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ABSTRACT 

Monique Lewis, The exploration of teachers’ and administrators’ perceptions regarding the 

influence of culturally relevant pedagogy for middle school African American male students’ 

achievement.  Doctor of Education (Executive Educational Leadership), May 2019, Houston 

Baptist University, Houston, Texas  

Purpose 

The purpose of this phenomenological study was to explore teachers’ and administrators’ 

perceptions regarding the influence of Culturally Relevant Pedagogy on the academic 

achievement of middle school African American males.  Four research questions guided the 

study. The research drawn from Ladson-Billings’ Culturally Responsive Teaching referred to in 

this study as Culturally Relevant Pedagogy serves as the foundation of this study.   

Methodology 

In this phenomenological study, the researcher used a qualitative method research design 

to explore the impact of culturally relevant pedagogy on middle school African American male 

students’ achievement. Teachers and administrators completed a demographic survey prepared 

on a Likert scale and participated in focus group interviews. The participants for this study were 

middle school teachers and administrators  from three urban middle schools. 

Findings 

 The organization, synthesis, and analysis of points throughout this research study were an 

essential process in obtaining valuable information that can be used to  provide teachers and 

administrators with assistance to close the distance between African American middle school 

males’ achievement and that of their Caucasian counterparts.  Cultually responsive teaching 

together with data-based decision making is rooted in having essential cultural and lingustical 

information to provide high quality instruction, intervention, accommodations, and effective 
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instructional strategies that produce outcomes that support African American middle school male 

students’ achievement.    

Conclusion 

  This phenomenological narrative research study explored the perceptions of teachers and 

administrators as they relate to culturally relevant teaching to African American male middle 

grade students.  The goal of this study was to explore teachers’ perceptions about the family 

dynamics and instructional practices influence culturally relevant pedagogy regarding African 

American male students in middle grades. A qualitative approach was taken in this study to 

allow 16 teacher participants and three African American male administrators to share their level 

of understanding and use of culturally relevant pedagogy to improve their students’ achievement. 

KEY WORDS:  African American, Culturally Relevant Pedagogy, Critical Race Theory, 

Cultural Diversity, and Cultural Proficiency 
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CHAPTER I 

Education is a fundamental human right and essential for the exercise of all other human 

rights. Education promotes individual freedom and empowerment and yields important 

development benefits. Many children do not have access to education because of persisting 

inequality and marginalization. (Hicks, 2015). African American males face several pervasive 

challenges when seeking to find identification with current educational pedagogy and practices 

(Policy Notes, 2011).  Across America, African American males’ acheivement seem intractable 

and with this culture of belief, this country has failed African American males more than any 

other racial or ethnic group (Policy Notes, 2011). This chapter provides the backgroud of the 

study, statement of the problem, purpose of the study, and significance/rationale of the study. 

The chapter also includes the research questions, definition of terms, theoretical framework, 

limitations and delimitations. The chapter concludes with assumptions, summary and 

organization of the study. 

Background of the Study 

According to Saddler (2005), African Americans have dealt with “persistent struggle for 

liberation in the history of their education” (p. 41). Slaves surreptitiously developed new 

languages, taught one another how to read and write and were deteremined to reclaim their 

freedom (Bennett, 1993; Williams, 2005). The denial of African Americans’ equal access to 

educational opportunities has had pernicious effects upon the African American population 

(Hale, 2001, p. 11).  Specifically, the under-education of African American males has caused a 

significant impact on social institutions, such as: juvenile justice, correction institutions, schools, 

and welfare programs (Hale, 2001).  
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African Americans comprise only 9% of the public school population, yet make up 20% 

of those enrolled in special education (Banks & Banks, 1997).  A study conducted by the Civil 

Rights Project at Harvard found that African American public school students are three times 

more likely to be catergorized as needing special education services than Caucasian student, 

which makes them subject to less demanding schoolwork, more restrictive classrooms and 

isolation from their peers ( ). Ford, Grantham, and Bailey (1999) noted that African American 

males are viewed as being physically aggressive and confrontational in language; compared to 

Caucasian males, who are viewed as articulate, vocal and proven leaders.  The clear divide in 

views of boys in school suggests a system of inequity.   

Ladson-Billings (2001) noted that academic achievement is determined by performance 

outcomes that indicate the extent to which a person has accomplished specific instructional 

goals. It is also a critical assessment of student’s intellectual growth.  Academic achievement 

represents the ability to participate in the production of knowledge (Ladson-Billings, 2001).  It 

also empowers students on a personal, emotional and social level (Gay 2000; Thompson, 2004).   

Norguera (2008) suggested that equity is the science and art of education, specifically 

instructional theory. It is also the method and practice of teaching, especially as an academic 

subject or theoretical concept.  The need for equity in public education continues to be ignored 

although there is a myriad of issues that act as barriers to African American males hindering their 

academic success (Noguera, 2008).  Equity in public schools will allow students who are 

underserved to receive the resources to perform on grade level and higher, eventually moving 

them ahead to help narrow the achievement gap. Jenks (1972) posited that when practiced in the 

context of education, equity is focused on outcomes and results and is rooted in the recognition 
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that because children have different needs and come from different circumstances, treating them 

the same is not acceptable.   

Hale (2001) commented that, public schools are charged with teaching the ‘whole child’; 

addressing the consequences of social exclusion, no parental support, poverty, and a defeatist 

attitude.  Public schools are the most valuable resource, however, the idea that our public 

education system academically prepare African American males for a life of good fortune is 

questionable.  Despite its many flaws and shortcomings, public education remains the one best 

system; it is the only system that turns no child away, regardless of race, status, language, or 

need. The future of society ultimately is determined by the quality of our public education 

system; in fact, this has been an understood truth throughout our nation’s history (Noguera, 

2008).    

Hale (2001) claimed that developing culturally relevant pedagogy, which leads to the 

academic achievement of African American males must begin very early in a child’s learning 

and development; and must continue throughout their academic life.  Hale (2001) suggested that 

schools operate from the assumption that students begin school with the academic skill-set 

necessary to be successful.  Hale (2001) further explained that this misunderstanding is a 

problem as most African American males start school lacking the readiness skills and cultural 

capital to learn.  In addition, Hale (2001) noted that approximately 16.5% of African American 

males are two or more grade levels behind in school.  

Norguera (2008) referenced African American males as an “endangered species” (p. 

432).  The facts are clear; while only comprising 12.4% of the general population of America, 

African American accounted for 38.2% of the prison population in 2009.  Furthermore, African 

American non-Hispanic males had an imprisonment rate (3,119 per 100,000 U.S. residents), 
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which was more than 6 times higher than white non-Hispanic males (487 per 100,000), and 

almost 3 times higher than Hispanic males [1,193 per 100,000] (Statistics, 2009) 

Statement of the Problem 

Tatum (2006) noted African American males are entering middle school two to three 

grade levels behind in reading and mathematics; middle school teachers are required to prepare 

them for the next level of learning but are not equipped to teach remedial reading strategies such 

as: phonics, phonemes, phonemic awareness, fluency and/or blends.  Neither are they afforded 

the time necessary to close those literacy gaps. African American males lack exposure at home to 

literacy rich resources (or simply being read too) and are unable to master components of reading 

in elementary school (Tatum, 2006).  The academic achievement gap ostensibly begins in the 

elementary grades (Banks, 2005; Gay, 2000; Hale, 2001; Kunjufu, 2002; Thompson, 2004).  

According to Thernstrom and Thernstrom (2003), by the time young African American students 

leave elementary school, the students have fallen tragically behind.   

The issue with African American males’ poor academic performance and dropping out of 

high school has been the topic of many debates and addressed in many studies (Noguera, 2008).  

In fact, this crisis is often referred to as the “School to Prison Pipeline” (Alexander, 2010). 

According to Alexander, educational statistics continue to show that African American students, 

particularly African American males, fail academically in schools nationwide.  By the second 

and third grade, African American students score less than Caucasian students (Davis, 2006).  

Kunjufu (2002) commented that by the age of nine, African American students are an average 29 

points behind the scores of their Caucasian counterparts on all measures of the academic scale.   

Noguera (2008) explained that the trouble with African American males is that too often 

they are placed in schools where their needs for nurturing, support, and loving discipline are not 
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met.  African American males are too often 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).  This crisis labels the country as having a disjointed democracy, a 

broken economy and shrinking opportunities of success for African American males (Norguera, 

2008). 

Statement of the Purpose and Significance  

The purpose of this study was to explore teachers’ and administrators’ perceptions 

regarding the influence of culturally relevant pedagogy on the academic achievement of middle 

school African American males. Culturally relevant pedagogy utilizes the backgrounds, 

knowledge, and experiences of the students to inform the teacher’s lessons and methodology 

(Ladson-Billings, 1994).  Ladson-Billings suggested participating in culturally relevant teaching 

or pedagogy essentially means that teachers create a bridge between students’ home and school 

lives, while still meeting the expectations of the district and state curricular requirements.  

External factors ranging from institutional racism, parental educational exposure, 

community zoning, residency patterns, and socioeconomic status all play roles in the barriers to 

the academic achievement of African American males. According to Theoharis (2007), when 

students do not master literacy skills, they do not only struggle academically, but they also 

struggle socially, which can lead to them dropping out of school in the future.  The ability to 

engage African American males in authentic and critical discussions to analyze and critique their 

realities within the context of their own environments as a core component of their curriculum 

has been found to impact achievement (Perry, Steele, & Hilliard, 2003).  Theoharis (2007) 

described leaders committed to equity or social justice as those who “make issues of race, class, 
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gender, disability, sexual orientation and other historically and currently marginalized conditions 

in the United States central to their advocacy, leadership practice and vision” (p.223).  

Research Questions 

The following research questions guided this qualitative study: 

1. What are teachers’ perceptions of the influence of family dynamics as described by 

Culturally Relevant Pedagogy (CRP) on the achievement of middle school African 

American male students? 

2. What are administrators’ perceptions of the influence of family dynamics as 

described by Culturally Relevant Pedagogy (CRP) on the achievement of middle 

school African American male students? 

3. What are teachers’ perceptions of the influence of instructional practices as described 

by Culturally Relevant Pedagogy (CRP) on the achievement of African American 

male students? 

4. What are administrators’ perceptions of the influence of instructional practices as 

described by Culturally Relevant Pedagogy (CRP) on the achievement of African 

American male students? 

Definition of Terms 

The relevant terms used in this research study were defined as follows:  

Academic Achievement Gap 

The academic achievement gap is the gap between the average performance of African 

American students and the average performance of their Caucasian counterparts (Davis, 2006, 

Ladson-Billings, 2001; Perry, Steele, & Hillard, 2003; Thernstrom & Thernstrom, 2003). 
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African American 

African American refers to a person having origins in any of the African American racial 

groups of Africa.  The African American racial category includes people who marked “African 

American African American, or Negro”.  It also includes respondents who reported entries such 

as African American; Sub-Saharan African entries, such as Kenyan and Nigerian; and Afro-

Caribbean entries, such as Haitian and Jamaican. 

Critical Race Theory 

A framework for analyzing racism by challenging laws and cultural deficits. 

Culture 

Culture refers to a set of shared beliefs, symbols, values, activities or knowledge of a 

group or individuals influenced by a wide variety of factors (Banks & Banks, 2005; Davis, 2006; 

Gay, 2000). 

Culturally and/or Linguistically Diverse 

Students who identify as racial and/or ethnically diverse (Hispanic, African American, 

Native American, Alaskan Native, Pacific Islander) or whose native language is not English. 

Culturally Relevant Pedagogy 

Essentially means that teachers create a bridge between students’ home and school lives, 

while still meeting the expectations of the district and state curricular requirements. Culturally 

relevant teaching utilizes the backgrounds, knowledge, and experiences of the students to inform 

the teacher’s lessons and methodology (Ladson-Billings, 1994).  The terms culturally relevant 

pedagogy and culturally responsive teaching were used interchangeably throughout this study. 
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Culturally Responsive Teaching 

Culturally responsive (or relevant) teaching has been described as "a pedagogy that 

empowers students intellectually, socially, emotionally, and politically by using cultural referents 

to impart knowledge, skills, and attitudes" (Ladson-Billings, 1994, p. 382). The terms Culturally 

Relevant Pedagogy and Culturally Responsive Teaching were used interchangeably throughout 

this study. 

Equity 

Is not the same as equality; equity practiced in the context of education is focused on 

outcomes and results and is rooted in the recognition that because children have different need 

and come from different circumstances, we cannot treat them all the same (Jencks, 1972). 

European American 

 A person of both European and American ancestry. 

Literacy 

The ability to read, write, listen and speak with fluency for a student’s appropriate 

developmental age/grade level.  This framework encompasses the components adopted from the 

National Reading Panel and Reading First: phonemic awareness, phonics, fluency, vocabulary 

and text comprehension  (Developing Early Literacy, 2008). 

Theoretical Framework 

The theoretical perspective used as a framework for this study is culturally responsive 

teaching also referred to as culturally relevant pedagogy.  In defining culturally responsive 

teaching (CRT), it is important to draw from the works of Gay (2010); Ladson-Billings (2009); 

Ladson-Billings (1995); and Nieto, Bode, Kang, and Raible (2008). These researchers 

commented that teachers who utilize culturally responsive teaching practices, value students’ 
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cultural and linguistic resources and view this knowledge as capital to build upon rather than as a 

barrier to learning.  

Culturally responsive teachers support the achievement of all students by way of effective 

teaching and learning within a culturally supported classroom.  In a culturally supported 

classroom, the teacher identifies the strengths students bring to school, nurtures them and utilizes 

them for the betterment of the student’s development.  Ladson-Billings (1994) stated, “it 

empowers students intellectually, socially, emotionally and politically by using cultural referents 

to impart knowledge, skills, and attitude” (p. 18).  Gay (2000) added that culturally responsive 

teaching teaches “to and through students’ personal and culture strengths, their intellectual 

capabilities and their prior accomplishments” (p. 24).    

Hammond (2015) noted the following: 

Culturally responsive teaching is about empowerment and interrupting teaching 

 practices that keep certain students dependent learners.  We have to create the right 

 instructional conditions that stimulate neuron growth and myelination by giving 

 students work that is relevant and focused on problem solving.  Just turning up the rigor of 

 instruction or increasing complexity of content will not stimulate brain growth (p. 49). 

It is the culturally responsive educators that incorporate each child’s culture into 

curriculum, ensuring students learn about value and taking pride in their own culture as well as 

the cultures of others (Kohl, 1994; Ladson-Billings, 2001N).  Teachers who use culturally 

responsive teaching apply interactive, collaborative teaching methods, strategies, and ways of 

interacting that support students’ cultural, linguistic, and racial experiences and integrate the 

methods with evidence-based practices (Harlin & Souto-Manning, 2009; Hersi & Watkinson, 

2012; Nieto, 2008).    
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Limitations 

Limitations are “potential weaknesses or problems with the study defined by the 

researcher” (Creswell, 2012, p. 199).  The purposive selection of middle school teachers 

decreases the generalization of the findings.  This study is not generalized to African American 

participants (teachers/students).  Prejudice may also present itself a limitation in this study as the 

researcher conducted the interviews and currently serves as a middle school principal serving a 

population of a population of 60% Hispanic and 33% African American. 

Delimitations  

 According to Simon (2011), delimitations are those criteria that denote the parameter of 

the study.  This study is confined to one middle school, a pre-selection of teachers and the 

principal of the school.  A small number of teachers and principals participated in the study.  The 

fact that the study includes one school limits the generalizability of the study. 

Assumptions 

 

According to Creswell (2013), assumptions focus on the questions of the process  

 

and language of the research. The following assumptions for this study included the  

 

following:  

 

1.  All participants answered the interview questions with honesty and openness.  

 

2.  All participants were not be familiar with Culturally Relevant Pedagogy or Culturally      

     Relevant Teaching; neither understand how it might positively impact their instructional  

     practice.   
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Organization of the Study

 This study was organized into five chapters.  Chapter I includes the introduction, 

background of the study, statement of the problem, statement of the purpose and significance, 

research questions, definition of terms, theoretical framework, limitations, delimitations, 

assumptions, and organization of the study.  In Chapter II, the researcher provided a review of 

the literature. In Chapter III, the researcher described the methodology used in this study, which 

includes research design, participants, context and setting, instrumentation, data collection, and 

data analysis.  In Chapter IV, the researcher provided findings of the study.  In Chapter V, the 

researcher shared discussions, implications, recommendations, and conclusions. 
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CHAPTER II 

REVIEW OF LITERATURE 

The purpose of this study was to explore teachers’ and administrators’ perceptions 

regarding the influence of culturally relevant pedagogy on the academic achievement of middle 

school African American males. The review of this literature is divided into three sections and 

includes the following topics:  Family dynamics focuses on the constructs of the African 

American male student; the second section focuses on instructional content and delivery noting 

the importance of culturally relevant pedagogy and implications of Critical Race Theory to assist 

in raising the academic achievement in reading for African American males; the third section 

focuses on the millennial culture that deliberates consumer mentality and promoting consumer 

interest.  The literature review continues with insights on millennials’ appearance with a focus on 

self-expression.  The review concludes with details regarding the mass media portrayal of the 

African American male to the world.  

Family Dynamics-The African American Male Student 

A child’s home has been identified as the first classroom and parents-including other 

family members are the first and most important teachers in a child’s life (Banks & Banks, 2005; 

Berns, 2004; Clark, 1983).  In such settings, nurturing, affection, protection and a variety of 

opportunities are provided for the child (Berns, 2004).  African Americans parents value 

education (Tatum, 2006; Thompson, 2004), and they want their child to succeed academically, 

equally as much as European Americans (Banks & Banks, 2005).  A majority of educators are 

accustomed to the dominant, middle class way of showing interest in their child’s academic 

success; they parallel parental involvement with assisting students with homework, being present 

at school meetings and volunteering in class (Davis, 2006; Kohl, 1994; Kozol, 2005).  African 
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American parents have demonstrated that they care about their child’s education in different 

ways than that of the dominant middle class (Payne, 1996; Thompson, 2004).  African American 

parents show their care by providing shelter, food and clothing for their child (Hale; 1982).  

Educators tend to label the parents as unsupportive (Banks & Banks, 2005; Wink, 2005) 

and place the blame of underachievement on the parents (Noguera & Wing, 2006).  African 

American parents feel that because the teacher has had the formal training to educate their child, 

the parent should leave the education to the teacher (Thompson, 2004).  Encountering negative 

experiences, many African American parents and students have become apprehensive and 

question whether an environment where academic ability is prized is their best fit (Thompson, 

2004).  “The family-school connection is essential, because it places education at the heart of the 

community” (Darling-Hammond, 2012, p. 49).  Hale (2001) said, “parental involvement 

programs that work for White middle class are not as effective with African American parents” 

(p. 8).  African American parents want to feel welcomed, they want their needs addressed, and 

they want teachers to communicate to them that they were valued members of the school (Banks 

& Banks, 2005; Rief & Heimburge, 2006).  When schools work together with families to support 

learning, children’s level of success in school and afterward is greater (Berns, 2004).  Larson and 

Ovando (2001) noted discussions related to academic achievement of African American males 

must include the structure of the family as the impact on relationships, demeanor, identity and 

support are of consequence; additionally; “through slavery, African American families were 

destroyed, self-agency crushed, the desire to learn was punished and both body and spirit were 

often broken” (Larson & Ovando, 2001, p. 118).  Single mothers, the African American woman 

being promiscuous-outside of marriage (Harris & Duhon, 1999), and the lack of education was a 
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precursor for the quality of life.  Sexual Abuse of African American males created a lack of trust 

and respect of authority (Harris & Duhon, 1999).  

African American males have a strong self-hatred and self-disrespect, due to the lack of 

knowledge of self and lack of positive role models within their family and community.  The 

school’s culture and belief system results in low expectations and ineffective instruction 

perpetuating the same cyclical method; this is a recipe for academic failure (Orange County 

Public Schools, June 2008).  The concept ‘survival of the fittest’ was introduced by Charles 

Darwin when explaining evolution and change that occurs within the surroundings over time; 

African American males are forced to be adaptable in an ever-changing world, but especially 

inside the classroom. African American student can learn what they are taught (Hale, 2001), but 

they must feel as though their history, their culture and their families have a place at the schools 

and within the classrooms (Hale, 2001).  McDermott (1987) stated, “Academic failure is not an 

accident” (p. 41).  Too often, students are not expected to succeed and are given more 

opportunities to academically fail than they are to succeed (Delpit & Dowdy 2002; Fashola, 

2005; Kunjufu, 1990).   

Plaguing the educational system are ineffective instructional practices that will assist in 

closing the academic achievement gap between the African American students and that of their 

European counterparts (Gay, 2000; Kunjufu, 1990; Ladson-Billings, 1994; Tatum, 2006).  

Kunjufu (1990) called the lack of addressing the academic needs of African American male 

students a State of Emergency; this, a sounding of a metaphoric alarm that “We Must Save 

African American Males”. Kunjufu (1990) expressed that African American males are in a 

constant state of survival.   
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 There is a need for African American males to both survive and conquer the dangers and 

hardships of the streets.  The aggression necessary to survive is what they bring with them to the 

classroom each day.  Within the African American family and community, a specific way for 

African American males to manage hardships is ‘being cool’.  Cool pose is defined as being 

perceived as cool or popular among one’s peers.  The origin of cool pose began on the streets in 

urban areas where there was a desperate need for survival and a code of manhood (Conner, 2003; 

Major & Billson, 1992).  As a result of what is known as “cool pose”, African American males 

have adopted and cycled through various adoptions of a stylized dress and appearance, 

charismatic speech and language and the perception that they can defend themselves (Conner, 

2003, Major & Billson, 1992).  And as a way of survival in a restricted society, African 

American males utilize cool pose, and have come to the conclusion over time that they must 

create their own voice and demeanor of expression to enjoy any measure of success.  

 Tatum (2005) noted poverty has a way of stunting the growth and psychological 

development of African American male youth who are unable to strategically maneuver the 

chessboard of life; African American male’s induction into masculinity becomes limited to his 

ability to develop survival techniques that typically involve toughness, detachment, rage in the 

face of failure, societal anxiety and public displays of “cool pose” (Tatum, 2006).  Major and 

Billings (1992) explained that, “even in the face of crushing poverty, most African American 

males have accepted the basic masculine goals of wanting to raise and provide for a family” (p. 

16) However, if within this family the father becomes absent or is immature or a teenager 

himself, these offspring will eventually learn to be ‘men’ according the rules of the streets or the 

media where being ‘cool’ is the ultimate defining factor (Conner, 2003).   
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Banks and Banks (2005) stated that when the cultures of students and teachers are not 

congruent, someone loses out; and students of color are often the ones who lose.  Without 

seeking to understand the characteristics of the students served, teachers and leaders will forever 

be at a disadvantage.  (Perry, Steele, & Hilliard, 2003) stated that African American males 

disengage themselves from educational practices that carry little value within the sphere of the 

social capital required to survive.  This lack of engagement then leads to low literacy skills 

and/or basic academic performance (Perry, Steele, & Hilliard, 2003).  There is the phenomenon 

called, “acting White”, which Fordham and Ogbu (1986) pointed out how African American 

students fear being ostracized by their peers for demonstrating interest in and succeeding in 

academics and other school related tasks.   

The Millennial Culture-Generation Y 

The millennial era is around 30 percent of the U.S. populace. While they are to a great 

extent characterized as people conceived after 1980 through 2000 some examination bunches 

recognize millennials as those conceived in the vicinity of 1980 and 1995 (Chau, 2012). 

Viacom's MTV Networks adopts a more extensive strategy by distinguishing millennials as 

people conceived in the vicinity of 1983 and 2004. Contingent upon the definition, they add up 

to somewhere in the range of 50-80 million individuals in the United States, making them 

effectively the biggest era since the Baby Boomers (Singer, 2011; Edelman 1995).  

Edelman (1995) posited while millennials share many traits and behaviors, they are more 

diverse ethnically, economically and socially than any other generation in history.  Millennials 

are more connected by being grounded in a global network with perspective and purpose. 

Millennials have instant access to one another and to information. They are aware of and believe 

in their own voice and power. Millennials are each a unique and powerful member of a 
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generation that by 2025 will amount to 70 percent of the global workforce.  Echoing Edelman 

(1995) insights, the Pew Research Center (2010) referred to millennials as zealous, expressive, 

open-minded, optimistic and approachable to new ideas and ways of living.  Chau (2012) 

expressed that millennials are more 'Era Me' than 'Era We'. One subset of the millennial 

generation that is often discussed Desmond-Harris (2012), but which very little is definitively 

known, are African American millennials. The new African American middle class is distinctly 

identified as the African Americans from 25-44 who are single never married, live alone, and 

own their homes. Overall, they tend to have high-paying jobs, advanced degrees, and household 

incomes above average (Marsh, Darity, Cohen, Casper, & Salters, 2007). There is little formal 

research to support their philanthropic or giving potential, the conceivable impact they could 

have on philanthropy is an apparent to experts and thought leaders alike. An African American 

philanthropy thought leader expressed the following: 

Each generation has distinctive roles they can play in advancing issues that are country or 

community-based. African American millennials, I think, bring energy time and 

resources, given their general space in life that perhaps older generations struggle to bring 

to the table. While older generations might have financial resources, accumulated wealth 

to contribute to causes and wisdom and insights, younger generations have their own 

insights and unique skill sets and resources that should not be overlooked. (Fullwood, 

2013, p.63) 

As African American millennials seek to establish themselves in society as leaders and 

givers, media outlets have taken notice. Small (2013) noted that in February 2012, The 

Washington Post featured the piece, African American Millennial Seek to Define Young African 
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American Philanthropy, and the Huffington Post Impact, in March 2013, posed the question, 

Will African American millennials be the next wave of philanthropists? 

According to Pew Research (2010), the public’s views of race relations were more 

negative than they had been for much of the 2000s. In their poll, about 61 percent of African 

Americans said race relations were generally bad and nearly half of the white respondents 

agreed. West (2001) stated, “Race is the most explosive issue in American life” (p. 156).  In 

order to improve the academic achievement of all students, schools must first acknowledge how 

the daily operations and instructional practices contribute to underachievement (Perry, Steele, & 

Hilliard, 2003).   

Effective Education-Student Connectedness 

The lack of content knowledge and culture connectedness is a major concept impacting 

the achievement of African American males in middle school.  Sadler and Sadler (2003) 

teachers’ background, demographics and experience all impact the academic achievement of 

African American males.  Gee (1989) highlighted that language, a second discourse of standard 

English is referred to as “code-switching” impacts academic achievement of African American 

males.  Fordham and Ogbu (1986) added that social capital, the fear of “acting white” impacts 

student achievement as African American men struggle with living in three worlds; street life 

versus school life versus home life.  Psycho-Social, the characteristics of the life as an African 

American boy impacts achievement. According to Major and Billson (1992), masculinity, the 

idea of real boys don’t cry, typically means releasing aggression and society accepting those 

forms of release.    

On average, children spend 180 days in school; the schools they attend and the teachers 

they encounter play significant roles in the direction of a child’s academic success.  The quality 
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of a child’s experiences at school can make a decisive difference in their academic success (Cole 

& Cole, 1996).  Administrators and teachers may not know what their students experience before 

the school day, but they can change what has happened to students while they are on campus.  

Regardless of family situations and outside factors that may not be repairable, child and teacher 

interaction can be changed (Hale, 2001; Ladson-Billings, 2001).  “A child’s belief in the power 

and importance of schooling can be interrupted by teachers who explicitly or subtly convey a 

disbelief in the child’s ability for high academic achievement” (Perry, Steele, & Hilliard, 2003, 

p. 79).  Tatum (2005) stressed the point that teachers need to determine what students need 

academically, emotionally, culturally and socially are in order for them to learn.  Tatum does not 

directly admit that economics is influential to student progress, she does not rule out the 

proposition that it needs to be considered as an influencing factor in the learning environment.  

When students come from varied learning environments and sub-cultures, they naturally do not 

have identical learning styles, and their response to instruction is not the same.  It is critical that 

schools view education from a holistic approach with the understanding that economical and 

academic needs must be addressed in order to ensure student success.  Teachers play an 

important role in bringing out the best potential in African American males; according to 

Kunjufu (2002), “master teachers” do not teach subjects, they teach students; master teachers 

bond with students before opening a textbook (p. 43).  Kunjufu (2002) posited the most 

important factor influencing the academic achievement of African American males is not the 

race or gender of the teacher, but the teacher’s expectation. 

At the heart of instructional excellence is developing culturally relevant lessons, which 

includes planning and practice.  Delpit (1995) stated, “We must keep in mind that education, at 

its best, hones and develops the knowledge and skills each student already possesses, while at the 
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same time adding new knowledge and skills to that base (Delpit, 1995, p. 67), In this book The 

School and Society, educational philosopher John Dewey argued that the development of 

curricula should be based on students' own interests (Dewey, 1889). Education, he felt, should be 

a child-centered process. Dewey (1889) believed strongly in connecting curriculum to the 

interests and activities of students. He felt that effective education required teachers to use 

students' interests to guide them toward an understanding of the sciences, history, and the arts. 

Dewey also urged teachers to connect each child's life experiences and interests to the existing 

curriculum. As a result, students would be able to understand and succeed in the traditional 

curriculum.  

Teachers must gain an understanding of where students come from, then they can 

incorporate learning styles, culture, background, prior knowledge, vocabulary, music, and sports 

into the curriculum. Teachers should integrate the traditional curriculum with material that is 

relevant to students' lives. Urban educators especially must question their teaching practices and 

develop culturally relevant teaching strategies to hook their students. To this end, teachers must 

use the cultural capital available in their classrooms to capture attentions, engage students, and 

make the academic curriculum relevant. The goal is for students to have increased access to the 

standards-based content they will need to take and pass district and national tests. 

Culturally Relevant Pedagogy and Implications of Critical Race Theory 

In the fall of 2016, about 50.4 million students will attend public elementary and 

secondary schools.  Of these, 35.4 million will be in prekindergarten through grade 8 and 15.0 

million will be in grades 9 through 12.  Of the projected 50.4 million public school students 

entering pre-k to 12 in fall 2016, 24.6 million are white and only 7.8 million are of color 

(National Center for Education Statistics, 2016).  Culturally relevant pedagogy coined by Gloria 
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Ladson-Billings (1994) and culturally responsive teaching, a term created by Geneva Gay (2000) 

have the same characteristics and the same goals.  Culturally responsive teaching (CRT) and 

culturally relevant pedagogy both build on the cultural strengths of the students (Au; 2006; Gay, 

2000; National Research Council, 2000).   

Race and social structures are not the only connections that bring about implications for 

African American and White achievement disparities.  Ferguson’s (1998) study on test score 

gaps between Whites and African Americans led to conclusions related to the likelihood that 

teachers’ expectations have more impact on African American students’ performance than White 

students and teachers perpetuating racial disparities through basing their expectation on past 

experiences.  During field research conducted by Stairs (2007) of two White undergraduate 

women teaching about the Harlem Renaissance in a diverse urban 9th grade English class, the 

researcher found that the teachers knew their students and knew what types of activities that 

would engage them.  This is, of course, in contrast to the often-marketed “color-blind” approach 

to teaching diverse learners that “ignores critical aspects of students” ‘personal identities and 

sense of self’ (Stairs, 2007, p. 37). Stairs, 2007 suggested that “culturally relevant teachers not 

only know their students well, they use what they know about their students to give them access 

to learning” (p.27).  “Culturally relevant teaching is about questioning the structural inequality, 

the racism and the injustice that exist in society” (Stairs, 2007, p. 41).   

Student interaction and engagement with course material often begins with the need for 

students to be able to relate to the concepts being presented.  “Students don’t leave their cultural 

background at home” (Banks & Banks, 2005, p. 288).  Much like adults, if we do not possess the 

needed background knowledge or frame of reference it becomes difficult to interact with the 
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material.  Culture “is rooted in institutions such as families, schools, churches, and 

communication industries” (Banks & Banks, 2005, p. 19).   

Across the nation, school districts are reacting to changing demographics as well as 

achievement gaps for underserved students to include-African Americans, low-income and 

English language learners.  Blaming educational gaps on “the students or their families, not in 

the social ecology of the school, grade, or classroom” (Weiner, 2006) is defined as deficit 

thinking; this deficit thinking exists as families are blamed for achievement disparities rather 

than looking at teaching practices, curriculum or organization structures that may be leading to 

these inequities (Valencia, 1997).   

Culturally Relevant Pedagogy is concerned with building on students’ cultural strengths 

in the classroom (Au, 2006).  In addition, researchers have defined culturally relevant pedagogy 

as a means for unleashing the higher learning potentials of ethnically diverse students by 

simultaneously cultivating their academic psychosocial abilities (Gay, 2000; Ladson-Billings, 

1994).  Nieto and Bode (2012) explained that an equitable education means “all students must be 

given the real possibility of an equality of outcomes” (p. 9).  Instead of providing an equal 

education, or giving all students the same thing, an equitable education focuses on providing 

students what they need to be successful or achieve equality.  Giving up pride and self-respect 

should not be the cost of affiliation in an ‘alleged’ democracy (Kohl, 1994). 

Too often, students arrive to classrooms with their own cultural norms or “hidden rules”, 

expectations, and ideas that are familiar to them but different from the norms of our educational 

system or the instructional leader (Delpit, 1995; Larson & Ovando, 2001). Many African 

American students have little to no experiences with the cultural capital, the school norms or the 

hidden rules.  Payne (1996) described “hidden rules” as the “salient, unspoken understandings 
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that cue the members of the group that this individual does or does not fit” (p. 18). Often, the 

rules and norms of students of color are not the rules and norms of our educational system 

(National Research Council, 2000; Payne, 1996).  Students with cultural capital arrive with an 

advantage over the students who don’t.  The students from socially and culturally dominant 

groups generally begin school with knowledge and familiarity of the “hidden rules” placing them 

at an advantage for learning and achieving academic success  (Payne, 1996).  The ability of a 

classroom to become an incubator for discovery and creation of new knowledge is closely tied to 

“finding out about your student’s particular youth culture-what they think is cool, what motivates 

them and what has status in their lives-is important” (Seidi, 2007, p. 181).   

Educational studies have shown favorable correlation between incorporating a child’s 

culture and differentiating instruction to raise academic achievement (Rief & Heimburge, 2006). 

Culturally relevant pedagogy allows for the experiences of all students to be valued and 

safeguarded so no student group is left out (Au, 2006).  Culturally relevant pedagogy offers 

students a chance to grow, understand and respect their culture of origin and that of others (Gay, 

2000; Ladson-Billings, 1994).   

Culturally relevant pedagogy has proven to be one of the most relevant educational 

practices to assist students of color achieve academic gains.  This pedagogy includes discovering 

ways to use the language, the culture and experiences of students meaningfully in their education 

(Nieto, 2004) and empowering students holistically.  Researchers have acknowledged that 

culturally relevant pedagogy is a help to African American student’s academic success (Larson 

& Ovando, 2001; Nieto, 2004; The Education Trust, 2003).    

Based on reading schema proposed by the National Reading Panel in their report entitled 

Teaching Children to Read, the critical thinking skill of text comprehension is not only one of 



 

 

24 

 

the five functional reading tenants, but also acts as a conduit for higher order thinking and 

awareness of cognitive processes (National Institute of Health, 2000).  Additionally, the ability to 

use culturally relevant material that students can relate to and have prior knowledge of is a 

distinctive instructional practices and strategy that allows readers to “make significant gains on 

measures of reading comprehension” (National Institute of Health, 2000, p. 8) 

Critical race theory is an important component to consider as it relates to middle school 

African American males can be viewed as important component of understanding the dynamics 

of the classroom; specifically related to the high percentage of middle-class White women and 

men making up the teaching staff of most school systems.  The implications of such a contrasting 

dynamic between student body and teaching staff brings a level of racial issues that cannot be 

ignored or overlooked with emerging academic practices and programs.   

The National Center for Educational Information (2005) reported, “the proportion of K-

12 teachers who are White has gone from 91 percent in 1986 to 92 percent in 1990; then to 89 

percent in 1996 to 85 percent in 2005” (p. viii).  This prior knowledge that has now become a 

central focus of the implications for culturally relevant pedagogy can be defined as not only 

“knowledge of subject matter content but also social knowledge about human values, motivation 

and routines” (Lee, 1995, p. 371) 

Critical Race Theory (CRT) originated within the law professions, when lawyers, activist 

and legal scholars realized that forms of racism were continuing as the social norm (Delgado & 

Stefancic, 2001).  CRT examined and challenged the ways race and racism shaped our social 

structures in the United States and how the system of racism functions to oppress people of color 

(Delgado & Stefancic, 2001; Yoso, 2006).  West (2006) commented that educators must be 

ready and prepared for racism, because it has not disappeared. 



 

 

25 

 

W.E.B. DuBois’ portrayal of the social consciousness of African Americans in America 

as having to carry the weight of two distinct identities still running deep in the trenches of 

classrooms today.  DuBois articulates it is a peculiar sensation, this double consciousness, this 

sense of always looking at one’s self through the eyes of others, of measuring one’s soul by the 

tape of a world that looks on in amused contempt and pity.  One never feels his two-ness, -an 

American, a Negro; two souls, two thoughts, two unreconciled strivings; two warning ideals in 

one dark body, whose dogged strength alone keeps it from being torn asunder.  According to 

DuBois (1989), African American males use their instinctive “dogged strength” of survival to 

navigate their way through a culturally disconnected classroom prospectus to demonstrate their 

place in society as equally educable.   

Dumas and Anyon (2006) professed that “laws and policies that benefit people of color 

are only implemented when there is also a benefit to Whites” (p. 156) and although the Civil 

Rights Movement created legal equality of opportunity, institutionalized racism persists (Hale, 

2001).  Critical race theory informed educators about the framework of racism and the effects of 

racism.  Discussions about race, institutionalized racism and dominance must be among 

conversations between educators, including both teachers and leaders (Davis, 2006; Hale, 2001; 

Tatum, 2006; Thompson, 2004).  The complexity of urban teaching and diversity of student 

needs is what drives the importance of culturally relevant pedagogy and clearly understanding 

the connection to critical race theory; “culturally relevant pedagogy is about questioning the 

structural inequalities, the racism, and the injustice that exists in society” (Stairs, 2007, p. 41).  

Specifically, culturally relevant pedagogy forced educators to look at race and racism and the 

role it plays within the educational system on student achievement (Yosso, 2006).  As research 

has demonstrated, schools are not connecting the African American student population to 
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academic achievement; schools are not teaching the African American students the “rules” and 

they are not providing various opportunities for the students to choose academic success (Hale, 

2001; Ladson-Billings, 2001).  According to research, we learn that “academic failure is not an 

accident” (McDermott, 1987, p. 41).   

The school culture, teacher bias and low expectations, lack of exposure and experiences 

and lack of teacher and family support all work together to contribute to the explanation of why 

many African American students are not succeeding academically (Banks & Banks, 2005; 

Conchas, 2006; Davis, 2006; Larson & Ovando, 2001; Thompson, 2004).  Students are being 

forced to sit in classrooms that are boring, unchallenging and culturally irrelevant with educators 

who infer negative messages (Kozol, 2005; Larson & Ovando, 2001; Porter, 1997; Thompson, 

2004).  Students should be taught the brilliance of their ancestors and the tenacity the African 

American population demonstrated in order to obtain their equal educational rights (Tatum, 

2006).  This intellectual legacy should be celebrated within the classrooms (Delpit, 1995).  

Tatum (2002) explained that “African American students can become emissary, someone who 

sees his or her own achievements as advancing the cause of the racial group”; (p. 18) goes on to 

say that African American students can achieve academically while maintaining their culture and 

feeling proud of their culture. 
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Developmental Learning Needs 

 In a world of increasing geographical mobility, economic crisis, political tension and 

cultural mixing, the work in schools to generate cohesion within mixed communities become 

more important (Johnson, 2004).  Educational research continues to prove that a caring teacher 

who have provided high expectations, developed relationships, discovered the talents of every 

student and accounted for the different learning styles that permeate the classroom have students 

who perform at high levels of academic achievement (Sousa, 2001; Thompson, 2004, Tobias, 

1994).   

Russian-born American psychologist, Urie Bronfenbrenner, formulated the Ecological 

Systems Theory to explain how the inherent qualities of a child and the characteristics of the 

external environment which the child finds himself in interact to influence how the child will 

grow and develop.  This co-founder of Head Start’s theory has recently been renamed 

“bioecological systems theory” to emphasize that a child’s own biology is a primary 

environment fueling his/her development (Paquette & Ryan, 2001).  Bronfenbrenner (1993) is 

responsible for the development of a five-system model representing a child’s level of external 

influence which interlock.  The five-system model includes: 1) microsystem, 2) mesosystem, 3) 

exosystem, 4) macrosystem , 5) and chronosystem.   

 According to Bronfenbrenner (1993), levels are categorized from the most intimate level 

to the broadest, with the most intimate being the microsystem.  The microsystem is the smallest 

and most immediate environment in which the child lives.  As such, the microsystem includes 

the daily home, school and/or daycare, peer group, church or community environment of the 

child.  Interactions within the microsystem usually involve personal relationships with family 

members, classmates, teachers and other caregivers, in which influences go back and forth.  How 
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these groups or individuals interact with the child will affect how the child grows and develops. 

Similarly, how the child reacts to people in his microsystem will also influence how they treat 

the child in return. More nurturing and more supportive interactions and relationships will 

understandably foster the child’s improved development. Second is the mesosystem level that 

provides the connection between the structures of the child’s microsystem.  At this level of 

development, the interactions are not only directed from the environment towards the child, but 

also from the child outward to his environment.  For example, if a child’s parents are actively 

involved in the friendships of their child, invite friends over to their house and spend time with 

them, then the child’s development is affected positively through harmony and like-mindedness. 

However, if the child’s parents dislike their child’s peers and openly criticize them, then the 

child experiences disequilibrium and conflicting emotions, probably affecting his development 

negatively.  The level referred to as the exosystem is one that exerts some influence over the 

individual without the individual being a direct participant.  Furthermore, the exosystem, pertains 

to the linkages that may exist between two or more settings, one of which may not contain the 

developing child but affects him indirectly.  (i.e. community-based family resources or parent 

workplace schedules).  The macrosystem represents the greater sociocultural context of the 

individual.  It is the largest and most distant collection of people and places to the child that still 

exercises significant influence on the child-composed of composed of the child’s cultural 

patterns and values, specifically the child’s dominant beliefs and ideas, as well as political and 

economic systems.  A child’s particular personality traits, such as temperament, which is 

influenced by unique genetic and biological factors, ultimately have a hand in how he is treated 

by others. One of the most significant findings that Bronfenbrenner (1993) unearthed in his study 

of ecological systems is that it is possible for siblings who find themselves within the same 
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ecological system to still experience very different environments (Bronfenbrenner, 1993). Lastly, 

the chronosystem may include a change in family structure, address, parent’s employment status, 

in addition to significant society changes such as the economy.  The chronosystem adds the 

useful measurement of time, which demonstrates the influence of both change and steadiness in 

the child’s environment (Bronfenbrenner, 1993). 

 All levels considered, as a child is entrenched and exposed to these various factors and 

layers of development, metacognitive skills are also organized and created as learning takes 

place.  Moreover, a healthy identity was linked to a positive racial identity, suggesting that a 

positive racial identity was essential not only for the overall health of the individual but also for 

the learning and perhaps academic success (Erickson, 1968).  Brofenbrenner’s (1993) Ecological 

Systems Theory defines complex “layers’ of environment, each having an effect on a child’s 

development.   

 A microsystem is the close environment of the individual, i.e. spouse, family, neighbors, 

neighbor-hood environment, zoned school, church family (Paquetter & Ryan, 2001).  This 

microsystem encompasses the relationships and interactions a child has with his or her 

immediate surroundings.  These are levels of development that interactions are not only directed 

from the environment toward the child, but also from the child out toward his environment.  For 

example, the relationships that are forged between a child’s coach and his parents or between the 

youth center and church have implications for the child.  These relationships indirectly play roles 

in the development of the child.  As a co-founder of Head Start, his theory has recently been 

renamed “bioecological systems theory” to emphasize that a child’s own biology is a primary 

environment fueling his/her development (Paquetter & Ryan, 2001). The cycle of impact on a 

child’s development is critical to mention; Shifts, changes and/or conflict that can cause 
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eruptions throughout other levels of development during a child’s maturation process and can be 

costly to his/her growth and development (Berk, 2000).   

The exosystem layer does not involve the person as an active participant, but still affects 

them; this includes decisions that have bearing on the person who has no participating in the 

decision-making process (Berk, 2000).  In other words, this is defined by the larger social 

systems in which the child does not function directly.  Consider the example of a child whose 

parent received a promotion on their job and the new role creates a separation because of long 

hours the parent works or extensive travel required of the position.  The can may anxiety within 

the child even though the child has not interaction with his parents’ job assignment.  The next 

layer is the macrosystem (Berk, 2000).  This layer is considered the outermost layer in a child’s 

environment and may be demonstrated through customs, cultural values and political systems 

(Berk, 2000).   The macrosystem can have either a positive or negative influence on a child’s 

development; for example, consider the different effects on a child growing up in a third world 

economy versus that of the United States.  If this child is a part of a military family and moves 

around a lot, this can significantly impact him socially and emotionally.  Additionally, he is also 

influenced by the military community which he belongs (Berk, 2000).  

 The final layer is the chronosystem.  This layer is described as the dimension in time in 

relation to a person’s development.  Time can be relevant in various ways.  Time can be an 

influence because of the timing of an event in a person’s maturation.  For example, the death of a 

parent would affect a 5-year old much differently than it would a 15-year old.  With all these 

layers in mind, as a child is entrenched and exposed to a variety of influences of identity 

development, metacognitive skills are also organized and created as learning takes place (Berk, 

2000).  Erickson (1968) proposed that a healthy identity was linked to a positive racial identity, 
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suggesting that a positive racial identity was essential not only for the overall health of the 

individual but also for the learning and perhaps academic success. 

 Teaching practices, relationships and acquired knowledge are influenced by our 

environment.  Instructional leaders and teachers can argue that this is how children’s learning is 

socially assembled: not as a mechanism that adults enforce on children, but by each potentially 

influencing experience in another (Fabian & Dunlop, 2002). 

African American males are often thought of as possessing less than acceptable qualities, 

such as being lazy and irresponsible (Douglass, 2007).  Delpit and Dowdy (2002) explained in 

that “teachers seldom know much about their children’s lives and communities outside of the 

classroom and either do not know to or are not willing to connect instruction to issues that matter 

to students, their families and their community” (p. 41). It is important for the teacher to know 

his/her kids well and design the method suit their cultural background. Kunjufu (2002) referred 

to the ‘problem-posing method’, where the teacher knows a lot about the students and he does 

not act as the authoritarian in the classroom, but as a learner like the students. 

Socialization of African American males for educational success is critical in forging 

academic success and prowess; and is often a neglected population. Many African American 

males lack the social skills to effectively compete in today’s classrooms (Delpit & Dowdy, 

2002).  Delpit and Dowdy (2002) indicated that various case studies outlining the importance of 

identify as it relates to what they refer to as “the skin that we speak”.  Language is “one of the 

most intimate expressions of identity” (p. 47. 

Delpit and Dowdy (2002) stated that our skin is the appearance of our contact with the 

rest of the world: “a means to negotiate our interactions . . . how we perceive our surroundings 

and [how others] perceive us” (p.xvii). The appearance and the looks we possess create 
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expectations as to whether we are clever or not. Those assumptions leave negative side effects 

educationally and also personally. This puts pressure on minorities to change themselves and 

forget about their origins, which is another, different misfortune.  It is these stereotypes in a 

student-teacher and teacher-student interaction within the bounds of a school day that create a 

negative difference in the two processes of teaching and learning.  Jenkins (2004) noted that 

inner city African American children who are often raised in single-parent homes “life does not 

follow the organized pattern we would like for it to follow…home life is often loosely threaded, 

and there is little designation of roles and responsibilities” (p. 11).   For African American males 

who with a different set of learned values and life experiences, disconnection between teacher 

and student is often the result.  Teachers and schools must know that “children of poverty are 

learners, have been learning since birth, ready to learn at any time, and will learn” (Delpit & 

Dowdy, 2002, p.135). 

In a classroom where students come from different backgrounds and have different 

accents and dialects, there needs to be changes in the teacher’s instructional methods.  Students 

viewed as less intelligent and incapable of learning or achieving, based solely on the language 

they speak are, in essence, given the opportunity to fail in the classroom (Delpit & Dowdy, 

2002). Delpit and Dowdy mentioned that socially and politically marginalized people are held in 

disregard by those who hold the power.  The researchers indicated that language often plays a 

central role in the denial of an educational opportunity.   

In relation to pedagogical substance and developmental learning, Thomas and Columbus 

(2009) conducted a study that involved 201 African-American students from an urban high 

school. The researchers discovered how important cultural identification among student learners 

is and instructional leaders and teachers must nurture this philosophy.  This process includes 
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nurturing the development of teachers guided by an embrace of cultural familiarity as well as 

experiences that pierce both context and content of the learning environment (Thomas & 

Columbus, 2009).  The constructivism theory postulates that learning is constructed from 

reflecting on prior experiences and extrapolating old information with new knowledge (Bruner, 

1960). The social cost of inadequate and ill-conceived education for African American males is 

enormous (Levin, 2005).  Levin posited that not educating African American males has serious 

implications not only for this population, but also for the nation.  

As educational leaders, we must realize and teach other instructional leaders that one size 

curriculum and instructional strategies does not fit all.  The planning and logistical work of 

school development and student achievement cannot be limited by what is often found in what 

we call ‘21st century schools’ (Lawson & Ovando, 2001).  Cultural underpinnings of behaviors 

traditionally seen as disruptive should be discussed among school leaders who become 

challenged with understanding the behavior of African American males (Montro & Obidah, 

2004).  School Administrators must consider substitute methods of student behavior, literacy and 

engagement of African American males.   

The dynamics of classroom structure, teacher selection, curriculum   

adoption/implementation, school professional development needs associated with cultural 

literacy, and student scheduling are all aspects of educational leadership that school/district 

leaders are held responsible for as new measures of accountability are enacted to address low-

performing subgroups.  According to Ford (2000), a culturally responsive classroom of the 21st 

century used: (1) student centered teaching and learning that provides a sense of membership and 

ownership; (2) multicultural awareness as a learning tool; (3) incorporation of real-world issues 
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as a part of instruction; and (4) teacher responsibility for student cognitive, emotional and social 

well-being. 

Educators and educational systems that demonstrate a culturally responsive high regard 

for the cultural competence of students and their families, aimed at school success for students of 

diverse backgrounds (Ladson-Billings, 1994; Payne, 1996).  The studies of schools that have 

proven to raise test scores and other measures of achievement have done so by implementing 

culturally responsive pedagogy couple with various other effective strategies (Larson & Ovando, 

2001).  Culturally responsive teaching has proven to be one of the most salient strategies to help 

students of color achieve academic success.  It has been an active approach to teaching, 

demonstrating, modeling, explaining, pushing and prodding.  It incorporates finding ways to use 

the language, the culture and the experiences of students meaningfully in their education (Nieto, 

2002) and empowering students holistically (Gay, 2000; Thompson, 2004). 

Davis (2006) reported the critical thinking skill of text comprehension is not only one of 

the five functioning reading tenants, but also acts as a conduit for higher order thinking 

awareness of cognitive processes. To provide diverse learners with culturally responsive 

instruction, teachers must build relationships and hold high expectations, provide rigorous 

content knowledge while making explicit the hidden rules of learning and teach students how to 

learn as well as what to learn (Davis, 2006). 

According to Davis (2006), through the National Center for Culturally Responsive 

Educational Systems, there are ten ways to promote culturally responsive instruction. The ten 

ways consist of the following (p.29):  

1. Validate the students’ cultural identity in classroom practices and instructional 

 materials by using textbooks, designing bulletin boards, and implementing classroom 
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 activities that are culturally supportive. This may mean using supplementary resources 

 that don’t perpetuate stereotypes or inadequately represent certain groups.  

2. Acknowledge students’ differences as well as their commonalities and respond to their 

 individual strengths and weaknesses.  

3. Educate students about the diversity of the world around them so all students learn to 

 relate positively to each other regardless of cultural and linguistic differences.  

4. Promote equity and mutual respect among students in ways that a) ensure fair 

 treatment across all groups and b) carefully monitor behaviors that are traditionally 

 rewarded to ensure they’re not culture bound.  

5. Access students’ ability and achievement validly using appropriate and varied 

 instruments and procedures that accurately reflect what students do know (not just what 

 they don’t know, e.g., mainstream language and culture).  

6. Foster a positive interrelationship among students, their families, the community and 

 school based on respect for the knowledge students bring with them to school. Tapping 

 into community resources, participating in community events, and valuing the 

 contributions of families and community strengthen this bond.  

7. Motivate students to become active participants in their learning through reflection, 

 goal-setting, self-evaluation, questioning, using feedback, and tailoring their learning 

 strategies.   

8. Encourage students to think critically by teaching them strategies for analyzing and 

 synthesizing information and for viewing situations from multiple perspectives.  

9. Challenge students to strive for excellence as defined by their potential to learn, 

 regardless of their history of failure.  
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10. Assist students in becoming socially and politically conscious so they can be 

 contributing, responsible participants in school and society.  

Although unfortunate, race and institutional racism play a distinct role in not only 

decisions that are made about the functioning of schools, but also in the methods employed by 

school leaders that are held to certain performance standards (Service, 2011). With so many 

elements to distract the instructional delivery among the adults, it’s no wonder children struggle 

with engagement.  Service (2011) reported the following statistics: 36% of African American 

children live in poverty, 35% of African American children live in households described as 

“food insecure”, 38% of African American children live in households where parents lack stable 

employment, 13% of African American children have a mother with less than a high school 

education and more than 75% of African American children between 1985 and 2000 grew up in 

“high disadvantage” neighborhoods.  

Educational lotteries exist across the country and without winning the lottery to be 

enrolled in a competitive elementary or middle school, the odd of graduating high school are less 

than 50%; furthermore, the chances of students reading beyond eight-grade level, are not much 

better (Yes We Can, 2010). Students who win a lottery for a superb charter or public-school 

chances of graduating are closer to 80%.   

Summary  

The literature review of this chapter addressed the historical perspective of African 

Americans males in the context of education in the United States; lack of equity and equality.  In 

Chapter II, the researcher also examined Bronfenbrenner Ecological Systems Theory that defines 

complex “layers’ of environment, each having an effect on a child’s development.  This chapter 

also discussed the theoretical framework of culturally relevant pedagogy.  In Chapter III, the 
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researcher described the methodology used in this study, which includes research design, 

participants, context and setting, instrumentation, data collection, and data analysis.   

 

 

  



 

 

38 

 

CHAPTER III 

METHODOLOGY 

The purpose of this study was to explore teachers’ and administrators’ perceptions 

regarding the influence of culturally relevant pedagogy on the academic achievement of middle 

school African American males. This chapter is divided into the following primary sections: 

purpose statement, research questions, research design, participants of the study, data collection, 

treatment of the data, provisions for trustworthiness, epoche and a brief summary concludes the 

chapter. 

Purpose Statement and Research Questions 

The purpose of this study was to explore teachers’ and administrators’ perceptions 

regarding the influence of culturally relevant pedagogy on the academic achievement of middle 

school African American males. The following research questions guided this phenomonological 

study: 

1. What are teachers’ perceptions of the influence of family dynamics as described by 

Culturally Relevant Pedagogy (CRP) on the achievement of middle school African 

American male students? 

2. What are administrators’ perceptions of the influence of family dynamics as 

described by Culturally Relevant Pedagogy (CRP) on the achievement of middle 

school African American male students? 

3. What are teachers’ perceptions of the influence of instructional practices as described 

by Culturally Relevant Pedagogy (CRP) on the achievement of African American 

male students? 
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4. What are administrators’ perceptions of the influence of instructional practices as 

described by Culturally Relevant Pedagogy (CRP) on the achievement of African 

American male students? 

Research Design 

The research design of this study encompassed a qualitative phenomenological narrative 

method.  Moustakas’s (1994) approach to phenomenological research focuses on describing the 

lived experiences of the participants from a psychological stance.  This approach further ensured 

the objectivitiy of the descriptive narrative by having the researcher employ bracketing or 

provide an epoche, to discourage inserting prior experiences within the reporting (Moustakas, 

1994). Utilizing the “transcendental” approach in describing the participants’ experiences can 

thus be “perceieved freshly” by the researcher (Moustakas, 1994, p. 34) 

The researcher drew from Ladson-Billings, which provided a framework that served as 

the foundation of this study.  According to Ladson-Billings (1994), culturally relevant teaching 

or pedagogy essentially means that teachers create a bridge between students’ home and school 

lives, while still meeting the expectations of the district and state curricular requirements.  

Teacher and administrator participants were administered semi- sturctured interview questions 

that explored their perceptions of how culturally relevant pedagogy impacts the achievement of 

African American middle school male students.   

Demographics 

 The research for this study took place in three public middle schools within an urban, 

diverse public school district centrally located in Southeast Texas.  Currently, the school district 

consists of 287 schools: 10 early childhood, 159 elementary, 37 middle, 38 high and 43 

combined/other.  The district provides public education to approximately 215,000 students-
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62.1% Hispanic, 24.5% African American, 3.7% Asian and 8.4% White.  There are 

approximately 100 languages spoken and the district is 75.5% economically disadvantaged 

(TargetISD, 2017).  The data for this study were collected over the course of a one-year span.  

The sample schools consisted of: 

School #1:  491 students, 84% African American, 14% Hispanic, 10% English 

    Language Learners, 19% Special Education and 76% Free & 

Reduced Lunch (TargetISD, 2017). 

School #2:  732 students, 61% African American, 38% Hispanic, 1% White, 

20% English Language Learners, 16% Special Education, 75%  

Free & Reduced Lunch (TargetISD, 2017) 

School #3:  895 students, 9% African Americans, 89% Hispanic, 2% White, 

34% English Language Learner, 98% Free & Reduced Lunch (TargetISD, 

2017) 

Participants 

The participants in the study were purposefully selected and included teachers and the 

principal.  Specific criteria for participation included the following: 

 Hold a valid Texas teaching certification.  

 Hold a valid administrative certification. 

 Served as a principal or teacher in a school district for at least three years. 

Prospective teacher research participants were identified by the building principal, a letter 

of invitation to participants, along with a subject consent to participate in research were emailed 

with an explanation of the research study and its eligibility requirements.  
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Data Collection 

Selected participants were interviewed using semi-structured interview questions that 

were designed to illicit their perceptions. The interviews were recorded by audio and manually 

transcribed as well.  (Gall, Gall, & Borg, 2008).  Transcripts were analyzed and data were coded 

to highlight themes and trends. 

The interviews were recorded using a cell phone and notetaking. Each meeting lasted 

approximately 45 minutes.  Interview questions included: 

How has being familiar with the dynamics of a student’s family assisted in increased academic 

achievement of African American boys? How has utilizing student’s background and 

consideration of his era (generation Y) assisted in increased academic achievement of African 

American boys? How has utilizing student’s knowledge caused you to adjust your instructional 

delivery to assist in increased academic achievement of African American boys?  

Data Analysis 

The perceptions of teachers and administrators were collected using a semi-structured 

interview protocol. Participants were interviewed within a focus group and the subsequent 

transcripts were analyzed to determine if themes or trends regarding the participants’ perceptions 

were evident.  Emergent themes were organized, and the transcripts were coded to aggregate the 

data into smaller categories of information (Creswell, 2013). Once the transcript data were 

coded, the researcher identified the themes that emerged from the interviews.  
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Summary 

In this chapter, the researcher described the methodology used in this study, which 

included the research design, participants, context and setting, instrumentation, data collection, 

and data analysis.  In Chapter IV, the researcher provided findings of the study.   
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CHAPTER IV 

FINDINGS 

The purpose of this phenomenological narrative study was to explore teachers’ and 

administrators’ perceptions regarding the influence of Culturally Relevant Pedagogy on the 

academic achievment of African American males in middle school. Culturally relevant pedagogy 

coined by Gloria Ladson-Billings (1994) and culturally responsive teaching, a term created by 

Geneva Gay (2000) have the same characteristics and the same goals.  Culturally responsive 

teaching (CRT) and culturally relevant pedagogy both build on the cultural strengths of the 

students (Au; 2006; Gay, 2000).  The term culturally relevant pedagogy and culturally 

responsive teaching will be used interchangeably throughout this study.   

This chapter includes descriptions of participants and their backgrounds and presents 

analysis of the qualitative results for each of the four research questions.  The research 

methodology of descriptive phenomenology was used to examine teachers’ and administrators’ 

perceptions regarding the influence of Culturally Relevant Pedagogy on the academic 

achievment of African American males on middle school campuses.  Aside from the survey 

questions, teachers and administrators were also engaged in dialog through a focus group.  The 

questions that helped guide the dialog were an open-ended mixture of the four research 

questions. In investigating perceptions of teachers perspectives, the researcher increased 

understanding as participants communicated there philosophy, experience, attitudes and 

convictions.   

In this research, all teacher and administrator participants were active-full time 

indepdendent school district employees who work in urban middle schools serving a population 

of African American males.  One of the major underlying themes of this research connected to 
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CRT was the awareness of student needs and the importance of leaders who reflect on those 

needs.  This awareness discovered through teacher and principals’ perceptions highlighted that 

successfully teaching students from culturally and linguistically diverse backgrounds-especially 

students from historically marginalized groups-involves more than just applying specialized 

teaching techniques. A review of literature was conducted to gather and understanding of 

previous findings associated with culturally responsive teaching and the perceptions of teachers 

and principals.  This background knowledge allowed the researcher to collect needed data points 

related to teachers at the campuses who served African American males.  

The researcher sought better understanding of this phenomenon and presents qualitative 

results for these research questions:  

1. What are teachers’ perceptions of the influence of family dynamics as described by 

Culturally Relevant Pedagogy (CRP) on the achievement of middle school African 

American male students? 

2. What are administrators’ perceptions of the influence of family dynamics as 

described by Culturally Relevant Pedagogy (CRP) on the achievement of middle 

school African American male students? 

3. What are teachers’ perceptions of the influence of instructional practices as described 

by Culturally Relevant Pedagogy (CRP) on the achievement of African American 

male students? 

4. What are administrators’ perceptions of the influence of instructional practices as 

described by Culturally Relevant Pedagogy (CRP) on the achievement of African 

American male students? 
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Descriptions of the Participants and Their Backgrounds 

Teacher and Administrator participants were purposefully selected.  They responded to 

electronic survey questions (Appendix D), providing background information and descriptions of 

themselves.  Teacher participant descriptions and background are in Table 1.  Administrator 

participant descriptions and background are in Table 2. 

Administrator Participants 

 There were three purposefully-selected administrator participants for this research study.  

Each of them returned signed consents forms to the researcher and completed the electronic 

survey offering responses to questions regarding their demographic and background information 

as shown in Table 2.  Each of the administrators also participated in an interview process where I 

used my four research questions to guide the conversation.   

Each of the administrator participants self-identified their race as African American and 

their gender as male.  Administrator participants also responded to the electronic survey 

questions regarding educational background, years of service and middle school teaching 

experience.  The three administrators’ responses regarding teaching indicate one having 26-30 

years of service, one having 21-25 years of service and the other having 6-10 years of service.  

Two of the three administrators have 7-10 years of middle school teaching experience and the 

other has 4-6 years of middle school teaching experience.  Two administrators have unrelated 

education undergraduate majors (Table 2); one reported an undergraduate in History, the other 

reported an undergraduate in Integrated Social Studies and the other administrator participant 

reported an education-related undergraduate major-Physical Education.  Each of the three 

administrator participant responses indicated: having a master’s degree in Educational 

Administration and an administrative certification grade K-12.   
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Teacher Participants 

 There were 16 teacher participants who met the requirement for this research study.  Each 

of the teachers held valid Texas teaching certifications and served in their school district for at 

least three years.  Of the 16 teacher participants, 16 returned their signed teacher consent form to 

the researcher.  Teacher participants responded to electronic survey questions regarding their 

demographic and background information (Table 1) 

 Ten of the 16 teacher participants self-identified her gender as female.  Eight of these 

female participants identified their race as African American and two of these female 

participants identified as White.  Six of the 16 teacher participants self-identified his gender as 

male.  Five of these male participants identified their race as African American and one of these 

male participants identified as White.  Teacher participant’s responses regarding years of middle 

school teaching experience indicated 1-3 years: two, 4-6 years: seven, 7-10 years: three and 16+ 

years: four.  

 Teacher participants also responded to electronic survey questions regarding their 

educational background and teaching credentials.  Five out of the 16 participants reported and 

education-related undergraduate major (Table 1); two reported an undergraduate major in Hotel 

Hospitality and Management.  All 16 teacher participants responded as certified teachers: five 

Early Childhood through Grade 12-Special Education, three held both Early Childhood through 

Grade 6 and Grade 4 through Grade 8.  The remaining eight participants indicated Grade 4 

through Grade 8. Eight of the 16 particpants-50% have masters’ degrees in education, one has a 

doctorate. Two of the participants have emphasis in curriculum and instruction, four on 

educational leadership, one on counseling and one on human behavior. Ten of the participants 

have master’s degrees, five of them bachelor’s degrees and one of them held a doctorate degree.  
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In additional to the survey questions, teacher participants also took part in a focused interview 

session where the research questions were used to guide the dialog centered around culturally 

responsive teaching. 

Table 1 

Teacher Participants’ Responses to Demographics and Background Survey Questions 

 

Demographics Teacher Participants’ 

Responses 

Gender  

     Female 10 

     Male 6 

 

Demographics Teacher Participants’ 

Responses 

Race  

American Indian  

Asian Native  

African American/African American 13 

Hispanic  

Native Hawaiian 

Pacific Islander 

 

White 3 

 

Years of Service  

1-3 2 

4-6 7 

7-10 3 

11-15  

16-20+ 4 

 

Years taught middle school   

1-3 2 

4-6 7 

7-10 3 

11-15  

16-or more 4 

  

Highest Degree Attained  

Bachelors 5 

Masters 10 

Doctorate 1 

Table 1 (continued) 
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Demographics Teacher Participants’ 

Responses 

Teaching Certification  

Early Childhood through Grade 12  5 

Early Childhood through Grade 6  3 

Early Childhood Grade 4 through Grade 8  8 

  

Undergraduate Major  

Early Childhood Education 5 

Unrelated to Education 7 

Education 4 

  

Graduate Major  

Curriculum and Instruction 5 

Educational Leadership 5 

  

 

The researcher included teacher and administrator participants’ demographics and background 

descriptions to offer full disclosure and to support the development of culturally relevant 

pedagogy practices in every classroom.   

Table 2  

Administrator Participants’ Responses to Demographics and Background Survey Questions 

 

Demographics Administrator Participants’ 

Responses 

Gender  

     Female  

     Male 3 

 

Demographics Administrator Participants’ 

Responses 

Race  

American Indian  

Asian  

African American/African American 3 

Hispanic  
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Table 2 (continued)  

Demographics            Administrators’     

                   Participants’ Responses 

 

Native Hawaiian 

Pacific Islander 

 

White  

 

Years of Service 

 

1-3  

4-6  

7-10 1 

11-15  

16-20 

21-25 

1 

26-30 1 

 

Years taught middle school  

 

1-3  

4-6 1 

7-10  

11-15  

16-20 2 

  

Highest Degree Attained  

Bachelors  

Masters 3 

Doctorate  
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Table 2 (continued) 

Demographics  Administrators’ Participants’ 

Responses 

Teaching Certification  

Early Childhood through Grade 12  1 

Early Childhood through Grade 6   

Early Childhood Grade 4 through Grade 8  2 

 

Undergraduate Major 

 

Early Childhood Education  

Unrelated to Education 1 

Education 2 

              Graduate Major  

Curriculum and Instruction  

Educational Leadership 3 

  

 

The transferability of this research study may be achieved as the results are applicable to 

the organziation and structure of other middle schools serving African American males grades 

six to eight. Educators or others looking to transfer the results of this reseach study are 

responsbile for determining the level of transferability of a different school setting (Trochim, 

2002). 

Research Question One 

The first research question is, what are teachers’ perceptions of the influence of family 

dynamics as described by Culturally Relevant Pedagogy (CRP) on the achievement of middle 

school African American male students?  The researcher analyzed teacher electronic responses to 

a likert scale survey regarding their perceptions of the impact of family dynamics on culturally 

responsive teaching.  A total of 42 questionis were asked, but five survey questions connected to 

the influence of family dynamics were present to teacher participants having to choose between 

strongly agree (5), agree (4), undecided (3), disagree (2) or strongly disagee (1).  These survey 

questions included: “I am culturally sensative to students by creating an environment that is 
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culturally sensative to students’ background” (20),  “I am culturally sensative to students by 

addressing diverse language needs” (21), “I am culturally sensitive to students by incorporating 

knowledge of learner’s cultural, social ethinic needs and strengths into instructional material also 

teaching in a positive manner”(22), “I am culturally sensitive to students by encouraging learner 

to read about/research their own history, socio economic and ethnic backgrounds” (23) and “I am 

culturally sensitive to students by avoiding teaching and learning which reinforces stereotypes, 

prejuice and discrimination” (24) (Appendix D). 
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Figure 1 

 

Research Question Two 
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 The second research question is, what are administrators’ perceptions of the influence of 

family dynamics as described by Culturally Relevant Pedagogy (CRP) on the achievement of 

middle school African American male students? Again, the researcher analyzed teacher 

electronic responses to a likert scale survey regarding their perceptions of the impact of family 

dynamics on culturally responsive teaching.  A total of 42 questionis were asked, but five survey 

questions connected to the influence of family dynamics were present to principal participants 

having to choose between strongly agree (5), agree (4), undecided (3), disagree (2) or strongly 

disagee (1).  The survey questions included: “I am culturally sensative to students by creating an 

environment that is culturally sensative to students’ background” (20),  “I am culturally sensative 

to students by addressing diverse language needs” (21), “I am culturally sensitive to students by 

incorporating knowledge of learner’s cultural, social ethinic needs and strengths into 

instructional material also teaching in a positive manner” (22) , “I am culturally sensitive to 

students by encouraging learner to read about/research their own history, socio economic and 

ethnic backgrounds” (23) and “I am culturally sensitive to students by avoiding teaching and 

learning which reinforces stereotypes, prejuice and discrimination” (24)  (Appendix D). 
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Figure 2 
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Research Question Three 

 The third research question is, what are teachers’ perceptions of the influence of 

instructional practices as described by Culturally Relevant Pedagogy (CRP) on the achievement 

of African American male students? The researcher analyzed teacher electronic responses to a 

likert scale survey regarding their perceptions of the impact of family dynamics on culturally 

responsive teaching.  A total of 42 questionis were asked, but five survey questions connected to 

instructional practice were present to teacher participants having to choose between strongly 

agree (5), agree (4), undecided (3), disagree (2) or strongly disagee (1).  The survey questions 

included: “I promote student learning/engagement in my classroom by providing and extracting 

background information to better teach” (5), “I promote student engagement in my classroom by 

using visuals and manipulatives” (4), I model instructional tasks by demonstrating tasks (e.g. 

think-aloud)” (1), “I ensure there is opportunity for student learning by executing cooperative 

learning structures” (28), “My classroom provides students with a variety of technology use 

opportunities” (38). (Appendix D) 
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Figure 3 
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Research Question Four 

 The fourth research question is, what are Administrators’ perceptions of the influence of 

instructional practices as described by Culturally Relevant Pedagogy (CRP) on the achievement 

of African American male students? The researcher analyzed teacher electronic responses to a 

likert scale survey regarding their perceptions of the impact of family dynamics on culturally 

responsive teaching.  A total of 42 questionis were asked, but five survey questions connected to 

instructional practice were presented to teacher participants having to choose between strongly 

strongly agree (5), agree (4), undecided (3), disagree (2) or strongly disagee (1).  The survey 

questions included: “I promote student learning/engagement in my classroom by providing and 

extracting background information to better teach” (5), “I promote student engagement in my 

classroom by using visuals and manipulatives” (4), I model instructional tasks by demonstrating 

tasks (e.g. think-aloud)” (1), “I ensure there is opportunity for student learning by executing 

cooperative learning structures” (28), “My classroom provides students with a variety of 

technology use opportunities” (38) (Appendix D). 
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Figure 4 
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Focus Group Interview Results 

 All teacher and principal participants’ interview data was collected in response to a 

prepared Interview Protocol (Appendix E) and a signed informed consent document (Appendix 

C).  Teachers and principals provided consent through a hard copy of the document, as well as 

initial questions presented utilizing the same protocol. All responses were collected through a 

voice-recording device and note taking.  All participants had the opportunity to view their 

responses to ensure that exact meaning and phrases were captured.  This allowed the participants 

to expand upon their responses and to clarify comments.  Each focus group session began with a 

brief synopsis of the study and the importance that the responses be honest.  It was made clear 

that all responses would remain anonymous and be coded in attempt to identify themes.  

Participants were informed that there would be no data identifying them attached to the 

comment.  This study gave voice to the participants and some common themes were identified.  

Themes included common words or phrases and generalized into either negative or positive 

reactions. The research questions used to better understand the phenomenon were: 

1. What are teachers’ and administrators’ perceptions of the influence of family 

dynamics as described by Culturally Relevant Pedagogy (CRP) on the achievement of 

middle school African American male students? 

2. What are teachers’ and administrators’ perceptions of the influence of instructional 

practices as described by Culturally Relevant Pedagogy (CRP) on the achievement of 

African American male students? 
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Research Questions One and Two 

 During the focus group sessions, merging the research questions allowed teachers and 

principals an opportunity to speak more fluidly about their experience and thoughts regarding 

CRP and the achievement of African American males in middle school.  The emergent themes 

included: family involement/engagement, living between two worlds, instructional 

planning/practice and where is the line?   

These conversation helped us explore the perceptions of both teachers and prinicpals 

based on the influence of family dynamics and how it impacts the achievement of middle school 

African American males as well as teachers’ and administrators’ perceptions on the influence of 

instructional practices as described by CRT on African American male student achievement.   

Emergent themes between these proposed questions included: family involement, living between 

two-worlds, instructional planning and where is the line. 

Family involvement 

 All particpants emphasized the importance of African American boys having a srong 

support system at home, but a need for that support to act as a bridges to the school.   Both 

Princpal participants’A and B are African American males that shared almost idenitical stories,  

described when they were boys growing up.  They both insisted that having their  mother and 

father in the home was a great support and made them into the men they are now. Teacher 

participant D described how 70% of his class (self-contained special education) leave each day 

retiring to a foster home.  He described how the lack of family or parental involvment impacts 

the learning everyday.  The African American boys in his class explained to him that they don’t 

often get to see any family members on the weekends because of their behavior.  The overseers 

of the group home deny these African American males the right to see their loved-ones if they 
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have not behaved appropriatly at school or within the house.  So when these students come to 

school, they are lacking family interaction including hugs, kisses, high-fives and more.  Teacher 

participant D indicated his students are always angry and frustrated from the lack of love and 

attention from a family member.   

Teacher participant M points out the importance of the learning being centered around 

the needs of the students.  He proposed that teachers must pay attention to African American 

males; as many of them are in pain and they need help.  Family support can greatly modify how 

African American males communicate, learn, grow and succeed.  When support is present within 

the home, all 16 teacher particpants and three principal participants agreed that African 

American boys have more of a fighting chance to survive and thrive.  Teacher participant N 

added, “I learned about slavey in public school, but every song we sang, every book we read 

didn’t have anything to do with me as a African American boy.  However, my parents decided 

that I was going to be better than them.  They accepted a responsibility of making me culturally 

aware and making my experience divese, so I am a beliver that family involvement is an 

necessary for African American males to be successful”. 

Living Between Two-Worlds 

 Teacher participant N drew a picture with his words describing how some African 

American males have to live between two worlds; school and home.  Both with its own set of 

demands.  He describes how African American males must learn how survive in both worlds; 

however, they are not confident they can meet any of the two world expectations. Teacher 

participant P agreed and specified how African American males go through so much at home, 

but when they come to school they are somewhat protected from certain kinds of violence or 

distractors.  Teacher participant P with passion communicated, “African American boys face 
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such let down, tradgedy, poor educated parents and a culture of hopelessness that school must be 

the one place that is culturally sensative to what they are going through.  They may not get the 

love anywhere else, and they can’t be successful if the teachers within the school world are not 

sensative about where they come from or what they’re going through.  Some students are build 

tough, others are are eggs, hard shell, yolky middle”.  Teacher participant O offered how difficult 

it must be for African American males to go in and out of two vastly different worlds specifically 

arriving to school each day-going from class to class, teacher to teacher and never discussing 

anything that relates to their struggle. “I can’t imagine it”.    

Instructional Planning/Teaching 

 All of the particpants agreed that instructional planning with African American males in 

mind is critical to their achievement; all participants also agreed that when it comes to 

instructional planning and teaching, there never seems to be enough time.  According to 

Teaching participant F, instructional planning is only a portion of responding culturally to 

African American males.  She argued there is a bigger issue and that issue is mindset.  Teaching 

participant F says, “African American males are brainwashed into believing they are failures and 

it is my job to transform that mindset into a belief system.  Helping them to realize they are 

valuable and they can be successful”.  Three Principal participants (three African American 

males) indicated they can fully relate to the young males journey as they walked in the same 

shoes.  They understood that middle school African American males carry fear, anxiety and 

distrust with them daily; and if their mindsets are not changed, hopelessness creeps in seeking to 

destroy their future.   

Participants offered interesting insight on the importance of helping the African 

American male students to fous on what they can do, not what they can’t do; planning topics that 
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offer insight and guidance to their struggle and being sensative to the significant gaps in their 

learning. Teaching participant G spoke up to say, “I realize planning and instructional practice to 

support our student culturally, but it’s difficult when you have multiple preps and different grade 

levels.  Attempting to teach them without considration of the culture and struggle is criminial, 

but very difficult when not time is in place to get it done”.  Ten of the 16 teaching participants 

confirmed that the majority of their students didn’t start school until they were in the first or 

second grade.  They went on to share that their students didn’t have a running start by attending a 

Head Start Program; many of them lived with their grandparents because their parents were 

incarcirated, deceased or inactive, so the grandmother just didn’t take them to school for a year 

or two.  All of the particpants agree that not having a firm foundation of reading and speaking 

steers our African American males down a road of destruction.  

Where is the Line? 

All of the participants shared a common frustration in the form of a question.  Where is 

the line that signals the teacher’s job stops and the parent’s job begin?  All of the participants 

communicated a collective thought that parents don’t want to parnter with us as teachers and 

principals, they want us to do all of the work.  This was confirmed when teaching participant C 

describes phone calls made home to several of her her African American male students 

regardimg academics and behaviors.  These calls have been made multiple times and are met 

with various outcomes, such as: phone out of order, no answer-left a message, parent half asleep-

not interested and/or parent curses you out and tells you not to call them anymore about their 

child.   

Teaching participant C offers insight by saying, “There is so much our African American 

males need and yet our curriculum is driven by the STAAR exam.  Every year I am burdened 
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with making a decision on if I should teach the whole child or teach to the test.  Whichever I 

chose, it has become clear to me over the course of my career that partnering with the parent is 

critical to the students’ success”.  Principal participant A remarked, “Parents abandoning the 

responsibility of raising their African American males has been happening for quite some time.  

Parents have given permission for others to raise their children like the football coache, 

basketball coache, youth pastor, boys/girls club, teacher etc.  This has to stop.  African American 

males need both their mother and father to love and support them even more in middle school”. 

Summary  

Chapter IV provided an overview of the findings of the study based on the responses 

provided by Teacher and Principal participants.  Concerning the research questions: 

1. What are teachers’ perceptions of the influence of family dynamics as described by 

Culturally Relevant Pedagogy (CRP) on the achievement of middle school African 

American male students? 

2. What are administrators’ perceptions of the influence of family dynamics as 

described by Culturally Relevant Pedagogy (CRP) on the achievement of middle 

school African American male students? 

3. What are teachers’ perceptions of the influence of instructional practices as described 

by Culturally Relevant Pedagogy (CRP) on the achievement of African American 

male students? 

4. What are administrators’ perceptions of the influence of instructional practices as 

described by Culturally Relevant Pedagogy (CRP) on the achievement of African 

American male students? 
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During the focus group sessions, merging the research questions allowed teachers and 

principals an opportunity to speak more fluidly about their experience and thoughts regarding 

CRP and the achievement of African American males in middle school.   

1. What are teachers’ and administrators’ perceptions of the influence of family 

dynamics as described by Culturally Relevant Pedagogy (CRP) on the achievement of 

middle school African American male students? 

2. What are teachers’ and administrators’ perceptions of the influence of instructional 

practices as described by Culturally Relevant Pedagogy (CRP) on the achievement of 

African American male students? 

The emergent themes included: family involement/engagement, living between two worlds, 

instructional planning/practice and where is the line.   

The organization, synthesis and analysis of points throughout this research study was an 

essential process in obtaining valuable information that can be used to help provide teachers, 

principals and district level officials information needed to help close the distance between 

African American middle school male achievement and that of their White counterparts.  Cultual 

responsive teaching together with data-based decision making is rooted in having essential 

cultural and lingustical information to provide high quality instruction, intervention, 

accommodations, effective instructional strategies that produce outcomes that support African 

American middle school male student achievement.  In my study, I collected and analyzed 

information from a teacher and principal survey as well as focus group conversations.  

 Information gathering and analysis through teacher and principal classroom experience, 

school building leadership experience, varied levels of higher education, various educational 

speacialities and continued professional development were used to emphasize the need to focus 
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on developing teachers, staff and leaders in the area of CRT; and make recommenations to assist 

with improving approached to addressing the achievement of African American middle school 

males.   
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CHAPTER V 

DISCUSSIONS, IMPLICATIONS, RECOMMENDATIONS AND CONCLUSIONS 

“Any student who emerges into culturally diverse society speaking only one langauge and with 

monocultural perspective on the world can legitimetly be considered educationally ill-prepared”.  

-Sonia Nieto (2008, p.xv) 

 

In Chapter IV, the researcher reported the findings of this study based on teacher and 

principal participants’ responses to electronic survey questions and interviews during focus 

group conversations.  This chapter includes a brief overview of the research study, discussions of 

the findings for each research question, implications, recommendations for future research and 

conclusions.  

The purpose of this phenomenological narrative study was to explore teachers’ and 

administrators’ perceptions regarding the influence of Culturally Relevant Pedagogy on the 

achievement of middle school African American males.  This research study contributed to 

existing research regarding African American male achievement in various situation; single 

gender environments, elementary schools and middle school grades.  The methodology 

employed for this phenomenological study gave voice to 16 teacher participants and three 

African American male principal participants.  The findings of this study addressed four research 

questions: 

1. What are teachers’ perceptions of the influence of family dynamics as described by 

Culturally Relevant Pedagogy (CRP) on the achievement of middle school African 

American male students? 

2. What are administrators’ perceptions of the influence of family dynamics as 

described by Culturally Relevant Pedagogy (CRP) on the achievement of middle 

school African American male students? 
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3. What are teachers’ perceptions of the influence of instructional practices as described 

by Culturally Relevant Pedagogy (CRP) on the achievement of African American 

male students? 

4. What are administrators’ perceptions of the influence of instructional practices as 

described by Culturally Relevant Pedagogy (CRP) on the achievement of African 

American male students? 

Teacher and Administrator participants were purposefully selected.  They responded to 

electronic survey questions, providing background information and descriptions of themselves.  

There were three purposefully-selected African American men administrator participants for this 

research study.  All participants returned signed consent forms to the researcher and completed 

the electronic survey offering responses to questions regarding their demographic and 

background information.  Each of the participants were engaged in a focus group interview 

process where the researcher used four research questions to guide the conversation.   

The findings of this study indicated that the influence of family dynamics and 

instructional practices demonstrated by school officials played a significant role in African 

American male achievement in middle school.  Based on the research, there were four emergent 

themes between the research questions, they included: family involement, living between two-

worlds, instructional planning and where is the line.  During the focus group sessions, merging 

the research questions allowed teachers and principals an opportunity to speak more fluidly 

about their experience and thoughts regarding CRP and the achievement of African American 

males in middle school.   

1. What are teachers’ and administrators’ perceptions of the influence of  



 

 

69 

 

family dynamics as described by Culturally Relevant Pedagogy (CRP) on the 

achievement of middle school African American male students? 

2. What are teachers’ and administrators’ perceptions of the influence of  

instructional practices as described by Culturally Relevant Pedagogy (CRP) on 

the achievement of African American male students? 

Research Questions One and Two 

 This question explored teachers’ and administrators perceptions regarding the influence 

of family dynamics as described by CRP on middle school African American males 

achievement.  Emergent themes included: 

Family Dynamics 

All particpants emphasized the importance of African American boys having a srong 

support system at home, but a need for that support to act as a bridges to the school.   Both 

Princpal participants’A and B are African American males that shared almost idenitical stories,  

described when they were boys growing up.  They both insisted that having their  mother and 

father in the home was a great support and made them into the men they are now. Teacher 

participant D described how 70% of his class (self-contained special education) leave each day 

retiring to a foster home.  He described how the lack of family or parental involvment impacts 

the learning everyday. 

Where is the line? 

All of the participants shared a common frustration in the form of a question.  Where is 

the line that signals the teacher’s job stops and the parent’s job begin?  All of the participants 

communicated a collective thought that parents don’t want to parnter with us as teachers and 

principals, they want us to do all of the work.  This was confirmed when teaching participant C 
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describes phone calls made home to several of her African American male students regardimg 

academics and behaviors.  These calls have been made multiple times and are met with various 

outcomes, such as: phone out of order, no answer-left a message, parent half asleep-not 

interested and/or parent curses caller out and says not to call them anymore about their child.   

Research Questions Three and Four  

This question explored teachers’ and administrators perceptions regarding the influence 

of instructional practices as described by Culturally Relevant Pedagogy (CRP) on the 

achievement of African American males.  Emergent themes included: Ictionnstrual 

Instructional Planning/Teaching 

 All of the particpants agreed that instructional planning with African American males in 

mind is critical to their achievement; all participants also agreed that when it comes to 

instructional planning and teaching, there never seems to be enough time.  According to 

Teaching participant F, instructional planning is only a portion of responding culturally to 

African American males.  She argued there is a bigger issue and that issue is mindset.  Teaching 

participant F says, “African American males are brainwashed into believing they are failures and 

it is my job to transform that mindset into a belief system.  Helping them to realize they are 

valuable and they can be successful”.  Three Principal participants (three African American 

males) indicated they can fully relate to the young males journey as they walked in the same 

shoes.  They understood that middle school African American males carry fear, anxiety and 

distrust with them daily; and if their mindsets are not changed, hopelessness creeps in seeking to 

destroy their future.   
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Living Between Two Worlds 

 Teacher participant N drew a picture with his words describing how some African 

American males have to live between two worlds; school and home.  Both with its own set of 

demands.  Teacher participant P agreed and specified how African American males go through 

so much at home, but when they come to school they are somewhat protected from certain kinds 

of violence or distractors.  Teacher participant P with passion communicated, “African American 

boys face such let down, tradgedy, poor educated parents and a culture of hopelessness; and 

educators should understand that school must be the one place that is culturally sensative to what 

they are going through.  They may not get the love anywhere else, and they can’t be successful if 

the teachers within the school world are not sensative about where they come from or what 

they’re going through.  Some students are build tough, others are are eggs, hard shell, yolky 

middle”.   

Implications 

As this country’s classrooms grow more demographically diverse, teachers need to be 

equipped with different pedagogical approaches that are more culturally responsive 

to fit the learning needs of their students. Obstacles that preclude African American 

males’ educational success has been deeply researched with home and school identified as major 

contributing factors to their life outcomes.  There is limited information about how culturally 

relevant pedagogy contributes to the success of African American males.  Research suggest, 

there are academic strategies that teachers need to adopt to adjust classroom instruction for 

diverse learners (Boykins & Noguera 2003; Husband, 2012; Tatum, 2006). One suggested 

strategy is implementing culturally relevant pedagogy because it allows students to conceptualize 
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information and make connections between their home and school experiences (Ladson-Billings, 

2011). 

Recommendations for Future Research 

Although research indicates that culturally relevant pedagogy influences African 

American students’ achievement, I propose a longitudinal study be conducted directly measuring 

cultural relevant pedagogy’s relationship to high stakes testing (Toldson, 2008). There is limited 

research that demonstrates African American students’ progress on end of course assessments 

after embedding culturally relevant pedagogical practices in the classroom for an academic 

school year.  In 2012, Sleeter stated that the marginalization of culturally relevant teaching is not 

due to its lack of power, but because (a) there are overly simplistic notions of what CRT is, (b) 

there is too little research connecting CRT to traditional measure of student achievement and (c) 

there is resistance to doing away with the normalization of White ways of being and behaving in 

curriculum and teaching, a “fear of losing national and global hegemony” (p. 562). 

Many studies set standards that contributed to small sample sizes, however, I recommend 

a broader-criteria that includes elementary school teachers who teach majority African American 

students be allowed more participants to share their perceptions of culturally relevant pedagogy; 

specifically, southern regions of the United States where the African American student 

population is prevalent. Widening this to include more teachers might provide clarity on whether 

culturally relevant pedagogy is recognized or used more in elementary or secondary schools.  

This may allow the findings to become more generalizable to a larger population. I also propose 

that more research is conducted on the relationship between the extent to which teachers receive 

professional development on culturally relevant pedagogy and its influence on students’ academic 

achievement. By creating more professional development, leaders allow teachers to develop new 
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knowledge, strategies, and improve their practices for teaching students of various cultures. The 

end goal would include every culturally responsive trained teacher will  develops a sociopolitical 

consciousness, an understanding that we live in a racialized society that gives unearned priveldge 

to some while others experience unearned disadvantages because of race, gender, class or 

language.   

Concluding Remarks 

This phenomenological narrative research study investigated the perceptions of teachers 

and administrators as relates to culturally relevant teaching within the African American male 

middle grade students.  The goal of this study was to determine teachers’ perceptions about the 

family dynamic and instructional practice influence that culturally relevant pedagogy has on 

African American male students in middle grades. A qualitative approach was taken in this study 

to allow 16 teacher participants and three African American male Administrator to share their 

level of understanding and use of culturally relevant pedagogy to improve their students’ 

achievement.   Many teachers expressed synonymously that implementing culturally relevant 

pedagogy was important, yet they infrequently embedded many of its constructs into their 

instruction as time, number of prep and number of grade levels did not allow for this to be done 

with fidelity.   I understood this point and submit that sometimes a lack of knowledge about 

others’ culture is what gets in the way of CRT.   

As educators, our goal should be to help culturally and linguistically diverse students 

easily reach a state of relaxed alertness-that combination of excitement and anticipation we call 

engagement.  This clearly demonstrates that more purposeful work must be done to ensure 

educators are conscious and prepared with expertise specific to serve culturally diverse students.   

Authentic engagement begins with remembering that we are wired to connect with one another; 
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and each passing day must be focused on providing each students an authentic learning 

opportunity. 
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APPENDIX B 

        Institutional Review Board Approval 

 
         

            Institutional Review Board Committee 
 

Date:   November 15, 2017 

To:  Monique Lewis 

From:  Institutional Review Board Committee 

RE:   Notification of IRB Action 

Protocol Title: The Exploration of Teachers’ and Administrators Perceptions Regarding the 

Influence of Culturally Relevant Pedagogy on the Achievement of African American Males 

_____________________________________________________________ 

This memorandum is notification that the project referenced above has been reviewed and 

APPROVED as indicated in Federal regulatory statutes 45CFR46. 

 

PLEASE NOTE: 

Upon Approval, the research team is responsible for conducting the research as stated in the 

exempt application reviewed by the IRB which shall include using the most recently submitted 

Informed Consent/Assent Forms (Information Sheet) and recruitment materials.  

 

Any changes to the application may cause this project to require a different level of committee 

review. 

Should any changes need to be made, please submit a Modification Form.  

Taiya Fabre 

Dr. Taiya Fabre 

Chair, Institutional Review Board Committee 
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APPENDIX C 

TEACHER CONSENT FORM 

I, ____________________________ (teacher), am being invited to participate in a research 

study that will be conducted at Cullen Middle School by Monique Lewis, doctoral student at 

Houston Baptist University and Principal of Central Middle School, Galveston ISD.  The study is 

entitled The Exploration of Teachers’ and Principals’ perceptions regarding the Influence of 

Culturally Relevant Pedagogy on Middle School African American Male Student Achievement.   

 

Study participants will include the following: teachers who have been teaching at least 3  years 

and hold a valid teaching certification; Principals with a valid Administrative certification and 

been a Principal at least two years.   

 

The purpose of this phenomenological narrative study is to explore teachers’ and  

administrators’ perceptions regarding the influence of Culturally Relevant Pedagogy on  

the academic achievement of middle school African American males. 

 

I understand that my survey responses will be anonymous and that I will not be identified by name.  

I further understand that I may decline to answer any of the survey questions.  My signature below 

indicates my willingness to voluntarily participate in this study.  If at any time I have questions 

regarding the research, I understand that I may contact Monique Lewis, researcher, at 

973.400.9709, or Dr. Dianne Reed, program director, at 281.649.3035 or dreed@hbu.edu. 

 

The careful coding of the responses and noninvasive nature of this study insures no risks for me.  

This study will be conducted during the 2017-18 school year.  

 

__________________________________  ______________________ 

Signature      Date 
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APPENDIX D 

Teacher Electronic Survey Questions 

Part I: Demographic Data 

Please select the response that best describes you: 

1. Gender:  Female Male 

2. Years of Service: 1-3; 4-6; 7-10; 11-15; 16-20; 21-25; 26-30; 30+ 

3. Number of years teaching: 1-3; 4-6; 7-10; 11-15; 16+  

4. Number of years teaching middle school: 1-3; 4-6; 7-10; 11+ 

5. Highest degree attained: Bachelor’s; Masters; Doctorate 

6. Undergraduate major: (open response) 

7. Graduate major: (open response) 

8. Certification: Yes No; if yes, select one: EC-4; EC-6; 4-8; 6-12 

9. Race: American Indian or Alaskan Native; Asian; African American or African  

American; Native Hawaiian or Pacific Islander; White 

Part II: Multiple Choice Questions 

Choose your response to the following multiple-choice questions: 

strongly agree (5), agree (4), undecided (3), disagree (2), strongly  

disagree (1).   

1. I model instructional tasks by demonstrating tasks (e.g. think-alouds) 

2. I model instructional task by using explicit instruction. 

3. I model by using limit language to demonstrate skill. 

4. I Promote student engagement in my classroom by using visuals and manipulatives. 

5. I Promote student engagement in my classroom by providing & extracting 

background information to better teach. 

6. I Promote student engagement in my classroom by making overt connects among 

concepts. 

7. I Promote student engagement in my classroom by making eye contact with students 

and speaking clearly while modeling skills. 

8. I Promote student engagement in my classroom by elaborating on student responses. 
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9. I encourage student effort in my classroom by providing feedback during and after 

task. 

10. I encourage student effort in my classroom by providing specific feedback about 

student’s accuracy and/or effort. 

11. I encourage students’ effort in my classroom by making majority feedback positive. 

12. I encourage student effort in my classroom by celebrating or displaying examples of 

student success. 

13. I set high expectations in my classroom by asking higher order thinking questions. 

14. I set high expectations in my classroom by using multiple questioning strategies. 

15. I set high expectations in my classroom by engaging learners in reflective thinking 

and writing. 

16. I set high expectations in my classroom by using a variety of high yield strategies or 

research-based practices that accelerate learning. 

17. I set high expectations in my classroom by practicing my instructional delivery before 

going live. 

18. I create a positive classroom climate by ensuring the learning space is safe, caring and 

responsive to the learning of all students. 

19. I create a positive classroom climate by allowing learners to have regular 

opportunities to provide personal perceptive and feedback. 

20. I am culturally sensitive to students by creating an environment that is culturally 

sensitive to students’ background. 

21. I am culturally sensitive to students by addressing diverse language needs. 

22. I am culturally sensitive to students by incorporating knowledge of learners cultural, 

social, ethnic needs and strengths into instructional material also teaching in a 

positive manner. 

23. I am culturally sensitive to students by encouraging learners to read about/research 

their own and other learners; cultural, socio economic and ethnic backgrounds.  

24. I am culturally sensitive to students by avoiding teaching and learning which 

reinforces stereotypes, prejudice and discrimination. 

25. I ensure there is opportunity for student learning by allowing them time to practice 

tasks. 

26. I ensure there is opportunity for student learning by demonstration of scaffolding 

within the lesson. 

27. I ensure there is opportunity for student learning by executing varied instructional 

strategies and teaching styles frequently to meet learning styles. 

28. I ensure there is opportunity for student learning by executing cooperative learning 

structures. 

29. I ensure there is opportunity for student learning by the demonstrating of cultural 

responsive instructional strategies. 

30. I ensure there is opportunity for student learning by ensuring the classroom seating is 

designed for collaboration. 

31. I provide a classroom environment with a wall that reflects current learning. 

32. I provide a classroom environment where student work is displayed – minus grades. 

33. I provide a classroom environment with academic language present and visible from a 

learner’s seats. 

34. I provide a classroom environment with learner objectives or standards posted. 
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35. I provide a classroom environment with classroom commercial material 

representative of student background. 

36. I provide a classroom environment with materials organized and readily available. 

37. I provide a classroom environment that is orderly and inviting. 

38. My classroom provides students with a variety of technology use opportunities.  

39. I use checking for learner understanding of task as an assessment of mastery. 

40. I used varied assessment methods of task as an assessment of mastery. 

41. I consistently used data to inform all instruction decisions. 

42. I am mindful of racial/ethnic representation in remedial groups, tier 2 support, and/or 

special education is proportionate to the racial/ethnic population of the class. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 


