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1. LITERATURE REVIEW 
 
INTRODUCTION 
  
 In order to emphasize the importance of this study, an overview of multiple topics is 

needed. The existing topics that benefit the understanding of cultural awareness and discipline 

within public education are plethoric. Therefore, the subjects explored in this literature review 

are narrowed down to three topics that are assumed paramount to this study. The first of which 

being discipline. 

 The first topic of great importance is that of discipline. In public school systems 

specifically, it is believed that discipline has ensnared discriminatory practices and unfair 

treatment. An in depth look of discipline is used to bring understanding and emphasis to the 

importance of it in this study. 

 The second topic that this literature review will scope in on is the phenomenon of the 

school-to-prison pipeline. The education system in America has been under fire in recent years 

by activists and some politicians. It is argued that the current organization of our schooling 

system readies certain types of students for failure and ultimately, criminal incarceration. 

Immigrants in the United States, as shown in countless representations in media and 

research, have had serious challenges in their process of relocating and existing within new 

cultures. Immigrants are subject to stigmas and have been perceived by many as a threat to the 

American lifestyle (Nicholls 2013). Due to this, the last section of this review is dedicated to 

exploring immigrants and certain challenges that exist among them. Particularly, immigrants of 

Somalian descent, as this population is of high number in Mankato, Minnesota (Mewes 2016).  

 These three topics are explored in detail and draw on many pieces of past literature to 

highlight the prevalence of each to this study. This literature review aims to bring a greater 



	   4	  

amount of understanding to each topic in order to lead the reader to an informed preface of the 

study being done. 

 

DISCIPLINE 

The research conducted on the matter of discipline in schools almost unanimously points 

to racial discrimination, particularly against Black and Latino students. The literature discussed 

below aims to illustrate this point. 

According to a study that analyzed data from 436 middle and elementary schools, Black 

and Latino students were more likely than White students to face out of school suspension or 

expulsion (Skiba et al. 2011). Research from the US Department of Education exemplifies the 

unequal discipline of both African-American and Latino youth as compared to White youth 

(Vagins 2014). As Fox (2011) highlights:  

“Nationally, the US Department of Education’s Office for Civil Rights 
showed 28% of African American male middle school students have been 
suspended at least once vs. 10% of White male middle school students.” 

 
 It is apparent there have been multiple situations of suspensions and expulsions where 

students are subjected to law enforcement corrections for their infractions and misconduct (Fox 

2011). Catherine Y. Kim (2012) examines yet another factor in the disproportionate punishment 

of students of color: the increase of law enforcement in public schools. According to Kim, when 

law enforcement is allowed into the schools, students’ rights often are not respected on the same 

level that they would be if the students were citizens on the street. Kim (2012) examined court 

cases that had set precedences for the rights of students in schools with a police presence and 

found that these cases had often ruled to waive the student's fourth amendment rights from 

search and seizure, including searches of their school property, like lockers, and searches of their 
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persons. Even though in recent years logic has begun to shift to respect the rights of students, 

Kim maintains that the increase of police in schools leads to unfair treatment of students.  

Additionally, Vagins (2014) too references the mishandling of student infractions and 

how they are passed off to law enforcement instead of containing the routine disciplinary action 

within the institution violated. Further disadvantages begin to stem from the application of the 

zero tolerance policy, where harsh consequences are addressed through suspensions and 

expulsions intended to ensure safe schools against weapons, drugs, and violent acts (Fox 2011). 

Zero tolerance policies put simply, are particular rules that the respective school has no 

exception for. A popular example of a zero tolerance policy within schools is that of weapon 

possession on school property. These policies are linked to longer suspensions (Skiba et al. 2011) 

and disproportionate punishments (Hoffman 2014) for Black students compared to White 

students. Hoffman’s study of an urban school that implemented a zero tolerance policy found 

that even though only one-quarter of students in the school were Black, Black students made up 

three-quarters of recommendations for expulsion under the zero tolerance policy. Fox (2011) 

illustrates how suspensions and expulsions resulting from zero tolerance policies often “deny 

administrators the opportunity to consider any extenuating circumstances related to the incident.” 

This is how harmful effects on key populations occur; drastic measures combined with  racial 

discrimination in discipline practices. 

 Importantly, students themselves notice these inequalities. In a qualitative study of five 

Black female youth in high school, Wun (2016) found that Black girls felt they were unfairly 

treated, with high expectations of them but low tolerance for failure or misbehavior.   

 Understanding how discipline affects different students is important. Discipline in 

schools is but one issue that has been linked to a phenomenon known as the “school-to-prison 
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pipeline.” The pipeline, in short, is thought to create a direct line from school to criminal 

incarceration by means of unequal opportunities and unfair discipline procedures towards 

students of color.  

 

THE SCHOOL TO PRISON PIPELINE 

 The way discipline and other institutional policies are currently administered in primary 

and post-secondary education in schools is being referred to as the School-to-Prison pipeline. 

This is “a set of policies and practices in schools that make it more likely that students will face 

criminal involvement with the juvenile courts” (Mallet 2015:15). Similarly, Rocque and 

Paternoster (2011) deem the school to prison pipeline as a concept with “connections between 

school failure and later contact with the criminal justice system.”  

Several factors contributed to the birth of the school to prison pipeline as we know it 

today. Beginning in the 1980’s a “tough on crime” approach was introduced, followed by the 

1994 Gun Free Schools act being passed and implemented across the country (Mallett 2015). 

Shortly after this policy implementation, the 1999 Columbine school shootings stirred the nation. 

Along with other school shootings, the nation began to fear the young ‘super predator’ and 

cracked down even harder on juvenile delinquency (Mallet 2015). Another policy that created 

the foundation for the pipeline was the zero tolerance policies and the increased reliance on 

school resource officers (Mallet 2015). All of these factors according to Mallett (2015) created 

the climate that produced the school to prison pipeline. The pipeline affects certain groups of 

people more than others and has a multitude of negative impacts. 

 The school to prison pipeline has had numerous negative impacts on American youth, 

especially marginalized groups. In general, schools with higher minority populations, who utilize 

more free or reduced price lunch programs, and that are urban are more likely to utilize punitive 
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policies associated with the pipeline (Mallet 2015). In the U.S., Black students are two times 

more likely than White students to receive at least one disciplinary report and are more likely 

than all other races to receive more disciplinary reports (Rocque and Paternoster 2011). 

Similarly, students who utilize reduced or free lunch programs were more likely to receive 

disciplinary reports (Rocque and Paternoster 2011). Students with a learning disability are almost 

three times more likely than students without learning disabilities to receive an out of school 

suspension (Mallet 2016). LGBT students were also found to be three times more likely than 

non-LGBT students to experience disciplinary treatment, with no significant misbehavior 

differences between the two groups (Mallett 2016).  

 The school-to-prison pipeline, paired with unfair discipline policies create an imbalance 

for students trying to succeed in the public education system. However, these problems only 

scratch the surface for populations that are already predisposed to problems. Immigrants in the 

United States face many stigmas and challenges alone. When they are brought into the equation, 

a whole new world of issues arises. 

 

IMMIGRATION 
 

Somali children face unique challenges in U.S. schools and in order to understand them, 

several things should be considered. The experiences of Somali immigrant children in schools, 

Somali parents’ experiences with schools, and cultural differences can all be looked at to have a 

better understanding of Somali immigrant educational experiences. 

        Immigrants as a whole are subject to many stigmas. In a study by Walter Nicholls (2013) 

it is suggested that “since the 1980’s, there has been a resurgence in discourses that characterize 

immigrants as a threat to the nation” (Nicholls 2006: 579). Immigrants in America are subject to 

almost immediate stigmas just with possessing the title of “immigrant.” As put forth by Nicholls:  
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Immigrants in the United States and Europe have long been treated as a threat to the nation. 
Immigrants have been suspected of oweing their allegiance to foreign governments, ideologies, 
and beliefs; taking jobs from hard working natives; possessing values and work ethics that make 
them into free-riders of social welfare systems; resisting participation in national cultures and 
traditions; practicing rituals and beliefs that conflict with national traditions; and so on. The 
‘immigrant threat’ discourse is by no means a new discourse but a number of scholars have 
shown how this discourse has become particularly prominent in recent years (Nicholls 
2013:580-581).  

 
 Furthermore, the title of immigrant also elicits stigmas of lack of belonging and 

exclusion. “The label ‘illegal’ to describe immigrants is used as a powerful stigma because it 

extenuates the threat of the undocumented immigrant, making it ‘impossible’ for natives to 

recognize them as potential citizens” (Nicholls 2013: 581). American schools are 

overwhelmingly made up of white Christians, the result of Americanization which expects all 

students to respond to the education system similarly if not all the same and does not factor in 

differences in culture, religion, or gender (Basford 2010). This system producing 

Americanization, resists Islam and this is a problem because Somalis are virtually all Muslim 

and it is a major part, arguably the largest, of their identity (Collet 2006).  

 Americanization of immigrant youth is only a part of the difficulty Somali children face 

in the education system in the United States. Understanding the experiences that Somali youth 

have in the U.S. education system can benefit teachers and students, both immigrant and 

nonimmigrant. Experiences in school shape and form the identity Somali children develop, 

which is very important to their future (Collet 2006). A study by Megersa Bayisa (2006) had 

Somali students in the San Diego area evaluate English as Second Language (ESL) courses to 

see what the students both valued and felt needed improvement in the classroom. This study was 

done to analyze what aspects of the Somali education experience was working well, as well as 

what needed tweaking. The findings of the study found that “features available within the 

classroom were the most important to their success in learning English” (Bayisa 2006). Many of 
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the respondents in the study had a strong emphasis for the role of the teacher in the classroom, 

considering them the most important element in the classes (Bayisa 2006). Furthermore, Somali 

students reported that the classroom was their main source of language acquisition and the place 

where they practiced English the most (Bayisa 2006). Bayisa’s (2006) study shows that the 

education experience that Somali students have can directly reflect how they view their 

education in a positive light, and transitively, their future.  

Unfortunately, these positive experiences are not necessarily the norm for many Somali 

students. In one study (Basford 2010), Somali students reported unfavorable experiences in 

mainstream U.S. schools. The environments were unwelcoming and hostile, with little to no 

support of their practicing religion or culture. Those who strived to maintain their cultural/ethnic 

identities were often excluded and viewed as deviant by U.S. students and other immigrants, also 

including teachers. Hostility from peers toward Somali students is of particular concern as 

relationships with peers especially are important for all children as their identities develop 

(Collet 2006).  

Furthermore, Basford (2010) found those who maintained their Muslim culture and 

religion in school were further ostracized by negative associations to terrorism and 

extremism.  Basford’s (2010) study found that many times there was no place for Somali youth 

to pray and if they did leave class to pray, teachers were sometimes disapproving. Whether or not 

Somali students feel welcomed and comfortable as well as if they feel free to practice their 

religion without ramifications is a large part of whether or not they succeed. 

 Somali and Muslim children often struggle with feelings of being forced to adjust their 

culture and religion to succeed in U.S. schools (Basford 2010). This causes them to feel 

marginalized, misunderstood, and unaccepted by their peers and teachers as well as the majority 
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of society (Basford 2010). Dealing with oppression in this way can cause them to have a 

negative attitude towards schooling, which can lead to negative outcomes in education and in 

life. This negative attitude towards schooling and education in the U.S. is problematic. 

Especially because education in general is strongly valued amongst Somali parents. 

Parents play a large role in the education of their children, and for youth, negotiating 

parental values with the school curriculum plays a large role in how the children interact in the 

school (Collett 2006). However, cultural differences often lead to misunderstandings between 

teachers and parents and confusion on how to become involved in the classroom.  Cultural 

differences are an important part in understanding education of Somali immigrants and they 

affect how teachers understand Somali parents and students. This understanding is needed for 

teachers and parents be involved in fostering children’s success in the U.S. education system 

overall.  

Nderu (2005) conducted an indepth study of Somali parents in the Twin Cities area of 

Minnesota and found four barriers Somali parents face in the education of their children: 

logistical barriers, a lack of understanding of expectations of the school, receiving conflicting 

messages from the school, and being stereotyped. Firstly, logistical barriers such as lack of 

childcare, lack of adequate transportation, and inability to take off time from work are some of 

the problems Somali parents face when trying to be involved in schools.  

Next, Somali immigrant parents do not understand the expectations of the 

school.  Cultural differences and/or a lack of resources makes them appear uncaring or unwilling 

to be involved. In reality it is confusion over expectations and appropriate behavior (Nderu 

2005). For example, Nedru found that many Somali parents do not understand the literature that 
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is sent home with their children and it ends up being thrown out due to lack of understanding the 

language or what needed to be done with all of the information (Nderu 2005).  

Third, schools are sending parents conflicting messages; schools and teachers have asked 

parents to be active in school, but parents are  confronted by long waiting times, difficult access, 

along with protective measures in schools, which  may be perceived as barriers designed to keep 

Somali parents out of schools (Nderu 2005). Some of these conflicting messages can be tied to 

cultural differences. One of the largest cultural differences lies in how schools operate. In 

Somalia, the schools take full responsibility of the children’s education, including giving them 

extra help if they are struggling (Nderu 2005) and parents are not expected to be as involved in 

their children’s education. Because newly arrived Somali immigrants do not understand what the 

teachers expect of them, the teachers may view them as uncaring or lazy in the education of their 

child(ren) (Nderu 2005). 

Lastly, stereotypical barriers also plague Somali parents. Many times the reaction to 

traditional dress results in school personnel speaking down to them, treating them as if they 

cannot discuss their child’s performance and assumptions they cannot speak English. Cultural 

expectations Somali parents have are not acknowledged, and many leave them feeling ignored.  

Relationships with teachers are also important; in Somalia, teachers and parents are very 

friendly with one another, comparatively, in the United States, Nderu (2005) found that Somali 

parents felt that teachers often ignored them outside of the classroom. This is also a conflicting 

message the schools, more specifically, the teachers, send to the parents of students. When they 

try to be involved they are unable to maintain their relationship with the teacher as they are used 

to.  
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CONCLUSION 

 The topics explored in this literature review lead us to many conclusions. Firstly, 

discipline in public schools is disproportionately leaned towards students of color and other 

minorities, which in turn creates an inequality. This inequality shows to be an important factor 

when discussing topics such as the school-to-prison pipeline and who is being caught within it. 

The population of immigrants in the United States public school system, who are already at a 

disadvantage due to typical stigmas and other negative sanctions, are being directly subjected to 

the inequalities that exist within the public schooling system of the United States. Lastly, and 

more specifically, the Somali population in the United States is facing a great deal of these 

inequalities. Somali immigrants in the U.S., who already feel as though they have to change 

enough in order to simply succeed in these public schools, are being caught in the crossfire of 

these already existing inequalities. These factors are brewing a storm of unfair treatment, 

disadvantaged youth, and feelings of hopelessness towards succeeding in the public schooling 

system. 
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2. SOMALI YOUTH IN MANKATO 
 

The target population we are working with are Somali youth enrolled in K-12 grade in 

Mankato Area Public Schools. Students can range from four to twenty-one years of age. Their 

ethnicity can be identified as Somali, which may include individuals who also identify as Black, 

African, and East African (Basford 2010). Most of this population is from Somalia, however, 

people who are Somali often have other identities. The Somali language is spoken by not only in 

ethnic Somalia but also in, Djibouti, Ethiopia, Yemen and Kenya (RBE-RN 2012).  Further, 

because many Somali in Minnesota have refugee status, they may have spent time in other 

countries before immigrating to the US. The languages in spoken in Somalia also include Arabic, 

Aweer, Dabarre, Garre, Jiddue, Maay, Mushungulu, Oromo, Swahili and Tunni (RBE-RN 2012). 

The geographic point of interest of our study is located in the city of Mankato, in 

southern Minnesota, USA. In context of this study, it is the public schools of Mankato Area 

School District (MASD), ISD 77. This public school district has ten elementary schools, two 

middle schools, and three high schools1. The students that are of interest to us are of Somali 

descent, whether as refugees, first, 1.5, or second generation immigrant status. 

Minnesota has the largest Somali population in the country, estimated at over 40,000 

people (Fox 2016). Across the state about 3% of students in public schools primarily speak 

Somali in their homes (MDE 2016). Understanding the experiences of Somali students is 

particularly important in Mankato and North Mankato. The MASD has 

 

1 Elementary (10): Bridges, Eagle Lake, Franklin, Hoover, Jefferson, Kennedy, Monroe, Roosevelt, Rosa Parks, and 
Washington. Middle (2): Dakota Meadows and Prairie Winds. High (3): East, West, and Central. 
2 Foreign-Born Population From Africa: 2008-2012. 
an average of 4.3% of students who speak Somali at home. MASD ranks 15th out of the 78 

Minnesota school districts in terms of the proportion of students who speak Somali at home. We 
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expect there might be more Somali speakers than presently accounted for because we could only 

estimate the number using other data points such as primary language spoken at home and 

English Language Learner (ELL) eligibility. Of the 10% of students at MASD who primarily 

speak languages other than English at home, almost half (48%) speak (MDE 2016). See figure A 

below. 
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When examining 2015-2016 MASD ELL students, 356 of them are Somali speakers. Of 

those, 221 are enrolled in ELL classes. Out of the 399 total students eligible for ELL services, 

Somali speakers make up about 58% of the population. See figure B below. 

 

 

 

 

 

 

 

 

 

 

 
  

 

 

 

According to the Minnesota Department of Education (MDE), the MASD had 353 

disciplinary actions in the 2014-2015 school year (MDE 2016). Although data on the racial or 

immigrant status of those disciplined in MASD is not available, previous research has found that 

students in special education and students of color are at a greater risk of receiving disciplinary 

actions (Mallet 2016; Rocque and Paternoster 2011). In understanding that the Somali youth in 

MASD make up a large part of the ELL population and are also often a racial minority, we can 
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see that taking a closer look at disciplinary practices is important when considering the Somali 

youth. Further, our interviews have revealed that Somali students in the MASD have a reputation 

for being unruly. Such a perception, whether or earned or not, may lead to stronger discipline 

against all Somali students. Figure C below breaks down the previously mentioned disciplinary 

actions by reason. 
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3. METHODOLOGY 
 
 In order to illustrate our study of measuring attitudes of Somali parents and caregivers of 

youth in Mankato-area schools, we have designed a research study. This study relies on both 

primary and secondary data sources. Secondary data includes archival data which comes 

primarily from the MDE’s records of disciplinary action taken in Minnesota schools. This data is 

de-identified by the state prior to its release to the researchers due to concerns regarding the 

anonymity of students. There are some limitations to this data as it was provided by the state 

only at the aggregate level and not the individual level, due to the state’s concerns that individual 

level data could violate student anonymity because of the small proportion of nonwhite students 

in MASD.    

We designed a qualitative study for primary data collection. Primary data collection 

consists of qualitative interviews and focus groups. In the course of this class we began data 

collection and conducted four face-to-face interviews. These face-to-face interviews were 

conducted in Mankato, Minnesota or at a location of the participant’s choosing. The interviews 

were conducted by research assistants (these authors). Each interview, before being completed, 

was discussed with the participant to ensure they wanted to volunteer to be a part of the study. 

Each participant was given a consent form outlining the study being done, and what their 

participation entailed for this study. The consent forms were translated in both English and 

Somali to ensure that the participant understood to the fullest extent what was being asked of 

them. The interviews were recorded and transcribed upon participant permission, and had 

translators available for any participant that felt they required one.  

The content of each interview asked the participant general questions about their home 

and family size, the number of children they may have in Mankato-area schools, and their overall 
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experiences with and opinions of the disciplinary procedures that exist within those schools. (See 

Appendix B for a copy of research materials, including consent forms and interview guides) 

 To gather participants for the study, multiple methods were created and utilized. An 

email inviting people in the community to come participate in the study was sent to several 

individuals in organizations with publicly listed email addresses or to those who were known to 

the primary researcher. Additionally, recruitment flyers were posted in locations around Mankato 

in both Somali and English, inviting potential participants to help with the study. Permission was 

sought out before posting these flyers. To recruit potential participants who may not have access 

to email, the faculty adviser of this study worked with the ACLU of Mankato to identify and set 

up meetings with community leaders who work specifically with racial and ethnic minorities. 

Those community leaders were asked to inform people they know who might be interested in the 

study. Lastly, after initial interviews and focus groups, participants were recruited through 

snowball sampling. Participants were asked to send the recruitment email to anyone they think 

may be interested in the study. However, it was stressed to the researchers that they inform the 

participant that there was no pressure to distribute said contact information. 

 Like many research studies, limitations are always something to address. We as 

researchers went forth with diligence and thorough execution in order to create the most 

encompassing research study as possible. However, there were limitations to this study’s 

completion due to time constraints, cultural barriers, and concerns of the state. The remaining 

paragraphs in this methodology portion addresses these limitations and provides insight for 

future researchers that may choose to continue on this research project with the primary 

researcher. 
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This research study is a long-term project that is currently, regardless of the ample 

amounts of data gathered, still in progress. Due to time constraints of the student researchers, 

institutional review boards, and the semester layout of the University, the research project has 

not yet come to a full completion. The group of student researchers that compiled all current data 

for this study are considered to be a part of the first wave of data collection. Through the 

duration of all data collection in the current semester, four interviews were completed and 

transcribed. Each interview provided great amounts of information relevant to the study and 

aided in constructing the research that was being produced. 

Future researchers who may want to continue this study should be aware of a few barriers 

that presented themselves throughout the data collection process. Several cultural barriers were 

present in the study. Even though the researchers took these into account and made good efforts 

to diminish their effects, sometimes preparation was all that could be done. The main cultural 

barriers that may have potentially hindered the study were in regard to gender, race, and religious 

morals. 

Gender was a small barrier to overcome, but because it was a barrier in the first place, 

we’d like to address it. Some respondents did not feel comfortable being interviewed by a person 

of the opposite gender of them. Cultural beliefs and practices of gender and gender roles were 

thought to be the cause of this. To alleviate the issue, researchers asked respondents if they had a 

preference of who conducts the interview with them. Some were comfortable with having the 

opposite gender interview them, others preferred to have the same gender interview them, or at 

the least have someone of the same gender in the room during the interview process. 

One potential participant refused to partake in the research upon hearing that interviews 

were being recorded, as it was against their personal beliefs or morals. Though reassurance of 
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anonymity was made, as well as a separate offer to interview without the use of digital recording, 

refusal was still given to the researcher. We believe this issue arose out of some cultural belief 

unknown to the researchers or a lack of trust of the researchers. Though it was an obstacle, we as 

researchers respected the beliefs and choices of the respondent regarding their participation. 

Another barrier that proved difficult for this study was that of respondents trusting the 

researchers. Notably, all the researchers in the first wave of data collection were white and all 

were associated with MSU. It was brought to our attention by some in the Somali community 

that people may not want to participate in our research because a community leader did not 

acknowledge us as being safe to talk to. It is believed that racial differences also may have been 

a factor. Perhaps the idea of being researched by an outside group seemed in some ways 

unsettling or threatening to the community of interest.  

One additional barrier that came about in data collection that is worth mentioning were 

concerns of the state. We requested comprehensive discipline data from the MASD and were 

referred to the MDE. Official data requests were made with MDE at the individual level. 

However, they only provided aggregate level data due to concerns of anonymity. Because of this, 

we were only able to use aggregate level data. We used data published by the MASD 

(Demographics Booklet, http://www.isd77.org/page/4943) and by MDE’s online Data Center 

(http://education.state.mn.us/mde/Data/).  Other issues or concerns could arise to future 

researchers if they choose to expand on this topic. Future researchers should take the time to 

establish as many possible cultural barriers that could come across and have a plan if/when they 

arrive. 

 

 

 



	   21	  

4. REFERENCES 

Basford, Letitia. 2010. “From Mainstream to East African Charter: Cultural and Religious 

Experiences of Somali Youth in U.S. Schools.” Journal of School Choice 4(4):485–509. 

Retrieved October 10, 2016 

(http://www.tandfonline.com.ezproxy.mnsu.edu/doi/abs/10.1080/15582159.2010.526859

). 

Bayisa, Megersa. 2006. "A Study of the Effectiveness in Assimilation of Continuing Education 

Community-Based ESL Classes in the Life of Somali Refugees and Immigrants." Order 

No. 3227680 dissertation, Alliant International University, San Diego, Ann Arbor 

(http://ezproxy.mnsu.edu/login?url=http://search.proquest.com/docview/304912203?acco

untid=12259). 

Collet, Bruce Anthony. 2006. “Migration, Education, and Perceptions of a National Identity 

among Somali Immigrants in Ontario, Canada.” Ph.D. Loyola University Chicago. 

Retrieved October 10, 2016 

(http://search.proquest.com.ezproxy.mnsu.edu/docview/305319246?pq-

origsite=summon). 

Fox, Charles. 2011. “When Zero Tolerance Goes Too Far.” Dignity In Schools. Retrieved 

October 4, 2016 (http://www.dignityinschools.org/news/when-zero-tolerance-goes-too-

far). 

Gray, Mariama Smith. 2016. “Saving the Lost Boys: Narratives of Discipline 

Disproportionality.” Educational Leadership and Administration: Teaching and Program 

Development. Volume 27, p.53-80. (http://files.eric.ed.gov/fulltext/EJ1094431.pdf). 

Hoffman, Stephen. 2014. “Zero Benefits: Estimating the Effect of Zero Tolerance Discipline 

Policies on Racial Disparities in School Discipline.” Educational Policy 28(1):69-95. 

Kim, Catherine Y. 2012. “Policing School Discipline.” Brooklyn Law Review 77(3):861-903.  

Mallett, Christopher A., 2015. “The School-to-Prison Pipeline: A Critical Review of the Punitive 

Paradigm Shift.” Child Adolescent Social Work Journal 33:15-24. Retrieved October 4 

2016 (http://link.springer.com.ezproxy.mnsu.edu/article/10.1007%2Fs10560-015-0397-

1). 



	   22	  

Mallett, Christopher. 2016. “The School-to-Prison Pipeline: From School Punishment to 

Rehabilitative Inclusion.” Preventing School Failure: Alternative Education for Children 

and Youth 60(4). Retrieved October 4, 2016 

(http://www.tandfonline.com.ezproxy.mnsu.edu/doi/pdf/10.1080/1045988X.2016.114455

4?needAccess=true). 

Mews, Tray. 2016. “Mankato's Welcoming Nature Draws Refugees.” January 9. Mankato Free 

Press. Retrieved on December 6, 2016.  

Nicholls, Walter. 2014. “Between Punishment and Discipline: Comparing Strategies to Control 

Unauthorized Immigration in the United States.” Citizenship Studies, 18:6-7, 579-599. 

Minnesota Department of Education (MDE). 2016. “Minnesota Report Card.” Minnesota 

Department of Education. Retrieved December 6, 2016 (http://rc.education.state.mn.us/). 

Minnesota Department of Education (MDE). 2016. “Discipline Data.” Minnesota Department of 

Education. Retrieved December 6, 2016 

(http://w20.education.state.mn.us/MDEAnalytics/DataTopic.jsp?TOPICID=133). 

Minnesota Department of Education (MDE). 2016. “2015-2016 Primary Home Language 

Totals.” Minnesota Department of Education. Retrieved December 6, 2016 

(http://w20.education.state.mn.us/MDEAnalytics/Data.jsp). 

Nderu, Evangeline Nyawira. 2005. “Parental Involvement in Education: a Qualitative Study of 

Somali Immigrants in the Twin Cities Area.” Ph.D. University of Minnesota. Retrieved 

October 10, 2016 (http://search.proquest.com.ezproxy.mnsu.edu/docview/305478088?pq-

origsite=summon). 

RBE-RN. 2012. “Somalia: Language & Culture .” NYS Statewide Language Regional Bilingual 

Education Resource Network, New York University. Retrieved November 25, 2016 

(http://steinhardt.nyu.edu/scmsAdmin/media/users/xr1/Language_n_Cultural_Awareness/

SomaliaLanguageCultureUpdate.pdf). 

Rocque, Michael and Raymond Paternoster. 2011. “Understanding the Antecedents of the 

‘School-to-Jail’ Link: The Relationship between Race and School Discipline.” The 

Journal of Criminal Law & Criminology 101(2):633-665. Retrieved October 4 2016 

(http://search.proquest.com.ezproxy.mnsu.edu/docview/1125218664/FC3C3FDE5CC64

C22PQ/1?accountid=12259). 



	   23	  

Skiba, Russel J., Robert H. Horner, Goong-Guen Chung, M. Karega Rausch, Seth L. May, and 

Tary Tobin. 2011. “Race is Not Neutral: A National Investigation of African American 

and Latino Disproportionality in School Discipline.” School Psychology Review 

40(1):85-107. 

Vagins, Deborah J. 2014. “Is Race Discrimination in School Discipline a Real Problem?” 

American Civil Liberties Union [ACLU]. Retrieved October 3, 2016 

(https://www.aclu.org/blog/race-discrimination-school-discipline-real-problem). 

Wun, Connie. 2016. “Against Captivity: Black Girls and School Discipline Policies in the 

Aftermath of Slavery.” Educational Policy 30(1):171-196.  

 

  



	   24	  

5. APPENDICES 

 

 

 

 

 

 

 

 

 

 

 

APPENDIX A: ANNOTATED BIBLIOGRAPHIES 

 

[THIS APPENDIX IS ONLY PROVIDED FOR INDIVIDUALS WHO ARE ON THE 

RESEARCH TEAM. TO REQUEST THIS INFORMATION CONTACT DR. CAROL 

GLASSER AT CAROL.GLASSER@MNSU.EDU] 

 

 

  



	   25	  

 

 

 

 

 

 

 

 

 

 

 

APPENDIX B: RESEARCH PROJECT DOCUMENTATION  

 

[THIS APPENDIX IS ONLY PROVIDED FOR INDIVIDUALS WHO ARE ON THE 

RESEARCH TEAM. TO REQUEST THIS INFORMATION CONTACT DR. CAROL 

GLASSER AT CAROL.GLASSER@MNSU.EDU] 

 

 

  



	   26	  

 

 

 

 

 

 

 

 

APPENDIX C: INTERVIEW TRANSCRIPTS  

 

[THIS APPENDIX IS ONLY PROVIDED FOR INDIVIDUALS WHO ARE ON THE 

RESEARCH TEAM. TO REQUEST THIS INFORMATION CONTACT DR. CAROL 

GLASSER AT CAROL.GLASSER@MNSU.EDU] 

 

 

  



	   27	  

 

 

 

 

 

 

 

 

 

 

 

 

APPENDIX D: ADDITIONAL MATERIALS  

ISD 77 Discipline Policies 

Useful Demographic Data Maps 

School District Map 

 

 

  



	   28	  

 

ISD 77 DISCIPLINE POLICIES 

ISD. 2015. “School Board Policies.” Independent School District 77. Retrieved October 2, 

2016 (http://www.isd77.org/page/4234). 

 

 

“School Board Policies.” 

 

This is a link to the ISD77 school board policies, wherefrom collected below are policies 

identified as relevant to Discipline in our applied study.  

 

 

103: Complaints – Students, Employees, Parents, and Others 

(http://www.isd77.org/sites/isd77.org/files/files/Private_User/bmacra1/103_1.pdf) 

“While written reports are encouraged, a complaint may be made orally.” “A person may file a 

complaint at any level of the school district; i.e., principal, superintendent or school board.” “The 

appropriate administrator shall respond in writing to the complaining party concerning the outcome of 

the investigation or follow-up, including any appropriate action or corrective measure taken.” 

501: School Weapons Policy 

(http://www.isd77.org/sites/isd77.org/files/files/Private_User/bmacra1/bmacra1501.pdf) 

Possessing or using a weapon (anything harmful): 1. immediate out-of-school suspension; 2. 

confiscation of the weapon; 3. immediate notification of police; 4. parent or guardian notification; and 5. 

recommendation to the superintendent of dismissal for a period of time not to exceed one year. 
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Firearm: expelled for at least one year. May modify this on a case-by-case basis. 

502: Search of Student Lockers, Desks, Personal Possessions and Student’s Person 

(http://www.isd77.org/sites/isd77.org/files/files/Private_User/bmacra1/bmacra1502.pdf) 

Can search at any time without notice, consent, or warrant. Must have reasonable suspicion of violation 

of law or school rules. “…may include suspension, exclusion, or expulsion, and the student may, when 

appropriate, be referred to legal authorities.” 

503: Student Attendance 

(http://www.isd77.org/sites/isd77.org/files/files/Private_User/bmacra1/bmacra1503.pdf) 

Absent without valid excuse for three or more days then the parent or legal guardian is notified by first 

class mail or other reasonable means: stating the truant status, ask guardian to notify school if there is a 

valid excuse, offer alternative educational programs and services that may be available, state the 

guardian's right to meet with appropriate school personnel to discuss solutions to the child’s truancy, 

and warn of potential juvenile court proceedings/suspension/delay of child’s driving privilege. 

504: Student Dress and Appearance 

(http://www.isd77.org/sites/isd77.org/files/504_1.pdf) 

When administration judges dress and appearance unsuitable, the student will be directed to make 

modifications or will be sent home for the day. Parents/guardians will be notified. 

506: STUDENT DISCIPLINE 

(http://www.isd77.org/sites/isd77.org/files/files/Private_User/bmacra1/bmacra1506.pdf) 

48 examples of discipline worthy behavior provided. Disciplinary Action Options:  

A. Student conference with teacher, principal, counselor or other school district personnel, and verbal 

warning; B. Confiscation. C. Parent contact; D. Parent conference; E. Removal from class; F. In-school 

suspension; G. Suspension from extracurricular activities; H. Detention or restriction of privileges; I. 
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Loss of school privileges; J. In-school monitoring or revised class schedule; K. Referral to in-school 

support services; L. Referral to community resources or outside agency services; M. Financial 

restitution; N. Referral to police, other law enforcement agencies, or other appropriate authorities; O. A 

request for a petition to be filed in district court for juvenile delinquency adjudication; P. Out-of-school 

suspension under the Pupil Fair Dismissal Act; Q. Preparation of an admission or readmission plan; R. 

Saturday school; S. Expulsion under the Pupil Fair Dismissal Act; T. Exclusion under the Pupil Fair 

Dismissal Act; and/or U. Other disciplinary action as deemed appropriate by the school district. 

Suspension no more than 10 school days. Must notify superintendent for more than 5 days. Expulsion 

matters must allow guardian of their right to: (1) have a representative of the student’s own choosing, 

including legal counsel at the hearing; (2) examine the student's records before the hearing; (3) present 

evidence; and (4) confront and cross-examine witnesses. 

507: Corporal Punishment 

(http://www.isd77.org/sites/isd77.org/files/files/Private_User/bmacra1/bmacra1507.pdf) 

No conduct involving hitting or spanking a person with or without an object, or unreasonable physical 

force that causes bodily harm or substantial emotional harm. 

509: Enrollment of Nonresident Students 

(http://www.isd77.org/sites/isd77.org/files/files/Private_User/bmacra1/bmacra1509.pdf) 

“Standards that may not be used for rejection of application: C.4. a student’s proficiency in the English 

language.” “The school district may also terminate the enrollment of a nonresident student over 16 years 

of age if the student is absent without lawful excuse for one or more periods on 15 school days and has 

not lawfully withdrawn from school…” 

522: Student Sex Nondiscrimination 

(http://www.isd77.org/sites/isd77.org/files/files/Private_User/bmacra1/bmacra1522.pdf) 
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Questions go to Title IX coordinator. Encourages report, but oral reports considered as well. Principal 

must notify the school district human rights officer immediately. Principal may request, but not insist 

upon a written complaint. 

525: Violence Prevention 

(http://www.isd77.org/sites/isd77.org/files/files/Private_User/bmacra1/bmacra1525.pdf) 

 Strictly enforce Policy 501. In-depth policy review. 

542: Bullying Prohibition Policy 

(http://www.isd77.org/sites/isd77.org/files/files/542.pdf) 

543: Use of Peace Officers and Crisis Teams to Remove Students from School Grounds 

(http://www.isd77.org/sites/isd77.org/files/files/Private_User/bmacra1/bmacra1543.pdf) 

IEP mentioned several times as means to remove a student from school grounds for targeted behavior. 

619: Testing Accommodations, Modifications, and Exemptions for IEPs, Section 504 Plans, and 

LEP Students 

(http://www.isd77.org/sites/isd77.org/files/files/Private_User/bmacra1/bmacra1619-2.pdf) 

Annually review accommodation plans on a case-by-case basis. 

-IEP = Individualized Education Program. 

-Section 504 Plans = Anti-discrimination, civil rights statute that requires the needs of students with 

disabilities to be met as adequately as the needs of the non-disabled are met. 

-LEP = Limited English Proficient. 
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USEFUL DEMOGRAPHIC DATA LINKS 

 

For future researchers, here is a compilation of useful links 

 

http://censusviewer.com/county/MN/Blue%20Earth 

US census data on blue earth county 

  

http://www.census.gov/2010census/news/img/cb11cn89_mn_perchange_2010map.jpg 

Percent change in population by county: 2000-2010 

  

http://minnesota.us.censusviewer.com/client 

Interactive census map 

  

http://demographics.coopercenter.org/DotMap/ 

Map that plots demographics with dots. 

  

http://www.justicemap.org/index.php?gsLayer=black&gfLon=-

94.0236969&gfLat=44.14276843&giZoom=10& 

Map that plots race & income stats 

 

https://www.socialexplorer.com/6f4cdab7a0/explore 

Map that compiles data with several different categories including race and income from 1700’s 

all the way to the present. 
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https://www.neighborhoodscout.com/mn/mankato/  

 

https://www.trulia.com/real_estate/Mankato-Minnesota/ 

Map that holds info about schools and some demographics, crime, etc 

 

 

  



	   34	  

 

MANKATO AREA SCHOOL DISTRICT MAP 

  

  

 


