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Abstract 

Background:  The National Center for Education Statistics in 2009 and 2011 showed 

that African American and Hispanic students scored relatively lower than their white 

peers by an average of more than 20 test-score points on the National Assessment of 

Educational Progress (NAEP) for 4th and 8th grade mathematics and reading 

assessments.   Resulting from this disparity in achievement, many educators are dedicated 

to closing the gap between minority students and their white peers.  Purpose:  The 

purpose of this study was to investigate the effectiveness of culturally responsive 

practices in leadership, learning environments, pedagogy and parental/mentor 

involvement.  This study posed the following research questions:  1) How are educators 

addressing the academic and social needs of African American male students? 2) What is 

the impact of the strategies used on the literacy achievement of African American male 

students? and 3) What do the administrators of these students believe it means to achieve 

in school settings?  Methods:  Administrators from one suburban school in Southeast 

Texas served as participants for this qualitative research study. Culturally responsive data 

from interviews of administrators was used to answer the research questions.  To assess 

the impact of culturally responsive strategies on student achievement, interview data was 

analyzed utilizing a constant comparative method.  Themes revealing what it means to 

achieve in school settings emerged.  Results:  The culturally responsive practices of the 

campus were effective at meeting the academic and social needs of African American 

male students.  Conclusion:  Results suggested that the campus administration set high 

expectations for all students, including the African American male population.  



Significant parental supports influenced the success of African American male student 

achievement.  Additionally, results suggest that a focus on diversity and opportunity 

served as a bridge to facilitate improved social relationships between teachers and 

students.  
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Chapter I  

Introduction 

Overview 

  “The trouble with Black boys is that too often they are assumed to be at risk because 

they are too aggressive, too loud, too violent, too dumb, too hard to control, too 

streetwise, and too focused on sports” (Noguera, 2008, p. 21).  These assumptions helped 

to foster the effects of the behaviors educators often find so objectionable.  Furthermore, 

Noguera (2008) asserts that many of these students will never have a chance to 

demonstrate their talents in various subjects and are oftentimes placed in schools where 

encouragement and support are not at the forefront. While understanding the difficulty 

that educators face in addressing the academic needs of this population, Noguera does not 

seek to assign blame but is rather interested in finding ways to address their health, social 

and emotional needs while they are young.  Thus, helping to reduce the number who will 

end up unemployed, incarcerated or dead (2008).  He also is not in favor of blaming 

parents for the ways they raise their children but in how schools, churches, businesses, 

and local governments can “address the ways in which Black men and boys are set up for 

failure” (2008 p. 25). 

     So, what should the school’s response be?   How do school professionals succeed in 

increasing student outcomes?  Noguera & Blankstein (2004) believe that the “attitudes, 

skills, and beliefs of the adults who work in a school are the most important factors 

distinguishing schools where high levels of academic achievement are the norm for all 
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students (p. 161).  Through further study, the researchers (Noguera & Blankstein, 2004), 

provide six elements of high performing schools based on the U.S. Department of 

Education criteria: 

1) A common mission vision, values and goals. 2) Systems for prevention and 
intervention to ensure achievement for all students. 3) Collaboration among staff 
to maintain a focus on teaching and learning. 4) The use of data to guide 
decision-making and continuous improvement. 5) The active engagement and 
participation of family and community members. 6) A commitment to building 
leadership capacity at all levels.  
 

   Much like the research done by Noguera and others, this study sought to define 

strategies that are essential in producing positive academic, social and emotional 

outcomes of African American males.  Additionally, the study focus centered on the 

school and family’s response to the students’ social and academic achievement and also 

explored culturally responsive best practices for African American males, some of which 

could also be beneficial to other ethnicities.   

       Furthermore, educators are encouraged to reflect on their practices as well as build 

their self-efficacy for accommodating and being aware of each leaners’ individual needs 

based on their background experiences and perceptions.  Accordingly, culturally relevant 

pedagogy requires that teachers see and honor their students’ culture and values as they 

make necessary adjustment to their instructional practices This pedagogy also requires 

that educators recognize the incompatibilities of minority students and the school’s 

culture (Gay, 2002; Ladson-Billings, 1992, 1995).   This requires a focus on the 

development of the whole child.  Therefore, instructional leaders must not only be 

concerned about how students perform academically but how they can improve their 

lives, socially, culturally and economically.   School leaders must also strive at all times 
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to educate the students through a culturally responsive lens and in a local and global 

context focusing on diversity, equity and social justice leading to critical consciousness 

and civic engagement (Ladson-Billings, 1994).   

     This includes fostering positive relationships with parents and families.  Moreover, 

schools should work to develop engaging ways to communicate with parents on how to 

best support their child’s education (Devarics & O’Brien, 2011).  Providing parent 

workshops, literacy programs and ongoing outreach concerning student progress are all 

ways that schools can enhance their relationship with parents.  Research supports a 

correlation between higher student achievement and school programs that support 

parents’ involvement in their child’s life in and out of school (Devarics & O’Brien, 

2011). 

     Additionally, culturally responsive pedagogy can enhance teaching practices by 

incorporating a variety of teaching methods that will help students to be successful. 

Accordingly, culturally responsive pedagogy (CRP) is the ability to teach in a way that 

validates students’ cultural, racial and ethnic identities in a culturally relevant, student 

centered, reflective, synchronized and responsive way (Gay, 2000).   Ladson-Billings 

(1997) further contends that culturally responsive pedagogy (CRP) enables students 

socially, intelligently and politically using their cultural backgrounds as a basis for 

instruction.  

     A major component of culturally responsive pedagogy (CRP) is multicultural 

education.  Nieto (1996) defines multicultural education as having the following 

attributes: 1) it is antiracist 2) it is basic education 3) it is important for all students 4) it is 

pervasive and, 5) it is education for social justice (p.44).  For Nieto, the goal of 
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multicultural education should be to bridge the gap between the family’s culture and the 

school’s culture, which includes enhancing curricular and instructional strategies used in 

schools, as well as interactions among teachers, students, and families in school and 

outside of it (Nieto, 1999).  Moreover, multiculturalism for social empowerment 

endeavors to maintain cultural identity while also promoting social justice and social 

action. 

     Unfortunately, for many schools and teachers the idea of multicultural education 

translates into reading books and having cultural fairs.  While these things are important, 

there are more culturally responsive ways in which to incorporate multiculturalism in the 

classroom.  Here are a several examples of instruction that demonstrate culturally 

responsive pedagogy (CRP).  Using a classic sample of a standardized test question about 

the speed of a boat in a regatta lacks cultural relevance for urban students who have no 

cultural knowledge of sailing.  However, discussing the evolution of mathematics from 

Egypt and Babylon instead of only focusing on Greek systems is culturally relevant 

because it focuses on multiple cultural influences of the evolution of mathematics.  

Additionally, celebrating “heroes and holidays” or cultural food festivals provides a 

superficial approach to multiculturalism.  Instead, have students learn about the political 

movements behind the social implications of Cinco de Mayo.  There should be a 

commitment to multicultural education throughout the year and throughout the 

curriculum.  

    Culturally responsive pedagogy (CRP) also challenges educators to explore a 

colorblind approach to teaching.  In this approach, some educators may avoid and/or 

reject their students’ racialized experiences in their decision-making.  Furthermore, 
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educators teach their students in a biased manner, not considering how racially diverse 

students experience the world inside the school, the classroom and the world.  Race is not 

seen as a central issue in developing lessons and providing instruction.   

     Teacher professional development is also an important consideration concerning 

student achievement.  However, the trainings should be targeted.  Perhaps requiring 

teachers to attend professional development centered on interactions with specific 

populations would enhance the student experience. Teachers need more professional 

learning opportunities centered around differentiated instructional practices.  

Differentiated instruction enhances teaching and learning by matching student 

educational data to instruction and assessment.  By developing a comprehensive needs 

assessment for every student, our response to intervention becomes strategic.  Instead of 

providing “cookie-cutter” solutions or excessive testing, teachers can explore alternate 

student-centered activities such as tiered assignments, interest groups, flexible grouping, 

and learning contracts to promote student achievement. 

     Geneva Gay (2010), Gloria Ladson-Billings (1994) and Lisa Delpit (1995), further 

assert that successful urban teachers recognize their students’ resources and attributes and 

use that knowledge to make effective teaching and learning decisions.  Urban teachers are 

successful at understanding societal and political issues and how they can use that 

knowledge to make a difference in their classrooms (Cochran-Smith, 2004).  This 

includes learning from a student’s home life experiences. 

     Poverty and segregation proved to be challenges for families who lived in these urban 

areas.  Joblessness, low-wage employment, poor living conditions and an increasing 

homeless child population are economic factors that urban families face that present 
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challenges to school success.    “Community teachers” are equipped to integrate culture 

in their work with culturally diverse students and families (Murrell, 2000).  

     As teachers become more proficient in their knowledge of all aspects of a students’ 

background, they must be mindful of any negative assumptions they may have about 

certain students.  Deficit thinking leads teachers to believe that because of certain 

characteristics, some students cannot succeed.  In addition, this cultural deficit 

perspective is centered on students lacking or being devoid of culture, coming from a 

culture of poverty not suited for academic success, having an oppositional culture, having 

a disdain for academic achievement or having parents who lack concern for their 

academics (McWhorter, 2000; Ogbu, 1987; Steele, 1990; Valencia, 1997).  Alternately, 

an asset perspective seeks to recognize the resources students bring with them and a 

belief for student success.    

     However, the myth of meritocracy, assumes that individuals can achieve whatever 

they desire if they work hard.  The problem is the assumption that all students have equal 

access to opportunities for success. Unfortunately, many of the children in poverty are in 

run down schools with inexperienced teachers.  Real change means providing children of 

poverty with adequate facilities, experienced staff and research-based materials.  It also 

means working to develop a community-based culture.  The students should not only 

have their academic needs met but their social, emotional, and economic needs as well.  

Effective teachers work to dispel these myths and provide students with the guidance 

needed capitalize on opportunities for academic success.   

     Additionally, all students should have designated supports in place to assist in learning 

the curriculum This includes the often-marginalized group of students referred for special 
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education services.  The Individuals with Disabilities Act of 1997 (IDEA) requires that 

students with disabilities receive a “free and appropriate public education” (FAPE) in the 

“least restrictive environment” (LRE) (“U. S. Department of Education: IDEA”).  In 

urban schools this poses some unique challenges such as inadequate certified teaching 

staff, lack of additional paraprofessionals and the inability to provide additional planning 

or tutorial times.  Add to that the overrepresentation of African American students who 

need special education services (Loosen & Orfield, 2002).  

     With all of its benefits, culturally responsive pedagogy does have its share of 

criticisms.  Primarily, there is a fear that CRP will negate the teaching of original content 

(Hanley & Noblit, 2009).  In responding to these criticisms, researchers promote goals to 

“to reinforce the cultural knowledge of the students, validate the African Diaspora story 

as a valued part of the human legacy, support positive racial identity, and enable African 

American students to master whatever the demands of the educational system might be” 

(Perry & Delpit, 1998. p. 31).   

Need for the Study 

     Inadequate reading and writing skills can set the stage for a continuance of 

intergenerational poverty and crime (National Center for Health Statistics, 2009). 

• Fewer than half of African American males receive their high school diplomas. 

• African American men make up only 5% of the United States college population. 

• While comprising only 14% of the national population, African American males 

make up over 40% of the prison population. 
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• The unemployment rate for African American males is nearly twice that of white 

males. 

• African American adolescents and young adults are roughly eight times more 

likely to be the victim of homicide than whites in the same age group. 

Statement of the Problem 

     Persistent negative imagery of African American males often plays out in the media.   

The differential treatment between children of color and white students is multi-faceted 

with African American students often feeling encouraged to act out.  Even if they manage 

to excel in school, African American males often believe that racism will keep them from 

achieving at the same rate as their white counterparts.  In 27 years of working with 

students, the researcher came across students who made decisions on how they wanted to 

learn.  In some instances, their decisions to “not-learn” manifested itself as defiance.  

Their defiance was understood as it often came from a place of self-doubt and the lack of 

cultural synchronization between them and their school environment.   According to Kohl 

(1992), “Not-learning tends to take place when someone has to deal with unavoidable 

challenges to her or his personal and family loyalties, integrity and identity” (p. 6). 

     Schools that have low expectations for African American males may not realize the 

underlying reasons for their hopelessness and rejection of cultural school norms which 

fuels the need for cultural understandings (Mahiri, 1998).   In the Students at The Center 

Series, Aflred Tatum (2012) asserts that African-American males are often times faced 

with the prospect of being placed in low-level reading classes with substandard 

instruction. This practice usually occurs based solely on assessment scores not taking into 
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account other factors that may come into play such as poor instruction. Participation in 

these lower-level reading courses often results in the lack of access to quality student 

texts.  

     In order to create positive and safe school climates as well as increase students’ 

problem solving and conflict resolution skills, educators need to determine the reasons 

for perceived misbehaviors especially if they relate to racial differences.  To begin with, 

schools need a clearly devised code of student conduct with rules that are culturally 

sensitive and developmentally appropriate with adults who model respect and promote 

positive reinforment rather than negative consequences (Schwartz, 2003).  

     Hence, there are internal and external factors that serve as barriers to achievement for 

African American males.  “Internal factors” are related to identity as African American 

males exhibit “culturally-specific coping mechanisms” (Tatum, 2006, p. 44).  These 

behaviors include “acting tough, failing to retreat from violence, avoiding self-disclosure, 

and disassociating from school” (Tatum, 2006, p.44). The external factors include racism, 

education of the parents, negative stereotypes as well as inadequate culturally-based 

instructional practices (Tatum, 2006).  These factors along with concerns for their 

economic status and safety perpetuates ongoing stress for adolescent males (Fashola, 

2005). 

Research Questions 

      This research study seeks to explore culturally responsive practices along with 

instructional practices/strategies found at schools where students are achieving at high 

levels. Therefore, this study poses the following research questions:  1) How do educators 
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address the academic needs of African-American male students? 2) What is the impact of 

the strategies used on the literacy achievement of African-American male students? In 

addition 3) What do the teachers and administrators of the students in this study believe it 

means to achieve in school settings? 

Definition of Terms 

     The following terminology is defined for the purpose of the study: 

     Culturally Relevant Pedagogy:  Culturally relevant teaching (pedagogy) is a term 

created by Gloria Ladson-Billings (1994) to describe teaching practices that enable 

students socially, intelligently and politically using their cultural backgrounds as a basis 

for instruction.     

     Culturally Responsive Teaching:  Culturally responsive teaching is “the behavioral 

expressions of knowledge, beliefs, and values that recognize the importance of racial and 

cultural diversity in learning” (Gay, 2010, p. 31).      

     Cultural Synchronization:  Integrating all elements of a student’s culture and 

background with the classroom and school culture, creating multiple opportunities for 

learning (Irvine 2003).   

     “Enabling” Texts:  An enabling texts provide instructional attributes such as critical 

thinking and comprehension as well as a focus on social and cultural aspects that are 

relevant to the lives of culturally diverse students (Tatum, 2006). 

     Restorative Justice:  Restorative justice presents opportunities to those impacted by 

an event to collectively define the impact and determine steps to make things as right as 

possible for everyone involved—the person(s) harmed, the person(s) who harmed others, 
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and the broader community that was affected both directly as well as indirectly. 

(“Glenview Elementary:  Restorative Justice:  What Is Restorative Justice?” 2014). 

     Academic Needs:  Any identified learning needs that may require supplemental or 

intensive instruction, practice, and guidance to students who are struggling academically 

or who have specialized needs.  These can include students with learning disabilities, 

physical disabilities, or developmental disabilities; students who are learning English or 

cannot speak English; students who recently immigrated to the United States, or students 

who are performing academically or developing intellectually well below or above the 

expectations for their age or grade level. 

     Behavioral Needs:  Any identified behavioral needs that may require specific 

strategies for modifying the curriculum, activity or environment that will help to prevent 

occurrences of challenging behaviors. 

     Academic Achievement:  “Academic achievement is the extent to which a student, 

teacher or institution has achieved their short term and/or long-term educational goals 

(McClellan, 2013, p. 32)”. 

     Mentoring:  Mentoring can be defined as the involvement in a positive relationship 

between a non-parent and a young person (Baker & McGuire, 2005; DuBois & Rhodes, 

2006). 

     Involved-Vigilant Parenting:  Parents who engage in activities that increase child 

competencies, psychological adjustment, self-control and academic achievement are 

participating in involved-vigilant parenting (Brody et al. 2002; Berkel et al.  2009; Hurd, 

N.M., Varner, F.A. & Rowley, S.J. J., 2013 ). 
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     Natural Mentors:  Relationships that include connections with extended family 

members such as grandparents, uncles, older siblings and non-family members such as 

godparents, teachers and coaches (Zimmerman et al.  2005). 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

Chapter II:   

Literature Review 

Introduction 

      “While many African American males are achieving at commendable levels and are 

navigating the academic and social currents of their lives, African American males as a 

group remain at risk for numerous social, economic, and educational ills.   Within that 

context, however, many have survived and progressed successfully” (Polite & Davis, 

1994, p. 505-506).   Accordingly, this literature review delves into solutions that address 

the literacy needs of African American males in response to the barriers to achievement.  

These include but are not limited to culturally responsive leadership practices, creating 

culturally diverse learning environments, literacy instruction linked to student 

experiences, and increased parental and mentor supports.  

     This literature review also explores administrators’ thoughts and behaviors towards 

their ethnically diverse student population.  Accordingly, there are still teachers who 

believe that there are some children who, “simply can’t learn.”  The key to changing 

teachers’ behaviors is helping them to get in touch with their own beliefs and the ones 

held by their learning community and determine what gaps exist in their own practice 

(Baron, 2007).  Moreover, highly effective school leaders must create the environment 

that enables school stakeholders to change their behavior and create a climate where 

decisions are made based on what is right for the student. This includes professional 
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development opportunities for all educational staff that explore equity, deficit thinking, 

bias and the opportunity gap.   

     Additionally, there is a distinct correlation between positive school climate, culture 

and student achievement. A school’s climate reflects stakeholder’s feelings about their 

school at any time while school culture reflects why stakeholders have those feelings.  

The climate of the campus is evident when you walk in the door and meet the 

receptionist.  Based on their “reception” (or lack thereof) one can oftentimes tell how the 

rest of the campus climate will be. 

Cultural Responsiveness 

     Diversity is an important consideration in the context of education because based on 

research gathered, students tend to achieve at greater levels when special attention is paid 

to their cultural, linguistic and social backgrounds.   According to Ladson-Billings 

(1994), the characteristics of this pedagogy promote positive perspectives on parents and 

families, communication of high expectations, learning within the context of culture, 

student-centered instruction, culturally mediated instruction, reshaping the curriculum, 

and teacher as facilitator.  Studies show that many children feel separated and 

disconnected from the learning process when their home culture and school culture do 

not matched (Villegas, 1991).  Villegas (1991) further suggests that schools reshape their 

curriculum to include interdisciplinary, integrated and student-centered issues and topics 

related to the students’ background and culture.   Moreover, teachers must understand 

their own cultural experiences and increase their knowledge of students’ cultural and 

ethnic backgrounds and how these social systems are used by families in order to 

influence their instructional practices (Moore & Ratchford, 2007; Ogbu, 1988).  When 
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we foster strong bonds between parents, students and educators it creates a more 

enriching learning environment.  One practice in support of African American boys 

includes collecting cultural, personal and family background information as a means to 

get to know the student better thus increasing teaching opportunities (Monroe, 2006). 

     It is important that as educators work with culturally diverse populations, they do 

some background research on the group’s culture because culture and learning are linked 

(Hanley & Noblit, 2009).  For African American males, Hale (1994) affirms, that even 

though the curriculum and instruction is generally geared to one culture, many of these 

students still show measures of success in society.  Gay (2000) states, “Culturally 

responsive teaching can be defined as using the cultural knowledge, prior experiences, 

frames of reference, and performance styles of ethnically diverse students to make 

learning encounters more relevant and effective for them” (p. 29). 

     In one culturally relevant response to the problems African American children face in 

U.S. public schools, Shockley (2008) believes that African American children “need an 

African culture-based education that is focused on their particular learning needs” (p. 1).  

Accordingly, the basic idea of African-centered education involves making the 

instruction relevant and meaningful to the African American community.  This 

Afrocentric prospective requires those who teach African American children to have a 

“deep engagement with African history and culture because blacks’ roots are in Africa” 

(Shockley, 2008 p. 2).  Asante (1991) further contends that learning about their history 

and the cultural achievements of their race has the potential to create positive academic 

and social outcomes of African American students.  Shockley (2007) further supports 

“six imperatives” that are essential to the education of African American children.  They 
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include:  1) identity, because without self-knowledge a child cannot know his or her 

purpose; 2) Pan Africanism; 3) knowledge of Black culture; 4) the values that are a part 

of their tradition; and 5) Black national-ism that informs the Black child’s understanding 

of the need to take agency for and; 6) building and controlling the institutions in the 

African American community. (p. 106).   

     There is another interesting perspective in the teaching and learning of African 

American children.  Shade (1981) suggests that African American children should be 

actively engaged in activities that help to build their community.  This means that 

considering how these students learn, teachers must employ the use of non-traditional 

approaches to teaching and learning while being more affective-oriented and less task 

oriented.  Shade (1981) further contends that this approach promotes learning 

opportunities grounded in cooperative student work environments.  

     Accordingly, there are many terms used in this study to describe the importance of 

making classroom instruction congruent with the cultural orientations of ethnic diverse 

students.  They include culturally relevant, sensitive, centered, congruent, reflective, 

mediated, contextualized, synchronized and responsive (Gay, 2010, p. 31).  These terms 

share similar characteristics and are used interchangeably depending on the scholar, and 

the ways in which they are operationalized are virtually identical.  Accordingly, for this 

study, the terms culturally relevant and culturally responsive were used to describe a 

series of instructional practices used to validate the knowledge and skills of our culturally 

diverse student population. 

     Culturally relevant teaching (pedagogy) is a term created by Gloria Ladson-Billings 

(1994) to describe teaching practices that enable students socially, intelligently and 
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politically using their cultural backgrounds as a basis for instruction. Culturally 

responsive teaching is “the behavioral expressions of knowledge, beliefs, and values that 

recognize the importance of racial and cultural diversity in learning” (Gay, 2010, p. 31).  

Moreover, researchers Aronson & Laughter (2016) feel it is important to differentiate 

between culturally relevant pedagogy and culturally relevant teaching because they 

“focus on two separate but complementary types of outcomes: teaching affects 

competence and practice whereas pedagogy affects attitude and disposition” (p. 167). 

     Gay (2010, pp 31-38) promotes six dimensions of culturally responsive teaching:  

• Culturally responsive teachers validate every student’s culture and the importance 

of a home school connection.  

• Culturally responsive teachers are socially, emotionally, and politically 

comprehensive as they seek to educate the whole child. 

• Culturally responsive teachers are multidimensional because they engage 

students’ cultural knowledge, experiences and perspectives to make curriculum 

more reflective of cultural diversity. 

• Culturally responsive teachers empower students by setting high expectations for 

their academic and social success.  

• Culturally responsive teachers are transformative as they teach students to be 

proud of their ethnic identities while academic success and cultural competences 

are developed. 

• Culturally responsive teachers are emancipatory from oppressive educational 

practices and ideologies as they lift “the veil of presumed absolute authority from 

conceptions of scholarly truth typically taught in schools” (Gay, 2010, p. 38). 
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     As detailed in the work of Aronson & Laughter (2016), Ladson-Billings (1994, 1995) 

further detailed three components of culturally relevant pedagogy: 

• Culturally relevant educators (pedagogues) provide all student with the tools 

necessary to achieve an increased level of academic achievement. Ladson-Billings 

(2006) described, “‘student learning’—what it is that students actually know and 

are able to do as a result of pedagogical interactions with skilled teachers” (p. 34). 

• Culturally relevant educators (pedagogues) seek to provide instructional materials 

and teaching practices focused on a student’s prior knowledge coupled with their 

cultural experiences. With a focus on cultural competence, teachers “help students 

to recognize and honor their own cultural beliefs and practices while acquiring 

access to the wider culture, where they are likely to have a chance of improving 

their socioeconomic status and making informed decisions about the lives they 

wish to lead” (Ladson-Billings, 2006, p. 36). 

• Culturally relevant educators (pedagogues) seek to help students develop socio-

political consciousness by first “recognizing sociopolitical issues of race, class, 

and gender in themselves and understanding the causes before then incorporating 

these issues in their teaching” Aronson & Laughter (2016, p. 166).  They help 

“students to recognize, understand, and critique current and social inequalities” 

(Ladson-Billings, 1995b, p. 476). 

     As a way to theorize culturally responsive strategies that promote achievement in 

African American males, the researcher utilized the work of Ladson-Billings, 1995; Gay, 

2010; Lynch, 2011 and others to describe the different dimensions of culturally 

responsive pedagogy.  Culturally responsive pedagogy is defined by Lynch (2011) as a 
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student-centered approach to teaching in which the students’ unique cultural strengths are 

identified and nurtured to promote student achievement and a sense of well-being about 

the student’s cultural place in the world.  

     Matthew Lynch (2012) goes further to describe culturally responsive pedagogy as 

having three useful dimensions:   

(1) the institutional dimension emphasizes school reform in the areas of policies, 

resources and community involvement as they relate to the culture of the students 2) the 

personal dimension focuses on how teachers respond to cultural norms and biases. 3) the 

instructional dimension is instrumental in developing a learning environment centered 

around culturally responsive instructional practices.  Accordingly, these dimensions 

provided a framework for cultural responsiveness.   

Culturally Responsive Leadership Practices 

     Cultural Synchronization (Personal Dimension) 

     When students’ and teachers’ cultural beliefs are not in alignment there is a risk of 

student and school failure (Irvine, 1990).   Irvin further argued that African-American 

children tend to possess a distinct cultural orientation based on their African heritage 

identifiable in students’ attitudes, speech, behaviors and so on (1990).  These often times 

are different from their teachers who are from different cultures and have a limited 

understanding of Black culture.  Therefore, it is important that teachers are trained and 

encouraged to focus on effective classroom discipline techniques based on instruction, 

student knowledge, and relationships with parents and students (Monroe, 2006).  Monroe 
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also promotes creating strong learning environments fostering strong bonds between 

parents, students and educators (2006). 

     The book, “Start Where You Are But Don’t Stay There” by H. Richard Milner, IV 

highlights the correlations between diversity, opportunity and teaching. Milner (2010) 

contends that teaching is a challenge for teachers who do not understand the “diversity-

opportunity nexus” (p 5).  Some of these diversity aspects include race, ethnicity, gender, 

sexual orientation, language, religion, ability and socio-economic background.  These 

aspects are coupled with whether or not the students have homework assistance, parental 

assistance or the resources to obtain either. Furthermore, the book goes on to detail the 

critical aspects of the diversity-opportunity nexus in the classroom.  They include 

focusing on diversity and opportunity as a means to build student/teacher relationships as 

well as curricular development to address student learning needs (Milner, 2010). 

     Milner (2010, pp. 14-16) goes on to identify five critical areas that must be addressed 

in order to eliminate the opportunity gaps.  They are as follows: 

     Color blindness 

     Milner (2010), challenges educators to rethink the notion that they should avoid 

recognizing race and how it operates on individual and systematic levels in our 

educational systems.  In rejecting colorblindness educators understand that race matters 

for all involved in education, including White people. Milner (2010) further challenges 

educators to go beyond their singular thoughts of racism to understanding those barriers 

that discount particular student groups.  For example, some educators may avoid and/or 

reject their students’ racialized experiences in their decision-making.  Furthermore, 
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educators teach their students in a biased manner, not considering how racially diverse 

students experience the world inside the school/classroom and in the outside world.  

Accordingly, oftentimes race is not seen as a central issue in developing lessons and 

providing instruction. 

     Cultural Conflicts 

     Educators are also challenged to become mindful of any cultural conflicts that may 

arise in the classroom as a result of culturally shaped experiences of both teachers and 

students.  Opportunity gaps may continue due to a teacher’s cultural mindset often rooted 

in Eurocentric beliefs (Milner, 2010). Furthermore, Milner suggests that there are 

inconsistencies in teaching and learning based on race, gender, age, and socioeconomic 

disconnects between teachers and students.  The resulting mindset is one where teachers 

believe that culturally diverse students need to assimilate into their classroom culture 

with consequences if they do not.  This leads to a disproportionate number of culturally 

diverse student being referred to special education as well as having numerous office 

referrals and suspensions. 

     Myth of Meritocracy 

     A meritocratic mind-set is the belief that student achievement is the result of their hard 

work, skill and ability (Milner, 2010).    Educators with this mindset believe that their 

success is a result of merit and success or failure in life are deserved because that’s what 

they have earned.  In addition, they also believe that all people are born with the same 

opportunity and if they work hard, put forth effort and follow the law, they will be 

successful. Milner (2010) further contends that there are situations that educators are 

unaware of that may be factors contributing to a student’s poor performance.  So, how 
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should schools respond  when a student is working hard but is still not achieving?  

Perhaps extra tutorial support would be beneficial but what if the parents can’t afford a 

tutor. Is this an achievement issue or an opportunity issue?  Moreover, instead of not 

digging deeper into the reasons for a student’s low achievement, educators should afford 

students with multiple opportunities to achieve academic success.   

    Low expectations and deficit mind-sets 

    Milner (2010) contends that having low expectations for students may manifest in low 

student performance.  Educators must realize that students will generally meet the 

expectations that are set for them whether high or low.  Student strengths should also be 

valued in the learning environment and should be a part of the instructional process. 

Although some remediation may be necessary, it should never be the foundation of the 

instruction program.   

     Context-neutral mind-sets 

     Educators sometimes approach their work with students without considering the social 

contexts of teaching and learning.  This includes the city, state or community surrounding 

the school or even the sociology within the school and how these environmental realities 

shape the opportunities for students to learn.  Moreover, in addressing student 

opportunity, educators must become aware of the “contextual complexity” that influences 

their ability to design and teach their subject matter.  Recognizing how social contexts 

can influence how the world works helps educators to empower their students to 

challenge forces that place them at a disadvantage in a particular community or social 

setting.  The author suggests that educators should build on and draw from the knowledge 
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and resources of the local community. This leads to increased opportunities to build 

essential partnerships within a social context.  

Culturally Responsive Learning Environments  

     Educational Reform (Institutional Dimension) 

     Being aware of trends in education helps educators remain on the forefront of change 

and reform in education.  Educational activism exists to foster the change that we as 

educators want to see in our schools as it relates to student achievement and growth.  For 

example, many educators believe that a child-centered approach to learning is more 

relevant to life and helps learners become more responsible and creative participants in 

their world.  Accordingly, this approach to teaching and learning is becoming more 

prevalent as we prepare students for a global society.  Thus, being aware of how our 

world is changing, teachers are engaging students in activities that reflect on global 

changes, national priorities, and the role the United States should play in the world today. 

     Natural next steps for educators include memberships in organizations that seek to 

improve the academic outcomes of all children.  An example of these include Stand for 

Children http://stand.org/texas and The Alliance for Excellent Education: 

http://all4ed.org/about/.  These organizations endeavor to aid in the development and 

implementation of local, state and federal policies.  I also believe that all educators 

should be aware of what is happening in education by constantly reviewing their local, 

state and federal educational agencies for timely updates and information about teaching, 

learning and policy. 

http://stand.org/texas
http://all4ed.org/about/
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     Just recently, a number of activists and educators who are opposed to a textbook filled 

with inaccuracies and stereotypes of Mexican-Americans went to the state capital in 

Austin to have their voices heard.  There was also a mother in Texas a couple of years 

ago who took issue with inconsistencies that are so prevalent in the re-telling of our 

nation’s history.  She was referencing a state adopted textbook referring to American 

slaves as workers, calling slavery “forced migration”.  What is most troubling in that case 

is that the textbook went through a number of reviewers prior to publication and 

afterward by school districts, boards, and then by schools in the selection of the adoption 

and no one said anything.  What does this say about the people who are making decisions 

for our curriculum? These are just a few reasons why we as educator must continue to 

voice our concerns. 

     Lastly, educational reform efforts should focus on restructuring our urban schools and 

the outcomes for our students.  District and school leaders must lay a foundation for 

success by doing several important things:  allocating funds where they are needed, hiring 

qualified teachers and administrators, providing quality teacher professional 

development, implementing a school-wide discipline program and creating strong 

relationships with students and the community.  Involvement with all stakeholders 

(district and campus administrators, teachers, parents, community members and students) 

is key.  All stakeholders must confront the issues that are stopping them from achieving 

instructional success.  School improvement is a continuous process and leaders must 

remember to prioritize their decision making process and utilize scientifically based 

research relevant to educational activities and programs accordingly.    Change begins 

with improving our instructional practices that ultimately lead to student success.   
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     Positive Learning Environments (Institutional Development) 

     The opportunity to learn movement focuses on the development of national and state 

standards that would ensure all students are taught equitably.  It refers to the conditions 

within a school such as curriculum and resources enable all students to learn effectively 

and efficiently (Darling-Hammond, 2019; US Department of Education, 1994).  Teachers 

are responsible for student learning and schools and districts must make sure that all 

students have access to high-level course work and materials to help them meet high 

standards and access career opportunities.  

     There must also be a balance of power in the classroom, which oftentimes means 

simply giving students a voice. Literacy and motivation increase when teachers focus on 

direct instruction and collaborative practices to enhance a student’s background 

knowledge (e.g., Au, 2011; Genesee & Riches, 2006).  There should also be a resistance 

to disproportionate disciplinary practices (Nieto, 2003).  Comprehensive discipline and 

instructional techniques focus on culture as a key to closing the discipline gap.  

Furthermore, increased professional development for teachers is necessary in the area of 

cultural norms and any misunderstandings that may lead to disciplinary actions 

(Weinstein, Tomlinson-Clark & Curran, 2003).  

     Accordingly, creating safe spaces at schools for students is paramount to their social 

and academic well-being.  There are several negative impacts reported by students in the 

form of bullying resulting in physical and emotional abuse and even suicide.  At the start 

of school, teachers should make students aware of school and classroom policies 

regarding bullying and harassment (Weinstein, Tomlinson-Clark & Curran, 2003).  For 

example, as adults are modeling respect and responsibility, the rules should promote 
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safety, reflect democratic policies and provide positive reinforcement for good behavior 

and neutral sanctions for misbehavior (Schwartz, 2003).   

Culturally Responsive Pedagogy 

     Culturally Responsive Teaching Practices (Instructional Dimension) 

     As educators, we talk about culturally responsive teaching practices that are beneficial 

to student achievement but what does that look like in our daily practice?  Aceves & 

Orosco (2014) have determined, through extensive review, six general themes of 

culturally responsive teaching.  They include: 

instructional engagement:  An association between students’ culture, language and their 

school work (e.g., Orosco and O’Conner, 2013). 

culture, language, and racial identity:  Concepts of a student’s culture that are 

developed through social and psychological awareness and experiences (e.g., Orosco and 

O’Conner, 2013). 

multicultural awareness:  the awareness, appreciation and sensitivity to the values of 

other cultures  

high expectations:  A classroom environment that respects students and their learning 

needs. (Scheurich, 1998)  

critical thinking:  Developing critical thinking skills in students using their cultural 

experiences to guide rigorous learning opportunities (e.g., Diaz-Rico & Weed, 2006).  

social justice:  Understanding the socio-political challenges that are faced by individuals 

and society and how to be actively involved in determining solutions (Cochran-Smith, 

2004).  
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     Aceves & Orosco (2014) also provided the following examples of evidence-based 

teaching practices: 

Collaborative Teaching:  Literacy and motivation increase when teachers focus on 

direct instruction and collaborative practices to enhance a student’s background 

knowledge (e.g., Au, 2011; Genesee & Riches, 2006).  

Responsive Feedback:  Students are given the opportunity to be actively engaged in 

teacher feedback when their ideas and thoughts are used to help create enduring 

understandings of their learning. (Gersten & Geva, 2003) (McIntyre & Hulan, 2013).  

Modeling:  The teacher incorporates modeling by using students’ language, culture and 

experiences to model various thinking strategies. (Jiménez & Gersten, 1999). 

Instructional Scaffolding:  Scaffolding provides students with instructional supports, 

varied questioning techniques, and the acknowledgement of their responses in order to 

enhance their learning experience. Jiménez & Gersten, 1999).   

     Recommended teaching approaches include the following: 

Problem Solving:  Within a problem-solving structure, teachers allow students to 

challenge the injustices they face as well as look for ways to address the issues (Ladson-

Billings, 2001).  

Child-Centered Instruction:  Instruction is developed around a focus on student ideas, 

values, background knowledge and learning styles.   

     Teachers should also consider the following when designing instruction: 

Assessment:  Teachers should focus on culture, linguistics and learning needs when 

designing various forms of assessments with the purpose of building upon students’ 

strengths. (Richards, Brown, & Forde, 2006).  
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Materials:  Culturally responsive teaching calls for all student instructional materials to 

reflect the diversity of the students and community.  

     Culturally Affirming Literacy Practices   

     A huge part of culturally responsive pedagogy includes thinking critically about 

teaching.  When teachers think critically about teaching, they “continuously seek out the 

information that lies beyond our commonsense ideas about this world,” and think about 

“who benefits from [a] knowledge claim and whose lives are limited by it” (Sensoy & 

DiAngelo, 2012, p.2).  When culturally responsive pedagogy and critical thinking are 

practiced together, two things happen.  Primarily, these collective practices help to 

further emphasize the subtle cultural messages in texts that tend to formulate a 

knowledge base about race, class, gender, sexual orientation, etc.  These practices also 

reveal that the literature content used in schools and classrooms are often not in 

alignment with students’ cultures (Stachowiak, 2016).  Moreover, when teachers promote 

these collective practices in their literacy instruction they must also promote critical 

literacy.  Critical literacy encourages students to use their cultural experiences to 

challenge messaging in literature and other text as they relate to the issues of equity, 

power and justice.  Culturally responsive pedagogy coupled with critical literacy requires 

a collective involvement of teachers and students in re-shaping the culture and literacy 

practices of a school. 

     It is also important that educators connect the work inside the classroom with the work 

outside the classroom through the use of a critical social justice framework. Stachowiak, 

2016 contends that culturally affirming literacy practices depend foundationally on 

multicultural education, culturally relevant pedagogy and critical literacy.  For example, 
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when students operationalize a critical social justice framework for literacy, they began to 

ask probing questions such as, “What do we do about it?” when encountering issues such 

as bias, racial inequalities or stereotypes in text.    

     So what does teaching with a critical social justice framework look like in the 

classroom?  To begin with, researchers believe that teachers must have extensive 

knowledge of multicultural and diversity content as well as the ability to “recognize”, 

“respond to” and “redress” norms and biases related to issues of equity (Gorski & 

Stallwell, 2015, p.37).  Additionally, researchers Nieto and Bode (2011) believe that the 

following four components for social justice must be in every literacy classroom:   

1) Literacy classrooms must operate in ways that challenge and disrupt 

misconceptions and stereotypes that lead to inequalities and discrimination based 

on race, socio-economic status and other differences.  2) Literacy classrooms 

must operate in ways that provide students with all the resources necessary for 

individual academic success.  3) Literacy classrooms must operate in ways that 

draw on the unique talents and strengthens all students bring to their learning.  4) 

Literacy classrooms must operate in ways that promote critical thinking and 

support social change (Nieto & Bode, 2011, p. 6-7). 

     Another important pedagogical strategy that promotes a critical social justice 

framework in the classroom is close reading.  Close reading is a process by which the 

reader tries to find out as much as they can in order to formulate as many questions s they 

can.  Lehman & Roberts (2013), align this strategy with a critical social justice 

framework in literacy by “highlighting the necessity of critical engagement with the word 

and the world.”  Lehman & Roberts (2013), go on further to identify 3 steps for close 
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reading within a critical social framework.  Accordingly, three essential steps to close 

reading are 1) reading through lenses or text evidence, 2) using lenses to find patterns in 

text and 3) using patterns to develop a new understanding of the text.   

     This process begins with students using word choice, structure, point of view and 

argument in their daily reading.  However, when teaching through a critical social 

literacy framework, teachers must coach students on how to read through an anti-

oppressive lens (Kumashiro, 2000).  Through this coaching, the following types of 

questions are posed to students when they read with a critical consciousness of social 

justice:  1) What is the knowledge claim the author is trying to make? 2) Who benefits 

from that knowledge claim? 3) What are the limitations? 

     Lehman & Roberts also suggest that students use lenses to find patterns.  This means 

that when students read through an anti-oppression lens they should be focused on issues 

such as racism, sexism, classism, heterosexism, oppression, anti-Semitism, religious 

Semitism and colonialism.  Lastly, Lehman & Roberts (2013) promote using patterns to 

develop a new understanding of the text.  This involves asking critically conscious 

questions meant to not only understand text but the larger set of oppressions at play in the 

text and in the world.  Bomer & Boner (2001) provide student readers with questions that 

support close reading in a social justice framework.  The following three questions 

encourage critical thinking about the text and the world all while developing a new 

understanding:  “(1) At what points do you notice yourself resisting the book, characters, 

or the author? (2) What does your resistance say about the book and what does it say 

about you? and (3) How does this book help you think about social issues you care about 

or causes you are committed to?” (p. 52). 
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     Enabling Text and Materials 

     Accordingly, culturally affirming literacy practices aim to support students’ lived 

experiences, cultural identities and individual existences by providing students with the 

capacity of reading, writing, speaking, listening and responding to various texts.  Alfred 

Tatum (2005) tells us that term “culture” must be examined critically especially 

concerning African American males in America.  He contends that although African 

American males share a common “historical connection”, that culture may be altered 

because of social class and other life experiences. (p. 72).  Accordingly, because young 

people formulate their cultural identity inside and outside of school, their “cultural 

knowledge and expression” must also be recognized in school. (p. 74).  This happens 

when teachers and students handle their cultural differences in an arena of respect and 

mutual trust.  Furthermore, culturally teaching practices coupled with instruction that 

includes culturally relevant materials help young African American males to see a 

home/school connection.  Tatum (2005) contends that these practices help to offset 

resistance to school due to cultural differences as well as further their identity 

development.  

     The most effective materials for use in the classroom are those that contain authentic 

characters, settings, situations and themes that are of interest to the students and relevant 

to their lives (Henry, 1998).   Research shows that adolescents navigate towards reading 

material that makes sense and is of interest to them (Au, 1993; Harris, 1993).  Collins 

(1993) contends that the text should reflect reality but should also provide an outlook 

towards a different and better reality. 
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     Tatum (2006) asserts that this also includes selecting appropriate reading materials 

geared towards the needs of African American males.  Teachers are encouraged to 

engage African American adolescent males with text that “takes into account four literacy 

needs—academic, cultural, emotional and social” (p. 45).  Tatum (2006) also believes 

that the key is to provide a curricular program that include texts that are focused on 

positive life outcomes and behaviors Tatum (2006) refers to enabling texts, as those 

which “move beyond a skill and strategy development to include a social, cultural, 

political, spiritual or economic focus” (p. 46).    

Culturally Responsive Parental and Non-Parental Involvement 

     Parental Involvement 

     Racially and ethnically diverse student groups in America are on the rise and as a 

result, their educational needs are of great concern (Ryan, Casas, Kelly-Vance, & Ryalls, 

2010).  Accordingly, as these students enter public school it is important that parents are 

active participants in their educational attainment (Spencer, Grimmett, and Kambui, 

2015).  Hornby and Lafaele (2011) stress that if parents believe the school is solely 

responsible their child’s education, their level of participation in school activities is 

minimal.  These researchers also assert that parents who believe “that achievement at 

school depends as much on effort as ability, and that children’s abilities can always be 

developed, are more likely to be more positive about parent involvement” (Hornby & 

Lafaele, 2011, p. 10).  

     Most of the early literature on parental involvement centered on Caucasian families 

with African American parental involvement research tied the achievement gap and the 
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lack of parental support as a reason for the gaps (Ford et al., 2008).  As these negative 

stereotypes persist, African American parents continue to be blamed for their child’s 

underperformance in school (Concha, 2006).  There is also early research that African 

American parents’ involvement, or lack thereof, in their child’s life is in alignment with 

other racial and ethnic groups.  Moreover, research shows that high achieving African 

American children had parents who were actively involved in their school, set high 

expectations, established boundaries and fostered positive relationships with them (Clark, 

1983).  Alternately, Clark stated that underachieving African American students had 

parents who were less involved at school, less confident in their parenting skills and set 

unclear or unrealistic goals for their children.  Researchers, who studied 15 gifted African 

American students, highlighted the frustration parents experienced when faced with 

school administrators and teachers who lacked adequate training to support gifted African 

American adolescents (Huff, Houskamp, Watkins, Stanton, and Tavegia, 2005).  

Accordingly, these findings support the belief that a parent’s thoughts toward 

achievement makes a difference in student success (Clark, 1983). 

     Positive parental relationships also have the ability to enhance Black adolescent socio-

emotional outcomes (Hurd, Varner, and Rowley, 2012).  Moreover, in researching the 

socio-emotional development of African American youth, most studies focus on deficit 

perspectives.  (Garcia, Coll et al. 1996; Nicholas et al., 2008).  Accordingly, there is a 

correlation between higher social emotional functioning adolescents and high academic 

achievement (Elias and Haynes, 2008).  These adolescents are also less likely to 

participate in risky behaviors and are more likely to have better relationships with their 

friends (Roeser et al., 2000).   
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     Parents who engage in activities that increase child competencies, psychological 

adjustment, self-control and academic achievement are participating in involved-vigilant 

parenting (Brody et al. 2002; Berkel et al. 2009).  This parenting style is both have 

responsive and vigilant. Parental responsiveness include approaches to collectively 

working out problems that arise between the adolescent and the parent (Milner et al.  

2010). Parental vigilance supports the development of skills necessary to help with re-

direction and decision-making while setting boundaries that keep them from harm (Brody 

et al. 2002; Berkel et al. 2009).  Accordingly, in their study of African American 

adolescents and their parents, Hurd, Varner, and Rowley (2012) found that the socio-

psychological well being in children was a direct result of the involved-vigilant parenting 

style.   

     Mentoring Relationships  

     Many African American male students struggle with motivation and have identity 

issues.  Perhaps this results from the lack of appropriate role models and mentors for 

male students of color.  There is empirical evidence that when youth participate in these 

programs they attain a higher level of educational success, are less likely to be involved 

in gangs and substance abuse and are less likely to be involved in the juvenile justice 

system (Jarjoura, 2013).   Additionally, Rhodes (2001) asserts that mentoring 

opportunities may have positive social and emotional effects on the youth who participate 

in them.  Moreover, for the mentoring program to be effective there needs to be frequent 

contact and sufficient interactive time between the mentor and mentee (Cohen & 

Galbraith, 1995; DuBois & Rhodes, 2006).  These researchers also contend that the 

following six functions help the mentee achieve their objectives as well as accept the 
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collaborative experience:  1) the importance of the relationship, 2) importance of the 

exchange of information, 3) a focus on facilitation, 4) a focus on confrontation, 5) a focus 

on being a role model 6) attention to the needs of the youth mentee (Cohen & Galbraith, 

1995; DuBois & Rhodes, 2006).   

     Harris (1999), Utsey, Howard & Williams (2003), Ashante, 1998 and Harris, 1999, 

note the importance of incorporating an Afro-centric worldview into mentoring programs 

which can promote the understanding of the lifestyle of African Americans as well as an 

understanding of their historical background. This process also encourages positive 

collaborative opportunities with successful African American members of the community 

(Utsey, Howard & Williams, 2003).   

     One such mentorship program is the Positive Black Male Association of Houston. 

(Black Males Association: PBMA, 2017). Their goal is to provide programs that improve 

the academic, cultural, social and economic outcomes of African American males in 

impoverished communities.  This organization has been successful at uniting men from 

various professions with young men interested in careers in law enforcement, 

firefighting, business, education and many others.  The program operates after-school and 

on Saturdays but is not limited to those days or hours.  Their main thrust is to, “allow 

individuals to come together to discuss a variety of subjects that develop character, teach 

value and build self-esteem.”  The program does also have a division for young women 

as well.  In addition to college tours, a visit to Good Morning America and attending 

conferences the students also benefit from the following: 

-Saturday Mentoring and Counseling Programs    

-Basic Life and Living Skills Training 
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-Dental and Medical Assistance through Social Service Agencies.   

-Community Partnerships & Collaborations 

-Community Service over 60 hours per year (Positive Black Males Association: PBMA, 

2017) 

     As part of the Harlem Children’s Zone, A Cut Above is an after-school intervention 

program that provides academic assistance, leadership development and high school and 

college prep.  Students are all given a “Student Advocate” (mentors) who are trained to 

act as advocate with teachers and administrators on the student’s behalf.  Additionally, 

they also support the gender specific program called, Peacemakers’ Boys to Men 

Leadership.  Their focus is on civic engagement and community involvement along with 

substance abuse and gang violence prevention.  Another of my favorites is the Mentoring 

Center of California which offers a structured curriculum which includes a long-term 

group mentoring program.  Their focus is on character development, cognitive 

restructuring, spiritual development and anger management.  Their primary audience is 

youth of color, considered “highly at risk.”  This group has been dedicated to providing 

interventions for youth who are part of the juvenile justice system as well as when they 

return to the community.  This is especially important because many youths end up 

becoming repeat offenders for lack of a good transitional program. 

     In addition, worthy of mentioning are natural mentoring relationships and their 

positive outcomes for African American males.  These natural mentor relationships 

include connections with extended family members (Zimmerman et al.  2005). These 

relationships help students navigate areas of increased risk as well as promote positive 

“psychosocial” outcomes. (Hurd and Zimmerman, 2010 a, b; Kogan et al. 2011; Rhodes 
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et al. 1992; Zimmerman et al. 2002; Hurd et al. 2012; Klaw & Rhodes, 1995; Klaw et al. 

2003). 

     Studies also show that for adolescents, positive relationships with non-parental adults 

may have a positive effect on their own parental relationships (Rhodes, 2005).  These 

natural mentor relationships seem to have a positive impact especially for single Black 

mothers who benefitted from the social networks provided to them Rhodes et al. 1992).  

Additionally, natural mentor relationships help youth become more self-sufficient and at 

the same time promote positive socio-emotional development (Hurd, Varner, and 

Rowley, 2012). 

     Resiliency  

     One concept worth mentioning, attributed to the success of African American males, 

is resiliency.  Tied to the strategies in this study that promote positive outcomes for 

African American males, resiliency can defined in many ways.  Rutter (2006) contends 

that resilience represents the ability resist certain risk factors or the ability to overcome 

hardship.  Furthermore, as defined by Masten & Coatsworth (1998), resilience is the 

capability of children to overcome disparaging circumstances to achieve positive life 

outcomes.  According to Morales and Trotman (2011), academic resilience is relative to 

an academically successful individual who achieves even though the majority of their 

peers do not. Moreover, research on resilience determined that risk are those factors that 

contribute to unhealthy outcomes of certain youth.  Spencer et al. (2006) further contend 

that risk represents those challenges that are intensified as youth are setting out to 

navigate through adolescent proficiencies linked to larger issues of racism, sexism and 

possible a lack of resources.  Interwoven with resiliency and risk are those protective 
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factors that promote positive outcomes for youth.  Protective factors help to guide the 

response to risk factors that make a person susceptible to negative consequences (Rutter, 

1985). Fergus & Zimmerman (2005) equate protective with the term promotive.   

Promotive factors that contribute to positive outcomes for youth can be in the form of 

internal resources such as increased coping skills and external resources that come from 

parental and mentor support (Fergus & Zimmerman, 2005). 
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Chapter III 

Methodology 

     This study investigates the effectiveness of four strategies used to address the literacy 

needs of high-achieving African-American male students from one middle school, in a 

school district in Southeast Texas.  Accordingly, the purpose of this study was to 

investigate the effectiveness of culturally responsive practices in campus leadership, 

student learning environments, pedagogy and parental/mentor involvement.  This study 

posed the following research questions:  1) How are educators addressing the academic 

and social needs of African American male students? 2) What is the impact of the 

strategies used on the literacy achievement of African American male students? and 3) 

What do the administrators of these students believe it means to achieve in school 

settings?  Specifically, the study included ways in which schools work internally and 

externally to highlight the opportunities, challenges, and efforts affecting African 

American males.  The study also investigated culturally responsive pedagogical practices 

designed to enrich the academic and behavioral outcomes for African-American males 

conducted using interview research.  The study further examined whether these practices 

had an impact on the high achievement of the students represented at the study campus 

used to collect data. 

Qualitative Research Design 

     Esterby-Smith et al (2002) contend that the focus of qualitative research is on an 

extensive exploration of the nature and origin of a person viewpoint and/or on the reasons 

for and consequences of their viewpoints.  Merriam (2009) puts it this way, “qualitative 
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researchers are interested in understanding how people interpret their experiences, how 

they construct their worlds, and what meaning they attribute to their experiences (p. 5).” 

Furthermore, whereas quantitative data is manipulated and analyzed systematically, 

qualitative data provides a richer picture that is realistic to the situation investigated 

(Acumen-Insights, 2009).  Accordingly, because the study purpose was to investigate the 

effectiveness of culturally responsive practices, a qualitative design was the most 

effective design.    

      Additionally, this qualitative study utilized a Constant Comparative Method (CCM) 

to analyze data collected from interviews.  Moreover, CCM is a method for analyzing 

data in order to develop a grounded theory (Glaser & Strauss, 1967).    Furthermore, data 

analysis took place after the interviews were transcribed and coded in two phases, open 

coding and axial coding (Strauss & Corbin, 1990). The open-coding includes identifying 

and categorizing the data and axial coding follows by relating categories to each other 

(Strauss & Corbin, 1990).  

     Accordingly, this coding relationship involves both inductive and deductive thinking 

processes (Creswell & Miller, 2000; Glaser, 1992; Strauss & Corbin, 1990).  

Furthermore, CCM in alignment with grounded theory, promotes the determination of 

significant elements of the interview text in conjunction with theme development (Corbin 

& Strauss, 1990; Glaser, 1978).  Based on this method, themes on what it meant to 

achieve in school settings emerged.   
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Population 

        The population for this study includes certified Texas teachers and administrators.  

According to the Texas Education Association  2016-17 Texas Academic Performance 

Report (TAPR), there are approximately 352,756 teachers and approximately 20,492 

campus administrators employed in the state of Texas.  Females account for 269,211 or 

76.3% and males account for 83,545 or 23.7%.  The ethnic breakdown of Texas teachers 

are as follows:   

African American 35,986 or 10.2%, Hispanic 93,695 or 26.6%, White 211,028 or 59.8%, 

American Indian 1,244 or 0.4% , Asian 5,384 or 1.5%,  Pacific Islander 1522 or 0.4% 

and Two or More Races 3,898 or 1.1%.  This data is significant for African American 

students because the percentage of students in the State (12.6%) is closely aligned with 

the state percentage of African American teachers (10.2%). 

Participants 

  The participants for this study are full-time campus administrators.  According to the 

2016-17 TEA Texas Academic Performance Report (TAPR), the study district employs 

approximately 4,461 teachers and 227 campus administrators with approximately 73,750 

students making it diverse in its demographics.  Fifty-nine percent of the total District 

staff are minorities.  The female teachers account for 3,424 or 77 % of the teaching staff 

while males constitute 1037 or 23 % of the staff.  The approximate teacher ethnicity 

breakdowns are as follows:  1,316 (29.5 %) African American, 632 (14.2 %) Hispanic, 

2,177 (49 %) White, 7 (0.2%) American Indian, 226 (5.1%) Asian, 10 (0.2%) Pacific 

Islander, and 93.0 (2.1 %) in the subcategory of two or more races.  This data is 

significant for African American students because the percentage of students in the 
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District (27.9%) is in alignment with the percentage of African American teachers 

(29.5%).  Moreover, research by Ingersoll & May (2011) emphasized the need for 

teachers of color as the key to improved academic outcomes in the instruction of children 

of color.    Teachers of color are also instrumental as role models allowing students who 

share their background a welcoming educational environment. (Villegas & Lee, 2004). 

Setting and Sample 

     Upon receiving IRB approval from the University of Houston on July 6, 2017 (see 

Appendix B) and the study district’s Research Review Board on April 20, 2017 (see 

Appendix C) the research procedures began.   Accordingly, research took place at the 

study campus over a 3-month period between August and October 2017.  A purposive or 

purposeful sampling technique was used to extract a sample from the population.   

According to Merriam (2009), purposive sampling lies in the belief that the researcher 

wants to gather specific information and must select a sample that can provide detailed 

facts. Patton (2002) contends “the logic and power of purposeful sampling lies in 

selecting information-rich cases for study in-depth.  Information-rich cases are those from 

which one can learn a great deal about issues of central importance to the purpose of the 

inquiry, thus the term purposeful sampling” (pg. 230). 

     Multiple researchers such as Cresswell (2007), Miles & Huberman (1994) and Patton, 

(2002) have highlighted differences among the different types of purposeful sampling 

such as “typical, unique, maximum variation, convenience and snowball or chain 

sampling” (Merriam, 2009, p. 78).  This study utilized both the unique sampling strategy 

as well as the snowball or chain sampling strategy.  Merriam (2009) describes a unique 

sample as a sample based on “unique, atypical, perhaps rare attributes or occurrences of 
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the phenomenon of interest,” (pg. 78).  In the case of this study, that would include 

individuals identified as school administrators with roles that include school operations, 

parent engagement, curriculum coordination and behavior management.  Alternately, 

after interviewing key participants who met the criteria for study participation, the 

researcher asked for referrals to additional participants.  This process illustrates the 

snowball or chain sampling strategy.  Thus, “by asking a number of people who else to 

talk with, the snowball gets bigger and bigger as you accumulate new information-rich 

cases” (Patton, 2002, p. 237). 

 

Table 1:  Study Participants and Demographics 
 
 Participant 1 Participant 2 Participant 3 Participant 4 
Alias Admin 1 Admin 2 Admin 3 Admin 4 
Position Campus Assessment 

Coordinator 
Counselor District/Campus 

Coordinator 
Principal 

Age 44 39 42 45 
Gender Female Female Male Female 
Race African-American African-American African-American Caucasian 
Years in Education 22 16 20 20 

 

Data Collection Procedures 

     The data analysis began with retrieving masked results from the Texas Education 

Agency (TEA) of student achievement data reported on 2016 statewide assessment tests 

from a suburban school district in Southeastern Texas.  From that analysis, three middle 

schools with high achieving African American students were selected.   The reason for 

gathering this data was to define campuses where students were high achieving in order 

to determine any campus strategies that led to student success.  It was required to obtain 

approval from the university’s Institutional Review Board (IRB) and the study district’s 

Research Review Board.  Upon receiving IRB approval from the University of Houston 
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(see Appendix B) and the district’s Research Review Board (see Appendix C), the 

campus principal was contacted by phone for consent per the study district research 

policy.   After receiving the principal’s approval, an email (see Appendix D), along with 

an Informed Consent Letter (see Appendix E) was sent to administrators requesting 

participation in the study.  The administrators were also emailed recruitment flyers that 

outlined the scope of the study. (see Appendix F). 

     One middle school campus was selected to participate in the study.  The approval also 

included data that showed how African-American male students performed on the 2016 

State Assessment of Academic Skills versus their white male peers.  Furtherance of this 

study lead to interviews with four current and former instructional administrators and 

counselors from the selected middle school campus.  The semi-structured interviews 

explored the relationship between cultural attitudes and culturally responsive practices.  

Findings also included whether or not the curriculum was specific to the cultural and 

literacy needs of the students. The findings also revealed that various programs, activities 

and parental involvement enhanced student achievement.  

     On-site and phone interviews were the main data collection techniques for the study.  

Accordingly, one of the methods of collecting data in qualitative research is through 

interviews. Patton (2002) contends that the purpose of an interview is to obtain a certain 

type of information or in essence, what is “in and on someone else’s mind” (p. 341).  

Moreover, there are three basic types of interviews, highly structured or standardized, 

semi-structured and unstructured or informal.  This study used a semi-structured 

interview style in which the majority of the interview is steered towards a set of questions 

or ideas to be discovered (Merriam, 2009).   Additionally, the researcher used questions 
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that were mix of structured and unstructured with a focus on a more structured format in 

order to gather specific information from each respondent while giving flexibility for 

additional responses. The interviews were hand written with the transcripts serving as the 

units of analysis.  Within 24 hours after the conclusion of the interview, the transcripts 

were read to obtain clarity and understanding.  The researcher engaged in data analysis 

after transcribing the interviews and coded them into two phases:  open coding and axial 

coding (Strauss & Corbin, 1990).  This process of relating codes to each other involves a 

combination of inductive and deductive thinking (Creswell & Miller, 200; Glaser, 1992; 

Strauss & Corbin, 1990).  Furthermore, the constant comparative method (CCM) in 

alignment with grounded theory provides a development of key elements of the text 

along with the development of the themes (Corbin & Strauss, 1990; Glaser, 1978).   
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Table 2                                  Instrumentation & Data Collection Techniques 

Research Questions:  

1) How do educators address the academic needs of African-American male students?  2) What is the 
impact of the strategies used on the literacy achievement of African-American male students?  3) What 
do the teachers and administrators of the students in this study believe it means to achieve in school 
settings? 

Data Collection Process What data do you plan to collect? 
How will it help you answer your 
research question? 

Is the data to be collected 
quantitative, qualitative, 
or both? 

Begin by requesting masked 
results of student 
achievement data reported 
on statewide assessment 
tests from my current 
district and possibly 
neighboring school districts.   

By reviewing the state assessment 
results, localize those schools with high 
achieving African-American students. 
(At least 3 schools with similar 
demographics).   

Quantitative 

Choose one campus from 
the select group of schools.  
Conduct scripted interviews 
with members of the 
administrative staff. 
 

Interview Questions with 
administrators and counselors:  What 
they have observed about the African 
American male students concerning their 
academics and behavior?  Is the 
curriculum is specifically geared to the 
cultural needs of the students and does it 
address the literacy needs of the 
students. 
What do you attribute to the students’ 
overall success? 
Is parent involvement a factor? 
Do you have resources or after school 
programs or mentorships specific to 
African-American males? 
What types of culturally responsive PD 
is provided to the staff? 

Qualitative 

Transcription of interviews 
Open Coding/Axial Coding  

Assign themes to interview 
responses 

 
 

Qualitative 
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     Internal Validity 

     Researchers, Mays, 1995; Pope, 1995; Barbour, 2001; Long & Johnson, 2000, have 

described these two ways to validate data analysis in qualitative research.  One way is 

through “member checks" or “respondent validation” which consists of having interview 

participants read through their responses for any necessary corrections and/or 

authentication (Merriam, 2009, p. 217). Maxwell (2005) contends, “ This is the single 

most important way of ruling out the possibility of misinterpreting the meaning of what 

participants say and do and the perspective they have on what is going on, as well as 

being an important way of identifying your own biases and misunderstanding of what 

you observed ” (p. 111). Another method is through peer review, which details having 

someone familiar with the study (dissertation committee) review, the analysis (Merriam, 

2009). “A thorough peer examination would involve asking a colleague to scan some of 

the raw data and assess whether the findings are plausible based on the data” (Merriam, 

2009, p. 220).   

     Accordingly, the researcher employed three methods of data validation to offer a level 

of reliability:  member check, peer review and researcher’s position or reflexivity 

(Merriam, 2009).  For the member check, all participants were provided their of their 

interview transcripts to check for validation.  One participant made a few adjustments but 

the others were in agreement with the information provided.  The researcher then made 

the selected revisions according to the participant’s request. Additionally, the researcher 

received feedback from two university professors who examined the findings and 

provided feedback as members of the dissertation committee.  Both individuals are 

experts in the areas of culturally responsive practices, curriculum and African American 
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male achievement and assisted the researcher with some essential understandings.  

Moreover, Merriam contends that “there’s a sense in which all graduate students have 

this process built into their thesis or dissertation committee, since each member of the 

committee reads and comments on the finding” (p. 220). 

     Moreover, researchers Miles & Huberman (1994) stress that any partiality in 

qualitative research must be clearly stated.  Furthermore, the African American female 

researcher has worked with culturally diverse students and teachers for more than 25 

years.  The researcher is a certified English as a Second Language teacher and has 

worked with a number of at-risk students at improvement-required campuses.  

Additionally, the researcher has worked as a coordinator dedicated to  providing support 

to campuses with regards to using data, providing an analysis of district wide and school-

wide trends in instruction, while making recommendations about potential next steps to 

address areas of need.  Thus the researcher’s experience, relative to the topic being 

investigated, added credibility to the findings of this study. 

 

 

 

 

 

 



 

Chapter 4 

Data Analysis 

Introduction 

     The purpose of this study was to determine whether the school employed the use of 

specific culturally responsive practices that had a significant effect on student 

achievement.  The study focused on African American male students and the campus 

administrators who worked with them at a school district in Southeastern Texas. 

    Public education is confronted with the challenge of how to recognize and support the 

educational requirements of culturally diverse students (Au, 2009; Cummins, 2007)   This 

is compounded by the fact that many teachers lack the knowledge and skills needed to 

work with this student population (Au, 2009; Cummins, 2007) thus creating a gap in 

cultural understanding. (Gay, 2010; Ladson-Billings, 2009).  Moreover, when faced with 

culturally diverse students in their classrooms, teachers must be knowledgeable of 

appropriate cultural instructional techniques and strategies (Coffey, 2008).  Accordingly, 

the study is important because it recognizes that culturally responsive teaching affirms 

the culture, history, and language of diverse students. The study also highlights the fact 

that positive teacher-student relationships are established by understanding the 

communication preferences of all students, thus, building a sense of trust between teacher 

and student.  
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Study Sample and Instrumentation 

     The participants of the study consisted of four campus administrators who work in 

various capacities with the target population.  Although they represent a cross-section of 

genders and ethnicities, neither of these characteristics factored into the sample selection 

process.  The only requirement was that the participants of the study had to work as 

administrators at the same campus as the target group of students.   

     The instruments used for data collection were individual interview sessions.  The 

interviews were hand written with the transcripts serving as the units of analysis.  Within 

24 hours after the conclusion of the interview, the transcripts were read to obtain clarity 

and understanding.  The researcher engaged in data analysis after transcribing the 

interviews and coded them into two phases:  open coding and axial coding (Strauss & 

Corbin, 1990).  

Methods 

     In seeking to determine the utilization of culturally responsive practices on the target 

campus, I used a qualitative research design, specifically using the Constant Comparative 

Method (CCM) for data analysis.  Moreover, relating codes to each other involves a 

combination of inductive and deductive thinking (Creswell & Miller, 200; Glaser, 1992; 

Strauss & Corbin, 1990).  Furthermore, CCM in alignment with grounded theory, 

promotes the determination of key points from the text along with the emergence of 

categories or themes (Corbin & Strauss, 1990; Glaser, 1978).  This involved collecting 

data from members of the campus administrative staff during individual interviews.   

After the initial and final coding of the interview data took place, five themes on what it 
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meant to achieve in school settings emerged.  They include: 1) high expectations 2) 

parents as partners 3) cultural synchronization 4) culturally relevant curriculum and 

professional development 5) benefits of extracurricular activities. 

     Figure 2 provides a framework for this study and further outlines the connection 

between culturally relevant strategies and positive academic and life outcomes for 

African American males.  A description of the graphic follows: 

 

Figure 1: Study framework outlining the connection between culturally relevant strategies and positive academic and 

life outcomes for African American males. 
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     The outer circle terms (gender, bias, socio-economics, ethnicity, and academic achievement 
and the school to prison pipeline) are representative of societal issues often faced by African 
American males.  The center circle represents different segments of society (school, home, 
community and curriculum) where they face some of those issues.  Based on feedback from 
administrator interviews and the literature review, the five strategies in the middle are essential to 
increasing the academic and social outcomes of African-American males.  One additional concept 
to be noted is resiliency (located at the top of the inner circle) that promotes positive life 
outcomes when all culturally responsive strategies are in place.  Furthermore, promotive 
(protective) factors that contribute to positive youth development can be in the form of internal 
resources such as increased coping skills and external resources that come from parental and 
mentor support ( Fergus & Zimmerman, 2005). 
Figure 1 replicated from the work of Johnson-Bailey and Cervero (1996, p. 153) found in Merriam, 2009 pg.  192. 

Data Findings 

Table 3:                                                                  Constructed Themes 
 
Theme 1:  High Expectations 
Admin 1:  “Expectations for students are the same across the board, no distinctions.  When 
expectations are huge, students rise.  All students will succeed with our help.  The building leadership places a 
huge emphasis on diversity and is intentional in hiring practices so that students see someone like them”. 
Research:  Having a culture of high expectations for all students was one of the most important strategies that 
promoted a classroom environment that respects students and their learning needs. (Scheurich, 1998) 
 
Theme 2:  Parents as Partners 

Admin 4:  “Our parents communicate with teachers and use their systems (i.e. phone, 
email, website).  They also access all school communication resources (Skyward).  And although our PTO is 
not necessarily representative of our African. American demographic, the volunteers are”. 
Research:  Researchers validate the study’s findings by sharing the fact that parents of all ethnicities and 
income levels want to be involved in their child’s learning, even if it’s not at PTA meetings (Devarics and 
O’Brien, 2001). 
 
Theme 3:  Cultural Synchronization 
Admin 1:  “The teachers all have good intentions with some natural human bias.  Their ignorance of culturally 
relevant practices is not intentional.  However, the Leadership Team (principal) has set the tone for equity and 
cultural diversity in all campus policies and procedures as well as plans for culturally relevant professional 
development activities”. 
Research:  Irving (1990) contends, “The language, style of working, glances and dress of Black children, 
particularly males, have engendered fear, apprehension and overreaction among many teachers and school 
administrators” (p, 27). Knowing this can assist leaders in providing professional development opportunities 
for teachers in understanding how behaviors may be culturally based (Erikson, 1993/1996; Gay, 2000). 
 
Theme 4:  Culturally Relevant Curriculum and Professional Development 
Admin 3:  “The culture and diversity is taught mainly in the Social Studies classes.  But, the District’s 
Teaching and Learning Department is aware that culture and diversity is a huge aspect of the curriculum.   
They are moving towards providing teachers with more culturally relevant teaching materials and strategies”. 
Research:  In addition to holding high expectations for their African American students, teachers should 
change their curriculum to include African American culture into the classroom (Kunjufu, 2002).  This includes 
providing schools with a “relevant Black curriculum” fostering a love of learning and positive academic 
outcomes (Kunjufu, 2002). 
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Theme 5:  Extracurricular Activities 
Admin 1:  “There leadership groups for students to be involved in such as student council and PALS that are 
representative of the school’s population.  The African American male students are just as actively involved in 
athletics as they are in other activities such as the Chess Club” 
Research:  In researching adolescent growth and development, there is evidence that participation in “high 
quality” extracurricular activities is a productive use of their free time (Fredricks & Eccles, 2006, Eccles & 
Gootman; Holland & Andre, 1987; Larson, 2000).  Moreover, participation in these activities is also linked to 
positive academic outcomes, increased school engagement and enhanced educational goals (Cooper, Valentine, 
Nye & Lindsay, 1999; Eccles & Barber, 1999; Marsh & Kleitman, 2002). 

 

     Theme 1:  High Expectations 

     All of the participants of this study agreed that having a culture of high expectations 

for all students was one of the most important strategies that promoted genuine respect 

for students and a belief in their learning capabilities (Scheurich, 1998).  As noted in the 

following quotes, administrators felt strongly that encouraging students empowered them 

to reach their full potential: 

     Admin 1:  Expectations for students are the same across the board, no distinctions.  
When  
     expectations are huge, students rise. 
  
    Admin 2:  Many of the African American students came to the school with a lot of  
    prior knowledge and scaffolded learning.  The climate of the school is conducive to  
    their learning. 
  
     Admin 3:  The African American students do come with background knowledge  
    and  experiences.   
 
   Admin 4:  One of the campus rules of the game is to believe in every child. 
 
 
      When students receive clear, positive messages about their abilities and their 

potential, it goes a long way in fostering academic success (Sandilos, 2017).  Research 

done at the University of Virginia validates the thought that students learn more when 

they see their teachers as “warm-demanders.”  This term, coined by Lisa Delpit in1995, 
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refers to teachers, who lead organized classroom environments, expect a lot from students 

academically, and make their students feel supported in their efforts (Sandilos, Rimm-

Kaufman and Cohen, 2017).   These findings were especially significant for African-

American students.   

     Furthermore, in a series of surveys given to fourth and fifth grade students, data 

revealed that a teacher’s warmth contributed to a student’s academic growth.  It was even 

more significant when coupled with afore mentioned, “demand characteristics”.  It also 

turns out that given these conditions, African-American students showed academic 

growth when held to high expectations, regardless of the race of the teacher.  

Additionally, research done by Wyngaard (2007) underscores the importance of respect 

and relationships for African-American students with regards to being culturally 

responsive to their educational needs.  Accordingly, all educators must show care, 

concern and take a genuine interest in the African American students and families they 

serve (Wyngaard, 2007).  

     Theme 2:  Parents as Partners 

     Also significant is the partnership between parents and the school.  Oftentimes, 

parents of African American and Latino students are distrustful of schools due to a 

perceived bias against their children and families.  Therefore, it is especially important 

that teachers and administrators develop strategies that foster trusting relationships and 

open dialogue with urban parents (McDermott & Rothenberg 2000).  As noted below, 

parental support at the target campus is necessary and welcomed: 

     Admin 1:  We have huge parental support.  Parents (of any race) who may be  
     less fortunate also want their kids to do well. 
      
     Admin 2:  Yes, The support of African American parents is relative to that of  
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     Their counterparts’ parents. The Hispanic population that are reluctant, we  
     provide Community/Home Visits to keep the parents involved and engaged.    
     We also engage in home visits as needed and worked as an administrative team  
     to call each family in the aftermath of Hurricane Harvey to provide any  
    necessary supports. 
      
     Admin 3:  I see many of the African-American parents at all events such as school  
     programs, athletic and academic events and open house.   
      
     Admin 4:  Our parents communicate with teachers and use their systems (i.e. phone,  
     email, website).  They also access all school communication resources (Skyward).   
     And although our PTO is not necessarily representative of our African. 
     American demographic, the volunteers are. 
 

     When schools focus on the physical and psychological needs of families as well as 

hold themselves accountable for student achievement, they can be successful at parental 

involvement (Lopez, Scribner, Mahitivanichcha, 2001).  Additionally, a huge part of the 

school’s responsibility should be to coordinate community and family engagement 

activities.  There must be a commitment to meeting the needs of families with an 

emphasis on parent training, literacy and parental involvement.  Homework assistance as 

well as after-school tutoring opportunities are also necessary.  Parents must be provided 

with access to school and District information in numerous formats, which is always 

translated into languages that parents understand.  For example, it is suggested schools 

use a bilingual hotline or bilingual phone trees to communicate with parents about 

upcoming activities.  It is also suggested that schools provide written communication in 

several languages in order to reach all sectors of the parent population (Graham-Clay & 

Ramirez, 2001).   

     McCarthey (2000) contends, that a family’s involvement in their child’s education is 

influenced by factors such as acceptance at the school, income, culture and language.  

Furthermore, researchers validate the study’s findings by sharing the fact that parents of 
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all ethnicities and income levels want to be involved in their child’s learning, even if it’s 

not at PTA meetings (Devarics and O’Brien, 2001).  However, Devarics and O’Brien 

insist that because schools and parents are not in alignment with what “involvement” 

looks like, it is even more important to create partnerships that drive student achievement 

(2000). 

     Joyce Epstein of the Johns Hopkins University, Center on School, Family and 

Community Partnerships, offers schools and districts a snapshot of parent involvement 

programs.  They are broken down into the following six categories in the table below:  

 

Table 4:  Epstein‘s Framework of Six Types of Involvement for Comprehensive Programs of Partnership and Sample 

Practices 

Parent Involvement 
Programs 
(Epstein, J., et. al., 1997) 
 

Description 

Parenting Schools work to assist families in creating a home environment conducive to their 
child’s academic needs.  This may include parenting classes, home visits or wrap-
around service information and assistance.  

Communicating Providing families with multiple forms of communication regarding their child’s 
progress and school programs and services.  This includes allowing for 
opportunities for parents to communicate with the school. 

Volunteering Schools recruit parents to support their child’s teacher as a volunteer or as a 
volunteer in support of the entire campus and district.  This recruitment comes with 
training to support the school in classrooms, parent centers or as afterschool or hall 
monitors. 

Learning at home Schools provide parents with materials and tools necessary to support their child’s 
instruction at home.  This includes ways to incorporate a daily homework schedule 
or instructionally focused time when parents and students can engage in learning 
activities together. 

Decision-making Parents are included campus and district decision making and are considered 
stakeholders who are encouraged to be involved in the PTA/PTO and other school 
and district advisory committees.  

Community 
collaboration 

Schools work to identify businesses community resources that can assist with 
strengthening the bonds between schools, families and student achievement.  

 

     Theme 3:  Cultural Synchronization: 

     While the world around us may often face stereotyping, the study district encourages 

staff and students to embrace that which makes them different.  
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     Furthermore, the district empowers students to embrace their diversity and supports an 

environment that facilitates and encourages open dialogue on diversity.  This practice is a 

work in progress but certainly supported by administrators at the study campus as 

evidenced by the thoughts below: 

Admin 1:  The teachers all have good intentions with some natural human bias.  Their 
ignorance of culturally relevant practices is not intentional.  However, the Leadership 
Team (principal) has set the tone for equity and cultural diversity in all campus policies 
and procedures as well as plans for culturally relevant professional development 
activities. 

Admin 2:  If the climate and culture do not match, it can be intimidating to students. So 
yes, there are visible and invisible barriers that exist. 

Admin 3:  I stake a lot on the fact that every teacher cares about the African American 
students.  But, the teachers who look like them further help with the student success based 
on the relationship.  For example, one African American staff member helped to de-
escalate a hallway issue when an African American student was speaking loudly in the 
hallway.  His behavior was viewed by one non-African American teacher as threatening 
when in actuality it was part of a cultural norm of African American male students. 

Admin 4:  Many teachers lack the understanding of cultural norms.  That’s why we are 
intentional in our hiring practices so students see someone that looks like them.   

 

     African-American communities share a multilayered approach to interactions that 

include animation, bluntness and physical and vocal expression that may differ from 

other cultures. (Hale 1982; 2001 and Heath, 1983).  This may lead to unintentionally 

disruptive behaviors leading to discipline referrals (Gouldner, 1978).  Additionally, 

African American students are punished for disruptive behaviors that may be purely 

unintentional (Gouldner, 1978).   Accordingly, Irving (1990) contends, “The language, 

style of working, glances and dress of black children, particularly males, have 

engendered fear, apprehension and overreaction among many teachers and school 

administrators” (p, 27). Knowing this can assist leaders in providing professional 
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development opportunities for teachers in understanding how behaviors may be culturally 

based (Erikson, 1993/1996; Gay, 2000).   

     One opportunity for students, families, faculty and administrators to develop and 

sustain a positive school climate is the American Defense League’s No Place for Hate 

Program, (“No Place for Hate Resource Guide”, 2017).  This district-wide initiative 

provides schools and communities with a framework for opposing bias, bullying or 

hatred in any form.  Building on mutual respect, all stakeholders are empowered to take a 

stand against bullying and hate by utilizing ADL resources to develop campus programs 

and professional development (“No Place for Hate Resource Guide”, 2017).  Just as all 

district middle schools, the study campus participates in at least three anti-bias activities 

per year, which ADL helps to develop. 

     Theme 4:  Culturally Relevant Curriculum and Professional Development 

     The study school district has developed goals and objectives to support their decision-

making process in order to benefit all students.  One of their goals speaks directly to 

providing an equitable learning environment that provides all students access to the 

district curriculum.   

Admin 1:  Some teachers go beyond in bringing in culturally relevant text and 
curriculum into their classroom. 

Admin 2:  The curriculum is not always specifically geared to various cultures.  It does 
not address the literacy needs of the students.  There are many students that are below 
grade level and need intense intervention, but time is not available each period for those 
fallen below. Therefore after/before school is needed for those students.  

Admin 3:  The culture and diversity is taught mainly in the Social Studies classes.  But, 
the District’s Teaching and Learning Department is aware that culture and diversity is a 
huge aspect of the curriculum.   They are moving towards providing teachers with more 
culturally relevant teaching materials and strategies. 
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Admin 4:  Our 8th grade ELA team does a great job incorporating culturally relevant 
practices into their teaching.  They do this specifically by prescribing to all aspects of the 
Reader’s Writer’s workshop which begins with student interest surveys. 

 

     Haberman (1995) asserts that effective teachers of urban students set high 

expectations for their students’ learning, provide engaging curriculum and are 

knowledgeable and considerate of students’ home environments.  The researcher also 

contends that being aware that differences exist is not enough.  Teachers must embrace 

discussions in both action and practice for true competency in cultural relevancy to come 

about.  In addition to holding high expectations for their African American students, 

teachers should change their curriculum to include African American culture into the 

classroom (Kunjufu, 2002).  This includes providing schools with a “relevant Black 

curriculum” fostering a love of learning and positive academic outcomes (Kunjufu, 

2002). 

     However, some teachers are hesitant about incorporating diversity in their curriculum. 

Below are three reasons why some of the diversity conversations are not happening in 

classrooms: 

1) Teachers are under pressure to cover the mandated curriculum. 2) Teachers have 

concerns about students’ or parents’ reaction. 3) Teachers don’t always know how 

to respond to uncomfortable questions that may come up which could result in 

losing control of the class (Ellerbrock & Cruz, 2014). 

     The first step in developing diversity conversations is to foster classroom 

environments that affirm diversity and promotes civic dialogue (Cruz, 2015), much like 

what is happening in the social studies classroom of the study campus.   



60 
 

     Also significant is the culturally relevant work done in the ELA classrooms using the 

Readers’ and Writers’ Workshop model of instruction (Calkins, 1994).  This model of 

instruction allows choice for students, time for individual and group instruction, and for 

all students to be engaged in learning no matter their level.  Originally created by Carmen 

Farina and Lucy Calkins, this model provides a pathway for student growth initiated by 

creativity and responsibility for their own learning.  Accordingly, the components of this 

method is culturally relevant as they reinforce daily, explicit instruction, teacher 

modeling, student choice, peer to peer interaction and student to teacher conferencing 

(Jiménez & Gersten, 1999; Gersten & Geva, 2003; McIntyre & Hulan, 2013; Au, 2011; 

Genesee & Riches, 2016). 

     Theme 5:  Extracurricular Activities 

     Also significant to the success of African-American male students is their 

participation in extracurricular activities.  The study school has a number of athletic, 

leadership, student mentor and internship programs for students to take part in.  One such 

program for secondary students is the Peer Assistance and Leadership Program (PAL).  

The PAL Program has been recognized as an “evidence-based prevention program” that 

is owned and operated by the non-profit organization, Worker’s Assistance Program, Inc.  

The program provides courses to secondary students that promote, “social understanding, 

personal well-being and community participation.”  Counselors, teachers, staff and 

students at the study district are trained in the PALs curriculum and participate in a least 

three related activities each year.  Another important part of the program includes courses 

that help students address issues of peer pressure and bullying while promoting positive 

peer interactions, enhanced critical thinking skills and resiliency building opportunities. 

(“PAL: Peer Assistance and Leadership”, 2016).  
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     The administrators provide a snapshot of this program as well as other extracurricular 

activities and programs on the campus here: 

Admin 1:  There leadership groups for students to be involved in such as student council 
and PALS that are representative of the school’s population.  The African American male 
students are just as actively involved in athletics as they are in other activities such as the 
Chess Club. 

Admin 2:  Some of the clubs and activities representative of our diverse students include 
the FCA:  Fellowship of Christian Athletes, the Black History Program Committee and 
the Multi-Cultural Club. Before/After school tutorials are available for ALL students, not 
just culturally diverse 

Admin 3:  One club I remember is “New Kids on the Block” which targets any students 
new to the campus for whatever reason.  They are “Singles that become a group”. 

Admin 4:  A good cross section of the campus population are involved in clubs.  We 
actively recruit teachers and students to be a part of various clubs and programs.  We 
have plans for getting internal and external mentors for students. 

         In researching adolescent growth and development, there is evidence that 

participation in enriching extracurricular activities is a productive use of their free time 

(Fredricks & Eccles 2006; Eccles & Gootman; Holland & Andre, 1987; Larson, 2000).  

Moreover, participation in these activities is also linked to positive academic outcomes, 

increased school engagement and enhanced educational goals (Cooper, Valentine, Nye & 

Lindsay, 1999; Eccles & Barber, 1999; Marsh & Kleitman, 2002).  Furthermore, youth 

participation in extracurricular activities connects them to supportive peers and adults, 

contributing to their identity as valued stakeholders of the school community (Eccles & 

Barber, 1999; Eccles et al, 2003).  This community relationship is especially beneficial to 

African American youth and their psychological development.  The benefits include, the 

development of relationships with supportive adults, an increased sense of belonging and 

the opportunity to participate in an activity that makes them feel like they matter (Eccles 

& Gootman, 2002). 
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Research Limitations  

     There were a number of limitations to this study beginning with the District’s approval 

processes.  The researcher initially requested student focus groups and surveys in 

addition to teacher surveys, focus groups and administrator interviews.  Due to District 

policies, I was not able to interview students and because of the “survey fatigue” that 

exists in the District, student surveys were declined.  The teacher surveys and focus 

groups were approved but due the impacts of Hurricane Harvey, teachers were inundated 

with responsibilities and many indicated that they simply did not have the time to focus 

on a survey or be part of a focus group. 

     Additionally, the participants requested that they not be recorded so all interview data 

was hand written then transcribed.  There was also a constant need to re-focus the 

interview back to the subject studied.  All of the participants wanted to discuss other 

cultural groups who may be experiencing issues with discipline and achievement.  They 

all expressed a need for culturally responsive practices with regards to academics, 

discipline and parental support for those student groups as well. 

Discussion 

     The data from the administrator interviews are in alignment with strategies that 

increase the achievement in African-American male students.  The literature included in 

the study also validated the strategies administrators found to be most effective with their 

students.  Two areas of great significance included the school’s culture of high 

expectations for their students and the impact of parental support.  Benard (2003) states, 

“At the core of caring relationships are high expectations that reflect the teacher’s deep 
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belief in the student’s innate resilience and capacity to learn” (p. 120).  Alternately, active 

parental engagement and participation in their child’s schooling helps children to learn.  

Furthermore, schools that collaborate with children and families have positive effects on 

student achievement. 

     The findings also highlight the need for additional culturally responsive curriculum as 

well as teacher professional development.  Based on information obtained from campus 

administrators, only a select group of English Language Arts and Social Studies teachers 

employed culturally relevant practices by using reading materials and instructional 

practices.  The administrators acknowledged the need for additional curriculum supports 

which has been addressed by the implementation of a new district curriculum initiative. 

   

 

 

 

 



 

Chapter V  

Summary, Conclusions and Recommendations 

Introduction 

     The overarching purpose of this study was to determine effective culturally responsive 

pedagogical practices taking place in diverse schools and classrooms.  The research also 

sought to determine some of the outcomes these practices had on Student Achievement.  

The research focused specifically on the effectiveness of Culturally Responsive practices 

and leadership, learning environments, pedagogy and parental involvement.  

Additionally, the focal point of this study was adolescent African American males and 

their achievement. 

     Accordingly, research provides educators with a tremendous amount of data on the 

disparities for this group with limited research on practices that lead to the success of this 

target group.  This is why I chose to study African American males.  My work as an 

educator of this group and my experiences growing up with African American males 

provided a different outlook than what is oftentimes presented about this group.  

Accordingly, just as my parents and family had high expectations for my brother and me, 

those expectations carried over to my teaching career.  Even though I was aware of the 

disparities facing African Americans, my family, church community, and teachers never 

allowed me to believe that I could do anything but succeed.  I enjoyed learning about 

research based strategies that are accessible to all children and ways to implement them 

in school settings with parental and community support.  I think this study will be a 

valuable tool for educators looking for solutions to closing achievement gaps as well as to 
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promote positive outcomes for not just African American males but for our diverse 

student population. 

Significance of the Study 

     “Culture is an important aspect of student experience to consider in efforts to create a 

meaningfully multicultural curriculum and a more equitable school.” (Gorski & 

Swalwell, 2015).  Moreover, the significance of this study rested with highlighting 

diversity as an important consideration in the context of education.  Equality of 

opportunity refers to giving everyone an equal chance to receive an education. 

Additionally, if the government provides a service like education, all classes of citizens 

should have equal access.  This also includes how students are treated at school.  Students 

with special needs and students of all races and gender should also receive equal 

treatment in schools.  Access to an excellent education, especially in our most 

underserved populations, can make certain that all children will reach their full potential.  

It is not only about raising standards for all children but about improving instruction, 

providing access to highly qualified teachers and improving low-performing schools. 

     This study involved making sure educators are culturally responsive in all that they do 

educators.  This begins with getting to know students and embracing their differences.  

Educators then must determine how to help children in need by meeting them where they 

are.  For this researcher, culturally responsive practices have a direct correlation to the 

relationships all educators should have with the children and families.  It also includes 

engaging in national activities that reflect on global changes, national priorities and what 

that means for them as citizens of the world.  In other words, what are some ways in 

which I can help create positive outcomes for my students in the world we live in.  
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Hence, my decision for selecting African-American males comes from my work as an 

educator with this group of students and the following: 1) low graduation rates/high 

dropout rates: the gap is widening; 2) excessive discipline referrals/high prison 

population; 3) over representation in special education/low rate of Gifted and Talented 

placements. 

Summary of Findings 

     The qualitative methodology centered on one school that had a significant number of 

high achieving African-American students.  Using state assessment results from the 

2015-16 school year, the researcher was able to determine that the achievement gap 

between African-American students and all other ethnicities was very narrow.  After 

exploring this data, research was focused on finding out what was happening at these 

schools that accounted for the success of this target population, specifically the 

adolescent African American male population.  Data collection was in the form of 

interviews with administrators who worked with the targeted group of students.  The 

interviews were used to measure administrators’ understanding of culturally responsive 

teaching practices focusing on cultural norms, curriculum, implicit and explicit biases, 

student achievement, social justice and equality.  The research also targeted 

administrative practices that helped to shape the school’s culture and climate and further 

enhance student achievement.  

     Accordingly, the study revealed that the culturally relevant pedagogical practices of 

the campus were effective at meeting the academic and social needs of African American 

male students.  Results suggested that the campus administration set high expectations for 

all students, including the African American male population.  Significant parental 
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supports were among the factors that influenced the success of African American male 

student achievement.  Additionally, results suggested that a focus on diversity and 

opportunity served as a bridge to facilitate improved social relationships between 

teachers and students.   

Implications for Practitioners 

     Teacher Quality 

     Increasing student achievement has a direct correlation to teacher quality.  Research 

from the U.S. Department of Education (2014) finds that the top 20% of teachers can 

generate 5 to 6 more months of student learning in a year than low performing teachers.  

One educational policy focus from previous chapters is teacher accountability as it relates 

to student achievement results.  Another focus is the assurance that teachers are receiving 

the benefit of quality teacher preparation programs.  Accordingly, if teachers are held 

accountable for student achievement they must be adequately prepared professionally. 

      Moreover, in order to retain quality teachers, schools must design programs that 

supports them, offers them guidance, makes them feel valued and provides them with the 

tools necessary to be effective in the classroom and the school (Amoroso, 2005).  

Accordingly, new teacher induction programs on the school and district level are not only 

a good idea but necessary.   Primarily, new teachers must know what is expected of them 

and they should them be afforded the opportunity for ongoing professional development.  

They should also have the benefit of a strong support system with veteran coaches and 

mentors during their first year of teaching.  Accordingly, sustained success is never just 

one special event or activity but a journey of recursive decisions and actions (Fullan, 
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2001).  These new teachers must be provided with all of the materials necessary for them 

to be successful.  This includes but is not limited to, policies and procedures handbook, 

master schedules, duty schedules and classroom necessities.  Building leaders have a 

responsibility to embrace new teachers through individualized trainings in their area of 

specialization.  All of the mentioned items are a part of a comprehensive, coherent, 

professional development program (Wong, 2004). 

     Literacy Leaders 

     The review of literature indicated that effective literacy teaching practices were 

instrumental to student success.  It is also important for teachers to receive 

comprehensive and ongoing professional development to help them to improve their 

practices.  As such, each school should have literacy leaders proficient in the area of 

literacy development especially when it comes to our culturally diverse students. 

     Accordingly, effective literacy leaders should also recognize that diversity is an 

important consideration in the context of education because based on research gathered, 

students tend to achieve at greater levels when there is special attention paid to their 

cultural, linguistic and social backgrounds.  The characteristics of this pedagogy promote 

positive perspectives on parents and families, communication of high expectations, 

learning within the context of culture, student-centered instruction, culturally mediated 

instruction, reshaping the curriculum, and teacher as facilitator.     

     Literacy leaders must also know how to meet the unique needs of our special 

populations of students.  They should be able to guide teachers in researching the 

students’ strengths and weaknesses in order to develop an effective learning plan.  They 
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must also keep a list of developmentally appropriate resources for teaching, lessons 

planning and professional development.  Within this framework is being knowledgeable 

about student district and state expectations and the curriculum design for multiple grade 

levels.  

     Moreover, because children with disabilities and problems with language acquisition 

learn differently, their expectations are different as well.  It is also important that coaches 

help teachers differentiate their instruction by developing a comprehensive needs 

assessment for their diverse student population, which facilitates the response to 

intervention.  Differentiation employs multiple strategies to deliver instruction.   Teachers 

differentiate in response to such factors as student readiness, interest and learning profile.  

Additionally, when teachers take into account students’ learning styles, culture, social 

backgrounds and interests it increases the likelihood of student success.  

     Effective literacy leaders also encourage teachers to be continuous learners in their 

classroom and their professional practice.  They provide expert, individualized 

professional development to teachers known as coaching.  This ongoing instructional 

relationship provides training, guidance, advice, support and feedback. To teachers.  

Accordingly, for the relationship to be successful, coaches must make time for 

collaborative work and planning with teachers, guideline development and data-driven 

decision-making. 

     Another important competency for literacy leaders is self-reflection.  Leaders should 

be able to apply collaborative, critical and self-critical thinking into any issue in their 

own practice.  Employing self-reflective practices allows literacy leaders to look more 

closely at their practices and those they promote as well as to investigate teaching and 
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classroom issues.  The goal is for these reflective practices to effect positive changes, 

which lead to improving student outcomes.  

     Instructional leaders are dedicated to the investigation of issues in education that help 

with reform strategies.  They explore the issues occurring in schools and provide teachers 

and staff with effective approaches for developing coherent, coordinated and student- 

centered instructional plans.  In addition to collaboration between administration, 

instructional leaders, and teachers, there also needs to be a focus on data-driven decision 

making; using various forms of student data to drive intervention and instruction.  If 

instructional leaders build upon these approaches, they will surely create a culture of 

success for all. 

     Campus Administrators 

     “When there is mutual accountability and a shared commitment to the common goal 

of meeting the needs of all students among all stakeholders, schools can begin to realize 

the goal of excellence through equity.” (Blankstein & Noguera, 2015, p.21).  

Accordingly, research continues to show that effective schools are deeply committed to 

providing resources to all students.  Furthermore, campus administrators have the ability 

to set the tone for cultural responsiveness, equity and diversity on their campus.  In doing 

so, they must focus on the areas of curriculum, teacher preparedness, parental support and 

student learning opportunities.  As a means of support for culturally diverse students, 

researchers Diller & Moule (2005) have determined that campus leaders must develop 

their cultural competency skills.  “Cultural competence is the ability to successfully teach 

students who come from cultures other than our own.  It entails developing certain 

personal and interpersonal awareness and sensitivities, learning specific bodies of cultural 



71 
 

knowledge and mastering a set of skills that, taken together, underlie effective cross-

cultural teaching” (Diller & Moule 2005, p. 5). 

     In researching cultural competence, four cultural competence skill areas stand out as 

best practices and are applicable to all school stakeholders and educational policy 

makers.  These skill areas include 1) valuing diversity 2) being culturally self-aware 3) 

understanding the dynamics of cultural interactions 4) institutionalizing cultural 

knowledge and adapting to diversity (King, Sims & Osher, 2007; Diller & Moule, 2005, 

In NEA Policy Brief, 2008, p. 1). 

     Moreover, in developing an educational focus on culture and diversity, school 

administrators must be committed to adapting all aspects of the teaching and learning 

environment to the needs of students.  This requires gaining a clear understanding of the 

cultural and historical contexts of the student population as well as any cross-cultural 

interactions that may lead to any misunderstandings.  All educators must also be 

respectful of all cultures and value systems as well as have an understanding of their own 

culture and belief system.  This is vital as it potentially shapes the work they do with 

children, families and the larger school community 

Recommendations for Future Study  

     Restorative Justice (also referred to as Restorative Practices) 

     This research study explored the effectiveness of culturally responsive strategies used 

to benefit the academic and social outcomes for African American males.  One of the 

needs for the study was the increased number of African American males who are 

incarcerated.  These increased numbers are significant to the education community due to 
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“zero-tolerance” policies that subject students to unjust discipline referrals often leading 

to unnecessary placements in the juvenile justice system.  Moreover, children of color are 

more often the target of these disparities. This led me to explore programs that had 

success in culturally responsive discipline procedures.   

     Accordingly, data reporting over the last 30 years, several schools and districts show 

disproportionate rates of suspensions and expulsions of African American students. 

(Children’s Defense Fund, 1975; Drakeford, 2004; Skiba, Peterson and Williams, 1997; 

Williams, 1989).  Additionally, black boys are often times singled out for discipline 

referrals even as other students of varied racial backgrounds participate in some of those 

same behaviors (Emihovich, 1983; McCadden, 1998).  Additionally, there is a need for 

professional development designed to guide teachers in appropriate discipline strategies. 

     Many teachers and school leaders don’t understand that the school-to prison pipeline 

represents a relationship between K-12 schools and the juvenile justice system due in 

large part to zero-tolerance policies and the failure of public institutions to provide for the 

educational and social needs of its students.    Some policies are so intense that minor and 

major infractions have similar punishments.  Unfortunately, youths who suffer 

disproportionately from these failures are often those who need the most support 

including children of color, low income students, English Language Learners and 

students with disabilities.      The good news is that there are schools, districts and 

organizations on the frontline of reform wanting to create a balanced approach to school 

discipline procedures.  Additionally, Carla R. Monroe, (2006) contends that school 

discipline has proven to be one of the most troubling aspects of African-American male 
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education.  Comprehensive discipline and instructional techniques focus on culture as a 

key to closing the discipline gap.  

     Accordingly, one practice with regards to discipline reform is a set of practices known 

as restorative justice. It is hard to pinpoint the true origins of this practice as it has been 

around for centuries with a resurgence in the 1970’s.  The Centre for Justice and 

Reconciliation defines restorative justice as “a theory of justice that emphasizes repairing 

the harm caused by criminal behavior and is best accomplished through cooperative 

processes that include all stakeholders. This can ultimately lead to the transformation of 

people, relationships and communities.” (www.restorativejustice.org).   In the school 

setting, “the goal of restorative justice is to work with students (the victims and the 

accused) to come to a solution rather than simply handing down punishment. Restorative 

justice seeks to fix the problem, impose fair punishment, foster understanding, and adjust 

student behavior.” -Timothy Hilton in Education Week Teacher (2016).   Accordingly, 

this practice is being utilized at many urban schools with positive results.   

     The basic idea is that strong interpersonal ties work better than fear of retribution 

(Stucki, 2014).     The inspiration for the “restorative circle” comes from the American 

Indian practice of the “talking circle.”  Meetings are conducted for many different 

reasons with all affected members of the community as well as the victim and perpetrator 

are encouraged to discuss how the offense affected them.  The group also works together 

to come up with a plan to repair the damage.  It provides a safe environment when 

students can express themselves.  Peer mediation and empathy training for offenders are 

at the forefront of their best practices.  When once students were sent to mediation by 

referral, there are many students who request mediation as a way to deescalate their own 
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behaviors.  One school that has had positive results is Kensington Creative & Performing 

Arts High School (KCAPA) in north Philadelphia.  Their population is 90 percent 

African-American and Latino with 100 percent low socio-economic.  Prior to the 

institution of the “restorative justice” practices, there were 76 reported incidences of 

misbehavior with 13 aggravated assaults on faculty members.  As a result of the 

practices, the number of serious incidents went down to 60% with out of school 

suspensions down 30-40%.  

     In exploring the positive effects of restorative justice practices, reporter Max 

Lewontin (ASCD) (2017), shares a glimpse of how schools are navigating through 

alternative forms of discipline.  He engages with several district leaders and restorative 

justice mediators to share the varied practices and strategies they used to reduce their 

discipline referrals.   The big idea of restorative justice focuses on students making 

amends and repairing the harm that was committed.  The idea is for students to, “clean up 

the mess that they made and, in doing so, learn something” (Chewning, 2017).  

Moreover, through researching restorative justice practices at different school districts 

evidence shows a measurable decline in discipline referrals. The approaches to restorative 

discipline can vary with districts offering such things as volunteer opportunities in lieu of 

suspension.  Other strategies include cool-off periods to help de-escalate tensions and 

cultural competency training for teachers that can help avoid bias with regards to 

suspension rates of student of color.   

     In order to achieve positive results, the Tulsa, Oklahoma Public Schools focused on 

helping teachers think about alternative approaches to suspensions for minor offenses.  

These minor offenses included infractions such as skipping school or dress code 
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violations.  Their strategy was to create a series of volunteer opportunities for students as 

an alternative to suspensions.  The district since has received a number of calls from 

principals seeking suggestions for projects such as cleaning the school as an option for 

students who have vandalized the school.   As a result, during the first few months of 

2016, the discipline referrals decreased by 50% thanks to their implementation of and 

commitment to these Restorative Justice practices.        

     Similarly, in 2007, the Denver Public School District noticed bias in their suspension 

rates with African-American students being overrepresented even though they 

represented a minority of the school’s overall population. One of the policies 

implemented by the school district was a pledge to limit the number of out-of-school 

suspensions, expulsions and referrals to law enforcement to only those incidents that 

posed a “serious and credible threat to that safety of pupils and staff.”   They also limited 

the role of school resource officers (SRO) the handling of violations of city and state 

laws.  The SRO were only present a Denver’s large high schools and middle schools, not 

the elementary schools. 

     Another shift in policy for the Denver Public Schools was in how they handled in-

school suspensions.  Instead of students being removed from their classroom setting and 

sitting quietly elsewhere, they are assigned a dedicated teacher.  These dedicated certified 

teachers provide students with coaching and instructional support as they serve their 

suspension.  “They’re away from their peers and their classroom for a day, but they’re 

not falling behind in terms of the academic work that they’re supposed to do,” says 

Eldridge Greer, the district’s associate chief of student equity and support.   
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     To tie everything together the Denver Public Schools made sure to include parents and 

the community into the equation.  They started a home visitation program intended to 

foster the bonds between teachers and the communities they work in.  As teachers, 

administrators, community members and parents were trained on restorative justice they 

began to see that this dialogue rather than a typical administrative hearing was a bit 

different.  It took some time for them to move pass the need for vengeance for a 

discipline infraction of a student to how that student’s action actually caused harm and 

how restorative interventions could lead to that student not repeating the offending 

behavior.  In fact, when Denver began their efforts in 2007, 40% of the students 

suspended in the district were African-American.  This rate has since dropped to 30% 

thanks to the wide use of restorative interventions. 

     It is important to note that many of the schools didn’t utilize the common elements of 

restorative justice such as, “peace circles, mediations or formal dialogue”.  They did, 

however incorporate the following set of reflective questions that helped to guide the 

process:  1) What actually happened? 2) How were people affected? 3) What 

responsibility can you take? 4) How can we come to a solution so that this doesn’t 

happen again? 5) How can we get along better? 

Conclusion 

     In order to increase the literacy achievement of African American males, educators 

must first look at data that supports the achievement gap.  Educators must determine the 

barriers to success in order to develop a cycle of improvement.  There are many 

important studies occurring as well as students and schools succeeding in preparing 

African American males for success.   Accordingly, this study explored culturally 
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relevant educational practices and their effect on the achievement of African American 

males.  The culturally relevant strategies and research findings in this study were in 

alignment and provided a framework for increased student achievement.  For example, 

having high expectations for students is one of the most important strategies that respect 

students and their learning needs. (Scheurich, 1998)  Another key strategy of this study 

included the role of parents as partners with the school and their child’s education.  

Moreover, research shows that high achieving African American children had parents 

who were actively involved in their school, set high expectations, established boundaries 

and fostered positive relationships with them (Clark, 1983). 

     Although this study looked at student assessment data as a measure of determining 

success, it became quite clear through the researching of strategies that it takes a village 

to raise a child.  It is also important to note that academic scores should not be the sole 

measure of success.  What is required is a focus on the development of the whole child.  

Therefore, instructional leaders must not only be concerned about how students perform 

academically but how they can improve their lives, socially, culturally and economically.   

School leaders must also strive at all times to educate the students through a culturally 

responsive lens and in a local and global context focusing on diversity, equity and social 

justice leading to critical consciousness and civic engagement (Ladson-Billings, 2009).  
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July 6, 2017 

TracyVanwright 

Dear Tracy Vanwright: 

On July 6, 2017, the IRB reviewed the following submission: 
 

Type of Review: Initial Study 
Title of Study: Culturally Responsive Pedagogical Practices that 

Encourage Positive Academic and Behavioral 
Outcomes for African American Males 

Investigator: Tracy Vanwright 
IRB ID: STUDY00000424 

Funding/ Proposed 
Funding: 

Name: Unfunded 

Award ID:  
Award Title:  

IND, IDE, or HDE: None 
Documents Reviewed: • HRP-502a (1)-Consent-revised 7-3-17.pdf, 

Category: Consent Form; 
• HRP-503 Protocol Template-revised 7-3-17.docx, 
Category: IRB Protocol; 
• recruitment flyer -advertisement-VanWright.pdf, 
Category: Recruitment Materials; 
• T. VanWright- External Research Decision.pdf, 
Category: Additional IRB approval letters; 
• Instrumentation and Data Collection Techniques.pdf, 
Category: Study tools (ex: surveys, interview/focus 
group questions, data collection forms, etc.); 
• Letter of Support- Tracy VanWright (1).pdf, 
Category: Letters of Cooperation / Permission; 
• VanWright, T., Category: IRB Protocol; 
• Phone-Survey-Email Script.pdf, Category: 
Recruitment Materials; 
• Culturally Responsive Teacher Survey.pdf, 
Category: Study tools (ex: surveys, interview/focus 
group questions, data collection forms, etc.); 
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Committee Name: Not Applicable 
IRB Coordinator: Danielle Griffin 

 

The IRB approved the study from July 6, 2017 to July 5, 2018, inclusive. 
 

To ensure continuous approval for studies with a review category of “Committee Review” in the above table, 
you must submit a continuing review with required explanations by the deadline for the June 2018 meeting. 
These deadlines may be found on the compliance website (http://www.uh.edu/research/compliance/). You can 
submit a continuing review by navigating to the active study and clicking “Create Modification/CR.” 

 

For expedited and exempt studies, a continuing review should be submitted no later than 30 days prior to study 
closure. 
 

If continuing review approval is not granted on or before July 5, 2018, approval of this study expires and all 
research (including but not limited to recruitment, consent, study procedures, and analysis of identifiable data) 
must stop. If the study expires and you believe the welfare of the subjects to be at risk if research procedures 
are discontinued, please contact the IRB office immediately. 

 

Unless a waiver has been granted by the IRB, use the stamped consent form approved by the IRB to document 
consent. The approved version may be downloaded from the documents tab.To document consent, use the 
consent documents that were approved and stamped by the IRB.  Go to the Documents tab to download them. 

 

In conducting this study, you are required to follow the requirements listed in the Investigator Manual (HRP-
103), which can be found by navigating to the IRB Library within the IRB system. 

 

Sincerely, 
 

Office of Research Policies, Compliance and Committees (ORPCC) University of 
Houston, Division of Research 
713 743 9204 
cphs@central.uh.edu 
http://www.uh.edu/research/compliance/irb-cphs/ 
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April 20, 2017 
 
Tracy Van Wright 8110 Sandy Glen Lane Houston, TX 77071 
 
Dear Tracy: 
 
The Fort Bend ISD Research Review Board is pleased to inform you that your study, “Culturally 
Responsive Pedagogical Practices the Encourage Positive Academic and Behavioral Outcomes for 
African American Males” (Submitted April 2017), has been approved by Fort Bend ISD with the 
conditions outlined below. You have the district approval to conduct your research with up to 18 teachers 
and 12 administrators at three middle school campuses identified in your application from April 2017 – 
October 2017. 
 

When you contact potential participants, please include a copy of this letter for reference and ensure 
that communication is sent from your personal email address to avoid potential conflict as an FBISD 
employee. However, please note that despite the District approval, individuals are not obligated to 
participate in your study and their participation is not guaranteed. Also of note, classroom instruction 
should not be interrupted as a result of participation in the study. Please seek the consent of 
participants before proceeding with your study. 
 

In your application, you requested to conduct focus groups as well as data from Eduphoria:Aware for 
use in your study. Please note the following conditions of your approved research: 

• The student data may be used however; you must comply with all current privacy 
laws. 

• Should you required a space to conduct the focus groups on District 
property, please ensure you articulate that the request is not for official 
ISD use, rather ISD approved research for your doctoral degree. 

• To avoid potential conflict as an employee in the Department of Innovation 
and Continuous Improvement, Chris Freeman, Coordinator of Accountability 
and Data Interpretation, will serve as the point of contact for the data. Please 
include a copy of this letter when submitting your data request to him. 

 

Please note: failure to comply with the conditions listed above may lead to a revocation of your 
approval to conduct research in ISD. 
 
When you complete your research, please submit the Data Collection Completion Notification Form 
(available on the ISD research website) and share with us your findings in a summary. We wish you 
good luck in your research efforts. If you have any further questions, please let me know.  
Sincerely, 

Dr. Megan 
R. Evans 
Chair, Research Review Board 
Department of Innovation and Continuous Improvement
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Hello, my name is Tracy VanWright.  
 
I am a doctoral student at the University of Houston in the 
Curriculum and Instruction Department. I am conducting research 
on Culturally Responsive Pedagogy and I am inviting you to 
participate in my study because you worked with a culturally 
diverse student population at either Baines Middle School. 
  
Participation in this research includes engaging in a short interview 
regarding your thoughts on culturally responsive instructional 
practices.  If you agree to participate in this interview, it will take 
approximately 10-15 minutes by phone or in person.  I have also 
included a recruitment document for additional information and the 
consent form that states you are willing to be a part of the study 
and it needs your signature.  These forms can be email scanned 
back to me or I can come by and pick them up from you in person. 
  
Reminder:  This interview is anonymous and there will be no 
identifiable data. 
  
  
Thank you in advance for your time. 
  
Tracy A. VanWright 
 
If you have any questions or would like to participate in the 
research, I can be reached at: 
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Appendix D Document 

 

Consent to Take Part in a Human Research Study 
Title of research study: Culturally Responsive Pedagogical Practices that Encourage 
Positive Academic and Behavioral Outcomes for African American Males 

Investigator: Tracy A. VanWright.  This project is part of dissertation being conducted 
under the supervision of Dr. Vera Hutchison  

Why am I being invited to take part in a research study? 
We invite you to take part in a research study because you are involved in the academic 
and instructional planning for the selected group of students. 
 
What should I know about a research study? 

• Someone will explain this research study to you. 
• Whether or not you take part is up to you. 
• You can choose not to take part. 
• You can agree to take part and later change your mind. 
• Your decision will not be held against you. 
• You can ask all the questions you want before you decide, and can ask questions 

at any time during the study. 
 

Why is this research being done? 
This research study seeks to explore culturally responsive instructional 
practices/strategies found at schools where African American males are achieving at high 
levels.  Additionally, the purpose of my study is to determine suburban middle schools 
that are effective at closing the literacy gap that exists among African American male 
students and how they go about creating positive academic and behavioral outcomes of 
this student group. 
 
How long will the research last? 
We expect that you will be in this research study for approximately 10-20 minutes during 
one single visit participating in either a survey (teachers) or an interview (campus 
administration).  If an additional visit is necessary, it will pose a minimal intrusion on 
your schedule.  The entire length of the study will be 3 months. 
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How many people will be studied?  
[Multi-site study] We expect about 6 people at each campus will be in this research study 
out of 12 people in the entire study.  
 
What happens if I say yes, I want to be in this research? 
If you agree to be a part of this study, times and dates for interviews and surveys will 
determined based on your schedule and the study timeline.  The surveys (teachers) will 
be online and can be taken at the participant’s leisure.  The interviews (administrative 
staff) will be conducted at a FBISD location designated by the participant or may be done 
via telephone.  The interviews will be conducted by the principal investigator.  The length 
of the study is between July, 2017 and October, 2017.  No interview or survey will be 
conducted during state or district test administration days.  There is only one survey for 
teachers and one interview session for administrative staff. 
 
What happens if I do not want to be in this research? 
You can choose not to take part in the research and it will not be held against you. 
Choosing not to take part will involve no penalty or loss of benefit to which you are 
otherwise entitled. 
If you stop being in the research, already collected data will be removed from the study 
record.  
 
Is there any way being in this study could be bad for me? 
There are no foreseeable risks related to the procedures conducted as part of this study. If 
you choose to take part and undergo a negative event you feel is related to the study, 
please inform your Principal Investigator. 

Will I get anything for being in this study? 

There is no compensation for participating in this study.  

Will being in this study help me in any way? 
There are no known benefits to you from your taking part in this research. However, 
possible benefits to others include an increased knowledge of culturally relevant teaching 
practices. 
 
What happens to the information collected for the research? 
Your taking part in this project is anonymous, and information you provide cannot be 
linked to your identity.  We may publish the results of this research. However, unless 
otherwise detailed in this document, we will keep your name and other identifying 
information confidential.  
 
Who can I talk to? 
If you have questions, concerns, or complaints, or think the research has hurt you, you 
should talk to The Principal Investigator, Tracy VanWright at tva or the study Sponsor 
Dr. Vera Hutchison atlhutchison@uh.edu 
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Your signature documents your consent to take part in this research. 

   

Signature of subject  Date 

 
 

Printed name of subject 

   

Signature of person obtaining consent  Date 

   

Printed name of person obtaining consent   
 

 
 

 

In the future, our research team may be interested in contacting you for other research 
studies we undertake, or to conduct a follow-up study to this one. There is never any 
obligation to take part in additional research. Do we have permission to contact you to 
provide additional information? 
 

� Yes 
� No 
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Appendix E Document 

Culturally Relevant Pedagogy 

Administrative Interview 

A Call for Participants-Billy Baines Middle 
School 

 

1. Lead Researcher: Tracy A. VanWright 

2. Study Title: Culturally Responsive Pedagogical Practices that Encourage Positive 
Academic and Behavioral Outcomes for African American Males 

3. Purpose of Study:  The purpose of this study is to investigate the effectiveness of 3 
strategies used to address the literacy needs of high-achieving African-American male 
students from three middle schools, with similar demographics, in a suburban school 
district in Southwest Texas.  This study poses the following research questions:  1) How 
do educators address the academic needs of African-American male students? 2) What is 
the impact of the strategies used on the literacy achievement of African-American male 
students? And 3) What do the teachers and administrators of the students in this study 
believe it means to achieve in school settings? 

4. Eligibility: (Teachers and administrators who work with culturally diverse students on 
their campus; namely, African-American Males):    

5. Location: (XISD: XX MS): 

6. Time Commitment: (once for 20-25 minutes):  

7. Anticipated Benefits:  This study may benefit XISD teachers and administrators 
involved in the study by identifying ways that schools can educate students through a 
culturally responsive lens and in a local and global context focusing on diversity, equity 
and social justice leading to critical consciousness and civic engagement. This is most 
adequately done through culturally responsive teaching techniques. 

8. Compensation:  none 

9. Contact Info:  Tracy A. VanWright; FBISD Department of Innovation and 
Continuous Improvement; Phone Number:  713-385-7724 and Email: 
tvanwrig1616@att.net 

Signature of Lead Researcher: ____________________________ Date: ___________ 

XISD IRB Approval Granted on:  April 20, 2017 
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