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Abstract
of
“UNCOVERING WHAT EFFECTIVE TEACHING MEANS FOR AFRICAN
AMERICAN STUDENTS:” THE CREATION OF THE EQUITABLE LEARNING
ENVIRONMENT (ELE) RUBRIC
by
Stephan Sanders
A macro-level solution to closing the Achievement Gap for African American
students has evaded district administrators and state officials for decades. There have
been new curriculums introduced, new educational settings such as charter schools
developed, and a surplus of money injected into existing ineffective programs. The
aforementioned endeavors have only produced short-term minimal gains for African
American students and currently academic gains remain stagnant as the Achievement
Gap has plateaued. Moreover, there has not been a large-scale initiative to equip
teachers, the variables with the most influence on student gains, with more culturally
relevant pedagogical skills with which to make African American students more
successful. In addition, there has been a void in a teacher observation protocol tool from
which teachers will have the impetus to enact strategies in the classroom that are the most
efficacious for African American students. With Critical Race Theory and its tenets as
the foundation in the rationalization for reforms in policy, teacher preparation programs,
teaching practices, and teacher evaluation, this study introduces the Equitable Learning
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Environment (ELE) Theory and its progeny the ELE Rubric as a tool to inject Culturally
Responsive Pedagogy (CRP) on a macro-level.
This is a phenomenological study in which the researcher sought to uncover the
shared essence that effective teachers of African American students encompassed. The
findings serve to encapsulate the “essence” as a paradigm to which educational leaders
can write policy and professional development curriculum around this contemporary shift
in ideology, beliefs, and practice. The researcher created a rubric containing elements of
both common Eurocentric pedagogy and CRP centered by the domains of 1) Emotional
Support, 2) Classroom Continuity, and 3) Instructional Support, a five-week direct
observation of five teachers in their own classrooms, followed by an interview with each,
aided the researcher in defining the essence uncovered as a paradigm. The findings
served to revise and perfect the ELE Rubric into a working tool that any elementary
teacher could be trained to use, be evaluated on, and effectively serve all student
populations in their classroom
The following questions were answered in this study: (a) what measurable
indicators of effective teaching and culturally responsive pedagogy do successful teachers
of African American students in Grades K-5 employ in the classroom to make them
academically successful? And (b) what do teachers believe a proposed teaching rubric
used to asses both effective teaching and culturally responsive teaching techniques should
encompass? The findings indicate that although Culturally Responsive Pedagogy covers
a wide range of strategies, beliefs, and ideologies, there are seven measurable indicators
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effective teachers of African American students’ employ in the classroom. The findings
also suggest the aforementioned significant seven measurable elements should be
included on any teaching rubric or observation protocol if it is to be equitable for African
American students. Although the study included a small number of participants, the
methodology of completing multiple observations over several weeks, an interview with
each participant, and the triangulation of the results within the review of literature give
the findings a credibility anchored in quality of research.
Upon completion of triangulation the seven major, measurable indicators found to
be significant were (a) Creating connections to personal or cultural experiences; (b)
Rigor, regardless of current academic levels; (c) Using literature in the classroom so
students see themselves in the characters or their experiences played out in the literature;
(d) Teachers must have a steadfast belief that African American students can achieve on
grade level and beyond academically; (e) Teachers must master the skill of being a
“warm demander,” being seen as someone students can trust but also firm in his or her
expectations of students; (f) Teachers must create a connection with students’ families
and learn important information about the communities in which they serve; and (g)
Teachers must be intentional in creating relational trust with students before students will
allow themselves to take risks and affirm the direct instruction of the teacher.
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Chapter 1
INTRODUCTION
Prior to desegregation, African Americans had established several high-achieving
historically black colleges and a pipeline of elementary and secondary schools
accommodating the needs of black students and their futures (Bell 1989, Foster 1990).
The schools were run by very proficient black teachers, principals, professors, and black
university presidents. Once desegregation became the law of the land and the practices
of busing became commonplace, these same staff and faculty members were displaced
and even demoted from their positions, including administrators (Tatum 2003, LadsonBillings 2009). They were replaced with white teachers who were regarded as more
capable educators in the eyes of the government, credentialing agencies, and white
parents (Ladson-Billings 2000, Kunjufu 2002). The purpose of this study is to examine
teachers who are currently successful teachers of African American students in an effort
to capture the “essence” or the ingredients of their success, and create a rubric from
which to amass these elements and replicate in classrooms across the country. In
addition, the purpose of the rubric is to not only capture the actions in a general sense but
to describe and implement specific measurable indicators from which administrators and
teachers can use to evaluate and classroom teacher with a valid instrument, the Equitable
Learning Environment (ELE) rubric.
Over the decades, as forced desegregation practices have dissipated, school
districts passed laws that mandated students attend one of a certain assemblage of schools
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based on their zip code. This policy has created a de-facto segregation of neighborhoods
and schools based on socioeconomic levels and a resource gap in school funding for
curriculum, buildings, equipment, and quality teachers (Bell 1989, Guinier 2004).
Therefore, the more affluent schools are able to attract the best teachers graduating from
teacher preparation programs with the proper credentials (Ladson-Billings 1994, DarlingHammond and Baratz-Snowden 2007). However, the teachers who are unable to meet
the requisite evaluation standards during their probation period (first two years in most
districts) are then sent to schools with the poorest results that happen to be located in
lower socioeconomic areas (Howard 2003, Strauss 2011). This becomes problematic for
several reasons, as the marginalized students requiring the most effective instruction to
begin their ascension are given the marginalized teachers who are ill equipped in skillset
to help African American students (Ladson-Billings 2000, Howard 2001). In addition,
thousands of teachers receive evaluations as highly effective and master, even in the
midst of as much as two-thirds of their students not reading on grade level and failing.
This practice has created a chasm between the teacher quality of schools containing a
majority of white students and those containing students of color (Bell 1989, Foster
1990). Moreover, it widens the achievement results between white students and students
of color (Haycock and Hanushek 2010). Lastly, all over the country, teachers are
designated as highly effective and master teachers, yet a large number of their African
American students cannot read and are failing. How can a system label a professional as
a master of his or her craft if their students are failing?
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It is with this question in mind that I sought to construct a study that involves a
teacher observation protocol that includes elements supporting the underserved and
failing students in its measures. I designed an observation protocol that combines the
commonly accepted Eurocentric measures of effective teaching and the researched
methods of culturally responsive pedagogy (CRP). This rubric covers the commonly
accepted measures used by district officials of gauging teaching and learning in a
classroom. These measures are the domains of (a) socio-emotional supports, (b)
classroom organization or classroom environment, and (c) academic instructional
supports. The Equitable Learning Environment Rubric (ELE) was used to observe
teachers labeled as effective teachers of African American students. Table 1 lists the
indicators used in the creation of ELE. The left side illustrates the domain and indicators
currently measured in a teacher evaluation rubric. The right side contains the measurable
indicators of CRP placed under the identical domains. The first draft of the synthesized
rubric was created using it as a guide. The finalized rubric is shown further in this
dissertation after discerning indicators that should be added or eliminated from the
created rubric were gleaned from the study.
Table 1
Criteria for Equitable Learning Environment Rubric (ELE)
Current Rubric
Emotional Support
• Positive Climate
• Teacher Sensitivity
• Regard for Student Perspectives

CRP
• Building genuine connections with
students in order to form relationships
• Teacher’s cultural awareness (bi-cultural)
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•

Classroom Organization
• Behavior Management
• Productivity
• Instructional Learning Formats
• Classroom Routines & Procedures

•

Instructional Support
• Concept Development
• Quality of Feedback
• Language Modeling
• Richness of Instructional Methods

•

•
•

•
•
•
•

Engage in support in the formation of a
student’s self-identity – Racial
socialization
Nurturing & Supportive environment –
Restorative Practices
Artifacts are reflective of the students’
lives and cultures
Students feel safe to take risks and learn
from their mistakes
Scaffolding with experiences that are
familiar to students of color
Background knowledge makes connections
to their culture – Re-appropriation
Relational/Warm Demander
Code switching from AAL to Academic
Language
High Expectations//High Rigor

Attending observations using the ELE, I conducted an ethnographic study of
teachers who have been designated at effective teachers of African American students.
This study includes up to five weeks of observations using the rubric created by the
researcher and one-on-one interviews with each teacher. My findings served to shape
and hone the existing rubric so it encompasses the important measurable indicators to
evaluate all teachers, regardless of what student population they serve. In addition, it was
my intention to craft a rubric that could be given to any teacher, regardless of race, color,
or ethnicity, which he or she could implement in the classroom to create successful
outcomes for not only white students but for African American students previously
omitted from the teacher evaluation narrative. As referenced previously, the practice of
first-year teacher or teachers with low evaluation scores being sent to schools in low
socioeconomic areas and with a high population of African American and Latino students
is both inequitable and ineffective (Bell 1995, Kunjufu 2002, Darling-Hammond,
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Amrein-Beardsley et al. 2012, Timar and Maxwell-Jolly 2012). Unfortunately, these are
exactly the locales where highly effective teachers are needed the most.
It was my prediction that once teachers are properly trained in CRP and its
strategies, the Achievement Gap in classrooms and districts across the country will begin
to close. The meaningful differentiation the ELE requires teachers to use when
instructing black students will give educators alternative methods to teach text
comprehension, academic language, mathematical reasoning, oral expression, syntax, and
several other academic skills as well as common core standards. In turn, this
purposefulness will change the culture of a school so that equity becomes the norm and
not just a belief employed by only a handful of teachers or administrators. Once teachers
use an instrument such as ELE with a much wider lens on differentiated inputs for
learning outcomes full of high expectations, not only will their skillset improve
drastically but their will to believe in and guide students of color will become contagious.
Teachers will hold themselves accountable and question inequities such as colleagues
being named a “master teacher” if the students in the classroom are anything but
proficient or advanced in academic standards and standardized tests.
The failure of African American students and the existence of the Achievement
Gap has been a prevalent issue in public education for almost four decades (Lee 2002,
Gordon, Paik et al. 2007, Timar and Maxwell-Jolly 2012). Once racial segregation in
schools legally ended after the Brown v. Board of Education case (as cited in Guinier,
2004), the tendency of some racist teachers to not value the education of African
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American students caused a void in the equitable educational practices such students
received (Ogbu and Simons 1998). There have been major initiatives in education such
as the desegregation of public schools, the Elementary and Secondary Act (ESEA), the
shift to standardized testing, scripted curriculum, and the No Child Left Behind Act
(2001). However, these initiatives only served to further solidify the dominant culture’s
control on public education and did not advance a truly pluralistic educational system in
which all cultures are honored equally (Paris and Alim 2014). More specifically, there
has been little effort to make sweeping changes in the beliefs, the teaching methods, or in
the adopted curriculum to increase more African American students’ access, thereby
making them more successful (Ladson-Billings 2000). As a result, African American
high school students drop out at rates up to 2.5 times higher than white students.
Furthermore, up to 70% of those students who drop out subsequently end up in prison
and are members of either the Latino or African American community (Amuaro, 2012).
Among the students who entered high school in the 2003–04 school year, only 74%
graduated within four years, including 91% of Asians, 80% of whites, 62% of Hispanics,
and a paltry 60% of blacks (National Center for Education Statistics [NCES], 2010).

Percentage
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Figure 1. High school dropout rates by ethnicity and gender, 2015.
A major catalyst of this phenomenon is elementary reading scores, with black
students’ scores at 16% nationally as opposed to 47% for their white colleagues (Nations
Report Card, 2013). If African American students are not reading at grade level by the
end of the third grade, they have more than a 60% chance of dropping out of high school
and a 30% chance of landing in prison, being in poverty, or being on welfare by the age
of 18 (Christie, Jolivette, & Nelson, 2005). This is better known as the school to prison
pipeline (Solorzano, 1997). As shown in Figure 1, African Americans still have one of
the highest dropout rates behind American Indians and Latinos. Moreover, the NCES
(2010) reported that in 2007, a higher percentage of black elementary and secondary
students, 21%, had been retained in a grade than was the case for whites, Hispanics, or
Asians.
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Several scholars have shown that the primary variable that can change the
trajectory of students most affected by the Achievement Gap is a highly effective teacher
(Ladson‐Billings 1995, Kunjufu 2002, Darling-Hammond and Baratz-Snowden 2007,
Gay 2010, Haycock and Hanushek 2010). In fact, an effective teacher has been shown to
add as much as 1.5 times to a student’s lifetime earnings (Hanushek, 1997). In effect, a
good teacher can change both the deleterious outcomes of incarceration, or a lifelong
sentence of being poor into a life of immeasurable possibilities. However, in 2007–08,
25% of secondary mathematics teachers who taught in schools with at least half black
enrollment had neither a valid state certification nor a college major in mathematics,
compared to 8% of secondary mathematics teachers who taught in schools with at least
half white enrollment (Darling-Hammond and Youngs 2002). Effective teachers are
masters of their subject matter, display exceptional verbal skills, engage students in active
learning, constantly reflect and adjust instruction, and preferably have mastered all the
state requirements to become a teacher (Darling-Hammond & Baratz-Snowden, 2007).
According to NCES (2010), 1 in 100 African Americans at the age of 17 can read
specialized informational text such as that found in a newspaper. This is in contrast to 1
in 12 whites. One in 100 African American students can do a multi-step math problem in
elementary algebra compared to 1 in 10 white students. The most alarming statistic is
that at the end of high school, African American students have reading and mathematics
skills equivalent to those of an eighth-grade white student (Haycock, 2001). The newly
introduced Common Core Standards are designed to create the same level of rigor and
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deep level understanding of subject matter across the United States (Akiba, LeTendre et
al. 2007, Porter, McMaken et al. 2011). Up to this point, when left up to the states, even
if the original versions of their standards were once ambitious, most have less significant
versions currently that do not ask much of students at all (Mathis 2010).
Table 2
Reading and Math Comparative Outcomes for African American and White Students

Read Informational Text
Multi-Step Algebra
Problem
Reading and Math
Equivalency (12th Grade)

African American
Students
1 in 100

White
Students
1 in 12

1 in 100

1 in 10
H.S.
Graduate

8th grade

In addition to the commonly accepted Eurocentric indicators of effective teaching,
CRP has been widely recognized as highly effective in improving the outcomes of
African-American students (Gay, 2000; Ladson-Billings, 1995; Nieto, 1992). CRP
suggests that highly effective teachers add culturally relevant connections to their lessons,
employ hands-on activities for students to take part in, use several methods of
assessment, have rigorous content standards, maintain high expectations of students,
epitomize a belief that all students can and deserve to learn, and maintain a strong
connection with parents (Howard 2001, Ladson-Billings 2009, Gay 2010).
If statistics such as the above mentioned data for African American students are to
improve on a macro-level, school curriculum and effective teachers must challenge
students and create independent learners able to succeed in college and in careers with
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demanding measures (Christle, Jolivette et al. 2005, Paris and Alim 2014). In
conjunction with the challenging curriculum, these underserved students must be given
extra help and a choice of multiple modalities, such as project-based learning or
kinesthetic and tactile opportunities (Halvorsen and Neary 2009, Ladson-Billings 2009,
Gay 2010). This action may manifest itself in the form of small groups within the
classroom; the implementation of extra periods of instruction in math or English language
arts; summer enrichment programs; or afterschool programs run by qualified,
credentialed teachers. The most important aspect in the fight to meaningfully slow down
the Achievement Gap trends is an effective teacher at each grade level in every subject
(Bandura 2001, Nieto 2005, Howard 2010, Hanushek 2011).
Currently, students of poverty and students of color are more likely to be taught
by an instructor without a major or a minor in their assigned subject area (Brown 2007,
Haycock and Hanushek 2010). The teacher assignment policies that place the most
inexperienced or unqualified teachers in urban or low-achieving schools must be changed
on both state and federal levels. To illustrate the possibilities of achievement if this trend
were changed, a study in Texas (Haycock, 1998) purposefully assigned their best, most
experienced, and master teachers in the schools and classrooms to the most
underachieving schools. The trial began in first grade and continued through students’
graduation from high school. The results were staggering in that the most underachieving
schools had reversed their failing results to become some of the highest achieving schools
in their respective districts. In addition, so that the results had the best opportunity to be
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replicated, the “chosen exemplar teachers” were dispersed throughout the district to train
and coach other teachers (Haycock, 1998). This is the kind of concerted effort needed in
districts across the country in order to stop the inequitable education practices and
outcomes that are plaguing African American and other underserved students. The
appropriate measures used in teacher observation rubrics are vital at this point to ensure
that best practices are being taught and practiced to affect students of all ethnicities,
learning styles, and socioeconomic levels. In addition, to prove its efficacy, the rubric
must be implemented with fidelity by all teacher evaluators, mentors, and coaches. To
interrupt the current narrative and inculcate a truly pluralistic growth mindset of
education, it appears that one rubric would logically need to encompass elements that
benefit teachers in instructing all student types (Guinier 2004, Sleeter 2012). One
example of how this might be enacted in the classroom is with a general education
teacher actualizing in her lesson plans by differentiating techniques for students in
Special Education and culturally responsive techniques for teaching African American
students (Richards, Brown et al. 2007, Paris and Alim 2014).
African American students consistently achieve the lowest scores on standardized
tests and reading assessment scores across the country. Hence, the Achievement Gap
continues to increase or, at best, plateau (Tatum 2003, Timar and Maxwell-Jolly 2012).
The schools that educate the vast majority of black students not only have the dilemma of
poor test scores but also of being poor in educational resources and very low in
experienced or highly effective teachers. Therefore, the schools in which effective
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teachers are needed the most struggle with new, apathetic, or poor teachers year after year
(Kunjufu 2002, Noguera 2003, Howard 2010). Research has identified that the most
effective way to pull students out of poverty, increase standardized test scores, and
therefore, change the lives of students is an effective teacher (Haycock & Hanushek,
2010). The public school districts’ unwillingness to change their mandate of principals
displacing ineffective teachers from affluent, high performing schools into schools with a
majority of African American students continues to stifle any significant gains in student
achievement. Therefore, charter schools have become a viable option due to their
freedom of creativity in teacher-driven delivery methods and their ability to create their
own curriculum to adjust to their students. Though their popularity has grown and the
achievement results of several schools have given reason to celebrate, the public school
system serves over 50 million students, and charter schools only serve 6.2% of those
students (NCES, 2015). This leaves over 46 million students at the mercy of an
inadequate public school system and a large number of African American students with
our original problem of ineffective teachers.
Presently, several high- and low-performing schools alike use observation rubrics
and evaluation protocols that contain the elements mentioned in Table 1. However, what
these measures have left out are elements of CRP, which may make more students of
color as successful as their white counterparts. At a minimum, ELE, with its inclusion of
CRP, will coerce teachers to purposefully include students previously overlooked in their
lesson planning and classroom engagement. This omission is curious since school
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performance is measured by high stakes testing and the results of their entire student
body. Though African American students are a minority student group, their impact on
scores would seem to be enough of a blemish that their success would be of interest. The
most effective teachers seek to stay on the cutting edge of new research-based techniques
and on the lookout for ways to maximize their effectiveness on the largest amount of
students possible (Darling-Hammond and Youngs 2002). It is my assertion that the
combination of proven research-based effective teaching techniques combined with
proven research-based culturally responsive pedagogy and CRP beliefs will increase
reading scores and graduation rates, thereby reducing the Achievement Gap for African
American students in Grades K-5.
The observation protocol must be one that is already familiar to educators:
research based, reliable, and reputable in the eyes of teachers. In addition, the elements
of CRP are made to fit as a part of the domains and elements so their implementation is
seamless. Classroom Assessment Scoring System (CLASS) has been tried extensively in
over 4,300 classrooms across the country and experts in the field of effective pedagogy
and proponents for an equitable education system have laid the blueprint for CRP.
CLASS measures how effective teachers are at teaching students on the continuum of
their maturity and natural changes from kindergarten into adolescence and even young
adults (Hamre, Pianta et al. 2013).
As the failing educators of students of color and the poor continue to create
headlines, it would only seem logical that when presented with a cure there would be
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many enthusiastic districts and educators anxious to implement and spread this viable
panacea of CRP. However, the opposite is true, as more excuses are made for why CRP
is not meaningfully introduced: because it is only good for the “few” or not scientifically
proven or the results are not statistically significant enough. Moreover, other
environmental factors are made to be the culprit for African American students’ failures
rather than the current pedagogy being ineffectual (Mitchell, Crowson et al. 2011). In the
past, school officials and educators have denied the results of using CRP or anything
outside of their myopic lenses by casting CRP as less than academic and its methods not
tied to any scientific evidence. Even as late as 2014, when the usual truism of science
ushered into the picture new developments regarding African American students’ brains,
there was little coverage of this profound study. The response, growth, and schema
formation clearly illustrated how CRP is connected to the ways in which students process
and decipher comprehensible input, yet there has still been no meaningful pedagogical
shift (Hammond 2014).
This rhetoric persists even as African American students continue to be
significantly outperformed by their white peers in any of the commonly accepted college
indicators such as GPA, high school graduation rates, third grade reading scores, and any
standardized test scores (Carter, Hawkins et al. 2008). The aforementioned results are
true regardless of socioeconomic status or familial construction, such as a one- or twoparent household (Carter, Hawkins et al. 2008, Banks and Banks 2009, Gay 2010). As
black students continue to confront this stark reality year after year with seemingly no
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structural or systemic changes so different approaches may birth new outcomes,
oppression remains a constant even with different faces (Bell 1992, Nieto 2005, Paris
2012).
Problem Statement
Though the number of Bachelor’s degrees conferred to African American students
has risen slightly, 10% up from 9% (NCES, 2014), there are too few African American
students attaining a high level of academic achievement and socio-emotional or
behavioral success in grades K-5 (Nieto 2005, Howard 2010, Mitchell, Crowson et al.
2011, Losen 2014). According to the annual report by Edsource (2008), the close to
500,000 African American students in California had an API of almost 200 points lower
than their white peers, scoring 643 and 805, respectively. As seen in Table 3 in the
critical area of ELA, the percentage of African American students’ proficient was far less
than that of white students, especially in the crucial grade levels of third and 11th grades
(Edsource, 2008).
Table 3
California CST Proficiency by Ethnicity

Ethnicity

African
American
Asian
White

% Proficient or
Advanced - CST
Grade

Grade

Grade

Results as of 2006-07
Grade

2

3

4

11

39%
73%
66%

27%
60%
56%

39%
73%
71%

22%
57%
52%
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All Students

48%

37%

51%

37%

The aforementioned outcomes are both connected to teacher evaluation, as the
onus of being an effective teacher includes creating a positive culture and climate in the
classroom, one in which students enjoy and feel included (Hamre et al., 2013; Nieto,
2005; Suarez-Orozco, 2015). This is due in large part to the dearth of highly effective
teachers being properly trained in CRP techniques or employing and becoming invested
in CRP with their daily classroom practices. This is made more frustrating by the blatant
disregard for CRP and its advantages by top officials in education (Wald and Losen 2003,
Mitchell, Crowson et al. 2011). This is done despite the fact that several well respected
researchers have introduced and proven its validity again and again (Howard 2001,
Ladson-Billings 2009, Gay 2010). The research is clear that the single most important
factor of an effective teacher can drastically change a child’s quality of life and improve
his or her outcomes (Hanushek & Rivkin, 2006). Due to the scientific findings in African
American child development and social-cognitive theory related to traumas being
experienced presently and historically, the students most affected by poor academic
outcomes must be taught differently and, furthermore, have different needs that need to
be accommodated in all classrooms across the country (Darling-Hammond et al., 2015).
In addition, the evaluation procedures by which teachers are assessed and the subsequent
observation rubrics must be adjusted to make the chronic failure of African American
students a specific target and the remedies offered in CRP the norm. The Achievement
Gap, which has now become so large that respected scholars refer to as the achievement
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debt, has gone on too long and covered a span of almost four decades (Ladson-Billings,
2006). This problem is in need of an effective cure on a micro-level, which can then
spread to a macro-level and become part of policy decisions by local and state education
departments.
The most effective teachers of African American students use CRP strategies that
honor the students’ own cultures, experiences, and traumas from their past, creating a
genuine trust between student and teacher (Ladson‐Billings 1995, Nieto 2009, Howard
2010). This is imperative in any classroom and amongst any student population but
especially for African American students who do not fit the Eurocentric pedagogical
practices, curriculum, and assessments from which the discipline of education originates
(Ladson-Billings, 1995; Ogbu, 1994).
Teachers and a few schools operating in silos have taken heed to the research and
trained educators on using strategies and methods the authors of CRP have long been
asking for, even as an indication of basic efficacious teaching (Ladson‐Billings 1995,
Nieto 2009, Howard 2010). The ELE is a calculated step toward not just allowing a few
classrooms to enjoy the success of CRP strategies but toward changing the lens through
which teachers currently define their daily imperatives so they include the planning,
strategies, belief, and ideologies in which African American students are also included,
first as a matter of compliance and eventually as a matter of commitment.
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Nature of the Study
Research Question 1: What measurable indicators of effective teaching and
culturally responsive pedagogy do successful teachers of African American students in
Grades K-5 employ in the classroom in order to make them academically successful?
Research Question 2: What do teachers believe a proposed teaching rubric used to
assess both effective teaching and culturally responsive teaching techniques should
encompass?
To answer these questions, I first developed a classroom observation protocol that
encompasses both traditional indicators of teaching effectiveness as well as indicators of
CRP. This protocol is based on CLASS, the classroom assessment scoring system, which
has been implemented in over 4,300 classrooms for a period of 11 years. The domains
and elements of CLASS were supplemented with CRP indicators and a classroom
observation rubric was created. Second, I used this tool to observe teachers in their
natural setting to assess their use of the elements in the created rubric or to discover if
there are common actions, themes, or elements not included in the new rubric. I also
conducted one-on-one interviews with each teacher included in the study to uncover any
common themes that create success for African American students that were not observed
during the classroom visits. In addition, I sought to gain a deeper understanding of the
traditional Eurocentric pedagogy, CRP, or any methods not included that the chosen
teachers utilize to make African American students successful.
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In summary, an phenomenological research methods study, including observation
and interviews, was used to uncover the essence of effective teachers of African
American students. Specifically, I observed five elementary K-5 teachers who had been
appraised by school district officials or their evaluators as effective teachers of African
American students. Finally, I conducted thorough interviews with each participant
teacher to gain insight into their perceptions as to what makes them successful teachers of
African American students. Information from these interviews was used to evaluate and
refine the newly created and synthesized observation protocol. Subsequently, this rubric
will begin to bridge the gap between the practice of effective teaching and the theory of
CRP. In this manner, teachers who are asked to use this rubric may become more
culturally responsive through purposeful implementation of unfamiliar yet effective
strategies, ensuring each and every student in their classrooms is being taught equitably
and achieves the deserved educational benefit outcomes.
The teachers were selected based on their student outcome results with all
students, in particular African American students. In addition, their district
administration team and or site principal deemed them effective or highly effective in
formal evaluations. These observations, interviews, and study were conducted in their
own classrooms and in their own preferred settings. I also observed their effects on
student outcomes in various classroom formative assessments. The practices during
which they were observed were academic instruction, classroom management,
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instructional practices, and socio-emotional practices. Within the aforementioned
domains, the existing characteristics of CRP were observed and evaluated.
In the end, I report my findings of student outcomes and I coded the similarities in
successful teaching practices into a rubric and observational protocol from which their
success can be duplicated in any K-5 classroom in the county.
Theoretical Frameworks
Critical Race Theory (CRT)
If CRP is a research-based practice that gives African American students the
greatest opportunity to be academically successful, then why is it not the norm in every
classroom in which they are members? In addition, why is it not covered more
thoroughly in teacher preparation programs so it becomes a learned skill of teachers, just
as mastering the instruction of reading or math? To answer these questions, we must
discuss Critical Race Theory (CRT) and its perpetual practices, which widen
Achievement Gap and produce the same dismal results for students of color. CRT
operates under four assumptions: (a) racism is woven into the fabric of America and is
thus an entrenched norm in policymaking and discourse; (b) stories/narratives of an
objective reality from African Americans serve to interrupt the master scripting
discourse; (c) there must be a critique of current liberalism as “not enough” to truly serve
equitable practices and it is too watered down to do what is necessary; and (d) whites
have been the primary beneficiaries of civil rights legislation in the form of affirmative
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action, jobs, scholarships, and several other benefits, not blacks and other marginalized
races (Ladson-Billings, 1998; Solorzano, 1997).
CRT operates upon the premise that racism is a norm in all aspects of American
society; therefore, it is a fact with which African American students deal daily (Bell,
1989; Ladson-Billings, 1998). In addition, CRT seeks to call out the examples of racism
in all sectors of American society, names them, calls them out to the oppressors, and
works to find solutions to eradicate the inequitable practices (Ladson-Billings, 1998).
These practices continue to be relevant today even if under the guise of other names in
order to progress the oppression with each decade. CRT asserts that only if and when the
dominant Eurocentric culture finds benefit in controlling the mode, the means, or the
production of equitable initiatives will it acquiesce on its own terms to allowing policies
that benefit African Americans them existence (Bell 1995, Ladson-Billings 1998).
Strategies that may create more successful African American students on a macro-level
have yet to be seen as beneficial because this may mean blacks would take more than
their share of seats in high quality universities, be given high paying jobs over whites, or
gain control of powerful policymaking positions (Bell 1992, Ladson-Billings 1998,
Murrell Jr, Murrell Jr et al. 2012, Paris and Alim 2014).
The chronically poor outcomes of African American students in public school
districts and schools of all types across this country have to be unmasked and drilled
down to the core so the perceived apathy of teachers and administrators is no longer
tolerated. The schools that celebrate their graduates being accepted into Ivy League
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schools and other esteemed institutions must be looked at with a critical eye and asked
the question, “Why are their successful students perpetually white and belonging to a
certain socioeconomic level?” Moreover, when there are stories of students of color
receiving these honors, why is it so few and why is no one asking to see what is behind
the proverbial curtain so their successes are replicated on a large scale?
Institutionalized racism and its consequences are exemplified by administrators
and teachers who are free to act out their implicit biases daily in the classroom and blame
the child and his or her environment for their underachievement without solving “why”
this particular student is underperforming (Kunjufu 1985, Ladson-Billings 1998, Wise
2013). Furthermore, this mantra plays out in the classroom with a display of a lack of
respect for the students, prompting a detour from the Eurocentric truths about a particular
fact in history and actually telling the entire story even if it sheds the oppressor in a
negative light. This practice is called master scripting and it is what keeps the
oppressor’s narrative active decade after decade in curriculum and in practices (LadsonBillings, 1998). The manner in which academic outcomes are codified such as the
“proper” way to speak, write, behave, and view oneself were created by the Eurocentric
narrative (Delpit 2006). The underpinnings of this action is in cultural deficit thinking
and is not admonished or dealt with but merely becomes the norm and is enacted from the
racial powerbase of Eurocentric beliefs, principles, and history.
The belief of students that is passed down from generation to generation is due in
large part to the realizations that African Americans are involuntary immigrants; the
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school system, the methods, the beliefs, and the rewards are not designed for them;
therefore, no vociferous resistance movements or actions are employed as their children
come home chronically failing (Ogbu, 1994). This stigma then becomes an excuse for
students as they point to bad grades or unfavorable discipline consequences. Moreover,
African American students are much less likely to take a risk to play in this present
educational system after the first sign of failure or of being unsuccessful in classroom
settings amongst their peers (Banks et al., 2001). This plays out even further amongst
members of their own race as they deflect their anger at what they perceive as the unfair
rules of education to those of the same race/culture being successful. Therefore, two
groups form within a culture, both seemingly admonished and shamed by the educational
authorities and by their own peers of the same race (Noguera, 2003).
Teachers take one gaze at a student’s skin color and assess their educational
capacity, their belief in their future success, and their socioeconomic status (Delpit,
2006a). It is at this point that educators assume these students are disadvantaged, cannot
handle challenging work, and that they all deserve remediation (Banks et al., 2001). The
narratives of successful African Americans resonate loudly under the umbrella of CRT
and keep the resistance to status quo education alive as this form of verbal resistance
seeks to replicate the successes of predecessors by challenging oppressive policies,
practices, institutions, and racism in all of its forms.
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Socio-Cognitive Theory
To gain an understanding as to why African American students not only require
the most effective teachers but also a system that supports CRP, socio-cognitive theory
must be explored. This theory asserts that all human beings strive to see themselves as
capable members of society with the tools and positive sense of self to pursue their hopes,
goals, dreams, and ambitions (Bandura, 2001, Luszczynska, A & Schwartz, R, 2005). In
an educational setting, African American students specifically set goals based on a selfappraisal of their own skills; the more robust their self-efficacy the higher their goals
(Bandura, 1989). Due to the cultural mistrust inherent in the educational system between
voluntary and involuntary emigrants and the lack of clarity regarding what is expected to
be successful, many African American students enter schools with a very low value of
their own self-efficacy, as it is measured by the dominant culture’s standards (Ogbu,
1994). This is precisely when and where teachers believing in and employing CRP can
be most effective in raising the self-worth and self-assessment skills of African American
students. Their hard work and focus can lift their existing levels well beyond what they
contain as they leave their own environments and enter the unfamiliar classroom. Setting
high rigor as a norm and challenging goals as an expectation can significantly raise the
level of motivation and performance. As a result, those students who have or who grow a
high sense of self-efficacy visualize themselves as successful and therefore see high
academic outcomes as a "real" possibility, interrupting the current narrative of inevitable
failure in their lives (Bandura, 1989). This same logic works with respect to persistence
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and African American students’ reactions to challenges. Students who visualize failure
or their attempts as hopeless slack off in their efforts while those who believe in their
success exert greater energy and effort to reach mastery (Bandura, 1989, Luszczynska, A
& Schwartz, R, 2005).
As this pertains to African American students, once they reach the point of not
believing they can achieve high standards of academic excellence and that they do not
deserve the rewards life has to offer, an effective teacher must be intentional in being an
advocate and purposefully guiding them through this difficult socio-emotional period
(Darling-Hammond, 2002; Ladson-Billings, 1995). In summary, the social cognitive
theory explains the goal of the human mind and body is to have control over its own
motivation, self-efficacy, and physical actions in order to make the student the most
successful person possible (Bandura, 1989). Effective teachers are the models from
which students learn to form the resiliency necessary to mature socio-emotionally, in
order to develop cognitively. With respect to African American students and the
elementary grade levels, effective teachers create the scaffolding and support so they
learn to set and meet high goals and gain an increased ability to evaluate their own zone
of proximal development (ZPD) in reaching their maximum potential (Bandura, 2001).
In the classroom, teachers create tasks based on grade level standards. Teachers
then ask students to complete these tasks and be assessed based on a grading scale of pass
or fail or A to F. As students evaluate their own intellectual capacity to complete these
tasks, their familiarity with the subject matter, and the odds of them being successful,
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their motivation level wanes or strengthens based on their belief about themselves. When
a teacher plans actions within the lessons to reinforce the strengths of African American
students and to grow their belief in self and the odds of them being successful, they then
become agents of this growth mindset within the students (Bandura, 2001, Luszczynska,
A & Schwartz, R, 2005). A strong sense of self-efficacy, if cultivated properly in the
classroom, will create students who have a “whatever it takes” attitude in order to
complete tasks and stick with them until completion, even if it becomes difficult.
Such teachers, by virtue of their actions, become proxy agents for the student who
seeks to forget about his or her inability to control the home environment and any
negative consequences that are not a result of their own actions and allow the teacher to
become the creator of their haven for socio-emotional safety in which they can persevere
in any rigorous academic task they may be asked to complete. Socio-cognitive proxy
agents, or in this case effective teachers, see the present failures as opportunities to give
students hope and the experiences from which to nurture the tools to strengthen their
mental capacity in order to begin controlling the negative inputs from their environments
(Bandura, 2001).
Once a collective of proxy agents creates the culture, belief system, and
environment for African American students as a whole, the transactions between teaching
and learning will be honest, open, safe efforts to raise the expectations and outcomes for
a particular race. Students in turn receive the intentions of teachers and perform at their
highest levels as gratification for their efforts and intentionality. The culminating goal of
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the collective agency is to attempt to use each individual success to make changes of an
entire culture of African American students in motivating, supporting, and teaching
growth mindset as a norm (Bandura, 2001, Luszczynska, A & Schwartz, R, 2005).
Culturally Responsive Pedagogy Theory
CRP is the bridge conjoining the end of socio-cognitive theory and the actions
and strategies that nurture the powerful beliefs built from a positive socio-cognitive
framework (Ladson‐Billings 1995, Gay 2010). CRP is the most viable answer for
decades of research by educational anthropologists examining ways that teaching can
better match the home and community cultures of students of color who have previously
not experienced academic success, on a macro-level, in public schools across the country.
CRP involves the use of a student’s culture, history, traditions, values, and past
experiences to activate relevant background knowledge and creating meaningful
connections to the classroom community and the academic objectives (Gay, 2000;
Ladson-Billings, 1998). CRP not only attends to the technical skills required to learn
academic material, but also to the skill of creating an emotionally healthy environment
for learning and making connections to a student’s culture, identity, likes, and interests.
Adroit teachers make connections to mathematical concepts using current community
events, common cultural rituals, or even common familial practices (Gay 2010). In
English language arts, effective practices include teachers modeling code switching from
the African American Language (AAL), formerly known as Ebonics, to Standard English
using academic terms (Hollie 2001, Charity, Scarborough et al. 2004, Delpit 2006). This
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linkage creates a safe environment for students to take risks and feel supported until they
are successful.
The first step an educator must engage in before practicing action-oriented CRP
strategies or practices is serious self-reflection (Howard 2003). This self-reflection must
be a serious inquiry into feelings on race, culture, beliefs about certain students’ abilities,
their capacity to learn, and their own implicit biases (Howard 2003). Once this is
completed, the teacher utilizes CRP strategies to create in African American students the
habits of high expectations, a connection to their own culture, and a knowledge of self
and the skills with which to change their destiny and overcome the deficit beliefs of the
status quo (Ladson-Billings, 1995). Teachers reinforce these tenets in their classroom by
consistently asking for and holding students accountable for high academic expectations.
They must also use the culture of the student to gain buy-in to the lesson and objectives
being addressed. In the classroom, teachers use the students’ prior knowledge to make
connections to their heritage, culture, and experiences to teach values, academic skills,
coping skills, and perseverance and to motivate children. Absent CRP, there exists a
“culture of power” in the classroom that is created, governed, and enacted by the vision
of the dominant culture (Delpit 2006).
For the purposes of this dissertation, CRP and its beliefs, ideology, and methods,
incorporated with the commonly accepted standards of effective teaching, are the answer
to meaningfully addressing the Achievement Gap and creating success for African
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American students. Furthermore, the end results can be on par, or better than, that of
their white peers in academic outcomes and disciplinary consequences.
“Effective” teachers. Effective teachers have met all the state requirements and
obtained all the licenses/credentials necessary to deliver pedagogy to children. These
teachers master the skill of engaging all the different types of learners in the lesson, have
high expectations for every single student in their classroom, are respectful to all
students, and give students’ constant modeling of expected outcomes and methods
(Darling-Hammond & Baratz-Snowden, 2007). Furthermore, an effective teacher is
constantly seeking to get better at their craft by engaging in a cycle of inquiry of their
methods, self-reflection, and collaborating with other master teachers and colleagues.
Succinctly, a truly effective teacher connects theory and practice seamlessly (DarlingHammond & Baratz-Snowden, 2007; Ladson-Billings, 1995).
Effective teachers marry the skills of emotional support, mastery of
instruction/curriculum, and seamless classroom management and create an engaging,
cognitively challenging environment that makes their classroom the preferred
environment. Effective teaching is actually more about the students engaging in
academic discourse using the academic language they have acquired, assessing one
another, challenging their own understanding, and holding each other accountable for
their learning (Ladson-Billings 2000, Hollie 2001, Ladson-Billings 2009). In a classroom
where effective teaching has laid the groundwork correctly, students are making sense of
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the concepts they have learned in direct instruction through their own creative processes
that have been modeled by the instructor or the “maestro” of learning.
Students in these aforementioned classrooms trust their teacher, respect their
expertise, feel supported in academics, and, in their own coping with their home
environments, feel safe to make errors and have a strong sense of self-esteem, self-value,
and self-advocacy (Ladson‐Billings 1995, Bandura 2001, Darling-Hammond and Youngs
2002). When instruction is delivered by an effective teacher, it is easy to align their
actions with the domains and elements on a thorough observation protocol such as
CLASS.
One would assume the imperative training and skill acquisition to become an
effective teacher of African American students originates at any one of the thousands of
teacher preparation programs around the country. It is at this point where teachers of any
and all ethnicities should be inculcated that to create an academically successful space
with students of color, pedagogy must connect with their lives in a meaningful and high
interest manner (Moll, Amanti et al. 1992, Gay 2002, Barnes 2006). As a first step,
teachers must be trained to investigate home teaching methods or traditional learning
styles of students of color so they are made aware of how these scholars solve problems
(Gay 2010). A proposed reshaping of teacher preparation would include performance
assessments of prospective teachers displaying the expertise of teaching several different
learning styles and student population groups, specifically students of color (Timar and
Maxwell-Jolly 2012). In addition, in the endeavor of garnering the relational trust
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suggested as a best practice, future educators must ascertain below-the-surface facts such
as how students are used to interacting with adults, and if gender roles possibly play into
how they view the world (Barnes 2006).
The facts gathered must surpass the cursory knowledge of stereotypical foods,
token holidays, or the major figures the Eurocentric textbooks and popular culture tend to
make us believe were the only heroes of their lineage (Ladson-Billings 1999). Therefore,
if preservice teachers are shown how to critique textbooks and supplement any omissions
or biases with representations of cultural contributions, they are more likely to continue
this practice once assigned their own classroom (Barnes 2006, Darling-Hammond and
Baratz-Snowden 2007, Gay 2010).
Teachers must develop the empathic connection and genuine caring for each and
every one of their student’s learning experience and outcomes. In contrast to common
altruistic beliefs, teachers must see color because this purposeful act honors the students,
both seen and unseen, that they will encounter in their careers (Ladson-Billings 1999,
Sleeter 2012). Moreover, it is not merely enough for educators to recognize color but to
honor its symbolism, history, and its narrative (Barnes, 2006; (Howard 2003, Barnes
2006).
In a well-known comprehensive meta-analysis of over 80 studies of preservice
teacher programs and their effects on multicultural education techniques, most teachers
were found to be myopic and ambivalent in their attitudes in teaching students of color
(Sleeter 2001). Therefore, it is the critical self-reflection and implicit biases that must be
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addressed before strategies and techniques are addressed (Banks, Cookson et al. 2001,
Sleeter 2001, Barnes 2006). The issue has become that the very institutions tasked with
engaging in this endeavor are the creators of the narrative from the structural and
institutional racist knowledge base. For this reason, several recommendations that came
about from the studies, such as having prospective teachers do ethnographic studies in
urban schools and neighborhoods or tutor in areas with high concentrations of diversity,
never come to fruition for fear that their methods will be challenged or that they will be
forced to examine their own biased curriculum (Barnes 2006, Nieto 2009).
Requiring preservice to engage with particular groups may eradicate the low
expectations and negative beliefs students have expressed impede their learning and
create a disdain for schooling (Gay 2002, Ladson-Billings 2009). Teachers must name
and conquer any fears or uninformed beliefs about the cultures they will be serving
(Sleeter 2001). This is especially true for teachers placed in diverse settings due to the
expectation that they will facilitate students in sharpening their skills using academic
achievement, increasing linguistic and cultural competence for students as they racially
socialize in classrooms, and aiding students in forming sociopolitical consciousness about
the world and their own place within its vastness (Barnes 2006).
Transcendent above the rote practices learned by a prospective teacher is the skill
of authentic liberation. This metamorphosis involves the critical self-transformation of
both their beliefs and inner core so all their actions lead to the culminating goal of
transforming education (Freire, 2000).
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Effective teachers of African American students. Up to this point, teacher
evaluation protocols have been created to measure the effectiveness of the teaching
profession holistically. There have also been attempts to create separate indicators called
CRP for teachers to be evaluated on how well they teach students of color (LadsonBillings 2000, Howard 2001). However, there have been no attempts to create an
observation protocol that integrates general measures of effective teaching and the
measures of culturally responsive teaching into one document. Observation protocols use
one of several methods to best measure how effective a teacher is at their job. A good
protocol does not just measure what is done in the classroom but also what type of
climate is created in the classroom, the teacher’s beliefs in relation to believing all
students deserve to learn, and what actions are made by the teacher to engage all learner
types in the lessons (Hamre et al., 2013).
CLASS attempts to evaluate teachers on both technical and affective skills. This
observation protocol researched in over 4,300 classrooms covers the large domains of (a)
Emotional Support, (b) Classroom Organization, and (c) Instructional Support, with
several sub-domains that are elements to be observed in the classroom, such as the
teachers’ regard for student perspectives, behavior management, and the quality of
feedback (Hamre et al., 2013).
There are several ways to observe a teacher, but for the purposes of this
dissertation, I focus on the classroom observation and principal evaluation and the valueadded model using the CLASS model. This particular protocol was part of a longitudinal
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study from 1999 until 2011 and researched in over 4,000 classrooms (Hamre, Pianta et al.
2013). In the well-known MET study (Kane & Staiger, 2012), CLASS was chosen from
hundreds of protocols as one encompassing all the elements that truly measured teacher
effectiveness throughout an entire P-12 scholastic career.
Utilizing CLASS as the foundation for measuring what makes a teacher effective
in a syntheses of observation protocols from around the country, the researchers defined
all the methods they were attempting to use to evaluate a teacher’s methods, classroom
environment, and creative use of resources to make each student equitably successful
(Goe, Bell, & Little, 2008). Though the domains of CLASS have proven to be among the
most complete for traditional, general education settings, effective classroom
observations require that each evaluator be calibrated in the measures being rated and in
the many different ways they may manifest themselves in the classroom. When done
correctly, the classroom can be assessed from a macro view in general classroom
procedures, teacher strategies, student-to-student interaction, and teacher-to-student
interaction (Goe et al., 2008). This form of evaluation can also assess the details in
teacher content expertise, formative and summative assessments, types of questioning,
and the value of effort being given to each student. CLASS and CRP give evaluators the
“what” to evaluate and Goe et al. (2008) give the best methods to complete the “how,”
classroom observations. The research has placed the limitation of this method on not
being able to observe a teacher’s beliefs or intentions (Goe et al., 2008). However, I
assert that if done enough and by various trained raters, the teacher’s beliefs and
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intentions will show in the consistency of practices and in the classroom practices of the
students. Are the students using academic language, talking to each other about the
lesson in a meaningful way, attending to precision, showing perseverance, and are the
same students participating or not each time?
The principal evaluation is the more traditional method being employed by
districts. This method places much value on the leader’s own skillset, beliefs, and
experiences. When this is done by one administrator, it is usually done only a few times
and is summative in nature (Goe et al., 2008). Moreover, at present, districts use it as a
means for teachers facing possible dismissal or probation. The research shows that
school districts that use this method have several principals who are not well versed in all
of the measures necessary to make this method effective and do not receive the proper
training to become expert enough to produce highly effective teachers (Goe et al., 2008).
CLASS, nor any of the methods above on their own merits, have changed the
trajectory of African American students nor closed the Achievement Gap because as CRT
reminds us, the origin of each has been the Eurocentric attempt at equality in outcomes.
This rhetoric has long been the false claim that has kept blacks and other underserved
students hopeful with each new model (Bell 1992). As a matter of pedagogical practice,
each new protocol or procedure has been introduced to all students but with no
intentionality to attend to the needs of African American students specifically, and,
therefore, without any gaze on equity (Bell 1992, Ladson-Billings 2006, Carter, Hawkins
et al. 2008, Gay 2010).
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If any initiative is going to be effective in burgeoning teachers who confront the
status quo and enact alternative methods in order to make more African American
students successful, it must include students’ entire communities, school policies and
governing bodies, and presently alienated constituents with decision makers (Timar and
Maxwell-Jolly 2012). If the bodies mentioned are engaged purposefully and
meaningfully, practices in classroom instruction will adjust and improve so student
quantitative outcomes are not the only measure by which the public can gauge progress.
The common core standards are a start in the direction of equitable standards for a large
number of states, which may, in turn, procreate equitable common practices shared by
preciously alienated states/districts operating in silos (Mathis 2010, Darling-Hammond,
Amrein-Beardsley et al. 2012).
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Equitable Learning Environment (ELE) Meta - Theory

Figure 2. ELE meta-theoretical model.
Illuminates how a teacher observation protocol informed by the socio-cognitive theory,
with CRT as a backdrop, informed with CRP Strategies/beliefs informs truly effective
teaching with all student types in the center.

The theories chosen to frame the fundamental lens through which to gauge
teacher effectiveness form the Equitable Learning Environment Theory illustrated above.
It is my affirmation that in creating a teacher observation protocol that motivates teachers
to create a classroom in which all students thrive, the following elements must be present.
The socio-cognitive lens from which the teacher acts as an agent creates trust between the
teacher and each student as well as a safe environment in which students feel freer to take
risks. This stage is also where the teacher assuages the critical socio-emotional fabric of
African American students as they cope with environmental complex traumas and the
alienation from ill-disposed Eurocentric curricula (Nieto 2005, Blanchett 2006). The
tenets of CRT create the lens and frame of mind from which the teacher stimulates a
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“why” of equity coupled with the realities of privilege, racism, and systemic inequities in
policy and practice. The strategies and belief of CRP implemented with fidelity in
classrooms across the country and the policy shift that makes its applicability an ample
part of teacher preparation programs now creates macro-level utilization. Lastly, the
most efficacious of the commonly accepted teacher effective indicators in the domains of
socio-emotional space, classroom organization, and instructional practices conjoined with
CRP culminate in equitable inputs and outputs for each student, regardless of race,
ethnicity, or socioeconomic status (Boykin and Allen 1995, Banks and Banks 2009).
Operational Definitions
Classroom Assessment Scoring System – (CLASS)
The observation protocol implemented and researched in 4,341 classrooms and
which the researcher has chosen to use as the framework to measure effective
teaching
Culturally Responsive Pedagogy (CRP)
The beliefs, methods, and practices used to create connections to academic
learning and a positive, supportive classroom culture
Cycle of Inquiry (COI)
The process by which educators use formative or summative assessment results to
diagnose problems within a lesson or a unit of study
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Instructional Practices (IPs)
The didactic strategies and methods used by teachers to help students gain
mastery in educational skills and standards
Interest Convergence
The belief that for the dominant culture to eradicate inequitable practices,
policies, or structures, they must anticipate a larger benefit in their own favor
Socio-emotional Learning (SEL)
The educational process by which social skills and character development are
incorporated into the holistic educational experience
Limitations
The limitations of this study are that it only includes one grading period of
observations as opposed to an entire year or a longitudinal study of observing the teacher
for multiple years with different students. In addition, this study involved five teachers
rather than a larger sample size. It only concerns the city of Sacramento and a few of its
districts rather than the entire state, multiple states, or several different school districts.
Significance
Though there have been studies that separately implement CRP explicitly into
classrooms, there has not been a great deal of research with a macro-level solution that
infuses the research of what commonly accepted research considers effective teaching
standards and attributes of CRP altogether. The researcher combined the two into a
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rubric, which can then be implemented into any K-5 classroom to uncover what
components make up the essence of effective teachers of African American students.
In any classroom in the country, regardless of location, this rubric and observation
protocol will aide educators in creating success for all students in the classroom, but
specifically for African American students, the second largest population of K-5 public
education. Teachers and administrators will have to critically think about their practices
and beliefs in a meaningful way. They will also have to put into action the ideology that
all kids can learn and all kids deserve equity in their educational instruction.
The evaluation of teachers has been a longstanding practice and one that is
constantly seeking the perfect formula and balance between creating effective norms
without stifling creativity. Teacher evaluation of general education and state or common
core standards is one that already exists. However, a rubric with the added infusion of
CRP as a norm has yet to be utilized on a macro-level. This dissertation is an effort to
introduce effective teaching strategies for all students, merge the best CRP practices and
beliefs, and introduce an evaluative rubric and observation protocol that can be
introduced into any K-5 classroom in the country, thereby producing optimal student
achievement outcomes for any student population group.
Principals will be able to use the rubric themselves or with a recommended peer
assistance review (PAR) team of master teachers in coaching their peers and in
evaluating teacher effectiveness. They will no longer have to use multiple rubrics or
multiple resources to observe a teacher with multiple races or student groups in their
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classrooms. Parents will be informed on exactly what to look for in a classroom in order
for their African American child to be successful. Districts will be able to use a single
document rather than multiple to train new teachers, to create success for students, and to
observe teachers.
Conclusion
In the current body of research, there has been an omission of teacher
effectiveness protocols that encompass both district adopted indicators and those
encompassing CRP indicators. The proposed study sought to offer what research states
as the best weapon of choice in order to close the Achievement Gap: an effective teacher,
a viable solution to confront this problem, and successful outcomes for each and every
student in their classroom. As it stands currently, teachers are given an evaluation rubric
which defines the way in which they guide their teaching in order to be deemed
“effective,” and eventually a “master” teacher. However, this rubric is created under the
narrative of the dominant culture, the Eurocentric viewpoint, and does not include any
specific indicators from the underserved cultures of Asian, Hispanic/Latino, and my
focus, African American students.
Chapter 2 introduces a comprehensive review of relevant, seminal, and peerreviewed literature in reference to the application of CRT in education, the importance of
the socio-cognitive perspective in teaching African American students, the origins and
benefits of CRP, how society defines “effective teaching,” and the literature-based
explanation of how effective teachers instruct African American students and address

42
their unique needs. Chapter 3 asserts that to create successful African American student
outcomes on a macro-level and meaningfully close the Achievement Gap, the instrument
used to evaluate teachers must include CRP measures. This action works twofold in
creating engagement for teachers in assessing how they approach their craft and
accountability, and in honing their equity lens and purposefully teaching African
American student with strategies that are evaluated.
Chapter 4 articulates the common themes uncovered during observations and
interviews with teachers, used to inform and revise the ELE I created. Chapter 5 presents
the interpreted findings and offers recommendations in applying the rubric created in
their own settings on a macro-level.
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Chapter 2
REVIEW OF RELATED LITERATURE
“Intelligence plus character, that is the true goal of education” (King, 1947, para.
6).
In 2014, President Obama implemented the My Brother’s Keeper initiative in an
effort to keep males of color from the consequences of the Achievement Gap and to
prevent more from falling victim to negative outcomes such as the school to prison
pipeline reality. President Obama had also presented an initiative to speed up education
reform and thus eradicate the Achievement Gap called Race to the Top (U.S. Department
of Education, 2009). The latter initiative offered economic incentives to entire states for
improving the academic outcomes, for all students, and for whichever state could do so
the fastest and make the largest gains. Several initiatives over the past 20 years were
designed to improve student outcomes but few have called for specific attention to the
student populations being underserved, which are students of color (Gay, 2010). NCLB
(2001) called for reform in light of poor academic standardized test scores and gave goals
and measures for under-performing schools to meet Average Yearly Progress (AYP) and
Academic Performance Index (API).
In light of this initiative, several districts proudly hang a vision and mission
statement, and in either, and sometimes both, the goal of providing a “quality education”
to each and every student is prominently stated. Just what is considered a quality
education in our public P-12 system? Defined: A good quality education is one that
provides all learners with capabilities they require to become economically productive, to
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develop sustainable livelihoods, to contribute to peaceful and democratic societies, and to
enhance individual well-being (CDE, 2015). This sounds much like creating
independent, creative, respectful, well-rounded thinkers (VVOB, 2012). The words “all
learners,” “enhance individual well-being,” and “the development of independent
learners” represent some of the most noteworthy failings of the current educational
system. This is evident in the outcomes for children of color, children receiving special
education services, the dropout rates of minority students, juvenile incarceration rates for
certain races, and the reading achievement scores of students of color in Grades 3-5
(Ladson-Billings, 1994).
The integration of effective CRP teaching methods, shifts in mindset, and changes
to the curriculum of teacher preparation programs will only come as a result of whites
believing the consolidated mission to African American students’ achievement is also in
best interest of the mode, the means, and the production of their own (Bell 1989). In the
past, seemingly high moral decisions such as the end of segregated schools were made so
blacks would join in the fight against the evil of communism and join in the work to
transition the American economy into a modern juggernaut (Guinier 2004, Wilkerson
2010). While the debate exists between educators and policymakers on why CRP even
matters, how much CRP implementation is enough, how it will affect all students, and
where to begin, there is no question that CRP must be inculcated and not in a
marginalized manner or as a token gesture. Currently, slavery or Jim Crow do not
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permeate our society but personal, institutional, and structural racism are alive and
creating a chasm by class and geography (Guinier 2004).
Present Educational Implications for African American Students
This review of literature frames the proposal that I perceive is the two-pronged
approach to making meaningful gains in achievement for African American student
achievement. The two crucial components guiding the utility of this dissertation are (a)
exhibiting what effective teaching is and what students would benefit most from this
invaluable asset and (b) what CRP consists of and why African American students
require these beliefs, techniques, and mindset to become successful. Research in most
classroom contexts and in most states asserts that the most effective way to attack and
decrease the Achievement Gap is through highly effective teaching (Darling-Hammond
et al., 2012; Haycock & Hanushek, 2010; Shulman, 1986). This also includes the
backing of effective interventions and support, high standards for those underserved
students, elements of CRP, and a rigorous curriculum (Ladson-Billings, 1998). Though
resources may be limited in many high poverty schools containing a large number of
African American students, highly effective teachers adroitly using CRP techniques can
bridge this gap and change the narratives of several students (Milner 2013).
Effective Teaching & Culturally Responsive Pedagogy – Effective Teaching of
African American Students
Research suggests there is no more single important predictor to a student’s
success than a highly effective teacher employing high expectations in the form of rigor

46
and belief in his or her students (Darling-Hammond, 2001; Hanushek & Rivkin, 2006;
Ladson-Billings, 1998; Milner, 2013; Shulman, 1989). An effective teacher can advance
a student’s learning, on average, as much as 1.5 years in a single school year (Hanushek,
2011). This same research warns that an ineffective teacher can regress a student’s
learning, on average, as much as six months. Consequently, the reality is that a large
majority of poor students of color or students from urban areas are receiving the latter in
successive years. Therefore, the proverbial Achievement Gap appears to grow year after
year or plateau at best (Ladson-Billings, 2000). One of the most important decisions
made by institutions in reference to a student’s success is the quality of teaching that
occurs in the classroom being omitted from school district’s major plans, being set aside
due to age-old union practices, and the general apathy in dealing with the nation’s anemic
academic solutions.
For the purposes of this dissertation, the working definition of teacher
effectiveness pertains to the ability of the educator to produce higher than predicted gains
on formative and summative assessments (Good 1979, Ladson‐Billings 1995). DarlingHammond and Youngs (2002) asserted that a highly effective teacher of all students must
encompass experience in the following elements from either a traditional teacher
preparation program or some type of residency program: (a) an effective student teaching
experience or (b) a program that effectively teaches the complexities of teaching as it
relates to all different types of students (differentiation). These elements as well as a high
verbal aptitude to deliver lessons and mastery of their chosen content knowledge are the
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technical skills an effective teacher must possess. Some of the nation’s wisest
policymakers believe a teacher only needs to be proficient in their verbal ability and their
subject matter to be considered effective (Darling-Hammond & Youngs, 2002). This is
only a small piece of what is needed, as research suggests the most effective teachers are
experts of teaching and learning, in addition to being able to communicate adroitly
verbally and propagate their mastery of specific subject matter.
Effective teachers know about the most important elements of teaching and
learning so well that they master differentiating lesson plans and their delivery so equity
becomes a norm in their classrooms. Thus, each and every student receives what they
need in order to go from an entry-level dependent learner to an independent learner as
quickly as they are able and preferably by the end of third grade (Darling-Hammond &
Youngs, 2002). Third grade is the level at which students typically transition from
learning to read to reading to learn; therefore, independent learning is a requirement since
a high level of comprehension becomes the focus as opposed to fluency. Moreover, even
shortly after desegregation became the law, effective elementary school teachers of
African American students had been statistically proven to be more important to African
American students, as the gains in standardized tests are as high as 26%, and only 12%
for white students (Good 1979). Regardless of the social, cultural, and socio-political
hindrances to high academic achievement for black students, research has shown that an
effective teacher has the ability to nullify the aforementioned variables and be the catalyst
for disrupting their current narrative (Murrell Jr, Murrell Jr et al. 2012).
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Research from a longitudinal study of over 4,300 classrooms reveals that effective
teachers must be experts in the three domains: (a) emotional support, (b) classroom
organization and management, and (c) instructional support (Hamre et al., 2013). To
connect with a student and earn their trust for any academic inputs to seem salient to a
student, a teacher must project that the student’s best interest is at heart and that at least in
the classroom they are safe. Research explains that the foundation of a space that feels
safe, supportive, and has no negative surprises in a consistent manner, creates the
attachment necessary for teaching (Hamre et al., 2013). Once this unique rapport is
established, teachers must possess the competency in all the various required teaching
skills in the classroom in order for the students to eventually feel comfortable enough to
become autonomous and resilient in union with their peers.
Classrooms that employ clear systems and procedures are much more conducive
to students sustaining the connection and the bond to the teacher as well as the teacher’s
academic pedagogy. In any classroom, the way in which a teacher responds to and
engages students with maladaptive behaviors, the clear expectations, the specific
intervention steps, and familiar reinforcements create the decreased need for students to
miss instruction (Hamre et al., 2013).
A teacher who is well versed in several academic strategies for connecting lessons
to students’ background knowledge and using scaffolding to build schema in a creative
way is more likely to keep students engaged, have fewer classroom disruptions, and,
therefore, have a better chance at increasing the academic outcomes in the classroom. An
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experienced educator becomes an expert in the skill of merging the African American
student’s home environment, the school environment, their cultural network, and the
larger social world with the intricacies of any subject matter, creating meaningful
connections from which students form comprehensible input (Murrell Jr, Murrell Jr et al.
2012, Paris and Alim 2014). The ability to make connections between academic
concepts and real-world implications is often overlooked but is a built-in norm for a
highly effective teacher (Hamre et al., 2013). In addition, as pointed out previously, an
effective teacher works diligently to be an expert in general instruction knowledge and in
content-specific knowledge. In doing so, they are able to adjust to student
misconceptions, help students find answers through the use of effective questions, create
interesting lesson activities, and make each student interaction occurrence meaningful.
Love and Kruger (2005) conducted an ethnographic study with two separate parts
in which teachers who served primarily African American students were surveyed to
measure their culturally relevant beliefs. It became clear that before teacher’s actions are
effective, their belief system must also be in line with equity. In other words, if their
actions are in line with the status quo ideology and practices, they may be operating in
unconscious racism. Even African American teachers who act in this way are operating
out their internalized oppression, exercising the beliefs of the dominant Eurocentric
culture on their own race or ethnicity (Tatum, 2003). In the findings of this particular
study, the manifestation of specific beliefs was found to be statistically significant
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enough to show a correlation to specific increases on standardized test scores in
mathematics, reading, and language arts (Love & Kruger, 2005).
This study encompassed six schools and 244 teachers, principals, counselors, and
instructional specialists. There were 48 survey statements and a large number of
questions were similar to those given in the Ladson-Billings study (as cited in Love &
Kruger, 2005) in which teachers’ values and beliefs were evaluated against what they
actually showed in the classroom. The important factors uncovered in that seminal study
covered the areas of cooperation within the classroom, the vital connection between the
teacher and student, validation of a student’s race, the teachers’ connection to the
community, and teachers having a high reverence for students’ and their cultural
familiarities that they bring to school (Ladson-Billings, 2004; Love & Kruger, 2005).
The second part of the Ladson-Billings (as cited in Love & Kruger, 2005) study
correlated standardized test score increases with specific teacher beliefs. The sincere and
earnest beliefs of the teachers translated into effective practices for achieving high rates
of student success. Teachers that showed higher test results employed dogmas such as
teaching being a calling and an important way to give back to the community, that the
success of each and every student in their classroom is the only measure of true success,
and parent engagement should be a major initiative. Interestingly enough, the race of the
teacher did not seem to matter; however, teachers who graduated from historically black
colleges and universities (HBCUs) seemed to naturally connect with students better
(Love & Kruger, 2005). Their strategies would be interesting to bottle and their training
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or methods could be taught by administrators as a PD to any and all teachers, regardless
of race.
Love and Kruger’s (2005) study was important because (a) it surveyed teachers
who were already teaching in settings where students were either 100% or a large
majority African American; (b) the sample size was ample enough that a reasonable
assertion could be made from their answers as to what a teacher of African American
students has to believe to create an environment that makes them successful; and (c) the
questions covered a wide set of skills and beliefs such as knowledge of teaching and
learning, the respect of a student’s race, the importance of a meaningful socio-emotional
connection with the students, and belief and expertise of teaching as a profession and of
teaching practices (Love & Kruger, 2005). In addition, as research of effective teachers
in general displays, there are several different conduits that show teachers how to make
African American students successful.
Culturally responsive pedagogy is inclusive of administration policies and
practices of an institution, the personal reflection and beliefs of an educator, and the
culturally relevant practices employed by an educator (Richards, Brown et al. 2007).
Second to achievement and more than a student’s home environment and SES is a child’s
response to a teacher’s instructional practices within the classroom (Weinstein,
Tomlinson-Clarke, & Curran, 2004). The ideology and focus areas an inclusive
educational institution must encompass are an empowerment of all student voices and the
investment of educators to make all students successful. In addition, its discipline
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practices must be equitable and the origins from which policies are created very similar to
those in academia. The first element is the teacher’s critical self-reflection and a deep
recognition of their own beliefs in ethnocentricity and in various cultures’ right to a
quality education (Howard 2010). The second element is a working knowledge of other
student’s cultural backgrounds and what generalities may manifest themselves in the
classroom as a result of a student’s membership to a particular culture (Howard 2010).
The third element is an understanding of the sociopolitical context and inequities that
have victimized many of the cultures that comprise the classroom population (Howard
2003, Richards, Brown et al. 2007, Paris and Alim 2014). The fourth element is the skill
of culturally responsive classroom management strategies and the ability to carry them
out with fidelity in any educational environment (Weinstein, Tomlinson-Clarke et al.
2004, Love and Kruger 2005). Lastly, is the dedication and a commitment to building
strong, caring classrooms where students feel validated, cared for, and safe (Weinstein et
al., 2004).
Creating a healthy school climate is often a primary focus of school leaders and
teachers, in a general sense. However, it is rarely looked at from the standpoint of the
demographic landscape of an entire school or a class roster. This holistic lens is what
each student group may additionally need for them to feel as though their school climate
represents a positive environment and supports their learning (Tatum 2003, Gay 2010).
If students do not feel safe, feel as though they have a relationship with staff as well as
peers, feel their learning is a focal point of staff, or feel as though it is more positive than
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their external environment, then they are less likely to let down their affective filter to let
what instructors are teaching enter their minds (Cohen, Mccabe, Michelli, & Pickeral,
2009). A positive school climate first embraces each child on a socio-emotional level so
trust is established and learning can begin. Educators must realize that in several
instances, a positive school climate is one of the few spaces in which African American
students will have an entirely positive experience with caring adults and empathetic
peers. In turn, their motivation to learn, receive positive feedback, and feel a sense of
community will greatly increase their academic and behavioral outcomes (Cohen et al.,
2009).
In examining effective teachers and their engagement practices with respect to
African American students, one of the most reliable sources are the students themselves.
Research shows that if the school climate is positive and nurturing, the practices of the
teacher improves, as he or she is much more likely to take creative risks and push
students with high levels of rigor and expectations (Cohen et al., 2009). Howard (2008)
examined several teachers of students in urban areas and surveyed 30 of their students
using the constant comparative method in analyzing the survey data. The teachers
spanned both elementary and secondary levels, and the student sample consisted of 17
girls and 13 boys. The purpose of this study was to examine to what degree of
importance students felt a teacher was to their success and what in their opinion were the
qualities of an effective teacher (Howard, 2008).

54
In analyzing the results and extracting out common themes that were consistent
amongst all the students, it was found that the teacher had the ability to make the
classroom feel like a community, a family, and even more like home than their own at
times (Howard, 2008). This was illustrated by classroom traditions or rituals conducted
regularly and developed from the students’ backgrounds and shared experiences outside
the classroom. The activities created a sense of comfort and created a cohesive
community relevant to each and every student within that teacher’s classroom. The
teacher was also very adept at culturally connecting with students in order to produce
results and very nurturing in creating a culture of accountability (Howard, 2008). What
was significant about how such qualities manifested in the classroom was that because of
the trust created from community building, teachers were able to give affirmations in
several different forms. Teachers were able to use humor, sarcasm, or “tough love” in
order to hold students accountable and catalyze results. Each student understood that the
interaction came from an origin of genuine love, and they respected the teacher as the
familiar family member or the respected matriarch/patriarch of their own family
(Howard, 2008). Furthermore, the teacher employed several instances of verbal
communication in the form of affirmations and support for the students and their progress
(Howard, 2008). The students recognized that the best teachers were firm when they
needed to be and supportive and kinder with their words at the appropriate times. As
Ware (2006) reiterated, excellent teachers of African American students are viewed as
respected disciplinarians who create an environment of high expectations with supports
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toward success. This is built over time and is only successful if students believe a teacher
truly believes they can be successful and that they care about their future success.
It is not a coincidence that the components uncovered in surveys with students
untrained in the teaching profession are some of the vital components of not only CRP
but effective teaching in general (Darling-Hammond & Baratz-Snowden, 2007). The
characteristics listed can be used to reverse current inequities, such as the more than 30%
of students designated for special education being African American, despite only
accounting for 16% of the entire public school population (Blanchett, 2006). As
discussed above, the literature is clear that an effective teacher (a) understands their
specific subject matter at a deep level; (b) connects current learning objectives to all
students’ background knowledge; (c) creates equitable supports for learning; (d) gives
ample opportunity for students to draw connections, practice new skills, and monitor their
learning (by themselves, by a teacher, and with a peer); (e) assesses in multiple
modalities and immediately adjusts teaching to results; (f) provides timely and constant
feedback; and (g) develops and manages a supportive, collaborative, safe classroom
environment (Darling-Hammond et al., 2012).
Scholars have recently created a process from which teachers use CRP to create
proactive learning experiences for black students called African-centered pedagogy.
African centered pedagogy asserts that an entire institution creates student-centered
initiatives covering five areas: (a) identity development, (b) community integrity
practices, (c) practices of inquiry and re-appropriation, (d) meaning making practices, and
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(e) engagement and participation practice (Murrell Jr, Murrell Jr et al. 2012). Whereas
CRP is currently implemented as a reactive measure to improve black achievement
scores, reading levels, and to close the Achievement Gap, African-centered pedagogy is
purported as a proactive system designed to connect to the history and life experiences of
black families (Murrell Jr, Murrell Jr et al. 2012). Murrell (2012) stated that CRP was
the awakening of a much-needed ideological shift in the minds of educators that coupled
with classroom equity as the goal; African American students needed more diverse
instructional practices than their white counterparts. However, to ensure students, as
opposed to the teacher who uses CRP strategies to fulfill a checklist or only employ the
practices they deem relevant, are at the center of the learning experience, there must be a
system of practices that culminate in a serious shift in black achievement outcomes. To
honor all the subtle nuances in the black culture, black identity development, racial
socialization experiences, and the various home structure experiences, educators must
adopt a system of processes and practices such as CRP, which create meaningful
education for African American students (Murrell Jr, Murrell Jr et al. 2012, Sleeter
2012). Adoption of practices and processes such as CRP is imperative to interrupt the
current longstanding policy practice of eradicating any culture seen as inferior by
marginalizing their language, heritage, and previous accomplishments with the goal of
legitimizing the dominant culture as the only pathway to achievement (Bell 1989, Tatum
2003, Nieto 2009, Paris 2012).
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The
Development
of the Identity

Inquiry - How
The World Sees
Me and my
Culture
CRP -The
Comprehensible
Input and the skill
development of
making meaning

Engagement &
Participation
Practices –
Feeling Safe &
Inclusive

Figure 3. The identity forming components of African centered pedagogy.
CRP supports this process through practices specific to students of color and their
experiences.
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Current research emanating from CRP theory seeks to expand the practice into the
previously marginalized topics of equity and the linguistics of other cultures contesting
the policies that create a monolingual and mono-cultural educational system (Paris 2012).
This current research of culturally sustaining pedagogy seeks to eradicate the malignant
policies and the deficit approaches in education that have been carried out by all aspects
of the educational system. It is in this manner that pedagogy that is relevant shifts to
pedagogy that is sustaining and endemic rather than to a practice that occurs in only a
limited amount of classrooms or districts ((Samy Alim 2007, Paris and Alim 2014).
Culturally sustaining pedagogy is grounded in the work of Moll et al. (1992) and LadsonBillings (1995) and the research of the actions of teachers capitalizing on the existing
funds of knowledge that students of color enter the schooling environment already
encompassing. Therefore, the culturally relevant pedagogy they receive is connected to
their prior knowledge and sustained year after year, provided they are receiving effective
CRP from an entire school of committed educators (Paris and Alim 2014).
In response to an ever-evolving culture and the linguistic nuances of current
generations, culturally sustaining pedagogy has embraced the newest fund of knowledge
in the form of hip-hop language. Scholars have recently used the intersection of its
metaphors, analogies, similes, and poetic format to show teachers how to use this as an
opportunity to teach students how to code switch to academic language and to accept this
language pattern as cultural capital (Samy Alim 2007, Bourdieu 2011). From its
inception, hip hop vernacular has been viewed as a deficiency and marginalized as a
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language that only persons of low socioeconomic status employ. Designating this form
of communication as unacceptable on any level by the dominant culture widens the
chasm of class and race. This practice devalues students, their culture, and their schoolage experiences. However, as researchers have shown in studies in which teachers were
trained in the meta-ideological approach of valuing all linguistic patterns and cultural
experiences, educators are able to create lessons with meaningful discourse on race, class,
gender, and power (Noguera 2003, Samy Alim 2007). These outcomes created
classrooms of open and honest communication in which African American students felt
included as part of an inclusive community and, as a result, yearned to be in class actively
participating at a high level.
The Development of African American Students’ Brains and the Science of Why
CRP is Necessary
To answer the question, “Why should teachers be well versed in CRP?”, an
explanation of African American students and their cognitive development must be
offered. Those scholars and educators who are doubtful of CRP and its utility use the
child’s home environment, their lack of a work ethic, or their inability to “pay attention”
as the reasons for their inability to succeed in the classroom. Cutting-edge research has
chosen to apply the academic findings from child development and science aimed at
diffusing policymakers, teachers, and antiquated beliefs from the positive effects of
culturally pluralistic efforts such as CRP. Schema as a discussion of culture and what
kids already come to school with are what every educator should at least have a basic
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understanding and appreciation for in their planning. The goal of any good educational
program should be to create independent learners who create their own learning and use
relevant applications of new learning to the world in which they live (Darling-Hammond
et al., 2015). However, all students start as dependent learners and it is the teacher’s
responsibility to lay the framework for reading, writing, Mathematics, necessary concepts
of print, rules, and required rote formulas. Therefore, it is exactly at this crucial point
when educators must be aware of basic child and brain development in order to be
equitable in differentiating their delivery so each student receives exactly what they need
to become successful independent learners.
Why might African American students need effective teaching that incorporates
the beliefs and strategies of CRP? The research has shown positive academic and
behavioral outcomes for African American students exposed to effective teachers
employing the beliefs and practices of CRP. Yet, several naysayers still believe an
effective one-size-fits-all curriculum, practice, or strategy will work; but it is to no avail
as the Achievement Gap widens. An even more deleterious result is that educators
remain steadfast in their cultural deficit thinking and blame the parents, the environment,
or the children themselves. This is the most dangerous belief system because the students
exposed to these educators are the ones who become victims of the school to prison
pipeline, unfair disciplinary practices, and graduate with fifth-grade reading skills. These
students often end up in poverty or fall victim to the teacher’s belief system and end up
dead because they failed to value their own lives. I have chosen to include literature that
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includes the science and child development research that may influence present nonbelievers into changing their current teaching beliefs and practices to adopt equitable
educational mindset and strategies.
One of the major tenets of CRP is the existence and the belief of high
expectations. The more rigorous the instruction becomes, the more the brain is able to
grow and create sustained neural pathways from which to draw conclusions from critical
thinking throughout their lives (Darling-Hammond et al., 2015). Rigor stretches the brain
and its neuroplasticity as it expands on present knowledge and creates new experiences.
This is why reifying the status quo supposition of cultural dissonance and deficit thinking
is so dangerous to African American students. The common belief is that all they can
handle is remediation, and they are not held to any curriculum with high expectations and
complexities. If students show any resistance to remediation or display their boredom in
maladaptive behaviors, they are then sent down the discipline tunnel.
The disproportionate discipline practices and the apathy for African American
student success creates the practice and foundation for prison rather than college. In
other words, they become students who do not learn how to learn but know how to be
disciplined (Darling-Hammond et al., 2015). This distraction from academic learning
creates a new schema for the expectation by the student that anything he or she does or
says will result in discipline and that the teacher expects him or her to require discipline
even before entering the classroom. This discourse or lack thereof creates the belief by
the student that he or she is guilty of being black and no amount of work or effort will
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change that perception or their outcome (Boykin, 1978). The belief becomes reality for
the black student if the teacher does not change their mindset and deal with the actual
problem rather than the symptom. Their fate then leads to the all too familiar end of jail,
death, or poverty. In the urban communities throughout the country, we call this the
culture of poverty (Darling-Hammond et al., 2015).
The culture of poverty becomes cyclical as generation after generation of African
American students lack skills to critically apply to any current or future jobs. Therefore,
their parents’ plight becomes their own reality and so on and so on it continues,
generation after generation. For African American students, this process starts extremely
early in the primary/elementary educational careers; therefore, they do not get the
meaningful foundational instructional that builds their cognitive processing skills, gives
them confidence that they can complete rigorous assignments, and gives them strong
dependent skills from which to build upon and create their own metacognitive skills
(Darling-Hammond et al., 2015).
Since a large number of African American children are also victims of poverty,
the research has shown that they may also show more maladaptive behaviors in the
classroom and more psychiatric disorders from the exposure to the trauma a condition of
poverty can convey (Bradley & Corwyn, 2002). In fact, studies have shown that as much
as 40% of children born into conditions of poverty exhibit shortcomings in as many as
two areas of developmental functions by the age of three (Bradley & Corwyn, 2002). If
teachers are equipped with the consequential understanding of what quite a few of the
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children have dealt with in their young lives and how it may have adversely affected the
development of their brains, they are much more likely to understand the importance of
being equitable in their teaching practices. Equity in this case means giving each student
what he or she needs, in lesson delivery and resources, to be successful on any given day
in that educational environment.
Culturally responsive pedagogy is not black teaching, Hispanic teaching, Hmong
teaching, or any other socially constructed type of teaching. This pedagogy is rooted in
learning theory and cognitive science. CRP asserts creating meaningful relationships
with students and relative learning connections builds students’ intellectual capacity
quickly and is the best remedy for closing the Achievement Gap. The Achievement Gap
can only be lessened by making those affected students’ independent leaners and critical
thinkers. The question then becomes if research and science give the roadmap to making
these scholars successful, why are they not given these vital opportunities? Research
explains one of the reasons is the institutionalized racism entrenched in our educational
system that sprung from the separate but equal Plessy v. Ferguson (1896) court ruling.
The word “equal” was used in the court’s ruling, on paper, but was never the intention to
be enforced by the white power structure in place.
Currently, it is important to understand the development of children, and
specifically children of African American descent, to understand why one required class
in a teacher prep program or three one-hour professional development sessions by a
district are not nearly enough to properly attack this inequity (Gay 2002). Moreover, as
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the Achievement Gap grows and as children mature, their entrenched “habits of mind”
must be interchanged with the developmentally appropriate intellectual disposition
(Darling-Hammond et al., 2015). Macro-level interventions in the past have focused on
increasing standardized test scores and, therefore, forging the underserved students into
becoming better test takers rather than overall exceptional students. Thus, this narrative
from which formal education was created was contrived by the dominant culture and any
remedies for those who struggle were designed to benefit those in power (Lynn 2006).
The culture from which a child emanates plays an essential role in giving students their
initial framework from which to learn, and it continues to be important in every single
endeavor they undertake in the classroom. Absent any formal schooling culture dictates
how students speak, listen, socially interact, and how they see their placement in the
world (Ogbu and Simons 1998, Ladson-Billings 2009, Gay 2010, Murrell Jr, Murrell Jr et
al. 2012). Effective teachers must be aware that these students have been made aware of
the part education has played in the perpetual inequities and what role previous teachers
and systems may have played before these students come to their classroom (Ogbu &
Simons, 1998). In the process, a teacher must critically reflect on his or her own
racialization, gleaning out any implicit biases of their own (Howard, 2008).
Brain Development and the Relation to How Learning is Formed
The reticular activating system is the part of the brain responsible for alertness
and attention. A teacher must create connections to each student and their schema and
culture at the beginning of the lesson in order to spawn alertness and relevance (Darling-
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Hammond et al., 2015). This in turn activates a student’s background knowledge
controlled in the limbic region of the brain. Active learning is created when the
hippocampus connects new information to existing knowledge and creates an excitement
within the student due to relevance and connectedness to the subject matter being
introduced by the teacher. The contrapositive is what happens if no connection is made
and if the subject matter being offered is deemed threatening to a student’s cultural
schema. The stark reality is that no meaningful connection is made and it is as though
any instruction the teacher utters after that point has been voided and the brain has
created no housing for the new knowledge to fit (Hammond 2014). The amygdala makes
the decision if the information being presented is acceptable and, therefore, able to pass
through to the RAS (Darling-Hammond et al., 2015). Given this scientific explanation, it
seems only natural why a highly effective teacher would use any number of culturally
responsive techniques to create connections for his or her students. Science also dispels
the rhetoric that claims students cannot learn any new information and that there is a
limited capacity for allowing the brain to grow and stretch. This falsity is in direct
competition with the concept of neuroplasticity (Darling-Hammond et al., 2015).
Contrary to the opponents’ beliefs, research shows that the brain is able to adjust and
grow to any and all continuous learning (Hammond 2014). The brain is also stimulated
by new links to knowledge and information that come from a person or place to which
one feels connected. Thus, all standards of creating a positive school climate by highly
effective teachers must first include authentic attempts to create a connection between the
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teacher and the student before learning can originate. The brain produces oxytocin in the
presence of these safe environments and allows our physical body to also relax and
become open to any experiences (Darling-Hammond et al., 2015).
The effective teacher must sense for students what may make them feel unsafe
and as a result not open to new learning. This is especially important in the early years of
primary/elementary education as students must feel supported in order to transition from
dependent learners to independent learners (Darling-Hammond et al., 2015). They must
feel supported in order to feel safe and allow the brain cycle to go through its natural
progression of forming new learning pathways. If differentiated practice of our new
learning is not occurring, then the brain decides we must not need it and overlays the
unused pathway with new learning. Therefore, when effective teachers use CRP to create
connections for African American students, it must continue to be applied in a purposeful
and consistent way or the new learning will be lost (Akiba, LeTendre et al. 2007, Gay
2010).
Culture is also vital in determining how a child learns best with respect to the
congruous modality chosen by teachers. African American families have produced a
large body of work in oral traditions such as communicating with other tribes in Africa
and with other slaves between plantations when it was illegal for blacks to be able to read
and write (Wilkerson 2010). Therefore, oral processing and social interactions become
vital in students’ ability to process new subject matter and even assess their learning
(Darling-Hammond et al., 2015). This is also an important consideration in a teacher’s
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decision to include art, project-based learning, alternative forms of linguistics, movement
such as total physical response (TPR), and music in their curriculum (Alim 2009, Nieto
2009).
Every student and every culture comes with a pre-existing historical perspective
that should be validated and used to build new funds of knowledge upon which learning
follows the student’s lead (Moll, Amanti et al. 1992, Ladson-Billings 1994). For
example, if a student is from an urban area and a teacher is attempting to teach about
rural agrarian societies, the connection must be made to the background knowledge he or
she already has acquired with respect to their urban environment in order to connect it
with the agrarian society norms (Darling-Hammond et al., 2015).
Teacher Evaluation – How to Measure Effectiveness
Teachers are on a continuum of experience and motivation, from new teachers
who are most commonly low in skill yet very high-willed professionals to eventually
master teachers who are highly skilled as well as possess a very high will to teach all
students. The negative impacts on African American students and the damage done by
teachers who have been in the profession for any number of years are abysmal. The poor
outcomes manifest themselves in extremely low teacher evaluation scores for educators
who are on the low skill and low will side of the continuum (King 1991). Well-designed
teacher evaluation systems are devised to coach and train low-skilled teachers to mastery
in order for their technical expertise to correspond with their naturally inclined high will.
However, it is also designed to mitigate the effects low-skill and low-will teachers have
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on student outcomes, especially African American students already suffering from the
effects of the Achievement Gap (Borman and Kimball 2005).
Peer assistance and review (PAR) programs came to fruition in the 1980s and
have since evolved into very effective ways to nurture new teachers and a very fair way
to eliminate harmful teachers. Doctors and attorneys have malpractice insurance and
procedures for taking a medical license or disbarring an individual who is harmful to their
professions. Education should be no different, and an inept teacher in skill and of a
deficit belief mindset is as much a criminal violation to children as the doctor or attorney.
The PAR system is an extremely fair way of assisting the administrator in coaching,
supporting, providing necessary resources and professional development, and evaluating
the employment of all teachers under their supervision (Goldstein and Noguera 2006,
Goldhaber and Anthony 2007). Due to the fact that teachers are being coached and
observed by their peers they may see it as much less daunting than an administrator
peering over their shoulder and judging their practices. In addition, because it is teachers
doing the training, professional development, and observations, labor unions find it more
impartial and more likely to agree with conclusions regarding a teacher’s future
employment (Goldstein & Noguera, 2006).
In a longitudinal study in California in which PAR was introduced in an urban
school district, the findings proved very significant (Goldstein & Noguera, 2006). In an
environment where principals find large caseloads of teachers difficult to manage, they
are reluctant to try and fire unsuccessful teachers for fear of union backlash and may have
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difficulty generating relevant professional development during the short amounts of vital
time in a school year, the PAR process proved very helpful. The caseloads of the 12
coaches and 120 teachers were a very manageable 10-15 teachers per coach. Teachers
were observed and given feedback every one to two weeks as opposed to one to three
times per year, as done previously in some of the schools. Veteran teachers previously
struggling from outdated skills or a fear of asking for help were helped by their peers and
found new motivation. In contrast, those veteran teachers who went previously
unnoticed, but their teaching methods and practices were harmful to children, were
finally noticed and, in most cases, terminated. The average amount of teachers properly
coached, evaluated, and losing their jobs was 10%. Previously, this number would have
been zero for the reasons stated above and those teachers would have been left to widen
the Achievement Gap of the students who required effective, caring teachers the most.
Although this dissertation offers specifics on what defines an effective teacher in
general, an excellent teacher has high expectations for all students, nurtures positive
behavioral outcomes, differentiates learning and resources expertly for all learner types,
and collaborates with all stakeholders, such as parents, other teachers, and administrators
to ensure success for each and every student (Goe et al., 2008).
Teacher Observation Protocol
A review of the literature in teacher observation reveals a plethora of school- or
district-specific protocols (Goe, Bell et al. 2008). Although there are several observation
protocols in existence, there has been research at least giving the public the measures
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used and the pros and cons of each. Classroom observations are the most commonly
accepted evaluative process (Goe, Bell et al. 2008). When done correctly and by a
trained individual, this method gives a firsthand view of a teacher’s academic strategies,
student interactions, classroom management, and student engagement (Goe, Bell et al.
2008, Darling-Hammond 2010). However, this method does not allow the observer to
connect a teacher’s beliefs, feelings, or genuine connections with students (Goe et al.,
2008). The measure of the value-added model is currently one of the most controversial
ones due to its use in determining merit pay for teachers based on how well their students
perform on a standardized test. This ideal cannot explicitly tie a teacher’s input to a
specific standard, as it only attempts to measure what a teacher may or may not have
done effectively to affect a student’s score.
The portfolio method ties into what teachers are familiar with in most teacher
preparation programs and is, therefore, one they are familiar with using. By asking
teachers to collect artifacts and evidence in this way, they are able to critically reflect on
what seemingly worked in the moment of teaching but may not have been the best tool
for the outcome desired. Conversely, if the evidence is exemplary, it allows the teacher
to share the tool and duplicate its results in future lessons or in subsequent years (Goe et
al., 2008).
Any method used must be evaluated in such a way to be fair to all teachers and
comprehensive in that it covers all the technical and affective skills a teacher must
employ daily. For the purposes of this dissertation, I chose to concentrate on Classroom
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Assessment Scoring System (CLASS), which has been used in over 4,000 classrooms
across the country and covers essential domains (Hamre et al., 2013). The areas of (a)
emotional support, (b) classroom organization, and (c) instructional support are supported
by vital elements of creating a positive climate, respecting student opinions, rigor,
language modeling, and the development of conceptual understanding (Hamre et al.,
2013). It is in this model that I chose to begin the task of infusing the tenets of CRP with
the CLASS observation protocol and creating a comprehensive protocol from which
more teachers of African American students are intentional in their efforts to make more
African American students successful.
Although CLASS was chosen for its widespread use, proven results, and several
years of research, the protocol contains the Eurocentric perspective and, therefore,
continues the dysconscious racism through its aims (King 1991). In its approach to
emotional support, it makes mention of the need for a teacher to create a positive
classroom climate and exhibit teacher sensitivity. However, it does not advance its
description to the next step of naming “to whom” a teacher must be sensitive and how to
create a positive climate for students not of the dominant culture. Under the heading of
Classroom Organization, the specific actions of restorative practices to ensure equity in
behavior management are omitted. Equitable discipline practices ensure the
Achievement Gap in suspension rates, expulsions, and the school to prison pipeline are
eradicated (Townsend 2000, Cameron and Thorsborne 2001, Skiba, Michael et al. 2002,
Fowler 2011). In addition, the action of including classroom artifacts reflecting the
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myriad of cultures existing in the classroom must be included. The aforementioned step
creates the safe space for African American students so their sense of belonging is
strengthened and their inclination to take risks to advance their learning is activated
(Ladson-Billings 2009, Nieto 2009). Finally, the Instructional Support domain disrupts
the narrative of language modeling and specifically uses the term “code switch,” which is
a strategy specifically used for African American students in teaching the skill of
alternating from their home language to academic language (Hollie 2001). Scaffolding in
the manner of connecting learning objectives to specific cultural connections significant
to African American students must be added. This particular practice makes the
comprehensible input meaningful to black students and connects to relevancy in their
own lives (Freire, 1994). One of the most important instructional methods that drives the
teacher-to-student connection is the warm demander relationship acquisition teachers
must master to gain credibility with African American students in order to push their
learning past surface-level understanding (Ladson-Billings 2000, Ware 2006).
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Table 4
Equitable Learning Environment Elements Infused with CLASS Domain and Elements
CLASS
Emotional Support
• Positive Climate
• Teacher Sensitivity
• Regard for Student Perspectives
Classroom Organization
• Behavior Management
• Productivity
• Instructional Learning formats
• Classroom Routines & Procedures
Instructional Support
• Concept Development
• Quality of Feedback
• Language Modeling
• Richness of Instructional Methods

CRP
• Building genuine connections with students
in order to form relationship
• Teacher’s cultural awareness (bi-cultural)
• Engage in support in the formation of a
student’s self-identity - Racial socialization
• Nurturing & Supportive environment –
Restorative Practices
• Artifacts are reflective of the students’ lives
and cultures
• Students feel safe to take risks and learn
from their mistakes
• Scaffolding with experiences that are
familiar to students of color
• Background knowledge makes connections
to their culture – Re-appropriation
• Relational/Warm Demander
• Code switching from AAL to Academic
Language
• High Expectations//High Rigor
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Figure 4. ELE (pre-observation).
To be used in classrooms to measure how well the teacher leader is including elements of
CRP to make African-American Students successful (Pre-Observations).
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Conclusion
In conclusion, I believe the foundation of CRT, as presented by Bell (1995) and
Ladson-Billings (1995), creates the purpose from which to change the landscape of
teacher effectiveness protocols to include relevant measures for all students served and
not just those from the dominant culture. The current banking system of pedagogy and
teaching and learning, as noted by Freire (1994), further affirms that there is an oppressed
pedagogy that has long been suffocating and remains listless under the curriculum and
modes of delivery that only serve one culture.
The important work of Shulman (1987), Ladson-Billings (1995, 2000, 2009), and
Darling-Hammond and Baratz-Snowden (2007) are critical, as each contributes to the
definition of what exactly an “effective” teacher is and what skills and actions one should
see in their classrooms. The crux of Chapter 2 centered around CRP, also currently
referred to as CSP (culturally sustaining pedagogy), offers the missing ingredient in the
current curricula being offered to teachers so all students receive equitable inputs in the
classroom.
Finally, there are several means by which to observe teachers and evaluate their
job performance but without an instrument that is representative of the entire population
being served it will continue to be ineffective as thousands of teachers are deemed
“master” teachers but all their students of color are chronically failing in their classrooms
year after year. Hammond (2014) made the critical connection between CRP, science,
and the reaction in the brain of African American students. Moreover, she detailed the
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reactions of the brain to not only traumas but to culturally common experiences, which
generate the positive growth in academic outcomes when encountered with CRP.
In Chapter 3, I present the methodology of the study by which I proposed to
answer the research questions and honed the observation protocol instrument. Chapter 4
presents the findings and analysis of the study and Chapter 5 concludes the study with a
discussion about this topic holistically, the significance of the findings, and implications
for future research.
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Chapter 3
METHODOLOGY
The state of California enjoys the most diverse public school population in the
nation. Therefore, it is a very appropriate locale to investigate how elementary (K-5)
teachers address the Achievement Gap of African American students. This chapter looks
at the phenomenon of the evaluation indicators of effective teachers of African American
students and the teaching techniques that viably increase achievement for these affected
students in grades K-5. This study was designed to specifically observe teachers
evaluated as effective or highly effective by district evaluation standards and those
educators also deemed effective teachers of African American students by administrator
recommendation. The researcher observed the methods and strategies used with the ELE
created by the researcher, infusing both strategies of effective teachers and culturally
responsive pedagogical strategies of African American students.
Research Design
This study used the qualitative method of phenomenology. A phenomenology is
a study of the lived experiences of subjects in which the goal is to uncover the essence or
quality they all have in common (Merriam and Tisdell 2015). In this case, the observed
experiences of five K-5 teachers, with special attention given to their African American
students, during teaching and learning sessions, were used to illustrate what actual
classroom practices create successful African American students. Furthermore, what are
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the core beliefs, ideologies, or shared practices that successful teachers of African
American students have, regardless of their own ethnicity?
In terms of a phenomenology and its application in practice, it is my hope that the
phenomenology paradigm of teaching African American students dictates a paradigm
shift originating from the practice informed from the ELE theory, beliefs, and actions of
teachers such as those gleaned from my study. The phenomenological paradigm seeks to
orient research or thinking from the results of a new discovery or an uncovered essence
and the beliefs that unfold (Merriam and Tisdell 2015). The assertion the researcher
hopes to articulate is an interpretivist paradigm with transformative properties. The
researcher uses CRT as the crux of the argument for the need of a tool such as the ELE
and a phenomenological study to uncover the essence of the lived experience of effective
teachers of African American students (Creswell 2012).
The shared essence or mutual understanding of the participants is what the
researchers’ hopes to uncover. In this study the essence being explained is form the lens
of the teacher and what actions their training or belief system direct them to employ in
the classroom which makes African American students successful. Despite the
prevalence of CRT and an entrenched racist system, these teachers interrupt the narrative
by choice and in turn give these underserved students’ voices a platform. This essence
will be deconstructed and analyzed in order to answer the research questions and utilized
to create the descriptors of what effective teachers of African American students share. It
is through this process that the reader of the researcher’s bracketed narrative and the
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qualitative data understands the emotional, technical, and affective experiences of both
the teachers and the African American students. In this study the essence the researcher
is attempting to uncover and measure is that of teachers and how their methods,
strategies, and overall instruction create success for African American students.
The observed actions were scored under the appropriate domain and indicated on
a scale from 0 to 4, with zero being no evidence or poorly implemented and 4 being the
most effective evidence for that particular indicator. In addition, the relationship of how
those practices aligned with or supplemented the ELE and the research literature of what
the experts state are the elements of effective teachers was analyzed and is discussed. A
phenomenology attempts to make sense of and explain an experience of a participant in
their own environment and setting (Merriam and Tisdell 2015). The qualitative data
obtained in this study were coded and interpreted into what the participant teachers
perceived as making their practices of teaching African American students different from
the teaching of other students, and what specific actions and beliefs they asserted makes
them successful in this endeavor.
To maintain the integrity of the teaching methods observed, the ELE was not
shared with teachers nor were any indicator scores. Using the firsthand observations and
the interviews, the researcher was able to ascertain from teachers common, tangible
beliefs and methods from which the ELE was honed with regard to a manageable number
of domains. The rubric was created with the objective of duplicating the successful
methods used in instructing African American students in all elementary K-5 classrooms
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across the country. Therefore, as a result of the observations and interviews, the ELE
was augmented and amended to capture all the major domains and indicators important in
evaluating a teacher of African American students.
Role of Researcher
The researcher’s personal narrative within prior experiences as related to the
phenomenon of effective teachers of African American students was bracketed. The
researcher created the ELE using the already established CLASS observation protocol
and supplemented the indicators with characteristics of CRP used to specifically instruct
African American students. The researcher completed classroom observations of five
teachers in their own classrooms instructing in various subjects for five consecutive
weeks. Each observation was at least 30 minutes in length and as long as one hour. The
observations were conducted so the researcher could explore specific actions of teachers
in domains such as academic instruction, socio-emotional management, discipline
practices, classroom management, and feedback to students. At no time was the ELE
shared with the participant teachers.
The researcher subsequently coded the qualitative data using open source coding
and comparative coding, analyzed the findings, organized the data into common themes,
and eventually created categories that summarized the findings. The researcher then
reported on the findings and discusses their implications for alleviating the Achievement
Gap in K-5 classrooms across the country. To sharpen and hone the ELE, the findings
are also discussed with the end goal of reporting the major shared pedagogical strategies
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and beliefs of all the participants. In addition, the researcher conducted face-to-face
interviews lasting up to 60 minutes per occurrence with each participant. The purpose of
the interviews was to probe the participants and their thinking to understand what they
perceived made them a successful teacher and more specifically a successful teacher of
African American students.
As I began to write this dissertation and thought of my journey to this point in
life, it is one that directly influenced my interest in effective, influential teachers and how
they drastically changed my own life. My father told me daily, “Remember, you are as
good as anyone but better than no one.” In addition, as an African American student, I
was told repeatedly by my teachers and parents that I must be three times as good as my
white counterparts to be considered “good enough.” I took this mandate to heart and
attempted to become five times better than my white counterparts in every endeavor, as
the possibility of mediocrity became my greatest fear. The cliché buzzwords or phrases
would come up in my presence, spewed by most teachers such as, “there is something
different about you,” “you’re so bright,” or “you’re not like the others.” I know this was
a manifestation of their racist biases with respect to their beliefs in my abilities as a black
student and their beliefs about my potential. However, the great teachers in my life
echoed my father’s wisdom and daily showed me I was as good as anyone regardless of
color.
I now know that each one of us is unique and has various aptitude levels. In
general, several of the teachers I encountered did not share this belief, as evidenced from
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their practices of low expectations and limited value of effort they placed on other
African American students. However, I also believe in my culture and race as a whole
and our ability to be successful in any sector of life we choose, as long as we receive the
proper education inculcated with the proper support structure. I also know now that these
phrases, while intended as compliments, were manifestations of stereotypical thinking,
deficit thinking, and implicit biases (Ogbu and Simons 1998, Delpit 2006, LadsonBillings 2006).
The teachers who genuinely took an interest in me, fed my hunger to learn, and
helped heal my emotional wounds, were instrumental in changing my view of myself and
of my future. These teachers, though not of my same ethnicity or culture, took the time
to teach me about my proud heritage. Teachers used expert knowledge in various subject
matter, and their ability to adroitly connect learning to my own experiences or interests
created a mutual trust and respect. In addition, educators were purposeful in exposing me
to experiences outside my own locale in the areas of the arts, science museums, state field
trips, and nature. Up until this time, there was an unspoken rule in my upbringing and
culture of mistrusting anyone outside of one’s race and, in turn, mistrusting any
information coming from their mouths. My intimacy with the experience of being
directly influenced by teachers who shared characteristics, beliefs, and abilities has been
bracketed throughout this narrative.
My present education and life accomplishments, unfortunately, make me different
from most of my colleagues. However, my successes can be duplicated if more African
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American students have the input of an educator’s effort, genuine care, and instruction
matching their capacity and aptitude (Kunjufu 2002, Howard 2008, Gay 2010). As I
progressed through grade levels and ascended though other fields of life (athletics, etc.), I
began to notice I was one of very few or, most of the time, the only African American
student receiving academic awards, not hiding my report card from my parents, gaining
favor with adult educators, and being invited to “special” events/experiences. It was at
these moments that I began to ask myself, why is it a reality in our society that there are
not more students who share my same skin tone and culture taking advantage of the same
opportunities I was afforded? I then realized after engaging in deep conversations with
my brethren that they were never offered the same opportunities I was being afforded.
This was the veiled reality, even though most of them were from the same
neighborhoods, suffered similar traumas, and came from a similar environment in which I
was being raised. Was I lucky? Why did teachers choose me? What did they see in me
or not see in me that made them want to guide my life’s trajectory? Is it the system? Are
my peers lazy? At that time, I realized at each grade level, there was one teacher who
genuinely connected with me and whom I trusted enough to guide me to success. I was
open to his feedback, the exposure to new experiences, and criticism, and trusted him
enough to let them help me grow into an “A” student on any and all academic levels and
locations.
“Education is the most powerful weapon which you can use to change the world”
(Mandela, 2003, n.p.). These expert teachers taught me to always reach back to help
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others and to always have a shared responsibility for your community. My culture taught
me how to master the hidden curriculum of education so I could be one of the few to
maneuver through a foreign path and find success in a game that was not meant for me to
win. It is with this thought that I seek to find a solution to meaningfully closing the
Achievement Gap and closing the opportunity gap so more African American students
will also receive the benefits of a quality education and, more importantly, improve their
quality of life. My hope is that with my topic of effective teachers of African American
students that more teachers will begin to self-reflect and change their practice or, better
yet, add the suggestions from the research to their tool belt of strategies and resources. It
is one quandary to attempt to reach back to help members of one’s own
culture/community and not have enough strength to lift everyone, but it is a travesty to
reach back to help and have there be no one even close enough for you to grasp.
Research Questions
Research Question 1: What measurable indicators of effective teaching and
culturally responsive pedagogy do successful teachers of African American students in
Grades K-5 employ in the classroom in order to make them academically successful?
Research Question 2: What do teachers believe a proposed teaching rubric used to
assess both effective teaching and culturally responsive teaching techniques should
encompass?
The research questions were answered through the analysis of classroom
observations and the transcribed interview notes from the one-on-one interviews with the
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participants. To answer these questions, first I developed a classroom observation
protocol that encompassed both traditional indicators of teaching effectiveness as well as
indicators of CRP. This protocol was based on the CLASS, which has been implemented
in over 4,300 classrooms. The domains and elements of CLASS were supplemented with
CRP indicators and a classroom observation rubric was created (see Appendix A).
Second, I used this instrument to observe teachers in their classroom setting and to assess
their use of the elements in the created rubric or to discover if there were additional
common actions, themes, or elements that should have been included in the new rubric. I
also conducted one-on-one interviews with each teacher included in the study to uncover
the shared essence that creates success for African American students not observed
during the classroom visits.
Data Collection
The setting for the study occurred in the classrooms of five Northern California
K-5 public school teachers. This particular setting was chosen due to the number of
African American students in public school districts in Northern California. The
participant school districts included Sacramento City Unified School District, California
Montessori Project, and Natomas Unified School District. I preferred to use multiple
states and multiple areas of California but for the sake of the constraints of location and
time, this setting was the most feasible. The teachers were chosen by their principals or
lead teachers for whom they currently work or for whom they have worked for within the
last one to five years. The teachers were asked by the researcher if they would be willing

86
to participate in a study by having their classroom observed multiple times and
participating in an interview of up to one hour. The researcher explained to them that all
data collected and their identity and school location would remain anonymous. Upon the
participants’ agreement, the researcher sent an email to the principal of each site
explaining the study and the requirements of the classroom teacher (see Appendix B).
The target population of African American students was chosen due to the chronic
low academic outcomes of these students in reading scores, standardized tests, high
suspension rates, dropout rates, and the percentage of African American students
represented in Special Education. The elementary level was chosen due to the existence
of early observable issues of the Achievement Gap, socio-emotional issues, and the
resulting school to prison pipeline if African American students are not reading at or
above grade level by the end third grade.
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Data Collection and Instrumentation
Criteria for Coding Classroom CLASS & the Equitable Learning Environment (ELE)
CLASS
Emotional Support

•
•
•

Positive Climate
Teacher Sensitivity
Regard for Student Perspectives

CLASS
Classroom Organization

•
•
•
•

Behavior Management
Productivity
Instructional Learning formats
Classroom Routines & Procedures

CLASS
Instructional Support

•
•
•
•

Concept Development
Quality of Feedback
Language Modeling
Richness of Instructional Methods

CRP

•
•
•

Building genuine connections with
students in order to form relationship
Teacher’s cultural awareness (bicultural)
Engage in support in the formation of
a student’s self-identity - Racial
socialization

CRP

•
•
•

Nurturing & Supportive environment
– Restorative Practices
Artifacts are reflective of the students’
lives and cultures
Students feel safe to take risks and
learn from their mistakes

CRP

•
•
•
•
•

Scaffolding with experiences that are
familiar to students of color
Background knowledge makes
connections to their culture – Reappropriation
Relational/Warm Demander
Code switching from AAL to
Academic Language
High Expectations//High Rigor

Figure 5. Observation protocol criteria – Pre-study.
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Figure 6. ELE – Pre-study.
A qualitative research methods study, including observation and interviews, was
used to answer the research questions. Specifically, I observed five elementary K-5
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teachers who have been evaluated as effective in instructing African American students.
Finally, I conducted thorough interviews with each participant teacher to gain insight into
their perceptions as to what makes them successful teachers of African American
students. Information from these interviews was used to evaluate and refine the newly
created and synthesized observation protocol, ELE (see Appendix C).
As explained in Chapter 2, though CLASS is a proven, research based, teacher
observation protocol there remained deficiencies in its domains and indicators that do not
address the needs of teachers who instruct African American students. From the
standpoint of CRT these voids in the protocol/rubric are omissions that the dominant
culture does not have to be held accountable for because they have created the rules by
which evaluation are made (Bell 1995, Ladson-Billings 1998). The researcher used the
research of CRP and the tenets of CRT to enhance the CLASS rubric with indicators that
would require teachers to validate, honor, and capture the narratives, viewpoints, and
skills of African American Students.
Under the domain of Emotional Support, the CLASS indicators were not specific
enough in who the actions would serve and how to accomplish this task. Therefore, in
addition to the indicator of Positive Climate, the indicator of Teacher’s Cultural
Awareness (Sensitivity) was added so that there is intentionality by the teacher to serve
all of the students’ in her classroom equitably. Moreover, in order to prevent a teacher
from relying on his/her tendency to treat everyone in the class as one culture, the
researcher added the indicator requiring the teacher to be Culturally Aware (i.e. bi-
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cultural). This again mandates intentionality by the teacher to identify and address each
culture present in their classroom, as CRP suggests is a best practice (Kunjufu 2002,
Ladson-Billings 2009).
The critique of CLASS continues under the domain of Classroom Organization as
the researcher adjusted this nomenclature to a more culturally appropriate label of
Classroom Continuity. Continuity refers to a continuous cycle of adjusting and adapting
and matches the same action required of continual self-critiques so that the needs of the
students are always being adjusted (Howard 2003). The indicators under this domain
were generic and very vague in teacher actions. Therefore, in addition to terms such as
Behavior Management, the indicator of enacting a Nurturing/Supportive Environment
was added. Also, with respect to visual supports, student representations, and classroom
climate being so vital the indicator of a teacher displaying Artifacts Reflective of the
Students’ Cultures supplanted ‘Student Artifacts (Darling-Hammond and BaratzSnowden 2007, Gay 2010).
In the final domain of Instructional Supports were the most significant
enhancements. As CRT infers, African American students have not benefited from the
pseudo diversity trainings given to teachers. It is with this assertion in mind that the
researcher supplemented the domain with actions that would benefit all students but
especially African American students. The first specialized CRP indicator in this domain
is that of Language Modeling – Code Switching. This requirement will encourage
teachers to reflect on their students’ home languages, the academic vocabulary they are
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attempting to teach, and take the time to carefully show students how to switch from their
home language of expertise to their emerging academic language. The next indicator
supplementing this domain is the responsibility by educators to ensure the Background
Knowledge Makes a Connection to Their (students’) Culture. The specificity in this
indicator connects to the intentionality teachers should have in identifying the cultures of
their students and doing the research to inform themselves of any unknown cultural
norms and historical implications (Gay 2010, Murrell Jr, Murrell Jr et al. 2012).
The indicator of Warm Demander ensures that teachers do not insert their own
assumptions, implicit biases, or their own bracketed narrative into their expectations of
students in following rules, reaction to procedures, behavioral consequences, and their
own ideas of how to motivate African American students (Ware 2006, Ladson-Billings
2009). In addition, it ensures African American students academic support needs are met
in an equitable manner. Consequently, the final indicator of High Expectations/High
Rigor reinforces the indicator of Warm Demander by not allowing teachers to lower
expectations of any African American students in their efforts to be empathetic but not
firm enough. The aforementioned enhancements transform CLASS into the ELE and
extends the actions and planning of teachers to not just students of the master culture but
to the African American students in their classroom.
The interviews were conducted during whatever time period was convenient for
the teacher at a location and time most convenient for him or her, without the presence of
students. The interview questions were designed to gain insight into the daily routines of
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each teacher and their specific approaches in mindfulness and preparation in teaching
African American students.
The teachers and their teaching strategies were observed multiple times for up to
five consecutive weeks. In addition, they participated in an interview with open-ended
questions. During the observations, the researcher collected data in an observation
journal and transferred them to a Google sheet. Evidence was collected in relation to
how the African American students in the classroom were engaged with respect to
discipline practices/classroom management, socio-emotional support, and academic
instruction/delivery methods. The interview gathered specific information from each
participant as to what actions and belief system they incorporated into their daily
classroom practices, which makes the African American students they teach successful.
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Qualitative Methods
The interview questions are as follows:
What skills, beliefs, ideology and actions do you believe makes you a successful teacher?
What skills, beliefs, ideologies and actions do you believe makes you successful in
teaching African American students?
How do you feel you are culturally responsive to the African American students in your
classroom?
What action items do you place in your lesson planning that specifically relate to teaching
African American students?
How do you feel the race or ethnicity of your students plays into your lesson planning?
How do you feel the race or ethnicity of your students translates into the way you
implement your classroom’s discipline policies?
How do you feel that all elementary teachers, regardless of their grade level, can learn to
become successful teachers of African American students?
What about your teacher prep program or the PD provided by your site/district has helped
you become a better teacher overall? Teacher of African American students?
The qualitative instruments used were observations and interviews. These
methods were chosen to capture the experience of the participants firsthand, which is in
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line with a phenomenology. The participants chosen were all teachers in Northern
California, which was convenient for the researcher for accessing and observing their
classrooms multiple times. The domains for which evidence was recorded on a computer
or in a journal were academic instruction, socio-emotional management, discipline
practices, classroom management, and feedback to students. The domains were observed
and data were collected during various 30-minute observation periods throughout the
semester, quarter, or trimester.
Data Analysis
The researcher transcribed the interviews and used open coding to find common
themes within the qualitative data. The researcher collected written, photographic, and
recorded data during the research study. The written data were coded by common themes
and comparative themes to already existing research regarding teacher effectiveness and
the use of CRP. The researcher used the analysis of triangulation. The researcher
triangulated the results from the observations, the interviews, and the literature review in
Chapter 2. The researcher used member checking once the interviews were completed.
The participants were asked to substantiate their transcriptions and to elaborate on any
answers that may not have come across as clearly as they desired. This method ensured
reliability of the findings and any augmentations to the ELE.
The recorded data were transcribed and analyzed for common themes; the ELE
with the categorized, effective teacher actions was refined for implementation by any K-5
teacher within their classrooms. Open coding was used to decipher common themes in
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teacher observations and interview answers. These codes were then used to create
categories from which a teaching rubric and observation protocol were created.
This study was designed to validate the existing literature on the elements of
effective teaching and to add components of CRP to make more African American
students successful in K-5 public school classrooms. The essence of the teachers’ shared
experiences was captured into the most impactful qualities. These findings were used to
add to the existing model of the CLASS observation protocol for effective teaching. The
categories gleaned from the data and created by the researcher were added to the tenets of
the already existing CLASS observation protocol. The tenets of CLASS are emotional
supports, classroom organization, and instructional supports (Hamre et al., 2013). The
categories, together with those created by the researcher, were combined to the already
existing tenets serving the purpose of creating a new tenet/domain used to observe
teachers and deem them as effective or not in their practice.
Protection of Participants
To protect the participants, they were never referred to by name nor is any
identifiable employment information used to label their results. Participation in the
study was completely voluntary and participants were able to withdraw at any time
during the course of the study. The open-ended interview question answers were
discarded after being transcribed and analyzed. In addition, the researcher was the only
person handling any data gathered during the study and in the area of the data being
analyzed and discussed. The participants were not identified by name during the data
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collection, findings, or discussion. Once the findings were recorded and analyzed, the
original, raw data were destroyed. Data collected on any electronic devices were double
password protected and destroyed within two years of completing the study. Any data
collected will be kept for a period of two to three years with the intention of furthering
the research in this area of scholarship. The data will be destroyed after two to three
years. No data or findings were given to any third party school district employee at any
time during the research study.
Conclusion
The purpose of Chapter 3 was to give an outline of how I carried out the study of
both Eurocentric and CRP strategies used in classrooms containing African American
students. The guiding questions and the setting and conditions of the study as well as the
specific tools and questions to be utilized were introduced. In addition, the insight into
the researcher’s purpose for this topic and what one hopes to gain from the research, the
creation of the rubric, and the subsequent study were illuminated. In Chapter 4, the
findings from the observations, interviews, and subsequent open coding will serve to
upgrade the ELE into a finished form from which classroom teachers may duplicate the
methods, strategies, and inputs used by successful teachers of African American students.
In addition, the collective essence of the shared experiences of the participants is
explained as measurable characteristics that can be replicated in any classroom.
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Chapter 4
ANALYSIS OF THE DATA
“In the interest of not stepping on adult toes, we walk all over children” (P. Lovelace,
personal communication, February 25, 2106).
The findings presented in this chapter were used to sharpen the focus of the ELE
teacher observation protocol instrument, created by the researcher. The researcher sent
out emails to high-level district administrators asking for the names of teachers, which
their quantitative and or qualitative data indicated were the most successful at teaching
African American students (see Appendix B). The researcher was given names of
teachers and some principals to contact about participating in the study. After making
calls and sending emails out about participation, five teachers agreed to be observed for
five weeks and to conduct a one-on-one interview. Three weeks into the observations,
one teacher dropped out of the study due to her concerns about her work-life balance and
the impact it was having on her family.
The researcher observed the teachers for five consecutive weeks using the ELE he
created. The observations were always unannounced and took place at various times of
the day and in various subject matters. The ELE was purposely never shared with the
participants. The purpose of the observations was to glean how much effective teachers
of African American students were already enacting in the classroom, according to the
created rubric, and if there were other commonly shared teacher strategies not included
on the rubric that teachers were using to make African American students successful.
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Each classroom, regardless of grade level, had at least eight, and in some cases as many
as 35, African American students. The smallest classroom population observed was 25
and the largest number was 35.
Once the observations were complete, teachers were then interviewed in person
one-on-one and asked questions about their specific practices, training, and beliefs as
they pertained to CRP. The results from the observations and the transcripts from the
one-on-one interviews were then coded and divided into common themes. To protect the
identities of the participants in the study, the names of their school sites, and their
students, this chapter does not include any identifiable information about the educators,
their institutions, or their students. Themes were then used to answer the research
questions presented in Chapter 1.
Research Question 1: What measurable indicators of effective teaching and
culturally responsive pedagogy do successful teachers of African American students in
Grades K-5 employ in the classroom to make them academically successful?
Research Question 2: What do teachers believe a proposed teaching rubric used to
assess both effective teaching and culturally responsive teaching techniques should
encompass?
In answering the research questions, I observed five teachers, later four as one
dropped out of the study, in their own classrooms and natural school settings for five
consecutive weeks. I also conducted personal interviews with each teacher. The
observation data and the transcripts were then coded and sorted into major themes and
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sub-themes. The results from the coding are what the researcher used to present the
results and analysis, which follows. Several themes emerged from the study, such as an
effective teacher possessing excellent organization skills, excellent procedures and
routines, communication skills, and being the architect of an extremely positive
classroom climate. There were three very important measureable indicators, which were
the most prominent. Table 5 identifies the participant teachers, the number of African
American students in each classroom in the 2015-16 school year, their experience with
CRP Training, and their ethnicity. Notable amongst all the participants was the fact that
regardless if they had any CRP training, they were not African American in
race/ethnicity, yet they were assessed as extremely successful teachers of African
American students. This repudiates the falsehood that only African American teachers
can exercise CRP effectively.
Table 5
ELE Study Participants and the Number of African American Students in Classrooms
Label

Grade Level

# of African

CRP Training

American Students

(Y or N)

Ethnicity

Teacher A

5

10

Y

Caucasian

Teacher B

4

13

Y

Caucasian

Teacher C

2/3 Split

8

N

Hispanic &
Caucasian

Teacher D

5

35

N

Asian

100
Findings
This section is divided into two primary subsections, according to research
question. All findings addressing Research Question 1 are listed for that subsection and
those addressing Research Question 2 are listed for that subsection. Research Question 1:
What measurable indicators of effective teaching and culturally responsive pedagogy do
successful teachers of African American students in Grades K-5 employ in the classroom
to make them academically successful? The table above each finding illustrate the
specific ELE Domain/Indicator, the number of occurrences the teacher was observed by
the research enacting this skill, and the teacher’s average score. Each teacher was
observed a minimum of 10 times by the researcher.
Table 6
ELE Domain/Indicator, # of Occurrences Observed, and ELE Score Average #1
Teacher

ELE

# of occurrences

Domain/Indicator

observed by

Score Average

researcher (out of
10)
Teacher A

Connections to
cultural/Personal
Experiences

9

3.5
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Teacher B

Connections to

7

3

10

3.9

9

4

cultural/Personal
Experiences
Teacher C

Connections to
cultural/Personal
Experiences

Teacher D

Connections to
cultural/Personal
Experiences

Research Question One-Related Findings
Lessons are both didactic and meaningful for scholars. In each classroom,
teachers were purposeful in taking the time to place the appropriate “teacher talk” and or
“teacher moves” that connected to a culture present in the classroom or specific student
experiences. As shown above in Table 6 each teacher was observed exercising this
particular skill several times each. In addition, each of the teachers scored a 3 or 4 in
every occurrence. In one very prominent instance Charles, an African American student,
was on an island in one of the designated break areas and was clearly not interested in
any of the classroom procedures in transitioning to a social science lesson. The majority
of the class gathered the work from their math centers, cleaned up their areas, and
transitioned to their workgroups awaiting the next sequential event on the day’s calendar.
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There were a few students, three male and one female, begrudgingly moving to their
workgroups and, not coincidentally, they were also African American. Though they were
moving toward compliance, there was no sense of urgency or commitment to the
upcoming lesson.
Though Charles was the most visible in his resistance, the teacher smiled warmly,
walked over to him and rubbed his back, urging him to take out his content binder and get
ready for an exciting lesson. She winked at me as she walked near and told me Charles
and his family just divulged to her that they had very close blood ties to the Native
American Indians of the Midwest, where their family had migrated from in the early
1900s. Charles, though very receptive to her physical gestures, still showed no interest in
this next instruction; he seemed completely checked out as he began playing with toys
from the break box. He even began singing a popular children’s song above a whisper
but not quite in an outside voice.
The teacher began her lesson by asking questions of her audience. “How many of
you know if your families are native Californians?” She gave smiles and nodded
approval as students raised their hands. “How many of you and your families come from
somewhere other than California?” Charles stopped playing with the toys long enough to
see who raised their hands, at which time he raised his hand quickly and dropped it.
Meanwhile, the students who were lagging during transition all had their heads on the
desk, but one by one they raised their heads to respond verbally, shouting out what cities
their families come from. The teacher then asked, “How many of you think you may
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have been related to Native Americans or those known as American Indians?” At this
point in the lesson, Charles dropped all toys and raised both hands. One of the other
African American students smiled and said, “If Charles is then I am too probably since
we are cousins.” The class laughed as well as the teacher.
The teacher, realizing that she had gotten Charles’s and other disinterested
students’ attention did not want to lose momentum as she stated the objective for the that
particular day, “I am glad we have people from all over in this classroom and those that
have particular connections to American Indians. We are going to talk about communal
cultures and distinct foods to each but from the frame of reference of Indians and African
Americans that migrated here.” Charles had already scrambled back to his seat and taken
out his binder and writing utensil. Every student in the class was now engaged and on
their edge of their seats as the teacher introduced an opening video explaining the
migration to the West Coast and which ethnicities and cultures participated. In addition,
she handed out a worksheet with two columns labeled “My Favorite Foods” and “My
Culture’s Favorite Foods.”
As pointed out in earlier chapters, one of, if not the most effective, first steps in
engaging in CRP is creating cognitively engaging connections through the personal or
cultural experiences of one’s students. In the class of 30 students, the white students who
were used to seeing themselves in this particular textbook and who were used to the
curriculum already fitting their lens without any modifications, were committed to the
next steps in class and ready to learn more about their own narrative. Charles and the
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classmates who share the same culture were naturally unattached to the subject of social
science/history and were already engaging in familiar habits displaying their disinterest in
the next activity.
This is not unlike the dissonance that occurs in thousands of classrooms across the
country. However, this teacher went out of her way to go beyond the textbook, the
pacing guide, and the curriculum to connect with Charles and several other students in
the classroom in order to enrich their learning and lower their cognitive filters. In turn,
these students are more likely to connect with the Common Core standards and the
classroom learning objectives in order to seek to master the content of the day. Even if
the interest convergence for the teacher is that she is evaluated on whole class
performance on district interim assessments or the national Common Core testing, she
will serve the interests of Charles in exchange for commitment to evoke maximum effort.
As this strategy is labeled generically on protocols across the country as building
connections, several social science researchers and even research on the brain of African
American children, makes this action a moral imperative in pedagogy. A teacher must
invest in you for you to believe in her abilities as a teacher and in yourself as an
intellectual. The ELE captures this action under the domains of Instructional Support
under its own element of connecting current objectives to the background
knowledge/culture of the students.
Table 7
ELE Domain/Indicator, # of Occurrences Observed, and ELE Score Average #2
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Teacher

ELE

# of occurrences

Domain/Indicator

observed by

Score Average

researcher (out of
10)
Teacher A

High Rigor/High

10

3.5

8

3.875

10

4

10

4

Expectations
Teacher B

High Rigor/High
Expectations

Teacher C

High Rigor/High
Expectations

Teacher D

High Rigor/High
Expectations

In another the classroom, a teacher displayed their belief in students not by
lessening the cognitive load but by pushing students to increase their load, stretching and
growing their persistence, resiliency, and brain capacity. In Table 7 above this endeavor
to stretch students’ and their brain capacity is measured under high rigor/expectations.
Each teacher displayed this skill in close to each and every observation. Moreover, they
displayed this skill expertly as three of the four educators scored an average of 4 on the
ELE. To serve students is to promote belief in their capacity as being limitless, even
when they do not affirm themselves. On this particular day, just as an African American
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student TJ became visually and audibly frustrated with the lesson on habitats and the task
of writing on plant/animal species, the teacher instructed everyone to ignore the outburst
and to let him “sit and struggle.”
TJ had entered the classroom late and immediately acknowledged that this is a
common occurrence as he began to explain to the teacher, “My mom made me late again,
I swear I was up.” The teacher received the tardy slip and walked him over to his desk.
It was there that she bent down and privately caught him up with the expectations and
explained he was not far behind because the current period had just begun eight minutes
ago. As soon as the teacher was done explaining, TJ exclaimed, “I can’t do this!” The
teacher replied, “TJ, please read the assignment and if you need help raise a quiet hand
and I will come right over or ask your table group captain for help.” TJ put his hands
over his face in exasperation, took a deep breath, and attempted to concentrate on the
text.
The teacher continued to circulate around the room and engaged random students
in various Depth of Knowledge-level questions. She pushed their thinking from what
they had originally written down as answers to more expansive ideas. “What do you
think plant life was like five hundred years ago, one-hundred years ago, and even fifty
years ago as opposed to right now today in 2016?” After 10 minutes of classroom
rounds, the teacher noticed TJ had thrown his papers on the floor and laid his head down
on his desk. She began to walk toward his desk and he apparently heard her approaching
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because he thrust his head up and began a tirade of excuses, “You see I was late, I don’t
even know where we are. This is not even at my level.”
The teacher got the attention of the class through a call and response. She asked
out loud, “Class, what do we do when we get stuck?”
The class replied in unison, “Persist.”
The teacher asked, “Struggle is good because we grow our minds and learn.”
The class finished her sentence in unison, “Resiliency.”
The teacher then turned her attention back to TJ as she bent down and explained
to TJ that her classroom was a safe place to make mistakes, a place to ask for help, a
place of choice, and a no excuse zone for doing your absolute best every single day. She
specifically reminded TJ that she was sorry he was late and she understood that everyone
in that classroom, including her, may have obstacles but that she would never let anyone
“off the hook” from the high expectations they deserve. She went on to explain that she
treated every student in that classroom as having the capacity to thrive in a GATE
classroom and that rigor is good for the brain and will only benefit them in their
educational careers in later grades, including college.
The teacher, the table captain, and TJ proceeded to attack each question and task
given for the classwork. She did two problems with the small group and eventually faded
to the back and allowed TJ and the table captain to engage in the rigor as a team. TJ
eventually asked to do the rest of the work by himself and thanked the table captain for
their assistance.
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The vow of high rigor falls in line with the research explicitly stating one of the
main tenets of CRP, which is setting and maintaining high expectations. The
Achievement Gap points to specific lags in student outcomes in subjects such as ELA and
math, for each grade level benchmark. The teacher shared with me that TJ is at least
three grade levels below in reading as reflected by his developmental reading level.
However, her clear display of belief and her high will conquering the present
circumstances of a student such as TJ superseded any present levels, test scores, data, or
even his own belief in his abilities. This is how gaps are closed and large gains in
academic progress are created. A teacher employing CRP engaging all of his or her
students in high rigor coupled with the belief that they can complete the tasks and master
the objectives will change the outcomes far down the line for African American students
like TJ. The ELE captures the action of high rigor/high expectations under the domain of
Instructional Support and the element appropriately titled high expectations/high rigor.
Table 8
ELE Domain/Indicator, # of Occurrences Observed, and ELE Score Average #3
Teacher

ELE

# of occurrences

Domain/Indicator

observed by
researcher (out of
10)

Score Average
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Teacher A

Use of Culturally

8

3.75

6

3.83

7

4

5

3.6

Responsive
Literature
Teacher B

Use of Culturally
Responsive
Literature

Teacher C

Use of Culturally
Responsive
Literature

Teacher D

Use of Culturally
Responsive
Literature

A student’s cultural experiences are an asset that he or she must be led to
appreciate. Currently, African American students learn to read and enjoy the journeys
of characters of several classic characters in children’s literature. In spite of not sharing a
connection to the experiences or faces of the characters, African American students are
asked to master the academic standards based on this text. Consequently, this disconnect
makes the narratives all seem to fit into the fantasy genre more so than into fiction. In the
classrooms I observed, the teachers purposefully placed books with characters and
experiences familiar to each African American student in the classroom. In addition, the
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Common Core Reading and Literature (RL) standards were all effectively presented
throughout the CRP literature. As shown above in Table 8 the teachers all scored an
average at or just below a 4 on the ELE. This translates to and expert use of consistency
in using Culturally Responsive Literature each time this skill was employed.
The following illustration shows the teacher’s ability to adapt content to her
student’s experiences. In order to connect with the more difficult themes and to teach
vital skills such as compare and contrast or cause and effect, the literature must be
relevant to the African American student to create a connection within their brains. The
classroom observed had 35 students and the African American population was 100%.
The teacher shared with me that none of her students read on grade level or even close.
She also shared with me that until she introduced CRP literature, most of her students had
never read a book from cover to cover. The teacher began a socio-emotional lesson with
the question, “Which character in your book showed the most grit, resiliency, and
optimism?” Several students were eager to share, as hands were quickly raised and
smiles came across their faces as if they were relieved to know the answer to this
question. The teacher asked everyone to put their hands down and gave the instruction
for each student to confer with at least three other students in the class, each taking turns
answering the questions on the board: “Which character showed the most grit, resiliency,
and optimism and what evidence from the book supports your answer?”
Gushes of enthusiasm emanated from all over the classroom, as students were
even more eager now to celebrate their knowledge. Books were being excitedly thumbed
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through and students began excitedly pointing at possible group members. The teacher
executed a call and response and the entire class stopped talking and sat down with their
hands folded on the desk. The teacher let the class know that when she said, “‘Go,’ I
want you to quietly walk to your first share partner and the person with the shortest hair
will go first. “Go.”
I listened as students begin to share their answers to the prompts. One student
explained that he believed the character Chris showed the most grit, resiliency, and
optimism because just like him Chris had lost his father to death at a young age but knew
that his mom and sisters would need him to be strong and stay smart in order to take care
of them. Another student shared that her character was Regina and that she chose her
because she was adopted like her and though her new family was almost perfect, the rest
of her old family had a history of not making good choices. Therefore, like Regina she
worked daily to make the right choices hoping to break her old family’s curse.
As I walked to another group, I noticed two children hugging a third who
appeared to have just stopped crying or being on the verge of starting to cry. I walked
over to hear their answers and observe the group dynamics. The student receiving the
hugs explained he was telling the other two students that in his book, his character of
choice Jerrod had a learning disability just like him and contemplated suicide after being
bullied and teased so much. He continued to explain that Jerrod found solace in a few
close friends who were kind to him and eventually graduated from high school and also
college with honors. The student thanked the other two students for being patient with
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him both in and out of school and vowed to be like Jerrod. The other two students in the
group shared with me that they had been his best friends since Kindergarten and that
prior to this year, he was diagnosed as being Specific Learning Disabled and had a tough
time dealing emotionally with the unfortunate repercussions.
The level of engagement by the students to an assignment that was so closely
connected to interpreting text was incredible. Moreover, the teacher shared with the
students and me that all the texts they were enjoying reading were on grade level and
beyond. This was a clear example of so many positive academic outcomes occurring as a
result of the CRP strategies of culturally relevant literature that connected to the students’
experiences pushing their brains to grow into reading levels beyond their current
cognitive capacity. This creates a sense of accomplishment for the students and
subsequently nourishes their growing attributes of persistence, stamina, and resiliency.
Most importantly, the students saw themselves in the lesson and, therefore, were eager to
participate in their own learning. The teacher merely needed to facilitate the learning due
to the high level of engagement, the self-confidence gained from absorbing the
comprehensible input, and the genuine enthusiasm to share their accomplishment with
their peers and the teacher.
As seen in teacher observation protocols such as CLASS, the connection to
background knowledge and to current learning experiences is a measurable practice of
high quality teaching. Therefore, this extension by the teacher of that identical action
creating meaningful, purposeful connections for each student is an action that should be
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taught in teacher preparation programs, modeled by master teachers during student
teaching, and included in any teacher observation rubric as well. The teacher was able to
will her high expectations for the students into their own efforts in growing their schema
seamlessly, without the scholars recognizing this transfer. Consequently, the cognitive
load was shifted from too much teacher talk or direct instruction into the students’ own
labor. This process is captured under the domain of Instructional Support of the ELE and
in the indicator of high expectations/high rigor.
Research Question 2: What do teachers believe a proposed teaching rubric used to
assess both effective teaching and culturally responsive teaching techniques should
encompass? To answer this question, I used the data from observations coupled with the
insight confirmed and gained from the personal interview transcripts. As one would
imagine, each teacher had their own set of beliefs, which resonated most with their
individual psyche and essentiality. However, the four that emerged as both common and
distinct were (a) the belief in all students regardless of color or learning style, (b) the
bearing of a warm demander, (c) valuing student families and the action steps to become
connected, and (d) trust.
Students need more cheerleaders and fewer critics. Out of belief and the
display of value a teacher possesses for a student’s well-being and their future manifests
high expectation and the challenge of rigor. In this particular classroom observed made
up of 100% African American children, the deep belief and respect this non-black teacher
demonstrated was unequivocal. There were several times during the interview and in
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observations that all of the participant teachers referred to the importance of an effective
educator encompassing genuine belief in each of their students. The following is one
poignant example where the belief in students displayed by one teacher resonated with
the entire classroom population.
The teacher, after gaining the attention of the students in the classroom, pointed at
a beautiful, brown-eyed young lady named Tiffany. With this small prompt as a cue, she
stood up from her seat, faced the class and proclaimed, “Daily affirmations and goals.”
Tiffany pointed to the first student, a young African American boy with a huge smile, and
he proceeded to stand up and stated, “I will be a better student than I was yesterday and a
better friend to my classmates.” The next student stood and though not seemingly happy,
he clearly stated, “I will listen to my classmates and hold them accountable as any good
friend should.” As it became obvious that this was a routine in this fifth grade classroom,
each student took their turn stating their affirmation and goal for the day. As this process
continued, a few students who had already shared raised their hands. One particular
student, seemingly not pleased with his first attempt stated, “After listening to my peers, I
would like to change my answer. I will ask for help when I need it and I will trust my
classmates to help me fulfill my destiny.” Students applauded and some snapped their
fingers repeatedly in approval.
Just as it seemed the last student had spoken, the teacher demonstratively stood up
and stated, “I will love each and every one of you more today than I did yesterday and I
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will be a better teacher today for all of you.” The room fell silent and each student began
gathering their books, binders, and materials for the next event in the day.
The most compelling part of this ritual was witnessing students who were in
discernable surly, sad, and apathetic moods take part in this exercise without hesitation
and the transformation in their demeanor and facial expressions by the time this routine
was over. The teacher had already shared with me that all the students in the classroom
were at least two grade levels below in both reading and math. Furthermore, the teacher
explained that she enlists her own expertise to take on the lowest performing students in
the class in each of the small group lessons such as math. Most of these students read
and completed fact fluencies on a first grade level.
As the students gathered on the carpet and in small groups around the room with
adult supervision, there was an excitement and an anticipation for whatever challenges
this particular day offered. The teacher greeted the group warmly and pointed to the
chart paper with the fifth grade math standard prominently written in red marker. “What
did we not overcome yesterday?” the teacher asked. Hands shot up all around the
teacher’s vicinity. The teacher touched a button on the smartphone in her hand on an
application called Classroom Dojo. “Lavell,” she prompted.
“The lowest common denominator,” he said proudly.
“That’s right,” the teacher stated. “Now what are we going to conquer today?”
Once again, the teacher pressed a button on the phone and turned to another student,
“Olivia,” she prompted. Olivia smiled.
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“The least or the lowest common denominator,” she said proudly.
“Exactly,” agreed the teacher.
The teacher later explained that she often reminded the students that you may not
win against all of your obstacles daily but that you live the next day to try again. At this
point in the lesson, she began with a challenge problem. This problem was definitely
high in rigor and would require students to have a deep level understanding of fractions
in their entirety and a mastery of the multiplication fact fluencies. The students were not
at all daunted as they quickly wrote the problem down on their own papers. The teacher
then proceeded to go through a concise yet detailed modeling of how to do a problem
exactly like the one they had written down. The teacher walked the students through
each step and stopped at each step as she completed it to ask questions of random
students to gauge their understanding of the process, up to that point. At the end of the
problem, the teacher held up her hand and asked the students to do the same. She
reminded them that her hand is acting as a magic mirror and because they too had hands
they also had the same teacher mirror. She further explained that this mirror gave them
the brains and the power to do a problem just like their teachers.
In this instance, as she began to do another problem, the students mirrored her
every action with their own pencils as they verbally echoed each step in narration with
the teacher leader. As this step ended, the teacher prompted them to break into their preselected pairs and complete the final problem together. After they had completed the
problem and had it checked, they were then free to “put on their armor” and conquer the
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challenge problem. Each problem had increased in rigor in every step of the lesson, but
the students were still engaged and determined, displaying grit and persistence. In fact,
the students seemed to enjoy the rigor and the fact that the task was not easy, and
conquering it would mean a true sense of accomplishment. The value of hard work and
the belief of their teacher leader that they could all achieve success in every grade level
objective was overtly apparent.
As pointed out in earlier chapters, the foundation of high rigor spawning from
high expectations being placed on students by a teacher who believes in them gives
African American students self-confidence, a sense of identity as a scholar, and a sense of
accomplishment on which to put their trust the next day when subjects get even more
difficult.
The participants each expressed the foundation of belief in students as being a
requirement for teaching any students in general, but especially when teaching
underserved students. Their explicit statements are as follows:
Teacher A: “I have very high expectations for all of my students. I expect that all of
my students can and will achieve in my and any classroom”.
Teacher B: Me wanting to make a difference, and me believing in my kids like makes
me come. Like I feel like that makes me a successful teacher. I feel like teachers also
need to go the extra mile. Can't really be, I feel like you can't be a successful teacher
inside your contract hours”.
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Teacher C: “Let's start with beliefs. No successful teacher can be successful without
believing in every single child, every single family, and that a growth mindset is
essential. You just can't teach without really thinking all the way through to a child's
potential”.
Teacher D: “My aim is for my students to enjoy their experience in my classroom, to
make them feel safe to express themselves, to contribute to our classroom community,
and to help build their confidence”.
The explicitness of the teacher comments demonstrate the self-critique each
teacher has gone through either before or during their tenure teaching African American
students (Howard 2003). In addition, as alluded to in Chapter 2 the shortcoming of
common Eurocentric observation rubrics is that the technical skills are well covered but
the affective skills teachers of African American students require are not measured.
Teaching African American students dictates that a teacher show belief in their capacity
to learn, their future successes, and their ability to not allow their deficiencies from their
past to limit their possibilities. Moreover, due to their feeling of not belonging in this
academic setting, teachers must believe in students’ even when they do not believe in
themselves (Murrell Jr, Murrell Jr et al. 2012). The belief in an African American
student inspires action, confidence, resiliency, and persistence as a practice which then
becomes a habit. It is my assertion that belief in all students, especially the marginalized
African American students’ initiates motivation and the curiosity needed to expand their
growth mindset and begin to allow the teacher to lead them in the self-actualization

119
journey (Murrell Jr, Murrell Jr et al. 2012). It is in this endeavor that the student story is
bracketed just as the narrative of the researcher in the moment when chronic mediocrity
or worse is replaced by expanded expectations and limitless possibilities.
The concept of belief is captured under multiple domains of the ELE such as
Classroom Continuity, Emotional Support, and in Instructional Support. The indicators
in which the idea of “belief” is also captured several times are within the following:
Emotional Support – regard for student’s perspectives, Classroom Continuity - students
feeling safe to take risks and learn from their mistakes, and Instructional Support – high
expectations/high rigor.
A child requires guidance and structure that may emanate from the mouth,
but its origin must be the heart. In the most successful classrooms, compliance to
complete the learning objectives was firm, supportive, and culturally affirming. The redirection of students was timely, clear, and respectful. The correcting interactions with
students, such as Aniyah, misbehaving served as an example to any other student of what
would and would not be tolerated and as a reminder of the behavioral expectations set
forth by the teacher. However, it was done in a way such that the student did not lose her
dignity and the relationship between her and the student remained intact. Just as the
mastery of one’s content is an essential step in becoming a teacher so is the mastery of
demanding commitment to the rules, procedures, high expectations, deadlines, or any
other classroom protocols but with a message of, “I ask you to do these things because I
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love and care about you and your education.” This message could not have been made
any more clearly than in the following scene from a classroom observation.
The teacher calmly asked the students to all choose their next activity for the day
in one of the respective headings written on the board. The headings included zoology,
miniature environment, Rosetta Stone, math manipulatives, social science, and history.
Rather than being labeled with customary subject matter names, they were called
“Discovery Zones,” and each zone had activities for that block of time in which students
would master learning objectives. The wide range of choice is customary in a Montessori
setting. Students scurried to their task of choice for the 50-minute block of time allotted.
Every student had complied with the request except for two African American
boys Tre and Donte. Before walking over to the boys, the teacher set her phone timer for
two minutes. She proceeded to tell me that these two particular boys both have fathers in
prison and that challenges with their behavior early in the week are common after phone
calls or visits with their dads. She explicitly told me her approach is to sympathize with
their plights but not to let it be an excuse as a reason to not achieve in school and not
follow the same path. The teacher further shared that Tre’s father was young and heavily
involved in gangs and was not actively deterring his son from becoming involved as well.
She had just given Tre’s mother a referral to a male mentor program less than a month
prior.
As the alarm on the timer sounded off signaling the end of the two minutes,
neither boy had made any progress from their carpet spots to a station of choice. The
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teacher smiled and calmly walked over to the boys inquiring about their weekend and
what they had eaten for breakfast today. Donte, who previously had his head covered
with the hoodie of his sweatshirt, reluctantly showed his eyes at the mention of breakfast.
As Tre was still unresponsive, the teacher turned her attention to Donte and proceeded to
sit on the carpet right next to him. She proceeded to ask if he was hungry, to which
Donte replied, “A little bit, but I will ain’t doing no work.” The teacher went to her
classroom refrigerator and proceeded to retrieve a lunchable and a small, white container
of milk. She returned to her seat next to Donte and told him the food was for him. His
entire head now emerged from cover of the hoodie and he reached for the food.
The teacher moved the food out of his reach and looked Donte squarely in his eye,
holding his chin and advised him that he had wasted now 10 minutes of the 50-minute
block and that she would give him five minutes to eat the food but this only left him 35
minutes to complete the assignment. She further reminded him that though you may not
have had a good weekend or that his day had not started off great, it was not too late to
turn it around and that she fully expected him to turn it around because, “We got learning
to do.” “Do you agree?” she asked. Donte replied, “Yes” and grabbed the lunchable, a
pencil, and proceeded to walk to his station of choice. He grabbed the activity sheet from
the respective zone and began reading while he ate. As I walked by minutes later, Donte
had stopped eating and was engaged in completing the assignment and even enlisted the
assistance of a classmate, who was a little further ahead, in checking his work.
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Tre remained motionless during this entire interaction but now began turning over
from his previous prone position as he anticipated the teacher’s attention would now turn
toward him. “Good morning, Tre”, said the teacher. “Mornin’,” replied Tre. The
teacher grabbed the back of Tre’s head gently and began to diagnose Tre. “I know you
are not hungry because I saw you eat lunch here this morning, so what seems to be the
problem this morning, Tre, and what can I do to make you successful?” asked the teacher.
“I just don’t feel like doin’ no work today and my dad said I really don’t need
school to be a gang leader.”
The teacher smiled and replied:
I have never been a gang leader, but I do know that all the leaders I know were
good because of what they learned in school. You have to be able to count
money, write rules, hire good employees, and make good investments so your
organization or company stays afloat. And you have to be able to read all the
instructions to new technology, iPhones, Facebook, Twitter, and Mobymax.
Tre smiled at the mention of technology and the teacher knew she had made a
breakthrough. She looked at Tre and advised him that she would never say anything
against his father or interfere in their relationship but that it was her job to give him all
the skills, knowledge, and character to do anything legal his heart desires and be
successful. She further explained to Tre that just as she does not interfere with their
relationship and his expertise, his father does not have authority in the classroom and that
she was an expert at giving him the quality education not just that he needed but that he
deserved.
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By the end of this exchange, Tre had melted into his teacher’s arms and
transformed his entire demeanor back into the third grade child she was accustomed to
educating. She explained to Tre just as she had with Donte, “you have wasted almost 25
minutes but the expectations have not changed. Choose your station and complete the
lesson outcomes and turn them in at the end of class. If you do not finish at the end of
this period, you will complete it at your lunch recess. Do I make myself clear?”
“Yes ma’am,” he replied.
Tre abruptly walked to the history zone and attentively began reading the
objectives worksheet. He became completely engrossed in the activity and diligently
completed the assignment. At the end of the 50 minutes, he had thoroughly completed all
but one of the 15 questions. He was extremely proud of the quality of his work and how
far he had gotten, as he proudly announced to his teacher, “I’ll see you after lunch for
only one more.”
Once he departed, the teacher showed me the detail, the depth of understanding
level, and the quality of work he was capable of completing. She smiled and told me this
is why she will continue to push him and be his champion. She further explained that she
expects that on some days she will not be the most popular person in the world to the
students, but that at the end of the day during rough periods, the students will all be able
to say everything she demanded of them was out of love and the deep care she has for
their futures.
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Donte had also completed his task and had done the extra problems called
“Challenge Problems” on the reverse of the objectives worksheet. The teacher shared
with me that when she first met him, he exhibited severe frustration with reading and
would not do any work that challenged him cognitively in any way. She made it her
mission to praise his small accomplishments and read with him in private but hold him to
the same reading assignments as every other child in the class. This patience and
persistence paid off, as he had gone from a first grade reading level of 4 to a high second
grade level of 28, approaching a third grade level of 30, in just one semester. She never
lowered the expectations for Donte but met him at his present level and demanded he
push himself to the required benchmarks.
The teacher conducted all the corrections privately and with earnest interest in
giving each child what they needed at that moment to be successful. The reminders by
the teacher of her expectations, the purpose of education, and her expertise were very
purposeful and powerful. Each of the student’s dignity and personality was honored.
The teacher could have scolded each student for secondary violations of dress code,
sulking, or not following directions the first time. Yet she concentrated on the primary
goal of each student taking part in the learning for today in that moment so they would
not fall any further behind in terms of completing grade level objectives. This teacher
personally ensured that the Achievement Gap would not grow in her classroom on this
day and during this lesson.
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Moreover, students were redirected and completed the task, and the classroom
culture was not damaged. Tre and Donte were not given any punitive consequences nor
any consequences they could not possibly complete. This is CRP as it pertains to two
African American male students, but the practice of warm demander is a skill that is
beneficial to students of color and to the newest generation of students that no longer
respond to directives, corporal punishment, or public admonition. The warm demander
skill is captured in the domain of Instructional Support on the ELE and in Classroom
continuity. The indicators that encompass this skill on the ELE explicitly is under the
domain of Instructional Support under high expectations/high rigor. However, the ELE
implicitly contains warm demander within the other two domains of Emotional Support
and Classroom Continuity.
The classroom teachers expressed their practice and belief in being a warm
demander in direct statements from their interview:
Teacher B: “I also think holding them to the same expectations of students, not even just
African-American students but saying like, "Oh well, this happened last night. I'm going
to give them a break," but like, "I understand but like we still have the same
expectations," and so holding them to that".
Teacher C: “I think that came with time of just, before I lay down any kind of
consequences, I have to hear both sides to a story. That especially comes into how
students historically have been treated, in a way where even the adult is always right and
the kid has done something wrong. I have to hear both sides of the story”.
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Teachers in the study were very thoughtful about honing their ability to be
empathetic of their African American students’ plights but to not pity or allow their
genuine care to transform into feeling sorry for their scholars. The firm but fair mantra is
acted out in African American households across the country on a daily basis and
therefore a teacher adopting this same behavior feels very familial to a student (Ware
2006). Giving African American students a voice but also being very clear and
consistent in rules and expectations, creates a bond between the teacher and student
which permeates the initial doubt from the student in terms of the teacher’s intention and
biases.
The warm demander interplay with students creates a climate and culture in the
classroom of accountability, whole class trust, students supporting one another through
adversity, and the teacher being able to push students well into their zone of proximal
development (ZPD) (Boykin and Allen 1995, Ware 2006). The participants illustrated
their understanding of being a warm demander in several ways from second chances,
reflection writing, body and brain breaks, extra-time to complete assignments, and socioemotional supports within the school. The existence of a warm demander setting and its
tenets can be measured from the set up in a classroom of affirmations on the walls, STAR
Charts, break corners, and student choice centers. Interactions between student and
teacher with regards to the redirection, reminders, and the administration of
consequences, both positive and negative, shape the students’ view of fairness and
responsibility in the world.
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It takes a village to raise a child, but the village must communicate on how.
This respected teacher worked hard to go out of her way to extend a hand to families and
to ensure her room was an inviting place of refuge for primary and extended family
members. She explained to me that she looked at the community as a circle with the
student in the middle. Members of this community included family members, friends,
and mentors and should include educators. If educators such as herself were not
included, there was a gap in the circle, which would result in the student feeling
accountable to everyone but the teacher and would affirm the alienation the family felt
from educational institutions. When asked why the connection to the community and
families of students mattered, she replied, “I have to check my privilege and realize that I
am the one that needs to fit in. If I want the students to trust me and feel safe in my
classroom, I must have those whom they trust in my corner.”
The teacher shared with me that she had asked families if she could visit their
homes, attend church with the family, attend birthday parties, and even family picnics so
that she may earn trust and gain a connection with a family member(s) that (a) has
influence over the student in her classroom and (b) is a willing thought partner and
collaborator in helping her create learning experiences suitable to the students and garner
community/family involvement. She assured me that her efforts were very fruitful and
felt that all teachers, regardless of who they teach, should do home visits and reach out to
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families in their comfort zone, but especially teachers of African American students. As
stated in Chapter 2, a large number of African American families have a natural mistrust
for the educational system and send their children to school as a matter of compliance,
not in the belief that the administrators and educators truly care to make a difference in
the lives of their children,
As I began an observation toward the end of the school day, I noticed the teacher
and a male African American student Cameron in what appeared to be a tense exchange
of words and evoking of emotions from both parties that resembled disappointment and
genuine hurt feelings. The interaction escalated with the student within three inches of
the teacher’s face and the teacher loudly stating, “I can’t believe as far as we have come
and as much as I care about you that you would disrespect me like this. We will call
Domonique and see how she feels about this!” Cameron slammed a desk on its side and
ran to a break corner in the room, turning his back to the teacher and the rest of the class.
After inquiry, I was informed that Domonique is Cameron’s tough grandmother
who is also his legal guardian, the family matriarch, and the primary disciplinarian for all
of the grandchildren. The entire neighborhood, the rest of the teachers in the school, and
the other parents were all intimidated by Domonique, in spite of her 5’ 4”, stocky stature.
Cameron’s mother, Domonique’s daughter, had been in and out of jail since his birth and
his father came in and out of his life at his leisure. Cameron has a history of not trusting
adults and used conflict by confrontation to ensure no one got close to him. This was the
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case until the teacher attended several family events and became a pseudo aunt to
Cameron, as explained by Domonique.
The teacher began the lesson with the class and completed the “I do” teacher step
of direct instruction. She provided the class with an exemplar to use as the criteria for
successful completion of the assignment and to self-monitor their own progress. The
teacher then announced to the class that they had 10 minutes to complete the next set of
questions at which time they would check their progress and move into independent
practice. It was at this time she calmly walked over to her desk and picked up her cell
phone. Up to this point in the lesson, Cameron had not moved from the corner of the
room.
The teacher asked whomever answered to speak with Domonique; once she got
on the phone, they exchanged pleasantries and she began to explain the situation that
occurred at the beginning of the period. The teacher began walking over to the break
corner occupied by Cameron. She offered the phone to Cameron but he refused. She let
Domonique know he refused to take the phone and after a few seconds, the teacher
replied, “Yes ma’am,” and put the phone on speakerphone.
Domonique began to sternly remind Cameron of her rules and the expectation of
respect for adults at all times. She reminded Cameron of all the teacher had done to
connect to him and their family. She demanded an apology to the teacher and all of his
classmates. Cameron began tearing up, took the phone off of speakerphone, and put it up
to his ear.
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A wise teacher put it plainly in her interview in stating that, “we do not just serve
students but we serve their families as well.” This was such a salient and poignant
statement because it is one educators do not exercise enough. As pointed out by several
researchers of CRP, the extended connection beyond the student to families can mean the
difference in grades, homework completion, attendance, or even the decision to stay in
school or drop out (Ladson-Billings 2009, Howard 2010, Timar and Maxwell-Jolly
2012). This teacher had made such a connection with the family that her actions
transcended their non-racial connection and united the two entities at the level of their
hearts and the love they both have for Cameron. The connection with the family holds all
parties accountable to one another and ceases any miscommunication or misguided
intentions. Students feel supported on all sides and naturally trust those persons whom
they love, respect, and trust. The village or family connection is captured under the
domain of Emotional Support on the ELE and under its own domain of Professional
Responsibilities. Its indicators are regard for students’ perspectives and building genuine
connections with students in order to form relationships. The intentional connection
requirement made explicitly clear by the participants created the need for its own domain
from which teachers can think about its essentiality and actions separately from
references made in the classroom.
A couple of the teachers were very passionate about being intentional to connect
with not just the student but also whomever the students identify as family members.
Teacher B: “That then leads to actions, of just doing whatever it takes to get families on
board with the educational system at large, but also believing you, so that trustworthiness
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of I am the person that has to go out and seek the connections with families, instead of
assuming they'll just come to me if they need me”.
Teacher D: “Well, as teachers we should have patience, understanding, and willing to try
new things. First of all, as teachers, it is crucial to build good relationships with students
and families. Once relationships are built, and trust are in place, students will feel safe to
learn in the classroom”.
The essence uncovered by the participants in the aforementioned statements is
that of the mutual understanding that teachers are not just serving African American
students but also their families’ and their needs, biases, and historical traumas suffered as
a result of the educational system. This crucial connection with the family stakeholder
exhibits to students not only the limitless boundaries teachers are willing to venture into
but also the wraparound support agreed upon by both the teacher and the family members
the student already trusts. This display by all parties eases the student into lowering their
affective filter so that the teacher may then deliver comprehensible input which will make
them successful socio-emotionally and academically (Ladson-Billings 2009).

For a teacher to take the hands of his or her class and act as the guide, they
must first earn the right to have a hand extended back. The teacher cajoled and made
references with students in their home language of African American Language (AAL).
She had earned the right due to the relational trust accumulated with each student in an
equitable manner. Both the teacher’s and the students’ affective filter were lowered by
social interactions such as the one above, which can serve to lower anxiety and tension in
an academic setting (Delpit 2006). She had earned more trust with some than others but
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as she candidly shared with me, some required more or less effort than others in order to
be trusted as the facilitator of their learning outcomes.
As stated in Chapter 2, teachers who correctly assume the agentive role in guiding
students through not only their academic learning but in their socio-emotional
connections, have a much larger impact on student growth. This became clear in so
many of the classrooms, such as the aforementioned one, in which teachers were able to
ask students to do so much more than they previously would have been comfortable
accomplishing due to their trust of the teacher’s intentions.
Throughout several observations of each teacher included in the study, this
important skill of relational trust interplay was evident, but one instance in particular
caused me to take notice. As the teacher of a fifth grade class asked the students to
prepare for the reading comprehension lesson on inferential and predictive questions,
most of the class dropped their heads and let out a deep breath. There was obvious angst
and even trepidation around what was not a favorite subject of this class, reading, due to
the general reading levels of these fifth graders. The teacher had already shared with me
that out of the 32 African American students that made up this class, not one read at
grade level.
The teacher noticed the exasperation of her students and smiled. After the
students were settled and their materials on their desks, she began to walk around the
room touching each student on their shoulders, backs, hands, faces. “What is going on
with my smart class today?” she asked. None of the students responded but looked at one
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another incredulously and many kept their heads down, but all the students were clearly
refraining from making eye contact with the teacher. She stood in the middle of the class
and began to remind the students of what experiences they had endured and conquered as
a class community. Her list included the loss of a student’s mother to cancer; uncles,
dads, and mothers going to jail; her own mother becoming gravely ill; a student being
bullied by a member of another class; and support for a student’s mother who relapsed
into addiction.
“We have all shared our joys and pains this year and we are still standing,
together,” she said. She further explained how proud she was of each student in the
classroom and what they had been through was much harder than the comprehension
lessons they were preparing to attack. She proudly declared, “I am not going to allow
you to become victims of any system or of any system’s failures on my watch.” She
began a call and response with the class from which they also performed their class cheer.
She looked at me and winked. “I think we are ready now.” Students were
attentive, prepared, and sitting up straight awaiting the first step in the lesson.
The highest form of relational trust that Chapter 2 refers to is precisely what this
teacher displayed. The subjects and experiences she could encroach on with the entire
class as a whole and without alienating anyone was nothing short profound. The subtle
yet powerful CRP action step was her purposeful affirmation of proclaiming her students
smart. This adroit act resulted in students (a) feeling a sense of renewed self-confidence,
(b) experiencing a feeling of intimate connection with their teacher and one another as a
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team, and (c) complete focus and engagement in an academic outcome they had not been
successful in at any point in the year.
The trust each student had in her, allowing her to even touch them in a familial or
enduring way should not be taken for granted. Several of these students may have
already experienced traumas or complex traumas and to trust the teacher enough to allow
her access in to their personal spaces was a transcendent gesture at the precipice of CRP.
The relational trust required to gain favor with African American students is captured
under the two domains of Emotional Support and Classroom Continuity. The specific
indicators are ‘building genuine connections’ and maintaining a ‘nurturing and supportive
environment’. As a result of the strong emphasis from the participants for this important
action an additional domain of Professional Responsibilities was added to the ELE.
Under this domain is the indicator of Family/Community connections. The additional
domain makes this action easier for evaluators to score and for teachers to do as a
separate action from classroom pedagogy.
During the interviews, there were specific statements made by participants with
regard to trust and its importance before any teaching and learning can occur.
Teacher B: “I feel that to be a successful African-American teacher you really have to
build those authentic relationships. You have to like gain their trust, gain their respect and
you do that through building relationships. I also think holding them to the same
expectations of students, not even just African-American students but saying like, "Oh
well, this happened last night. I'm going to give them a break," but like, "I understand but
like we still have the same expectations," and so holding them to that”.
Teacher D: “…getting to know my kids over a year and a half, I really feel like I can, the
best I can, create lessons with every one of them in mind as much as possible. Knowing
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their interests, so I can hook them in, is an easy teaching method that just takes the time
to get to know your kids, which come to find out, is not always happening”.
Garnering the trust of African American students as a result of authentic efforts to
gain insight into a student’s present situation and the genuine care for the students’
present and future outcomes has long been the foundation of CRP (Foster 1995, LadsonBillings 2009, Gay 2010). The mutual understanding of the participants in their
understanding that before any subject matter can be meaningfully taught to African
American students there must be a foundation of trust between both parties, is an
extremely powerful illustration of critical self-reflection. This is an extension of the bond
created between the teacher and the family which gives the teacher leverage from which
to expand the student’s capacity and gives the student reassurance that the teachers
intentions come from their heart and that all of their actions have been sanctioned by the
trusted family members. In addition, a student is given assurance that all parties have
their best interest in the planning and implementation of lessons, as well as the
accountability and expectations of behavior and academic outcomes. Once a student
trusts a teacher their belief in themselves rises as well in spite of their outside
environmental circumstances (Nieto 2005). The connection of a teacher with a student’s
family gives them the power and authority in and outside of the classroom, which allows
their methods to seem that much more efficacious.
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Analysis of Findings
Notable in my observations and findings is the fact that no part of the ELE was
revealed to teachers until the observations and interview were completed. Therefore,
teachers would not have an inclination to teach toward the rubric but rather teach
naturally as they had been. I believe this adds credence to the ELE and the common lines
drawn from the rubric to what was observed in the classroom and dictated during
interviews. Each of the coded themes or indicators connect to its own measurable
indicator or is encapsulated within an indicator. The ELE was able to collect the actions
observed and the common themes from the interview answers and attach the data to a
domain and an indicator. In a few instances there were more than one indicator that the
theme could be placed.
With reference to my first research question, the measurable indicators common
amongst the educators included in this study were (a) making connections within the
lesson to personal or cultural experiences of the students, (b) creating lessons high in
rigor and cognitive engagement, regardless of a student’s present level, and (c) using
culturally responsive literature in which African American students see themselves or
their shared common experiences.
The data were triangulated between the review of literature, the direct
observations, and the interviews. An additional safeguard measure of member checking
to ensure validity. Each participant was asked to review the transcription of their
interview to correct any errors of inaccurate statements.
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According to the ELE, all four teachers observed enacted strategies, which
included all three of these measurable actions, and received either 3 or 4 on the rubric
(see Appendix D). These particular results were aligned with what researchers have
found to be effective and with what African American students themselves have enjoyed
and found to be the most effective instructional methods (Howard 2001, Noguera 2003).
In each instance, the more skilled a teacher was at making cultural connections,
maintaining rigor, and using culturally relevant text, the more engaged students were and
the lower the number of discipline occurrences. The engagement was not passive
engagement but active engagement in cognitively challenging lessons.
Two of the four teachers had been explicitly trained in CRP by the creator of the
Cultural Language Academy of Success, Dr. Sharroky Hollie. As a result, they operated
comfortably in the realm of CRP and it has become their modus operandi. The remaining
two teachers have had no specialized training and are not African American, yet they
exercise CRP strategies and the mindset naturally. All the teachers seamlessly integrated
a full array of teaching strategies, including CRP but not at the risk of depriving students
of any other race a quality classroom experience. This is particularly important, as one of
the primary reasons the opposition challenges implementing CRP is that it will damage or
neglect the remainder of the students in the classroom.
The participants displayed how CRP is simply effective pedagogy and when done
effectively, it is beneficial for the entire classroom as it extends general pedagogical
principles to include certain student groups. The crux of this salient point is the word
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“extend” as opposed to “omit” or “replace.” The teachers in this study did not omit a
teaching strategy at the expense of any other student group nor did they replace any
methods. For example, a part of any fundamental lesson plan is the step of building
background knowledge by connection to prior schema and connecting to applicable
future schema (Darling-Hammond and Bransford 2007, Gay 2010). CRP encompasses
this identical step but asks that the teacher take into account the race and cultures of the
students in his or her classroom and create multiple, relevant connections for those
students, using depictions of experiences or characters in which these same students are
captured (Nieto 2009, Howard 2010). The measureable indicators used by all the
teachers were central indicators of the ELE in its pre-observation form and, therefore,
proven to be significant from the direct observations and interviews.
In analyzing the findings for my second research question, I used both
observations and the interviews to code what these particular teachers believed the ELE
should encompass. After carefully coding the data, the four indicators chosen were (a)
belief that all students in the classroom can master grade level standards, which manifests
as high rigor and high expectations; (b) having a warm demander demeanor when it
pertains to behavior management and response to behavior; (c) connecting with a
student’s family members or persons of influence; and (d) developing relational trust with
a student so they believe a teacher is invested in their future success.
Each of the teachers stressed frequently throughout their lessons or their
interviews that a good educator of African American students must believe from their
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heart and express it with their actions that every single student can succeed at a high
level. As shown in the example earlier in this chapter, this belief is carried out in not
allowing a student to give up, pushing rigor in the classroom, affirming high expectations
during activities, and by the teacher showing up prepared each and every day (Gay 2010,
Paris 2012). This practice can be measured under any of the three domains on the ELE:
socio-emotional support, classroom continuity, or instructional supports.
The measure of the capacity of a teacher acting as a warm demander also has
elements in multiple positions under the three domains of the ELE. Teacher A stated,
“The skill of responding as a warm demander in situations that may elicit an alternative
response in other settings is one that is developed over time but again originate from the
heart.” This skill is embedded in the ELE under Classroom Continuity in the indicators
of behavioral management and response to behavior and under Instructional Supports in
the indicator of high expectations/high rigor. This is fortuitous for teacher evaluation
because it gives the teacher multiple points within a lesson to target this skill, planned or
naturally.
Findings from the observations demonstrated a very close relationship between
the teacher’s skill of being a warm demander and referrals to the office for things such as
defiance. During the five weeks all four teachers were observed, the researcher
witnessed all participants use their warm demander in several interactions and none of
them resulted in a student continuing any maladaptive behaviors such as defiance, once
the teacher resolved each situation (Ware 2006).

140
To modify the ELE to accommodate the indicator of family connections, I added
a fourth domain termed Professional Responsibilities. CRP would dictate this distinction
as each method and strategy needs to be meaningful and purposeful (Ladson-Billings
2009). Though this action is not carried out directly in the classroom, the skill and the
commitment to which a teacher carries out this task will have bountiful effects on the
teaching and learning onsite.
Each teacher in the study either illustrated leveraging a family connection in
dealing with a student while I observed in their classroom, or they mentioned this as
being part of their professional practice during the interview. This response to a
communal culture as explained in Chapter 2 illustrates the teachers’ intentional efforts to
place themselves in the shoes of someone from another culture.
Each of the four teachers stated in one form or another that it is their job to gain
the trust of the students. Moreover, the trust must be relational, meaning it is apparent in
a group, in this case the classroom, setting so the entire class is held accountable for
objectives and goals and they are also met in a timely manner (Haycock 1998, Ogbu and
Simons 1998, Ladson-Billings 2006, Timar and Maxwell-Jolly 2012). Though it is the
final indicator discussed in the findings, it is possibly the crux of any teacher’s ability to
begin using unfamiliar strategies such as CRP on students who require its collection of
strategies. The critical self-reflection and self-inventory on one’s equity discussed in
Chapter 2 and the acquisition of relational trust are catalysts in gaining the students’
permission to cross racial, ethnic, and cultural lines and exercise the pedagogy that is
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intimate in their own lives, life-changing in terms of achievement, and necessary to
heighten engagement and the tangibility of inclusion in the curricula (Howard 2003,
Delpit 2006).
The evaluative measures are influenced by CRT and the tenet of the
resistance of African Americans being molded and shaped in the narratives of families,
present students, and teachers resistant to the status quo (Ladson-Billings 1998). The
CRP indicators supplemented by the researcher to create the ELE were observed being
carried out and illustrated in the narratives and as told to the researcher by the
participants. The participants displayed their resistance to the status quo by enacting
CRP and extending their own pedagogical and cultural skills, as well as extending their
own multi-cultural understanding on a consistent basis.
Conclusion
As a result of the findings, the ELE was adjusted to include the most important
measures in the correct domains and to add indicators under professional responsibility
such as Family Engagement. CRP dictates that the ‘home connection’, initiated by
teachers, must be a purposeful action due to the gaps in learning that African American
students suffer from and the need for all stakeholders to be involved as an intervention
(Gay 2010) The ELE with additional criteria added to certain indicators and illustrating
those that could be omitted or scaled down for easier implementation is located in
Appendix C.
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What was notable and significant about the teachers in the study was that none of
them were African American teachers. This is significant because this mirrors the makeup of teachers across the nation in that there are very few African American teachers.
With respect to this point, CRP played out in the classrooms of teachers who look like the
national teaching force. Therefore, ELE can be placed in the hands of teachers in any
district and can be utilized without the contention that only African American teachers or
teachers of color know how to implement this rubric.
Presently, teachers are measured on holistic results, in some cases. However, they
are not held accountable to any particular student group, especially those affected by the
Achievement Gap. The use of a rubric such as ELE changes the dialogue to one that can
no longer be concealed because it is what a teacher’s daily practice is measured on,
thereby impacting results for those previously underserved students.
In Chapter 5, I present the summary of the particular findings from my study,
possible limitations of the study and the findings, the findings’ significance in their
application to teacher effectiveness, and the implications for future research.
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Chapter 5
SUMMARY AND CONCLUSIONS
Discussion
A steady influx of African American students fills our elementary, middle, high
school, and college classes daily, with the hope that the knowledge and skills they have
accumulated to this point in their academic careers are as good, or significantly better
than any of that of their grade level peers. As Delpit (2012) so eloquently reminded us,
there is no Achievement Gap at infancy. Therefore, at some point in their academic
journey, the hope turns to alienation, then to fear, exasperation, and finally to defeatism.
Both quantitative and qualitative research point us to several factors that could be the
culprit(s) for this phenomena. These factors range from the effects of poverty, complex
traumas, familial structure, the education level of their parents, how much vocabulary
they hear at an early age, and several other circumstances (Nieto 2005, Delpit 2006,
Ladson-Billings 2006, Gay 2010, Howard 2010, Murrell Jr, Murrell Jr et al. 2012, Timar
and Maxwell-Jolly 2012). The ontology of the Achievement Gap has been a debate for
decades now, but the symptoms continue to grow and the diagnosis remains bleak as far
as a cure is concerned.
At this point, as frustration with what has become a chronic problem has
developed, and other alternatives such as charter schools have been born, the rhetoric of
causation has become obsolete, and a plausible attempt to close the academic and
discipline divide for black students, on a macro-level, must materialize. Several effective
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strategies have been developed to attend to the needs of African American students, and
there has even been made the scientific connection of these methods to their positive
effects in the brain. The quandary has become how to meaningfully introduce these
strategies into policy, curriculum, and teacher evaluation mediums across the country.
However, if those in power wish to be known as transformational leaders, this must be a
priority. There is clearly a disconnect in cultural congruency between what is measured
for teacher evaluation and what students of color in classrooms require.
The impetus for this study came from the vexation with what were seemingly
endless narratives of African American peers being incarcerated at record rates, being
gunned down in the midst of illegal activities, successfully completing college in
extremely low numbers, and in general not landing fulfilling employment opportunities.
In conferring with other concerned black colleagues, I found that the answers to the
question of how this happened all seemed to have the same system for the answers:
education. Most pointed to the origin of their misfortunes as elementary, middle, or high
school. They would go on to explain that once they stopped being successful in school,
at any of the aforementioned levels, their opportunities for a successful life as defined by
the status quo either diminished or were extinguished altogether.
This inability of the educational system to not meaningfully connect with such a
massive number of African American students is inexcusable. Moreover, in a country
that has enjoyed worldwide domination at so many points in history, in so many
endeavors, from education to economic hegemony, medicine, science, and technology, it
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seems implausible that this problem has not been given the care, attention, or resources it
deserves. However, as discussed in Chapter 2, the current outcomes were what the
system was designed to achieve from the standpoint of CRT and the underlying racism
that belies all institutions and systems in this country. The brutality of this premise
means that racist and inequitable practices go unchecked for years and even decades until
the dominant culture sees a benefit to themselves in changing a policy or practice.
This despicable truth is no different in the subject I chose for this dissertation. As
evidenced in Chapter 2, a plethora of researchers have offered viable solutions and
scientific connections to the plight of African American students and the chronic failures
encountered all over this country, regardless of the state or the setting. As tenable as the
research has been, policymakers have not felt persuaded enough to make equitable
changes to the system of inputs received by students of color. Policymakers, elected,
hired, and appointed officials, have been moved to appear as philanthropic to the
American public and “save our children” by thrusting more money into an already broken
system. I have named this damaging thought process the “Awww Poor Baby Syndrome,”
as it appears to give the illusion of care and compassion. However, this economic boost
only serves to fuel the broken system that those in power have created and only ensures
that the inequities are well funded for the long term. The insidious practice of purchasing
more of the same misaligned curriculum, funding more of the misguided professional
development (PD) for districts, paying the already ineffective teachers more money, and
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awarding the deficient teacher preparation programs with more aid only exacerbates the
achievement debt (Ladson-Billings 2006).
This study and the creation of the ELE sought to approach the issue of African
American achievement from a novel perspective. If the given funds and the new
injections of monies are used to train the teachers in proven CRP methods and hold them
accountable by infusing their established teacher evaluation protocols with these same
measures, the system would be enacting a new treatment to the problem and therefore
break the cycle of insanity, operating currently.
Significance
The purpose of this study was to create a teacher observation rubric/protocol with
the elements of CRP augmenting those of commonly accepted Eurocentric domains and
indicators, in this case the well-researched CLASS Protocol. This instrument is the ELE.
The twofold purpose of this study was to uncover the strategies, and practices of effective
teachers of African American students and to capture those attributes in the ELE. The
study was carried out in two parts, one being observations and the other was interviews
with each teacher to uncover qualitative information about their methods, beliefs about
what they feel African American students need in order to become academically
successful, and training history, if any, in CRP. In both my research and experience, I
had seen CRP checklists or rubrics and used the common Eurocentric-based rubrics in
practice due to a district directive. However, I have not seen a singular rubric that
captures both evidenced-based practices.
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The results from this study using the ELE were significant in that I created an
instrument, used it in observations and interviews of successful teachers blind to the
existence of the ELE, and readjusted the rubric based on the findings. In other words, the
rubric was created from proven methods and elaborated on by successful practitioners.
Though the rubric was tested on only four teachers, and that may be seen as a limitation,
it is not unlike a new curriculum or evaluation instrument to only be introduced into a
handful of classrooms before being done schoolwide, districtwide, or nationally. As
noted earlier, the top down approach of injecting new money into an old system has not
proven effective (Ladson-Billings 1998, Nieto 2005, Darling-Hammond and BaratzSnowden 2007). Therefore, the simultaneous introduction of money and resources
coupled with a proven, scientifically based pedagogy in the hands of the stakeholder with
the greatest influence on student achievement is a shrewd, novel approach.
The addition of CRP to prominent evaluation protocols for teacher effectiveness
may not be the panacea to all the academic shortcomings plaguing outcomes for black
students. However, it is a viable origin from which teachers may begin engaging more
African American students at their specific learning styles/levels and subsequently
significantly raise their engagement levels. The research is clear that the teacher has the
single, greatest effect on student achievement (Ladson‐Billings 1995, Hanushek 2011,
Strauss 2011). As a result of this increased engagement and inclusion, more black
students may connect with academic lessons, welcome the rigor, and cultivate their selfconfidence; in turn, academic results will increase and become much more on par with
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those of their white peers. The newly realized success could go far in healing the
generations of wounds suffered by previously marginalized students as well as their
transfer of mistrust for education onto their own children (Ogbu and Simons 1998,
Kunjufu 2002).
What districts and administrators choose to evaluate are the items at which
educators work the hardest to become proficient. This means that if teachers are in a
position to have the greatest impact on African American students, then they deserve the
tools and support by which to become experts at their craft. The ELE repositions the
onus of fixing the failing educational system onto educators, as the cognitive load of
connecting lessons to the specific students in classrooms across the country is squarely on
teachers and is part of the equation for their indication of success. Adding CRP to any
evaluation rubric in a meaningful way may ensure that more teachers actually implement
the techniques and commit to the ideal, even if the interest conversion is that their job
security or pay increases depend on their capitulation to the new instrument. The study
that extended research and theory into the creation of an actual outcome or plausible tool
is a step in the direction of praxis and a plausible attempt to aid in combat to prevent the
consequences of the Achievement Gap.
The findings of this study suggest that though there are several specific strategies
a teacher may utilize to show investment in African American students and their learning,
there are a select number that should be commonplace in any classroom, evaluation
rubric, and at the forefront of informing an educator’s ideology overall. In answering
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Research Question 1 with reference to the measurable indicators that teachers must create
the space for in their lessons, the indicators were (a) making personal/cultural
connections to the lesson to activate engagement for African American students, (b)
creating lesson plans with appropriate rigor so students struggle enough to exercise and
strengthen the muscles of persistence and resiliency, and (c) the text used to disseminate
the lesson and its objectives must be culturally responsive in the sense the students see
themselves and their experiences in the characters and or the plot. These points of
substance were added to the ELE under its respective domain of either emotional support,
classroom continuity, or instructional supports.
The participants, though from different districts, grade levels, and not acquainted
with one another, enacted the same CRP strategies in their classrooms, thus sustaining the
research of Ladson-Billings (1995) in which she illustrated that CRP is simply the
exemplar of “good teaching.” Moreover, these distinguished teachers of African
American students were not themselves African American, but embraced their own
natural imperfections in teaching their entire student population and enlisted the
strategies of CRP. The ELE was able to match their techniques and their mindset
divulged during the interview to specific domains and indicators. In essence, with the
training from a district coach in CRP, any set of teachers could use the rubric to evaluate
their own daily lessons, from the planning phase to the implementation phase.
The existence of a rubric such as the ELE and its paradigm shift assists in
changing the conversations that are occurring in districts all across the country from
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“Maybe we would try it if we had a blueprint,” to “Let’s use the ELE and measure how it
affects African American students’ outcomes, teacher effectiveness, and student-teacher
interactions.” It is a tangible instrument that could be used to hold district officials and
teachers accountable for reconciling their own cognitive dissonance. These individuals
would have to take action on their verbiage and no longer make politically correct
equitable statements while also having to operate in an inequitable mode. Ownership of
the children and their learning changes from “those kids” to “our kids” as new
understandings and perspectives accumulate from educational benefit growth and new
achievement gains.
A rubric such as ELE helps to remove the anxiety that engulfs teachers as they are
faced with student groups and cultures with which they are unfamiliar and have no idea
how to begin to help. In the past, this feeling of xenophobia would cause the teacher to
ignore the “problem” and teach to the children with whom he or she was the most
familiar. The ELE is a suggestive roadmap from which to begin to aid in effectively
teaching all students in their classroom and one they can use their training to supplement
or adapt to fit their students’ specific needs. In the same fashion, administrators would
have a tool to give teachers to immediately utilize in their classroom and not have to
continue to wait for the district office to supply him or her with a hypothetical model.
Educators who are not from the same socioeconomic class or culture can use the ELE to
bridge the gap of unfamiliar learning preferences and styles and deliver instruction that
connects to the entire class, which is the goal of any effective teacher (Darling-Hammond
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and Baratz-Snowden 2007, Ladson-Billings 2009, Murrell Jr, Murrell Jr et al. 2012, Paris
and Alim 2014).
I am aware of the small number of participants in this study and the fact that those
chosen were already high performing teachers. There is a possibility that the small
number of teachers evaluated as effective or higher not only do practices found on the
ELE but are seen as gifted in their practice, and therefore expertly use CRP better than
most in their profession. Consequently, the ELE should be introduced in a district only
after extensive professional development in equity, the history of education in the United
States, and a strong introduction to CRP.
Once those steps have been done over a course of six months to a year, the ELE
should be introduced, one domain at a time accompanied by professional development on
each domain and its elements/indicators. This extensive training over a modest period of
time would give teachers the ability to digest the paradigm shift and make the practices
specific to their students’ needs and their professional competency level.
Limitations
Although the creation of the ELE, its subsequent use in the study, and the
refinement process showed great promise for CRP and its addition to evaluation rubrics,
there were a few limitations in the application of the findings to all classrooms. The most
conspicuous limitation in this study is the fact that it included only four teachers and took
place in one city. Had the study included 15 or more teachers, the generalizations of the
claim concluding that all effective teachers of African American students use CRP in
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their classrooms would appear much more significant to fellow researchers. The
additional number of teachers would have also been helpful in validating the rubric in its
endeavor to capture any indicators its original version may have omitted. Moreover, if
the locales of the teacher observations were expanded to include multiple cities and
regions, the cross-validity of similar CRP methods and strategies used would have given
the rubric a much stronger case for macro-level implementation.
A notable limitation in this study was that all of the participants were successful,
highly rated teachers and additionally deemed affective teachers of African American
students. In order to gain a more credible indication of the ELE and its success, the
sample would need to contain a combination of new, tenured, highly rated, below
standard, and average rated teachers. In a future study in order to create an equitable
starting point, there should be a series of professional development on CRP, the ELE, and
its implementation. The study would control for fidelity of implementation of the ELE
and a normal standard for certain CRP practices. Though the aforementioned is a
limitation the starting point for creating a measureable level for what is considered the
standard in a profession should begin with the practitioners who are the most proficient.
The timespan of the study only covered five weeks of observations as opposed to
a more appropriate amount of time, such as an entire semester or a school year. A longer
period of time would have given me the opportunity to implement the ELE at the
beginning of a semester, observing teacher pedagogical inputs and tracking students’
grades throughout the semester. This would have enabled me to measure the long-term
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quantitative benefits from the input of CRP, such as GPA, formative and summative
assessments, and discipline incidences.
An additional limitation was the absence of a student narrative throughout the
study. Due to the difficulty of receiving permission from school districts and also IRB
approval, I did not include any students in my study. However, this perspective is
extremely important to a study using the ELE. I would have interviewed students preand post-observations conducting small group interviews to gain their personal insight as
to the effectiveness of CRP strategies. A student perspective may have also gleaned new
indicators left off of a rubric such as the ELE.
Lastly, akin to student academic improvement being absent, data from which to
compare the students’ achievement with a previous teacher who did not use CRP to the
current teacher observed using CRP were also not included. This component would have
been an extremely persuasive assertion with which to talk to districts and teachers in
asking their acquiescence to implement the ELE in all classrooms. A comparison of 20
classrooms with and without CRP and their achievement results displaying significant
improvement could motivate teachers to self-initiate the CRP rubric in their classrooms
that contain African American students.
Policy Implications
Currently, the federal government and state agencies have approached closing the
Achievement Gap by concentrating considerable amounts of money to districts and
schools that educate a large percentage of African American students and other
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underserved groups. However, if the mode, means, and the methods are not replaced
with different approaches, the outcomes will continue to be the same. The top-down
approach of supplemental funding and support must also be coupled with the bottom-up
approach of implementing CRP and teacher effectiveness rubrics such as ELE. It is in
this way that policymakers can effectively use their influence and actually affect
meaningful change in a broken educational system.
A lack of resources, a lack of state and federal funding, and natural inequities in
the monies collected from local bonds and property taxes have created a need for a
stimulus of funds. However, the way in which these funds are spent also has to change if
outcomes for students are expected to be any different from their present levels. The
treatment of the problem from the outside with more resources poured into an
inefficacious system has not been shrewd. The simultaneous top and bottom approach
would attempt to fix the problem both from the outside with funds and from the inside
with CRP.
The specialty of credentialing thousands of teachers annually could use the results
of this study, the ELE, and similar studies to supplement credentialing requirements with
an authorization for CRP. This would cause a significant shift in the number or prepared
teachers of African American students. Simultaneously, the interest convergence of
prospective teachers to become well versed in CRP would garner new momentum. Once
policymakers make educating African American students properly and in the most
effective, proven methods an obligation, teachers will comply and eventually commit.
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As of now, states and districts can add the rhetoric of improving the outcomes for their
underserved students to banners and their websites; however, it is not an imperative
connected to their licensing or job security.
The ELE could also cause a domino effect in the manner in which professional
development and the training of teachers is managed. If adopted, the curriculum in
teacher preparation programs, Beginning Teacher Support and Assessment (BTSA), and
teacher induction would change for each district, affecting how thousands of teachers
approach their craft and in educating each of their African American students. This
newfound belief in all students could, in turn, begin to affect the outcomes for African
American students and aide greatly in closing the Achievement Gap.
This newly acquired need would have the unintended consequences of creating
hundreds of experts of CRP, new training classes, CRP specialized academies, and a
renewed interest in the research of the experts mentioned in Chapter 2 but also new
masters of CRP. This cycle is how paradigms begin to shift and new norms of equity are
discovered. The transformational leaders born from these initiatives would begin to fix
the broken system rather than continue to use the child and his or her circumstances,
culture, or experiences as the reason for the chronic failures.
The findings of this study and the subsequent implementation of the ELE are
significant to educational leaders in that at every level, state, district, and site, the vision
and mission, for the first time, will not exclude any student population or group. The
phenomenological paradigm shift from educational practices that do not serve all students
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to the ELE and the findings from this study, will require educational leadership that
explicitly states the inadequacies of past reforms. More importantly, they must also
articulate the new standard for being considered an effective teacher is that all of your
students are successful, not just those who belong to the dominant culture. Leadership
under this new direction must be transformational as it seeks to inspire and support
teachers in the momentous task of uprooting the entrenched, age-old racist practices
alluded to by CRT and supplant them with policy built on equity.
At the state level, leadership can begin to work with Universities and Colleges in
updating their teacher preparation programs to include CRP and the introduction of the
ELE practices as a matter of course requirement. This level of leadership can also begin
to create statewide professional development so that the paradigm is a) widespread and
has maximum impact but also b) to ensure fidelity in training content of the ELE.
Moreover, leadership at this level has several opportunities to affect policy in curriculum
development, student services, and teacher training.
At the district level leadership can begin to mass produce visibility and marketing
initiatives in the new vision and mission in a way that is specific to the preferences of its
employees in a particular region. At this level the most adroit transformational leaders,
especially in areas with a largely white homogenous population, may have the most
difficult job in convincing teachers as to why they must implement the ELE. However,
the findings and the design of the study itself, including all non-African American
teachers, will aid in giving validity to those that may be skeptical.
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Site leadership must inspire staff and teachers with the core belief reminder that
the ELE and CRP and the strategies it promotes are what is most efficacious for students.
In addition, this centering message should include the fact that leadership is also there to
serve teachers and this paradigm shift and therefore the implementation of the ELE eases
their task by giving educators the necessary tools to effectively instruct all of their
students. At every level of leadership, the leaders must be adept at inspiring teachers
from inception to implementation and be given extensive training and support so that
staff members feel confident and feel poised for success. This is transformational
leadership and the ability to not only motivate and inspire, but to create a desire to
collaborate and an urge to be a part of the vision and mission within all stakeholders.
Furthermore, if districts and the department of education in states begin to adopt
infused rubrics such as ELE, textbook authors could begin to create textbooks that mirror
the district imperatives. Quality culturally responsive literature would become the
benchmark and, thus, state tests would follow suit and create test questions to mirror the
equitable texts. Entire generations of African American students will see themselves and
their experiences captured in school textbooks across the country. This policy change
would again create burgeoning authors of CRP and place African American students’
interests at the forefront of policy and planning. A transformation in an industry and
practice such as this one can serve as a strong instrument in healing the racial divide.
Students from all cultures would experience not just the dominant culture’s narratives but
all types of cultures. Over a period of time, young scholars who witness this from
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primary grades through high school would do a much better job of accepting and
embracing different races as a matter of practice and not as a forced school socialization
project.
Recommendations for Future Research
I am in support of the following recommendations for all State Superintendents,
P-12 District officials, site leaders, and teacher preparation programs. In the state of
California, additional classes are required for prospective teachers to receive an ELL
authorization granting them the right to teach reading to ESL students. Within this same
thinking, coursework for teacher preparation programs should also add classes in CRP
that give teachers the skill and the authorization to teach African American students and
others positively impacted by these methods.
The argument from state officials may come from an economic or cost stance or
an outright dispute against correcting an existing inequity and resolving their cognitive
dissonance. In this case, I would contend that the ELL authorization already in place in a
state such as California would not cost additional funds to create anything new but that its
coursework would include African American students, due to their primary language of
African American Language (AAL).
One of the most immediate next steps to solidify the findings in favor of the ELE
or an instrument similar, would be a similar study to the one the researcher completed but
that is longer and includes academic achievement outcomes. Therefore, not only will the
study illustrate the improved engagement, improvement in stamina, beneficial teacher-
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student relationships, and family engagement but also how well these improvements in
culture, instruction, and socio-emotional support affect achievement. In addition, the
researcher should create a series of trainings for school administrators, support staff, and
teachers that would explain and give examples on each domain, indicator, and
implementation.
The ELE’s effectiveness can also be tested by changing the participants from
those designated as effective teachers of African American students to teachers who are
either brand new or who have not been successful at teaching African American students.
Accompanied by several PD sessions on CRP strategies and an introduction to the rubric,
a true test of the feasibility of strategy implementation and the ease of understanding the
rubric measures could be appraised.
Conclusion
Good logic and sound reasoning explains why African American students are not
successful on a macro-level if their narrative is never honored in educational policy,
curriculum, lesson planning, or teacher observation protocols. To combat this stark
reality, a new approach must be enlisted. Money has been the answer in retribution for so
many injustices. However, in this case, more money confounds the Achievement Gap
because previously unsuccessful remedies receive more funding. The issue of teacher
shortage or the hiring of unqualified educators becomes multiplied as districts hire more
teachers with insufficient training from even more deficient programs. The irony
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continues as teacher preparation programs receive more money to produce more of the
same product.
Teachers are the first line of offense in the game to battle the odds stacked against
a large number of African American students, eradicate existing gaps in achievement, and
prevent any new deficits from being conceived. Presently, if teachers are not
purposefully trained in CRP or do not act on behalf of their underserved students and
gain the necessary skills, they have no vested interest in deviating from Eurocentric
teaching practices. Teachers must be made to care about the successes of their
underserved students by tying it to their own performance evaluation and, in some cases,
pay and merit increases. At its origin, the interest conversion must be a mandated policy
in the requirements of satisfying minimum evaluation criteria until the beliefs and
intrinsic motivation of teachers changes to commitment.
As I was so appropriately reminded during this research journey, education
employs a medical model in its approach to serving students. If this is true, educators
must develop new medications to effectively treat the same chronic problem, the
Achievement Gap. In addition, we have been treating the wrong disease. New strategies
and methods of delivery have been introduced; however, the system has not treated the
mediums of these methods, the teachers. As inspired by Conkle (2016) the epiphany that
the current education narrative labels any anomaly or aberration of perceived cognitive
deficiency as far below standard and in need of remediation and even intervention.
However, the ELE theory and CRP promote interrupting this reductionist thinking and
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creating the process of designing curriculum, classrooms, procedures, and policies from
the students’ and their cultural perspectives. The teachers in this study shared that their
successes stemmed from the fact that they honor their African American students’
cultural practices, home language patterns, and cultural interests as strengths and not
deficiencies.
Teacher C: “I also think being a successful African-American teacher to students is that
you're taking time to learn about their culture. Like when I first started teaching I didn't
know much and so I feel like having to learn over time and like one way to learn about
like their culture, about like their home-life is doing those home visits. I feel like those
are really powerful. I definitely think that what helps you be a successful AfricanAmerican teacher is that you have to step away from traditional pedagogy and I have
noted like their traditional versus the cultural pedagogy and like really just stepping aside
from that”.

The current undertaking is one in which we transform the research and theory into
effective practices, which in turn interrupt the current biased narrative. Once teachers are
trained in CRP properly and are held accountable with a tool such as ELE, we will then
see the momentum of the Achievement Gap swing the opposite way as more African
American students’ exhibit academic success in classrooms and subsequent standardized
tests across the country.
The ELE and CRP may not be the only remedies to the educational ailments of
African American students. However, they suggest proven methods from which to begin,
as the “take this money and wait” approach has not and is not working. African
American students are languishing in mediocrity and only a small number of them
navigate the “hidden curriculum” successfully and achieve significant results. With CRP
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training and tools such as ELE as both a guide and as accountability, teachers can begin
to meaningfully meet the needs of every student in their classroom, thereby eradicating
inequitable results. The findings of this study and its analysis suggest that teachers who
are truly effective target their instruction to all students, expect significant growth from
each student, believe in each student, and are effective because all student groups in their
classes are successful.
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ELE Pre-Study
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APPENDIX B
Participant Recruiting

Greetings Esteemed Participants,

My name is Stephan Sanders (Steph) and I am in the last stage of my Doctoral
program at CSU Sacramento, the dissertation phase. A few of my passions as an
educational leader are closing the Achievement Gap, Universal Design for Learning to
make all student types successful, lessening African-American and Latino male
suspension rates, increasing reading scores/levels, socio-emotional support for students in
need, STEM focused schools for inner city/urban students, and PBIS.
My topic is effective teachers in general but even more specific great teachers of
African-American students. There are some of you that do it naturally and some of you
that use specific Culturally Responsive Pedagogy. I will not bore you with too many
details but my goal at the end of this adventure is to create an observation protocol and
rubric that any teacher of any grade level can implement and make ALL students in
his/her classroom successful.
The details are still being worked out so this list may change but right now what you
being a participant possibly entails:
 Myself observing in the classroom for a period of 5 weeks from January 2016March 2016
 In person interview with myself

If you have any questions at all, please feel free to call or email me at
916-267-5949 Cell
Stephsanders23@gmail.com
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ELE Altered (Post-Study)
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Classroom CRP Artifacts
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