

data. The research-based assessment tool was developed to measure the four emotional 

intelligence competencies: self-awareness, social awareness, self-management, and relationship 

management. The appraisal asked teachers to respond to statements using a Likert scale with the 

categories of Never, Rarely, Sometimes, Usually, Almost Always, and Always. Teachers were 

given the pre-test appraisal at the beginning of the Fall 2019 semester during the first 

professional development session where most teachers were present and participated. Teachers 

were asked to provide their teacher identification numbers, which were anonymous to me, along 

with their gender, years of experience, age, and content area they teach. In December 2019 

teachers were provided an opportunity to take the same appraisal using their same teacher 

identification number. The only data that were used came from those teachers who participated 

in the pre- and post- emotional intelligence appraisal.  

The central question of my research asked, “What changes occur in teachers’ emotional 

intelligence (as measured by the Emotional Intelligence Appraisal) after they participate in 

research-based training on practicing emotional intelligence in the classroom?” In order for the 

initial question to be answered, the pre-emotional intelligence appraisal had to be scored using 

the appraisal scoring sheet. The posttest appraisal scores were collected and paired with the 

pretest (Table 6). There appeared to be an increase in the overall means from the pre-test to the 

post-test; however, I wasn’t sure if the increase was statistically significant until inferential 

statistics were completed. Inferential statistics are presented in the next section.  
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Table 2 

Overall Emotional Intelligence Appraisal Pre-Posttest for All Teacher Participants 

 
Variable N Minimum Maximum Mean Std. Deviation 
Pre-Test 39 58 96 73.72 9.381 
Post Test 39 63 94 77.77 7.198 
Change  +5 +2 +4.05 +2.183 
 

Table 3 

Male/Female Teachers Who Participated in Emotional Intelligence Appraisal (Pre-Post)  
95% Confidence 

 Intervals for Means 

Variable N Means 
Std. 

Deviation 
Std. 

Error 

 

Min. Max. 
Lower 
Bound 

Upper 
Bound 

Pre-Test Male 16 74.88 9.986 2.496 69.55 80.20 58 96 
Female 22 73.36 9.021 1.923 69.36 77.36 62 93 
Total 38 74.00 9.338 1.515 70.93 77.07 58 96 

Post- Test Male 16 78.50 5.669 1.417 75.48 81.52 67 91 
Female 22 77.91 7.745 1.651 74.47 81.34 64 94 
Total 38 78.16 6.868 1.114 75.90 80.42 64 94 

 

 The descriptive statistics were run to compare the mean scores on the emotional 

intelligence appraisal pre- and posttest taken by male and female teachers. In Table 3 it appears 

that male teachers scored higher than female teachers on the pretest (74.88 vs. 73.36) and 

posttest (78.50 vs. 77.91).  There appears to be an increase in male means scores by 3.62 points 

from pre- to posttest and an increase of 4.55 points from pre- to posttest for female teachers. 

These results were also run using a t-test to determine if the differences of the means were 

statistically significant (see next section).  
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When analyzing the means of teachers’ years of experience (Table 3), it appears that each 

group means grew from pre-test to post-test. Teachers in the 8-16 years of experience seemed to 

have higher means on the pre- and post-test. It appears that teachers in the 0-7 years of 

experience scored the lowest emotional intelligence appraisal scores on the pre- and post-test. 

However, inferential statistics will need to be run to compare the means.  

Table 4 

Overall (Pre - Post) Emotional Intelligence Appraisal Scores by Teachers’ Years of Experience 

95% Confidence  
Interval for Mean 

 N Mean 
Std. 

Deviation 
Std. 

Error 

 

Min. Max. 
Lower 
Bound 

Upper 
Bound 

Pre-Test 0 - 7 yrs experience 13 71.62 7.411 2.055 67.14 76.09 62 88 
8 - 16 yrs experience 13 76.23 10.207 2.831 70.06 82.40 58 96 
17+ yrs experience 13 73.31 10.379 2.879 67.04 79.58 62 93 
Total 39 73.72 9.381 1.502 70.68 76.76 58 96 

Post Test 0 - 7 yrs experience 13 75.46 7.870 2.183 70.71 80.22 64 91 
8 - 16 yrs experience 13 79.77 4.833 1.340 76.85 82.69 71 92 
17+ yrs experience 13 78.08 8.281 2.297 73.07 83.08 63 94 
Total 39 77.77 7.198 1.153 75.44 80.10 63 94 

 

The emotional intelligence appraisal means (Table 5) based on teachers ages appeared to grow 

from pre- to post-test for every age group. It appears that the youngest teachers in the 23 -30 age 

group scored the lowest on the pre- and post-test. Again, these differences will be analyzed 

inferentially.  
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Table 5 

Overall (Pre-Post) Emotional Intelligence Appraisal Scores According to Teachers’ Age Ranges. 
 

95% Confidence  
Interval for Mean 

Variable 
 
N 

 
Mean 

Std. 
Deviation 

Std. 
Error 

 
 

Min. 
 

Max. 
Lower 
Bound 

Upper 
Bound 

Pre Test 23-30 years old 12 70.25 7.806 2.253 65.29 75.21 58 88 
31-44 years old 12 75.42 10.475 3.024 68.76 82.07 63 96 
45+ years old 15 75.13 9.478 2.447 69.88 80.38 62 93 
Total 39 73.72 9.381 1.502 70.68 76.76 58 96 

Post Test 23-30 years old 12 75.92 7.681 2.217 71.04 80.80 64 91 
31-44 years old 12 78.25 6.398 1.847 74.19 82.31 67 92 
45+ years old 15 78.87 7.596 1.961 74.66 83.07 63 94 
Total 39 77.77 7.198 1.153 75.44 80.10 63 94 

Note: Three teachers opted not to include their age on the survey.   

Table 6 

Overall (Pre – Post) Emotional Intelligence Appraisal (ELA, Math/Science, Other). 

95% Confidence  
Interval for Mean  

Variable N Mean 
Std. 

Deviation 
Std. 

Error 

 

Min. Max. 
Lower 
Bound 

Upper 
Bound 

Pre-Test ELA 13 77.15 8.821 2.446 71.82 82.48 62 93 
Other 12 72.58 5.992 1.730 68.78 76.39 62 81 
Math/Science 14 71.50 11.693 3.125 64.75 78.25 58 96 
Total 39 73.72 9.381 1.502 70.68 76.76 58 96 

Post Test ELA 13 82.15 5.728 1.589 78.69 85.62 75 94 
Other 12 76.75 6.077 1.754 72.89 80.61 64 87 
Math/Science 14 74.57 7.663 2.048 70.15 79.00 63 91 
Total 39 77.77 7.198 1.153 75.44 80.10 63 94 

 
 English/ Language Arts (ELA) teachers appear to score higher on the pre- and post-test 

on the emotional intelligence appraisal. Math/Science teachers appeared to have lower scores 
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than the other content areas. All content areas seemed to gain emotional intelligence from the 

pre- to post-test. Inferential statistics will verify if these are real differences.  

Inferential Statistics and Research Questions 

 In this section I will be answering my research questions using inferential statistics. 

Findings that are statistically significant will include a table; however, those that are not 

statistically significant will only include descriptive details relevant to the research question. The 

section will be organized according to the three research questions.  

Research Question 1. What overall change occurs in teachers’ emotional intelligence (as 

measured by the Emotional Intelligence Appraisal) after they participate in research-based 

training on practicing emotional intelligence in the classroom? 

A paired-samples t-test was used to compare the means of the emotional intelligence 

appraisal pre- and post-test. The Levene’s Test indicated the assumption of homogeneity of 

variance was met and a t-test could be run. The pre- and post-test means were statistically 

significant (p = .001). In other words, teachers who participated in the research-based 

professional development on how to practice emotional intelligence in the classroom grew in 

emotional intelligence from the pre- to post-test.  So, the research question was answered 

positively.  

Table 7 

Overall Emotional Intelligence Appraisal (Pre-Post) Paired Samples T-Test  

 

95% Confidence 
Interval of the Difference 

t df 
Sig. (2-
tailed) Mean 

Std. 
Deviation 

Std. Error 
Mean 

 
Lower Upper 

Pair 1 Post Test 
Pre Test 

4.051 7.377 1.181 1.660 6.443 3.430 38 .001 
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Research Question 2. What changes occur in teachers’ emotional intelligence (as measured by 

the Emotional Intelligence Appraisal) across the independent variables after they participate 

in research-based training on practicing emotional intelligence in the classroom? 

In this section I analyzed each independent variable. These variables included gender, 

years of experience, age, and content area of teachers. The only variable that proved to be 

statistically significant was the content area of the teachers with English/Language Arts teachers 

scoring higher on their posttests compared to Math teachers.  

Gender.  A paired-samples t-test was used to compare the means of the emotional 

intelligence appraisal (Table 3 ) to determine whether the mean difference between the male and 

female pre- and posttest was significantly different from zero.  Male teachers scored higher than 

female teachers both on pretest (74.88 vs. 73.36) and posttest (78.50 vs. 77.91). scores grew .93 

more than male teachers from pre to post.  However, after conducting an ANOVA, the findings 

indicate that on average the difference in male and female teachers scores on pretest (Skaarup) 

and posttest (sig = .797) are not statistically significant.  

Years of Experience. A paired-samples t-test was used to compare the means of the 

emotional intelligence appraisal to determine whether the mean difference between the years of 

experience of the participants and the pre and posttest was significantly different. Teachers with 

years of experience in the 8 - 16 years of experience range scored higher on the pretest and 

posttest (76.23 to 79.77) than teachers with 0 - 7 years of experience (71.62 to 75.46) and 17+ 

years of experience (73.31 to 78.08). However, after conducting an ANOVA, the findings 

indicate that on average the difference the years of experience for teachers’ scores yielded a 

standard deviation of 8.773. which is not significant. It is important to note that three teachers 

did not include their years of experience in the survey.  
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Age. A paired-samples t-test was used to compare the means of the emotional 

intelligence appraisal to determine whether the mean difference between the age of the 

participants and the pre and posttest was significantly different. Teachers with ages ranging from 

31-44 years old scored higher on the pretest (75.42) than teachers with age ranges of 23-30 years

old (70.25) and 45+ years old (75.13).  Teachers with age ranges 45+ scored higher on the 

posttest (78.87) than teachers with age ranges 31-44 years old (78.25) and 23-30 years old 

(75.92). However, after conducting an ANOVA, the findings indicate that on average the 

difference in years of experience for teachers scores yielded a standard deviation of 10.246. 

which was not significant.    

Table 8 

Overall Emotional Intelligence Appraisal Scores for ELA, Math/Science, and Other Content 

Teachers.  

95% Confidence Interval 

Variable Content that you Teach Mean Difference Std. Error Sig. 
Lower 
Bound 

Upper 
Bound 

ELA Other 5.404 2.638 .137 -1.33 12.14 
Math/Science 7.582* 2.538 .019 1.10 14.06 

Other ELA -5.404 2.638 .137 -12.14 1.33 
Math/Science 2.179 2.592 .705 -4.44 8.80 

Math/S
cience 

ELA -7.582* 2.538 .019 -14.06 -1.10
Other -2.179 2.592 .705 -8.80 4.44 

Content. A one-way analysis of variance was run to determine if there were any 

statistically significant differences between the pre and post scores of ELA, math/science, and 

other content teachers. An ANOVA was run after the Levene’s Test indicated homogeneity of 

variances was met. The ANOVA showed a statistically significant difference (p = 0.019) 
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between ELA and Math/Science teachers on their posttest scores (see Table 8). ELA teachers 

scored significantly higher gains from pre- to posttest than Math/Science teachers.  

Research Question 3. What is the relationship between a teacher’s emotional intelligence 

appraisal and the number of discipline referrals submitted for the African American male 

students in their classrooms?  

A Pearson Correlation Test was run to measure the strength of the linear relationship 

between the number of discipline referrals (NDR) and the emotional intelligence appraisal. The 

Pearson Correlation (r =.01, p-value = .957) indicated that there was no evidence that teachers 

with high emotional intelligence appraisal tended to also have lower numbers of discipline 

referrals. A Test of Between-Subject Effects was run to remove the differences between teachers 

and look specifically at the change within each individual teacher. The test concluded that there 

was a non-significant relationship between the number of discipline referrals (NDR, r = -.0404; 

p-value = .820) submitted for the African American male students in their classroom and a 

teacher’s emotional intelligence appraisal.  

The data in (Table 9) show the student demographic discipline data from August to 

December of 2018 and compare it to August to December of 2019. Unfortunately, the data reveal 

an increase in the percentage of discipline referrals for Black Students. The referrals of African 

American students were more disproportionate (65% of student body but represent 84% of 

discipline referrals). Also, the total number of referrals increased from 729 to 1,261. More 

discussion of this finding will be presented in Chapter Five.   
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Table 9  

Comparing Student Demographic Discipline Data 2018 to 2019  

 
Variable 

 
# of Enrolled 
Students on  

# of 
Infractions 

% of Enrolled 
Students 

% of Total 
Infractions 

2018 Discipline 
Data 

American Indian 
or Alaskan Native 

2 0 0.00157729 0.0000000 

 Asian 6 0 0.00315457 0.0000000 

 Black 788 629 0.65886288 0.79822335 

 Hispanic or 
Latino (of any 
race) 

215 21 0.17976589 0.09767442 

 Multiracial (two 
or more races) 

82 36 0.07570978 0.0701107 

 White 102 43 0.08359621 0.08487085 

 Total 1196 729 
  

2019 Discipline 
Data 

American Indian 
or Alaskan Native 

0 0 0.0000000 0.0000000 

 Asian 9 0 0.00760778 0.00000000 

 Black 766 1053 0.64750634 0.83505155 

 Hispanic or 
Latino (of any 
race) 

228 40 0.19273035 0.03172086 

 Multiracial (two 
or more races) 

84 94 0.07100592 0.07454401 

 White 96 74 0.08114962 0.05868358 

 Total 1,183 1,261 
  

 

Research Question 4: What is the relationship between the changes in the African 

American male students’ academic achievement related to changes in the number of 

discipline referrals? 
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A Test of Between-Subject Effects was run to measure the interaction between the 

NWEA achievement scores and the discipline referrals of African American male students. The 

non-significance of the Referral*NWEA (RNI, r= 1442; p-value =.492) interaction term indicated that the 

change in mean for discipline referrals from pre- to posttest had no impact on the mean change of the 

students who met or exceeded growth on their current winter NWEA posttest after taking the pretest in 

the fall.  

Summary of Data Analysis 

 There were two significant findings reported in the quantitative data analysis in this 

chapter. There was a statistically significant increase on teacher emotional intelligence appraisal 

after participating in researched-based professional development on how to practice emotional 

intelligence in the classroom.  When I analyzed the emotional intelligence appraisal data of the 

teachers, I considered independent variables such as the teacher’s gender, years of experience, 

age, and the content area that they taught. My analysis also indicated that the teachers who taught 

ELA content scored higher on the emotional intelligence appraisal than teachers who taught 

math. Even though descriptive statistics appeared to show observable growth from pre- to 

posttest on the emotional intelligence appraisal for teachers within the independent variables, 

further analysis yielded no other significant results. 

 In addition, there was no statistical evidence to establish a relationship between the 

emotional intelligence of teachers and the discipline outcomes of the African American male 

students. Data analysis also yielded no statistical evidence when investigating the relationship 

between the academic achievement of those same students and the number of discipline referrals.  
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CHAPTER FIVE: RESULTS 

This chapter begins with a brief summary of my research study to learn what changes 

occur in the emotional intelligence of teachers after they participate in research-based training on 

emotional intelligence. Following the summary, the findings will be connected to relevant 

research literature on emotional intelligence, disproportionality in discipline practices, and the 

importance of teacher-student relationships. Finally, the chapter will conclude with major 

findings, implications for practice, and recommendations for further research. 

Purpose Statement 

The purpose of this quantitative study was to investigate the relationship between 

teachers’ emotional intelligence appraisals and the number of discipline referrals submitted for 

the African American male students in their classrooms.  The intent is to assist school leaders in 

improving the academic and social outcomes of their African American male students through 

enriched learning environments by strengthening teacher practices with intentional professional 

development.  Another purpose of this study was to identify how a teacher’s emotional 

intelligence appraisal changes after they receive on-going professional development on 

practicing emotional intelligence in the classroom.  The independent variables in this study 

include the emotional intelligence pre-test appraisal of teachers, baseline discipline referrals that 

are categorized as major or minor, and the NWEA achievement pretest for the African American 

male students. Teachers’ race, gender, years of experience, and content area that they teach were 

also be included as independent variables in this study. The dependent variables of this study are 

the number of discipline referrals received by African American male students and the academic 

achievement of those same students, as measured by their fall to winter NWEA test gains. 
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Research Questions 

These four questions guided this study: 
 
1. What overall change occurs in teachers’ emotional intelligence (as measured by the 

Emotional Intelligence Appraisal) after they participate in research-based training on 

practicing emotional intelligence in the classroom?  

2. What changes occur in teachers’ emotional intelligence (as measured by the Emotional 

Intelligence Appraisal) across the independent variables after they participate in research-

based training on practicing emotional intelligence in the classroom? 

3. What is the relationship between a teacher’s emotional intelligence appraisal and the 

number of discipline referrals submitted for the African American male students in their 

classrooms?  

4. What is the relationship between the changes in the African American male students’ 

academic achievement related to changes in the number of discipline referrals? 

Review of Research Methods 

This study was a quantitative design. The targeted sample included approximately 75 

teachers who work in a fifth through eight grade school located in high poverty communities.  

All subjects were licensed teachers and have diverse backgrounds with a range in years of 

teaching experience, race, gender, content area, and age.  The school whose teachers were 

targeted for the study had been identified by the IDOE as a priority school with academic and 

behavior challenges.  The school had a student population of 1,183 students.  There were 766 

Black students (65%), Hispanic or Latinx students (19%), 96 White students (9%), and 84 Multi-

racial students (7%).  There were (68.4%) of the students on free and reduced lunch and (31.6%) 

of the students paying for their meals. The school is located in a high poverty community that 
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has high instances of crime, trauma, and violence. The school has a new principal, who was 

assigned the role the first year after merging two independent schools (intermediate and middle) 

into one school. The administration is new and many of the teaching staff are also new to the 

school.  

In order to analyze the relationship between the emotional intelligence of teachers and the 

discipline outcome of their African American male students, I conducted a pre- and posttest 

using an emotional intelligence appraisal (Bradberry & Greaves, 2003). I provided six hours of 

professional development on practicing emotional intelligence in the classroom followed the 

pretest as an intervention to identify the impact on teachers’ EQ appraisal scores. This included a 

3-hour session that provided classroom strategies for emotional regulation by teachers, 

monitoring the emotional regulation of students, and the importance of resolving conflict using 

emotional management. Then followed three 1-hour sessions, which covered introduction to 

emotional intelligence, practicing emotional intelligence in the classroom, and developing 

student-teacher relationships using emotional intelligence. Discipline data were collected at the 

beginning and end of the study for each teacher who served in the school the previous year. 

African American male student NWEA scores were also collected from the previous year as well 

post NWEA scores from December 2019.  

Paired t-tests and analysis of variance (ANOVA) statistics compared the means of the 

dependent variables. Other tests used were the Test of Between-Subject Effects and Pearson 

Correlation Test.  The Levene’s Test was used to check for homogeneity of variances before 

running an ANOVA. 
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Limitations 

 In 2020, our global society experienced the COVID19 pandemic, which caused some 

limitations towards the end of the study. Schools in the state of Indiana closed to protect 

students, faculty, and staff from the spread of the virus, limiting 40% of the teacher’s ability and 

some willingness to complete the emotional intelligence appraisal posttest. As a result, the study 

only reflects 60% of its initial participants. The study had additional limitations with 

implementation. Due to unforeseen circumstances regarding the study application to Ball State 

University’s IRB review board, the process delayed the beginning of the study. This pushed the 

start back 6 weeks, missing a pivotal time that professional development would have been 

provided prior to the school year beginning. As a result, the PD scope and sequence were 

shortened, and sessions had to be combined in order to cover all the content. All professional 

development was provided but this limited teachers’ abilities to practice new skills learned over 

time and bring back questions and wonderings to have answered.  

 Another limitation in the study was my lack of authority or power in the building to move 

the work beyond a recommendation for best practices.  My role as an outside presenter limited 

my ability to set measurable expectations for fidelity of implementation and monitor progress 

toward expected outcomes. The absence of ongoing discussion within the school’s professional 

learning community also limited teachers’ abilities to dialogue collaboratively and work together 

towards their own desired outcomes. According to DuFour (2004), utilizing the professional 

learning communities for teacher development would increase the level of accountability that 

teachers hold for themselves and each other as a learning community.  
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Major Findings 

Quantitative data analysis resulted in a statistically significant increase on teacher 

emotional intelligence appraisal after participating in researched-based professional development 

on how to practice emotional intelligence in the classroom. When I analyzed the emotional 

intelligence appraisal data of the teachers, 72% of the teachers who participated grew in their 

emotional intelligence from the pre- to posttest. When analyzing the independent variables such 

as the teacher’s gender, years of experience, age, and the content area that they taught across the 

emotional intelligence appraisals, the results indicated significance when comparing teachers 

who taught different content areas.  The teachers who taught ELA content scored higher and had 

more gains on the emotional intelligence appraisal than teachers who taught math. Even though 

there were observable decreases in some of the discipline referral outcomes for more than half of 

the teachers after receiving professional development, there were no significant findings that 

suggest that the emotional intelligence appraisal of teachers impacted the discipline referral 

outcomes for African American male students. Furthermore, the study also yielded no statistical 

evidence to prove that there is a significant relationship between the number of discipline 

referrals and the academic achievement (NWEA RIT scores fall to winter) of the African 

American male students.  

Findings Related to the Literature 

The next section is organized by the research questions as connections are made between 

my study’s findings with those in the research literature. Question 1 (emotional intelligence) and 

question 2 (emotional intelligence across independent variables) will be presented collectively 

because their results are interconnected. Questions 3 and 4 results will be presented 

consecutively.  
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Question 1: What overall change occurs in teachers’ emotional intelligence (as measured by 

the Emotional Intelligence Appraisal) after they participate in research-based training on 

practicing emotional intelligence in the classroom? Question 2: What changes occur in 

teachers’ emotional intelligence (as measured by the Emotional Intelligence Appraisal) 

across the independent variables after they participate in research-based training on 

practicing emotional intelligence in the classroom? Question one and question two of the 

research sought to investigate how providing research-based professional on emotional 

intelligence might change the EQ of participating teachers. After running inferential statistics, a 

significant difference was found between the pre- and post-study growth of emotional 

intelligence by the teachers after the research-based professional development provided. 

Ultimately, teachers grew in their emotional intelligence after receiving research- based 

professional development.  

The last 30 years have produced a body of research that establishes a relationship 

between emotional intelligence, teacher skills, and daily practices within the classroom 

environment (Lewkowicz, 2007; Vesely et al., 2013). One overarching theme is that emotional 

competence is a set of skills comprised of one’s self-awareness, social awareness, relationship 

management, and self-management that can grow with the appropriate training and practice 

(Goleman, 2000). One way of assessing and monitoring the emotional intelligence of teachers is 

with the use of skill-based assessment tools such as Mayer-Salovey-Causo Emotional 

Intelligence Test (MSCEIT) and the Emotional Intelligence Appraisal, which are both strong 

predictors of job performance (Bradberry & Su, 2006; Schutte et al., 1998). The ability to assess 

and monitor the growth of emotional intelligence can hopefully support the development and 

outcomes for both teachers and students with the appropriate research-based professional 
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development (Goleman et al., 2013). In this study the Emotional Intelligence Appraisal proved to 

be an effective tool to measure and validate significant growth in teachers’ emotional 

intelligence.  

Professional development is by far one of the strongest indicators that impact the quality 

of teacher performance in the classroom (Forward et al., 2011; Harwell, 2003). The teaching 

profession has been under constant observation and research methodology for decades with the 

hope of identifying ways to improve outcomes for children by improving the skill and 

performance of teachers, especially regarding the impact of emotion (Avalos, 2011). In an effort 

to improve the quality of professional development, Learning Forward’s professional 

development standards: learning communities, leadership, resources, data, learning designs, 

implementation, and outcomes were used in this study (Forward et al., 2011).  

The professional development in this study’s learning design included six hours of face-

to-face training that included collaborative groups, reflective activities, media, and emotional 

intelligence resources teachers were able to take with them after the sessions to use as 

supplements for classroom implementation. The professional development sessions in this study 

occurred during teachers’ morning PLC meetings, which DuFour (2004) suggested is a necessary 

process for continuous improvement. The principal and administrators participated in the training 

supporting school leadership capacity to support teacher practice. Data and outcomes began the 

research study by using an emotional intelligence appraisal to measure teacher’s EI baseline. The 

study concluded by conducting a posttest emotional intelligence appraisal to measure the 

outcomes of the professional development. This study confirmed that providing teachers 

research-based professional development on how to practice emotional intelligence in the 

classroom can grow teachers’ EQ.  
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Question 3: What is the relationship between a teacher’s emotional intelligence 

appraisal and the number of discipline referrals submitted for the African American male 

students in their classrooms? The third research question was developed to investigate how a 

teacher’s emotional intelligence impacts the discipline referral outcomes for African American 

male students. The assumption was that by increasing the emotional intelligence of teachers there 

would be a positive influence on the teacher-student relationship and therefore impact the 

behavioral and referral outcomes for African American male students (Pianta & Stuhlman, 

2004). Baker et al. (2008) also established that the teacher-student interactions within the 

classroom are heavily dependent on the teacher’s expertise and skill on factors that influence 

their classroom environment. Other research also reinforces the theory that teacher’s ability to 

regulate their own emotions and those of their students positively impacts the management of 

negative situations and interactions student to peers and student to teacher is significantly related 

(Emmer & Stough, 2001; Perry & Ball, 2007).  

While descriptive statistics show that 58% of teacher participants who had discipline data 

from year one appeared to show a decrease in the number of discipline referrals in year two, 

there was no statistically significant relationship between the emotional intelligence of teachers 

and the number of discipline referrals submitted for African American male students. Nizielski et 

al. (2012) also showed a negative relationship between the emotional intelligence of teachers and 

the misconduct of students in their classroom. It’s important to note that additional research also 

refutes the claims that the emotional intelligence of teachers solely addresses the negative 

interactions and outcomes between teachers and African American students but suggests that a 

stronger indicator is the teacher’s cultural relevant teaching practices, expectations, and 

perceptions of African American male student behaviors (Austell, 2008a; Howard, 2001). This is 
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critical because the primarily focus of this research was on the development of teacher emotional 

intelligence and still found African American male students disproportionally suspended and 

expelled compared to White students (Kunjufu & ebrary Inc., 2013; Skiba et al., 2002).   

The professional development provided to teachers heavily focused on the development 

of emotional intelligence of teachers but was limited in its approach to providing culturally 

relevant teaching practices. Research suggests an important variable in addressing the 

interactions between teachers and African American male students and their discipline outcomes 

can be attributed to the cultural frameworks of those with privilege and power (Delpit, 2006; 

Monroe & Obidah, 2004). Further discussion on how a researcher might address this gap in the 

study is found in the implications section later in this chapter.  

Question 4: What is the relationship between the changes in the African American 

male students’ academic achievement related to changes in the number of discipline 

referrals? The purpose of question four was to determine if there was a relationship between the 

changes in the academic achievement of African American male students related to the number 

of discipline referrals they received. This study did not find a statistically significant relationship 

between the changes in the students’ fall to winter NWEA RIT scores from year one to year two 

and their number of discipline referrals. Increasing the emotional intelligence appraisal scores of 

teachers did not  have the intended impact on discipline referrals, nor academic outcomes for 

African American male students.  

Some research indicates that discipline can positively impact the academic outcomes for 

students.  McIntosh et al. (2008) found a statistically significant relationship between the 

academic outcomes of students and the office discipline referrals. McIntosh et al.’s results 

concluded that when students had decreased number of office discipline referrals, there was an 
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increase in the number of those who met or exceeded expectations on their standardized reading 

assessment. The same was true for students who had increased number of office discipline 

referrals showing the reverse effect on their test scores.  

While Morrison (2008) claimed that discipline outcomes for African American male 

students can have an impact on the academic outcomes of those students, other researchers 

suggest that it is the quality of culturally relevant pedagogy that may be a stronger indicator for 

academic attainment for African American students (Ladson‐Billings, 1995). Ladson – 

Billings’ findings bring to light that school discipline should not be the single focus impacting 

academic outcomes for African American children.  Although there is a body of research that 

supports this study’s hypothesis that changes in the number of discipline referrals are related to 

student academic outcomes, there are additional relevant findings that suggest other factors, such 

as cultural synchronization, implicit bias, and student perception of school culture, should be 

considered when investigating the academic outcomes for African American male students.  

Surprises 

A surprise finding was the increase in discipline referrals for African American students 

while 72% of teachers participating in the study grew in their emotional intelligence appraisal 

from pre- to posttest. According to premise four of Dr. Elisa Porter’s Relationship Awareness 

Theory, individuals have different experiences that contribute to the way they see, feel, and hear 

in the world and often neglect practicing empathy, which allows us to see through the lives, 

experiences, and perspectives of other people (Porter & Rollins, 1996). The increase in 

emotional intelligence by teachers theoretically should have improved the self-awareness, social 

awareness, emotional regulation, and overall relationship management of teachers. While the 
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study shows an increase in percent of referrals for African American students (79% to 83%), it 

showed a decrease for Latinx  (9% to 3%) and White students (8% to 5%).  

Implications.  There are a number of implications to consider from this study. One of the 

primary implications is that beliefs and attitudes of teachers are hard to change. The life 

experiences and potential explicit and implicit biases that teachers hold can have a negative 

impact on teacher-student interactions and influence outcomes for African American male 

students regardless of their EQ. In order for there to be a significant impact on the discipline 

outcomes for African American male students, there must be laser focus on helping teachers 

make the connections between emotional intelligence, implicit bias, and their culturally relevant 

pedagogy. The pedagogy should be integrated in a way that supports the unique needs of the 

most suspended and expelled demographic of students in the school (Ladson-Billings, 2009; 

Skiba et al., 2011). 

Principals’ beliefs and actions also must be aligned with desired outcomes. This study 

was limited in its approach to integrating the role of the principal in the overall implementation 

of professional development into the classroom. Teacher practice and student outcomes might 

have been different if the principal had been provided additional tools. An emotional intelligence 

walk-through tool could have assisted him in identifying how well teachers were using emotional 

intelligence strategies in the classroom and providing meaningful job-embedded feedback.  The 

principal participated in the same professional development, but there was no opportunity to 

discuss how the newly learned information aligned with his leadership philosophy and plan for 

improving culture in the building.   

A second implication from this study was the lack of accountability and oversight 

necessary for implementation of learned strategies to be performed in the classroom. Providing 
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research-based professional development is a key lever for improved practice by teachers but 

requires observation, feedback, and additional coaching to ensure that teachers had the 

opportunity to practice learned strategies and receive coaching toward mastery of new skills. 

There was limited-to-no support or accountability from administration; therefore, an unintended 

consequence was decreasing the expectation to embed strategies in the classrooms with fidelity. 

As a consultant, it would have been important to establish such expectations before the study 

began, not just made assumptions about implementation fidelity, and even arranged to complete 

classroom visits with the school’s administration team.  The consultant and administrators could 

have then processed walk-throughs together and developed an ongoing plan on what was further 

needed during future professional development sessions. 

Recommendations for Future Research   

The negative impact of discipline disproportionality on the academic outcomes for 

African American male students continues to be an area of focus as reflected in this study.  

Based on these results, several areas should be considered for further investigation into the 

reasons for poor academic and behavioral outcomes for these students. The areas recommended 

for further investigation include the following: conducting the study for a longer period of time, 

utilizing a larger sample size, aligning principal philosophy and action, and including implicit 

bias, restorative practices, and culturally relevant pedagogy in the professional development 

plan. These recommendations are explained in more detail in the following paragraphs.  

The study included a sample size of 65 teachers working with 1,261 students in a single 

high poverty traditional middle school. Using only one school limited the study. In order to 

broaden the investigation between the emotional intelligence of teachers, discipline referrals, and 

academic outcomes of African American male students, increasing the number of schools to 
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three, for example, would increase the sample size. By utilizing a larger sample size, a researcher 

may be able to determine if growth in the emotional intelligence of teachers has a significant 

relationship with the discipline referral outcomes of African American male students.  

Another recommendation for future research is to conduct the study over a longer period 

of time to allow more time for changes in teacher mindset and classroom practices. I suggest 

conducting job-embedded professional development over an entire school year. As mentioned 

previously, unforeseen limitations interrupted the cadence of professional development and 

decreased the amount of training time for teachers. Providing PD over an entire school year 

would allow teachers time to process learning, receive observation and feedback on 

implementation of best practices, and monitor progress over time.  

Extending the period of time for the study would also provide the researcher with time 

with the school’s administrative team with the objective of helping them to align their 

philosophy of discipline and leadership actions with the desired outcomes of the professional 

development. In this study, there was limited time to provide the principal with explicit strategies 

and coaching to strengthen the implementation of learned strategies that hoped to decrease the 

discipline referral outcomes. As a result, there was limited-to-no oversight of teacher practice 

relative to the training received. I would recommend allocating time with the principal prior to 

training the teachers. This time would be spent preparing the school leader’s role in the study and 

providing the tools, strategies, and coaching that support implementation fidelity at a high level.  

Research has validated the relationship between emotional intelligence and teacher-

student relationships (Hamre et al., 2013). This study’s primary focus was the development of 

the emotional intelligence of teachers and understanding African American male students. 

Explicit training about implicit bias, restorative practices, and culturally relevant pedagogy, 
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which research suggests can impact the interactions between teachers and children of color 

(Ladson-Billings, 2000), was absent from this study. 

Concluding Remarks 

 According to the National Center for Education Statistics (NCES), African American 

males are the demographic of students most disproportionately suspended and expelled in our 

country (Kena et al., 2016). The implication of this reality continues to negatively impact the 

long-term outcomes for many of these young men.  The purpose of this study was to investigate 

the relationship between teachers’ emotional intelligence appraisal scores and the number of 

discipline referrals submitted for the African American male students in their classroom. The 

findings of this study did not show a significant relationship between the two, but other research 

has revealed a positive correlation between the emotional intelligence of teachers and the 

behavioral and academic outcomes for students (Curci et al., 2014; Garner et al., 2013; Carla R 

Monroe, 2005; Sutton et al., 2009).   

The statistically significant findings of this study discovered that the growth of teachers’ 

emotional intelligence appraisal scores from pre- to posttest and research based professional 

deelpoment had a positive correlation.. Additionally, the study found statistically significant data 

that suggest that the English teachers of this study have higher EQ than other content teachers 

and experienced more growth from pre- to posttest.  

 Education remains one of the core indicators that influence the trajectory of a child’s life 

into adulthood. The importance of providing an equitable education for all students requires that 

we inspect the practices that have consistently withheld access to a quality education that meets 

the needs of every child. In conclusion, there is a great opportunity for school districts to 

prioritize the work of providing educators with the necessary training and development that helps 
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the needs for our most marginalized students. It is hopeful that school leaders can help teachers 

grow their emotional intelligence; however, I’ve learned that more time is needed to translate EQ 

into the practices that impact discipline outcomes for students. 



Running Head: TEACHERS’ EI AND BLACK MALES 
  
 

 
 

69 

REFERENCES 
 
Act, E. S. S. (2015). of 2015. Public Law (114-95), 1177.  
 
Allen, J., Gregory, A., Mikami, A., Lun, J., Hamre, B., & Pianta, R. (2013). Observations of 

effective teacher-student interactions in secondary school classrooms: Predicting student 
achievement with the classroom assessment scoring system-secondary. School 
Psychology Review, 42(1), 76. (School Psychology Review)  

 
Andrabi, T., Das, J., & Khwaja, A. I. (2013, Apr). Students today, teachers tomorrow: 

Identifying constraints on the provision of education. Journal of Public Economics, 100, 
1-14. https://doi.org/10.1016/j.jpubeco.2012.12.003  

 
Association, N. E. (2004). Reliability and validity estimates: NWEA achievement level tests and 

measures of academic progress. Retrieved March, 3, 2012. (Retrieved March)  
 
Austell, Vickie, (2008). A qualitative exploration of teacher expectations of African-American 

male student behavior: Implications for educational leaders. ETD Collection for AUC 
Robert W. Woodruff Library. Paper 3.   

 
Avalos, B. (2011). Teacher professional development in teaching and teacher education over ten 

years. Teaching and Teacher Education, 27(1), 10-20.  
 
Baker, J. A. (1999, Sep). Teacher-student interaction in urban at-risk classrooms: Differential 

behavior, relationship quality, and student satisfaction with school. Elementary School 
Journal, 100(1), 57-70. https://doi.org/10.1086/461943  

 
Baker, J. A., Grant, S., & Morlock, L. (2008). The teacher-student relationship as a 

developmental context for children with internalizing or externalizing behavior problems. 
School Psychology Quarterly, 23(1), 3-15. https://doi.org/10.1037/1045-3830.23.1.3  

 
Bandura, A. (1997). Self-efficacy: The exercise of control. W.H. Freeman.  
 
Bar-On, R., Maree, K., Elias, M. J., & EBSCO Industries. (2007). Educating people to be 

emotionally intelligent. Praeger Publishers. 
http://proxy.bsu.edu/login?url=http://search.ebscohost.com/login.aspx?direct=true&scope
=site&db=nlebk&db=nlabk&AN=226633  

 
Barth, R. S. (1986). Principal centered professional development. Theory into Practice, 25(3), 

156-160. http://www.jstor.org.proxy.bsu.edu/stable/1476805  
 
Birman, B. F., Desimone, L., Porter, A. C., & Garet, M. S. (2000). Designing professional 

development that works. Educational leadership, 57(8), 28-33.  
 
Blake, P. R., Piovesan, M., Montinari, N., Warneken, F., & Gino, F. (2015, Jul). Prosocial norms 

in the classroom: The role of self-regulation in following norms of giving [Article]. 



Running Head: TEACHERS’ EI AND BLACK MALES 
  
 

 
 

70 

Journal of Economic Behavior & Organization, 115, 18-29. 
https://doi.org/10.1016/j.jebo.2014.10.004  

 
Bradberry, T., & Greaves, J. (2003). Emotional intelligence appraisal: Technical manual. 

TalentSmart. Inc.: San Diego, CA. (Inc.: San Diego, CA)  
 
Bradberry, T., & Greaves, J. (2009). Emotional Intelligence 2.0 (2.0 ed.). Talent Smart.  
 
Bradberry, T. R., & Su, L. D. (2006). Ability-versus skill-based assessment of emotional 

intelligence. Psicothema, 18. (Psicothema)  
 
Brooks-Gunn, J., & Duncan, G. J. (1997). The effects of poverty on children. The Future of 

Children, 7(2), 55-71.  
 
Cohen, J. (2001). Caring classrooms/intelligent schools: The social emotional education of 

young children. Teachers College Press.  
 
Cohen, J., & Sandy, S. (2003, 2003-12-01). Perspectives in social-emotional education: 

Theoretical foundations and new evidence-based developments in current practice. 
Perspectives in Education, 21(4), 41-54.  

 
Cohen, L., Manion, L., & Morrison, K. (2013). Research methods in education. Routledge.  
 
Collaborative for Academic, S., and Emotional Learning. CASEL. (2015). Social and Emotional 

Learning Core Competencies. Collaborative for Academic, Social, and Emotional 
Learning. http://www.casel.org/social-and-emotional-learning/core-competencies/ 

 
Cotter, A.-M. M., Axworthy, L., Riggs, A., Velk, T., Brecher, I., Riggs, A., Velk, T., Campbell, 

B., Cassin, R., & Coleman, F. (2007). US Department of Justice Civil Rights Division. In 
This Ability: An International Legal Analysis of Disability Discrimination (pp. 341-343). 
The Institute for Research in Public Policy Montreal.  

 
Curci, A., Lanciano, T., & Soleti, E. (2014). Emotions in the classroom: The role of teachers’ 

emotional intelligence ability in predicting students’ achievement. The American Journal 
of Psychology, 127(4), 431-445. (The American journal of psychology)  

 
Darling-Hammond, L., Wei, R. C., Andree, A., Richardson, N., & Orphanos, S. (2009). 

Professional learning in the learning profession. Washington, DC: National Staff 
Development Council.  

 
Decker, D. M., Dona, D. P., & Christenson, S. L. (2007, Feb). Behaviorally at-risk African 

American students: The importance of student-teacher relationships for student outcomes. 
Journal of School Psychology, 45(1), 83-109. https://doi.org/10.1016/j.jsp.2006.09.004  

 
Delpit, L. (2006). Other people's children: Cultural conflict in the classroom. The New Press.  
 



Running Head: TEACHERS’ EI AND BLACK MALES 
  
 

 
 

71 

DeMonte, J. (2013). High-Quality Professional Development for Teachers: Supporting Teacher 
Training to Improve Student Learning. Center for American Progress. 1-24. 
www.americanprogress.org 

 
Dresser, R. (2013). Integrate social-emotional learning into oral reading practices for best results 

[Article]. Education Digest, 79(4), 61-66. 
http://proxy.bsu.edu/login?url=http://search.ebscohost.com/login.aspx?direct=true&db=a
ph&AN=92947691&site=ehost-live&scope=site  

 
Dresser, R. (2013). Paradigm shift in education: Weaving social-emotional learning into 

language and literacy instruction. Inquiry in Education, 4(1). 
http://digitalcommons.nl.edu/ie/vol4/iss1/2  

 
DuFour, R. (2004). What is a "professional learning community"? Educational Leadership, 

61(8), 6-11.  
 
Durlak, J. A., Weissberg, R. P., Dymnicki, A. B., Taylor, R. D., & Schellinger, K. B. (2011). The 

impact of enhancing students’ social and emotional learning: A meta‐analysis of school‐
based universal interventions. Child Development, 82(1), 405-432. (Child development)  

 
Emmer, E. T., & Stough, L. M. (2001, Spr). Classroom management: A critical part of 

educational psychology, with implications for teacher education. Educational 
Psychologist, 36(2), 103-112. https://doi.org/10.1207/s15326985ep3602_5  

 
Fried, L. (2011). Teaching teachers about emotion regulation in the classroom. Australian 

Journal of Teacher Education (Online), 36(3), 1.  
 
Fromm, E. (1947). Man against himself: An inquiry into the psychology of ethics. New York, 

Rinehart.  
 
Garner, P. W., Moses, L. K., & Waajid, B. (2013). Prospective teachers' awareness and 

expression of emotions: Associations with proposed strategies for behavioral 
management in the classroom  [Article]. Psychology in the Schools, 50(5), 471-488. 
https://doi.org/10.1002/pits.21688  

 
Goleman, D. (1995). Emotional intelligence. Bantam Books.  
 
Goleman, D. (2000). Working with emotional intelligence (Bantam trade pbk. ed.). Bantam 

Books.  
 
Goleman, D. (2001). An EI-based theory of performance. The emotionally intelligent workplace: 

How to select for, measure, and improve emotional intelligence in individuals, groups, 
and organizations, 1, 27-44.  

 
Goleman, D., Boyatzis, R. E., & McKee, A. (2013). Primal leadership: Unleashing the power of 

emotional intelligence. Harvard Business Press.  



Running Head: TEACHERS’ EI AND BLACK MALES 
  
 

 
 

72 

 
Gordon, E. T., Gordon, E. W., & Nembhard, J. G. (1994). Social science literature concerning 

African American men. Journal of Negro Education, 508-531. (Journal of Negro 
Education)  

 
Graczvk, P. A., & Weissberg, R. P. (2003). Implementation, sustainability, and scaling up of 

social-emotional and academic innovations in public schools. School Psychology Review, 
32(3), 303-319. 

 
Greenberg, M. T., Weissberg, R. P., O'Brien, M. U., Zins, J. E., Fredericks, L., Resnik, H., & 

Elias, M. J. (2003). Enhancing school-based prevention and youth development through 
coordinated social, emotional, and academic learning. American Psychologist, 58(6-7), 
466-474. https://doi.org/10.1037/0003-066X.58.6-7.466 (Prevention That Works for 
Children and Youth) 

 
Gregory, A., Skiba, R. J., & Noguera, P. A. (2010). The achievement gap and the discipline gap 

two sides of the same coin? Educational Researcher, 39(1), 59-68.  
 
Guo, G., & Harris, K. M. (2000). The mechanisms mediating the effects of poverty on children’s 

intellectual development. Demography, 37(4), 431-447. 
 
Guskey, T. R. (2002). Professional development and teacher change. Teachers and teaching, 

8(3), 381-391.  
 
Guskey, T. R., & Sparks, D. (2004). Linking professional development to improvements in 

student learning. (Paper presentation). AERA, April 2002, New Orleans, LA.  
 
Hamre, B. K., & Pianta, R. C. (2001). Early teacher–child relationships and the trajectory of 

children's school outcomes through eighth grade. Child development, 72(2), 625-638.  
 
Hamre, B. K., Pianta, R. C., Downer, J. T., DeCoster, J., Mashburn, A. J., Jones, S. M., Brown, 

J. L., Cappella, E., Atkins, M., & Rivers, S. E. (2013). Teaching through interactions: 
Testing a developmental framework of teacher effectiveness in over 4,000 classrooms. 
The Elementary School Journal, 113(4), 461-487. 

 
Harwell, S. H. (2003). Teacher professional development: It’s not an event, it’s a process. CORD  
 
Howard, G. (1983). Frames of mind: The theory of multiple intelligences. NY: Basics.  
 
Howard, T. C. (2001). Telling their side of the story: African-American students' perceptions of 

culturally relevant teaching. The Urban Review, 33(2), 131-149.  
 
Hughes, J., & Kwok, O.-m. (2007). Influence of student-teacher and parent-teacher relationships 

on lower achieving readers' engagement and achievement in the primary grades. Journal 
of Educational Psychology, 99(1), 39-51. https://doi.org/10.1037/0022-0663.99.1.39  

 



Running Head: TEACHERS’ EI AND BLACK MALES 73 

Hughes, J. N., Luo, W., Kwok, O.-M., & Loyd, L. K. (2008). Teacher-student support, effortful 
engagement, and achievement: A 3-year longitudinal study. Journal of Educational 
Psychology, 100(1), 1-14. https://doi.org/10.1037/0022-0663.100.1.1  

Hughes, J. N., Wu, J.-Y., Kwok, O.-m., Villarreal, V., & Johnson, A. Y. (2012). Indirect effects 
of child reports of teacher–student relationship on achievement. Journal of Educational 
Psychology, 104(2), 350-365. https://doi.org/10.1037/a0026339  

Jennings, P. A., & Greenberg, M. T. (2009, Mar). The prosocial classroom: Teacher social and 
emotional competence in relation to student and classroom outcomes [Review]. Review of 
Educational Research, 79(1), 491-525. https://doi.org/10.3102/0034654308325693  

Kena, G., Hussar, W., McFarland, J., de Brey, C., Musu-Gillette, L., Wang, X., Zhang, J., 
Rathbun, A., Wilkinson-Flicker, S., & Diliberti, M. (2016). The Condition of Education 
2016. NCES 2016-144. National Center for Education Statistics.  

Kunjufu, J. (2013). Changing school culture for Black males. African American Images. 
http://proxy.bsu.edu/login?url=http://site.ebrary.com/lib/bsu/Top?id=10717230 

Kunjufu, J. (2010). Understanding Black male learning styles. African American Images. 

Kunjufu, J., & Ebrary Inc. (2013). Changing school culture for Black males (1st ed.). African 
American Images. 
http://proxy.bsu.edu/login?url=http://site.ebrary.com/lib/bsu/Top?id=10717230 

Ladson-Billings, G. (2000). Fighting for our lives preparing teachers to teach African American 
students. Journal of Teacher Education, 51(3), 206-214. 

Ladson-Billings, G. (2009). The dreamkeepers: Successful teachers of African American 
children. John Wiley & Sons. 

Ladson‐Billings, G. (1995). But that's just good teaching! The case for culturally relevant 
pedagogy. Theory into Practice, 34(3), 159-165. 

Lassen, S. R., Steele, M. M., & Sailor, W. (2006). The relationship of school‐wide positive 
behavior support to academic achievement in an urban middle school. Psychology in the 
Schools, 43(6), 701-712.  

Lewis, C. W., Butler, B. R., Bonner III, F. A., & Joubert, M. (2010). African American male 
discipline patterns and school district responses resulting impact on academic 
achievement: Implications for urban educators and policy makers. Journal of African 
American Males in Education, 1(1), 1-25.   

Lewis, L., Parsad, B., Carey, N., Bartfai, N., Farris, E., & Smerdon, B. (1999). Teacher Quality: 
A Report on the Preparation and Qualifications of Public School Teachers. Statistical 
Analysis Report.  



Running Head: TEACHERS’ EI AND BLACK MALES 
  
 

 
 

74 

 
Lewkowicz, A. B. (2007). Teaching emotional intelligence : strategies and activities for helping 

students make effective choices (2nd ed.). Corwin Press. 
http://www.loc.gov/catdir/enhancements/fy0666/2006027350-d.html  

 
Losen, D. J., & Skiba, R. J. (2010). Suspended education: Urban middle schools in crisis.  
 
Mayer, J. D., & Salovey, P. (1993). The intelligence of emotional intelligence. Intelligence, 

17(4), 433-442.  
 
McHugh, M. W. (2006, Spring2006). Governor's schools: Fostering the social and emotional 

well-being of gifted and talented students. Journal of Secondary Gifted Education, 17(3), 
178-186. 
http://proxy.bsu.edu/login?url=http://search.ebscohost.com/login.aspx?direct=true&db=a
ph&AN=22955443&site=ehost-live&scope=site  

 
McIntosh, K., Brigid Flannery, K., Sugai, G., Braun, D. H., & Cochrane, K. L. (2008). 

Relationships between academics and problem behavior in the transition from middle 
school to high school. Journal of Positive Behavior Interventions, 10(4), 243-255.  

 
McIntosh, K., Ellwood, K., McCall, L., & Girvan, E. J. (2018). Using discipline data to enhance 

equity in school discipline. Intervention in School and Clinic, 53(3), 146-152.  
 
Merriam-Webster Inc. (2003). Merriam-Webster's collegiate dictionary (11th ed.). Merriam-

Webster, Inc.  
 
Milner, H. R. (2007, Sum). African American males in urban schools: No excuses - Teach and 

empower [Article]. Theory into Practice, 46(3), 239-+. 
https://doi.org/10.1080/00405840701402281  

 
Monroe, C. R. (2005). Understanding the discipline gap through a cultural lens: Implications for 

the education of African American students. Intercultural Education, 16(4), 317-330.  
 
Monroe, C. R. (2005). Why Are "Bad Boys" always Black?  Clearing House, 79(1), 45-50. 

http://search.ebscohost.com/login.aspx?direct=true&db=aph&AN=18687733&site=ehost
-live  

 
Monroe, C. R., & Obidah, J. E. (2004). The influence of cultural synchronization on a teacher’s 

perceptions of disruption: A case study of an African American middle-school classroom. 
Journal of Teacher Education, 55(3), 256-268. 

 
Murray, C., & Naranjo, J. (2008, May-Jun). Poor, Black, learning disabled, and graduating. 

Remedial and Special Education, 29(3), 145-160. 
https://doi.org/10.1177/0741932508315052  

 
National Center for Education Statistics. (2005). Youth indicators 2005 



Running Head: TEACHERS’ EI AND BLACK MALES 
  
 

 
 

75 

trends in the well-being of American youth. United States Dept. of Education, National Center 
for Education Statistics. http://purl.access.gpo.gov/GPO/LPS62752  

 
Nizielski, S., Hallum, S., Lopes, P. N., & Schütz, A. (2012). Attention to student needs mediates 

the relationship between teacher emotional intelligence and student misconduct in the 
classroom. Journal of Psychoeducational Assessment, 30(4), 320-329.  

 
Patrick, H., Kaplan, A., & Ryan, A. M. (2007). Early adolescents' perceptions of the classroom 

social environment, motivational beliefs, and engagement. Journal of Educational 
Psychology, 99(1), 83-98. https://doi.org/10.1037/0022-0663.99.1.83  

 
Payton, J., Weissberg, R.P., Durlak, J.A., Dymnicki, A.B., Taylor, R.D., Schellinger, K.B., & 

Pachan, M. (2008). The positive impact of social and emotional learning for kindergarten 
to eighth-grade students: Findings from three scientific re- views. Collaborative for 
Academic, Social, and Emotional Learning. ERIC. ED505370 

 
Perry, C., & Ball, I. (2007). Dealing constructively with negatively evaluated emotional 

situations: The key to understanding the different reactions of teachers with high and low 
levels of emotional intelligence. Social Psychology of Education, 10(4), 443-454.  

 
Pianta, R. C. (1992). Student-teacher relationship scale–Short form. Unpublished instrument. 

(Unpublished instrument)  
 
Pianta, R. C., & Stuhlman, M. W. (2004). Teacher-child relationships and children's success in 

the first years of school. School Psychology Review, 33(3), 444.  
 
Porter, E. H., & Rollins, M. L. (1996). Relationship awareness theory: Manual of administration 

and interpretation. Personal Strengths Pub.  
 
Schutte, N. S., Malouff, J. M., Hall, L. E., Haggerty, D. J., Cooper, J. T., Golden, C. J., & 

Dornheim, L. (1998). Development and validation of a measure of emotional 
intelligence. Personality and Individual Differences, 25(2), 167-177.  

 
Schwartz, W. (2001). School Practices for Equitable Discipline of African American Students. 

ERIC Digest Number 166.  
 
Simmons-Reed, E. A., & Cartledge, G. (2014). School discipline disproportionality: Culturally 

competent interventions for African American males. Interdisciplinary Journal of 
Teaching and Learning, 4(2), 95-109.  

 
Skiba, R. J., Horner, R. H., Chung, C.-G., Rausch, M. K., May, S. L., & Tobin, T. (2011). Race 

is not neutral: A national investigation of African American and Latino disproportionality 
in school discipline. School Psychology Review, 40(1), 85.  

 



Running Head: TEACHERS’ EI AND BLACK MALES 
  
 

 
 

76 

Skiba, R. J., Michael, R. S., Nardo, A. C., & Peterson, R. L. (2002). The color of discipline: 
Sources of racial and gender disproportionality in school punishment. The Urban Review, 
34(4), 317-342.  

 
Skiba, R. J., & Peterson, R. L. (2000). School discipline at a crossroads: From zero tolerance to 

early response. Exceptional Children, 66(3), 335-346.  
 
Statistics, N. C. f. E. (2015). Public High School Graduation Rates. 

http://nces.ed.gov/programs/coe/indicator_coi.asp 
 
Sutton, R. E., Mudrey-Camino, R., & Knight, C. C. (2009). Teachers' emotion regulation and 

classroom management. Theory into Practice, 48(2), 130-137.   
 
Sutton, R. E., & Wheatley, K. F. (2003, Dec). Teachers' emotions and teaching: A review of the 

literature and directions for future research. Educational Psychology Review, 15(4), 327-
358. https://doi.org/10.1023/a:1026131715856  

 
Tough, P. (2011). The poverty clinic. The New Yorker, 25.   
 
Tsouloupas, C. N., Carson, R. L., Matthews, R., Grawitch, M. J., & Barber, L. K. (2010). 

Exploring the association between teachers’ perceived student misbehaviour and 
emotional exhaustion: The importance of teacher efficacy beliefs and emotion regulation. 
Educational Psychology, 30(2), 173-189.  

 
Tyler, K. M., & Boelter, C. M. (2008). Linking Black middle school students' perceptions of 

teachers' expectations to academic engagement and efficacy. Negro Educational Review, 
59(1/2), 27.  

 
United States Commission on Civil Rights. (2002). Briefing on the consequences of government 

race data collection bans on civil rights. U.S. Commission on Civil Rights. 
http://purl.access.gpo.gov/GPO/LPS26180  

 
United States Department of Education. (2014, March 2014). Civil Rights Data Collection: Data 

Snapshot (School Discipline). (Issue Brief  No. 1), 24.  
 
Vanneman, A., Hamilton, L., Anderson, J. B., & Rahman, T. (2009). Achievement gaps: How 

Black and White students in public schools perform in mathematics and reading on the 
National Assessment of Educational Progress. Statistical Analysis Report. NCES 2009-
455. National Center for Education Statistics.  

 
Vesely, A. K., Saklofske, D. H., & Leschied, A. D. (2013). Teachers—The vital resource: The 

contribution of emotional intelligence to teacher efficacy and well-being. Canadian 
Journal of School Psychology, 28(1), 71-89.  

 
w Creswell, J. (2009). Research design: Qualitative, quantitative, and mixed methods 

approaches. SAGE Publications, Incorporated.  



Running Head: TEACHERS’ EI AND BLACK MALES 
  
 

 
 

77 

 
Warren, C. J. E. (1954). Brown v. board of education. United States Reports, 347(1954), 483.  
 
Welsh, R. O., & Little, S. (2018). The school discipline dilemma: A comprehensive review of 

disparities and alternative approaches. Review of Educational Research, 88(5), 752-794.  
 
West-Olatunji, C. A., Baker, J. C., & Brooks, M. (2006). African American adolescent males: 

Giving voice to their educational experiences. Multicultural Perspectives, 8(4), 3-9. 
https://doi.org/10.1207/s15327892mcp0804_2  

 
Wood, J. L., & Turner, C. S. (2010). Black males and the community college: Student 

perspectives on faculty and academic success. Community College Journal of Research 
and Practice, 35(1-2), 135-151. https://doi.org/10.1080/10668926.2010.526052  

 
Yager. (2017). Standards for professional learning. Learning Forward. 
 
Zins, J. E. (2004). Building academic success on social and emotional learning: What does the 

research say? Teachers College Press.  
 
  

  



Running Head: TEACHERS’ EI AND BLACK MALES 78 

APPENDIX 



Running Head: TEACHERS’ EI AND BLACK MALES 
  
 

 
 

79 

Appendix A Consent Form for Adults 

Study Title   An Investigation of Teachers’ Emotional Intelligence and the Relationship 
Between the Behaviors of Students.     

 
Study Purpose and Rationale 
For this study I will investigate teachers’ emotional intelligence and the relationship between the 
behaviors of African American males in high poverty schools.  
 
Inclusion/Exclusion Criteria 
To be eligible to participate in this study, you must be over the age of 18. 
 
Participation Procedures and Duration 
For this project, you will be asked to complete a 28 item and 2 - open ended question emotional 
intelligence survey that will measure each participant’s level of emotional intelligence. The 
survey will take 10-15 minutes to complete. The participant will participate in six 50-minute 
professional development sessions over a semester that focus on how to enhance your emotional 
intelligence, practice emotional intelligence in the classroom, and teach social and emotional 
intelligence to students in the classroom.  
 
Data Confidentiality or Anonymity 
All data will be maintained as confidential and no identifying information such as names will 
appear in any publication or presentation of the data.  No information regarding your 
participation in this study or any information you provide will be shared with your current 
supervisor or employer. 
 
Storage of Data 
Data will also be entered into a software program and stored on the researcher’s password-
protected flash drive for three years and then deleted.  Only the researcher will have access to the 
data. 
 
Risks or Discomforts 
The only anticipated risk from participating in this study is that you may not feel comfortable 
answering some of the questions.  You may choose not to answer any question that makes you 
uncomfortable and you may quit the study at any time.   
 
Benefits 
There are no perceived benefits for participating in this study.  
 
Voluntary Participation 
Your participation in this study is completely voluntary and you are free to withdraw your 
permission at any time for any reason without penalty or prejudice from the investigator.  Please 
feel free to ask any questions of the investigator before pressing the “yes” button and at any time 
during the study 
 
IRB Contact Information 
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For one’s rights as a research subject, you may contact the following: For questions about your 
rights as a research subject, please contact the Director, Office of Research Integrity, Ball State 
University, Muncie, IN 47306, (765) 285-5070 or at irb@bsu.edu. 
 
 
Study Title   An Investigation of Teachers’ Emotional Intelligence and the Relationship 
Between the Behaviors of African American Males in High Poverty Schools.  
 
 
Consent 
I agree to participate in this research project entitled, “An Investigation of Teachers’ Emotional 
Intelligence and the Relationship Between the Behaviors of African American Males in High 
Poverty Schools.” ›I have had the study explained to me and my questions have been answered 
to my satisfaction.  I have read the description of this project and give my consent to participate.  
I understand that I may request, from the researcher, a written copy of this document.  
 
To the best of my knowledge, I meet the inclusion/exclusion criteria for participation (described 
above) in this study. Pressing the yes button, I consent to participate.   
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Appendix B Emotional Intelligence Appraisal Sample 
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