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Abstract of Dissertation 

Black Male Teachers’ Transference of Capital to Support the Academic Achievement of 
Black Male Adolescent Students 

 
 This research study examined the impact of Black male teachers’ utilization of 

social and academic resources to improve the educational achievement of their Black 

male students.  Black male teachers are an unrepresented population within the teaching 

profession (NCES, 2007).  Simultaneously, Black male adolescents are not succeeding 

at the same rate as other subgroups within school systems in America.  There is an 

evident opportunity gap within the educational system whereby Black males continue to 

lack the skills, education, and resources needed to succeed in American society; the 

majority student population continues to surpass Black males academically in school.   

 This study identified the unique social and academic resources Black male 

teachers use to support the achievement of their Black male students in urban secondary 

schools.  Qualitative case study methodology examined the use of social and academic 

resources employed by Black male teachers, who in turn act as agency, to promote the 

achievement of their Black male students by transferring capital to them needed for their 

success.  Cultural Capital Theory is the foundation of the theoretical and conceptual 

framework analyzed collectively with Critical Race Theory, Symbolic Interactionism, 

and Stereotype Threat.  These theories provide a lens for the research.   

 Data collected supported a key finding of significant culturally responsive 

teaching practices and pedagogy employed by Black male teachers.  The cultural 

connectedness and awareness of specific cultural norms, habits, and behaviors of Black 
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male students by their Black male teachers served as an avenue to provide needed 

cultural capital necessary for Black male students to achieve in school.  

 It is significant to understand why Black males continue to underachieve in 

educational settings.  Furthermore, it is of equal importance to identify what specific 

factors have proven effective towards their academic success in school.  Implications of 

the findings presented in chapter V highlight the importance of the Black male teacher’s 

cultural and historical views, and culturally relevant pedagogical abilities and practices 

that connect him to his Black male students.  Because of this collective identity and 

collective experience between student and teacher, Black male students are more 

available to receive cultural capital needed to succeed in school. 
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Chapter I 

Overview 

 With more than 1 million teachers expected to retire in the coming years, we have 
 a historic opportunity to transform public education in America by calling on a 
 new generation to join those already in the classroom. We are working with the 
 broader education community to strengthen and elevate the entire teaching 
 profession so that every teacher has the support and training they need to succeed. 
 Education is the great equalizer in America and the civil rights issue of our 
 generation. If you care about promoting opportunity and reducing inequality, the 
 classroom is the place to start.  (U.S. Education Secretary Arne Duncan, 2012) 
 
 As our nation is becoming more and more diverse, our educational institutions 

also need to reflect the student populations it serves.  In order to reduce inequality and 

promote opportunities for the nation’s Black male students, it is significant to explore 

the lack of Black male teachers.  Black male teachers make up scarcely 1% of the 

teaching force, correspondingly only 52% of Black males graduate from high school in 

the U.S. (The Schott 50 State Report on Public Education and Black Males, 2012).  

There are many factors that may have an impact on the educational attainment of Black 

males: teachers’ expectations, peer-group influence, and even socialization patterns play 

a role in Black men acquiring less education (Katz, Stern, & Fader, 2005).   

 Historically, educating Black children in the United States was illegal and there 

were laws making it a crime to teach Black slaves to read and write (Daniel, 2005).  In 

the mid-eighteenth century, northern liberals, including White missionaries and 

politicians, began to build Black schools in the south during the Reconstruction Period.  

Lynn (2006) cited Bell’s (1980) principle in her research stating that the missionaries 

were not necessarily trying to bring Blacks out of poverty, on the other hand, they were 

concerned about the impact free Blacks could have on society. They, therefore, could 
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ensure male White domination by controlling some aspects of the schooling of free 

Blacks (Lynn, 2006). Because of this, African Free Schools were taught mostly by 

White teachers (Brown, 2009).  As a result, Black activists held discussions about this 

concern through Manumission (the formal act of freeing from slavery) societies at the 

1805 American Convention of Abolitionist Societies meeting (Brown, 2009).   At the 

time, Black activists felt that Black teachers should teach Black children.   

 According to Ladson-Billings (2006),  

 Between 1865 and 1877 African Americans mobilized to bring public education 
 to the south…Carter G. Woodson challenged African Americans to develop 
 schools and curricula that met the unique needs of a population only a few 
 generations out of chattel slavery. (p. 6)    
 
 Education through only White teachers disenfranchised the culture and history of 

Blacks and forced Euro-American culture and ideologies upon Black students (Lynn, 

2006).   Brown (2009) explained that after Reconstruction, the Black teacher contributed 

to “educating African American students… similar to the educational discourse of the 

early 1800s, educators and activists positioned African American teachers as embodying 

a ‘‘special’’ kind of character and skill that African American students could emulate” 

(p. 419).  In addition, “the preference for Black instructors was an affirmation of racial 

solidarity at a time when freedmen were building distinct communities and seeking 

freedom from white control” (Fairclough, 2004, p. 47).   

 It was important for Blacks to be educated, maintain their own cultural identity, 

and seek equity and cultural relevance in the educational system in America.  

Unfortunately, this was not occurring for Black students who were being taught only by 

White teachers (Dougherty, 1999).  According to historical references, the educational 
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system in America had not served Blacks well (Lynn, 2006).  Inequitable means such as 

“tracking systems were developed to recreate both segregation and control of the 

curriculum, keeping Black students in menial vocational courses and out of the college 

preparatory pathways and advanced courses emphasizing critical thinking and 

intellectual development” (Darling-Hammond, Williamson, & Hyler, 2007, p. 287).  

Historical accounts explained that “parents were willing to have a desegregated system, 

but unwilling to have their heritage sacrificed” (Siddle Walker, 2000, p. 261).         

As time progressed, segregation became more and more unacceptable prompting 

the first March on Washington occurring in 1941 where American citizens protested 

against unequal and unfair treatment of Blacks.  Eventually, with the Brown v. Board of 

Education of Topeka decision in 1954, schools in the United States were mandated to 

integrate.  There was not a prescribed way, or a road map, to how integration would 

occur in the beginning, and as a result, ten years passed before significant desegregation 

was implemented in the nation’s public schools (Willie & Willie, 2005).  With the 

mandated desegregation laws, an effect was the closing of Black schools, not White 

schools (Oakley, Stowell & Logan, 2009).  Following a review of historical documents, 

researchers explained that “because these processes focused on ensuring that students 

were not attending separate schools based on their race, a residual and paradoxical effect 

[was] the legitimation of the laying off of Black teachers as schools merged” (Oakley et 

al., 2009, p. 1578).  Thus, there were no procedures in place concerning the retention of 

Black teachers, and there were no monitoring tools used to maintain a certain number of 

Black teachers in each integrated school.  Many Black teachers therefore lost their jobs 
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(Fairclough, 2004).  In addition to this, new certification laws were enacted, tenure laws 

were changed, and some Black teachers were made to teach out of their content area.  

Furthermore, many Black male administrators within schools were thus demoted to 

coaching or teaching positions in the newly integrated schools. These tactics were just 

some of the ways school districts within the United States used to almost completely 

eliminate the Black teaching force (Oakley et al., 2009).  The Black male teacher 

population was not replenished and continued to dwindle (Fairclough, 2004).   

 So here we stand among thoughts of human unity, even through conquest and 
 slavery; the inferiority of Black men, even if forced by fraud; a shriek in the night 
 for the freedom of men who themselves are not yet sure of their right to demand 
 it. This is the tangle of thought and afterthought wherein we are called to solve the 
 problem of training men for life. (DuBois, 1903, The Souls of Black Folk) 
  
 The Black American cultural and social experience is unique (Ladson-Billings, 

2000) in that they are the only group forcibly brought to America for forced labor as 

racial slavery.  Historical references cite that “in the eighteenth and nineteenth centuries 

Blacks were bought and sold as pieces of property for cheap agricultural labor” (Mays, 

1986, p. 585).  In contrast, the history of Blacks does not begin with their arrival to the 

United States, but rather begins from a rich history in their native land.  Africans had 

their own societies, including specific cultural norms and family traditions.  As a result 

of slavery in America, “[f]amilies of Blacks both in America and Africa were broken 

up—husbands and wives, parents and children were separated” (Mays, 1986, p. 585).  

Unfortunately, American society created a negative perception of Blacks as the result of 

their enslavement in society.  Negative depictions of Blacks have their genesis in this 

country’s “historical attempts to rationalize slavery and state-sanctioned racial 
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terrorism” (Irving & Hudley, 2008, p. 676).  A racial hierarchy (Ladson-Billings, 2000) 

or a caste system (Ogbu, 2004) that was developed in America made Blacks and Whites 

polar opposites.  This dichotomy that was created, “historically, [was] the overarching 

ideology [that] White American[s] [and] Black Americans belonged to a race that was 

inferior to the White race biologically, culturally, and socially” (Ogbu, 2004, p. 7).   

 At the present time, in the twenty-first century, Blacks have achieved great things, 

specifically Black males.  They have come a long way from where they were 400 years 

ago, but equity and equality of life was hard fought and the perceptions, beliefs, and 

ideologies created and imposed upon Blacks so many years ago, unfortunately, still exist 

today because it is within this society that these perceptions, beliefs, and ideologies were 

created and maintained (Frederick & View, 2009).   

 There are still many hardships that are faced by Black males in America.  Their 

incarceration rates are among the highest in most states, they lead the nation in 

homicides, they are most likely to be unemployed, and in the United States there has 

been a decline in the life expectancy of Black males (Noguera, 2003). In the educational 

setting, Black males are more likely to be suspended or expelled, they are 

overrepresented in special education classes and underrepresented in advanced courses, 

and furthermore they fail to matriculate through high school to attain higher learning in 

comparison to their White classmates (Noguera, 2003).  Within the United States, 

“communities that lose the vitality and contributions of their youth, lose the capacity to 

replenish, reconstruct and reproduce them” (Laing, 2010, p. 215).  When looking at the 

plethora of hardships Black males face in America, it is not surprising that there is a 
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connection between their lack of achievement in school and the outcome of their lives in 

society (Noguera, 2003; Ogbu, 1987).                    

 Society in America is steadily becoming more and more diverse.  Schools in 

America clearly show a class and power structure.  This is shown through “the funding 

disparities between urban schools and their suburban counterparts [that] present a telling 

story about the value we place on the education of different groups of students” (2006, 

Ladson-Billings, p. 5).  Ladson-Billings (2006) explained that Chicago Public Schools 

spend about $8,482 per pupil, while nearby Highland Park spends $17,291 per pupil; 

Highland Park is 90% White, while Chicago Public Schools is about 87% Black and 

Latino.  School structures are predictable in that educational achievement, in most cases, 

can be predicted by race and socioeconomic status.  In this way, social domination 

festers within school organizations.  It may not be made aware to individual agents 

operating in the educational field because they are intrinsically functioning within their 

own habitus (Bourdieu, 1986), and the dominated may feel things are the way they are 

because society maintains the structure.   

 Black male students are falling behind. Schools are to be places of achievement, 

protection, nurture, support, and care for Black male students and all students.  One 

proposed reason is because there is a lack of Black teachers, specifically Black male 

teachers, in America’s schools. Laing (2010) articulated that, 

 African-American educators will be able to teach strategies to black males [to 
 ] racial and cultural assumptions about themselves held by teachers/others, 
 eliminating a primary cause of the poor performance in schools, while building 
 self-confidence and renewed self-interest in education. (p. 215)   
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It is not suggested that any Black male can teach Black male students, in fact a Black 

male educator’s role must be multidimensional where they are effectively trained and 

prepared to teach using culturally relevant pedagogy, are culturally responsive to student 

needs, possess positive role model and mentoring capabilities, and possess high 

expectations, attitudes, and beliefs towards Black male student achievement.  Pabon, 

Anderson, and Kharem (2011) conceded that, “Black male teachers with culturally 

relevant curriculum can use instructional practices and provide knowledge that connects 

their students’ identities.  This connection can foster self-esteem and critical 

understandings that empower Black students in urban schools” (p. 359).   Black males 

are a significant population in America who will continue to grow and who will 

continue to contribute to American society.  Through acquiring high academic 

achievement and success, their positive contributions can be a part to benefit the whole 

(Delpit, 2012). Education is the avenue to prepare Black men for life.   

 It is of great importance that the nation’s leaders and policy makers help to 

combat the issue of low performing Black male students.  Even with abolishment of 

slavery and desegregation, Black male adolescent students are still behind other 

subgroups academically, socially, and economically (Noguera, 2003). An emergent 

body of literature examines how Black male teachers have a cultural connectedness to 

their Black male students, have a desire to raise Black male adolescent’s social 

consciousness, and have a desire to impart change through serving as role models and 

father figures for Black males (Brown & Butty, 1999; Lewis, 2006).  Consequently,  

 It is essential for all teachers to have the knowledge, skills, and training to 
 successfully teach diverse student populations.  But it is equally important for all 
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 students to have the opportunity to be taught by teachers who reflect their 
 diversity. (Futrell, 1999, p. 30)           

Statement of the Problem 

 A continuing challenge for Black male students in America has been the pursuit 

to acquire and maintain academic success in the nation’s schools and carry out that 

success into the democratic society of the United States in which they live.  There is a 

need to address the underachievement of Black males in schools.  Researchers warn that 

“African American men with lower educational attainment are predisposed to inferior 

employment prospects, low wages, poor health, and are more likely to be involved in the 

criminal justice system” (Palmer & Maramba, 2011, p. 434).  Hence, this desired state 

of successful academic achievement is significant.  As a result of the documented facts 

and empirical research that exhibit Black male’s underachievement in school; strategies 

must be executed to combat this issue, one being addressing the lack of qualified Black 

male teachers.  Qualitative analysis case study approach highlights how Black male 

teachers impact the achievement of their Black male students through the transference 

of capital. 

Purpose and Research Questions 

 This study examined the significance of social and academic resources Black 

male teachers utilize to promote the academic achievement of Black male adolescent 

students.  This is analyzed by first looking at the impact of the lack of Black male 

teachers in American schools, and how the presence of Black male teachers, who are 

adequately prepared to teach Black male students, has the potential to increase their 

overall educational success.  It is analyzed secondly by the social and academic 
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resources Black male teachers use to act as agency, thus imparting capital to their 

students needed for their success in society.  This qualitative case study is predicated 

upon the following research questions: 

Overarching research question: How do Black male teachers utilize social and 

academic resources to promote the academic achievement of Black male students 

within urban secondary schools? 

Sub-questions: 

 1. How do Black male teachers make use of cultural capital to instruct Black male 

 students?  

 2. How do Black male teachers develop and position themselves as role models 

 and mentors to support the academic achievement of Black male students? 

 3. How do Black male teachers conceptualize and integrate culturally responsive 

 teaching methods and culturally relevant pedagogy to facilitate learning for Black 

 male students? 

 The research questions supported the analysis of Black male teachers who 

intentionally employ social and academic resources, thus transferring capital, to instruct 

Black male students in order to promote and maintain their academic success.         

Statement of Significance 

 Brown (2012) disputed that the Black male teacher has been “positioned as the 

most important factor” (p. 306) in repairing the social and educational conditions of 

Black boys.  He further hypothesized that the Black male teacher has been constructed 

as a pedagogical kind, in which he further described as “a type of educator whose 
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subjectivities, pedagogies, and expectations have been set in place prior to entering the 

classroom” (p. 299).  Brown (2012) scrutinized the idea of the Black male teacher as the 

educational community’s strategy “to secure, administer, and govern the unruly Black 

boy in school” (p. 299).  Brown (2012) speculated that there is an assumption that the 

connection between a positive Black male teacher and a troubled Black boy will 

significantly improve the child’s life when to the contrary, he stated that the Black male 

was the source of the problem.  In citing various theorists such as Bernard (1966), Clark 

(1965), and Hannerz (1970); Brown (2012) concluded that Black boys were 

ineffectively socialized and influenced by their fathers and they internalized inadequate 

role modeling.    

 While part of his argument may be valid, however, many studies (Foster, 1993; 

King, 1993; Ladson-Billings, 1992; Lynn, Johnson, & Hassan, 1999; Mitchell, 1998; 

Noguera, 2003; Palmer & Maramba, 2010; Siddle Walker, 2000) have been conducted 

on the unique roles that Black teachers play in the lives of their Black students: their 

success stemmed from shared community norms with their students; their adept ability 

to motivate and engage minority students; their cultural knowledge of student’s 

background and use of culturally relevant pedagogy; their bicultural knowledge that 

informs their teaching practice, and through their ability to challenge negative attitudes 

to help Black students understand the importance of educational achievement and 

attainment “in the context of the past and present African American struggles for social 

equality” (Mitchell, 1998, p. 106). The Black male student can then internalize positive 

role modeling from the Black male teacher.  This study is significant in that it addresses 
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the gap in research to show how the Black male teacher specifically impacts the Black 

male adolescent student in an urban classroom setting.   

 Negating what Brown (2012) posited about Black male teachers merely being a 

body to manage unruly Black boys and the “be-all end-all” main solution to their plight, 

it is otherwise the great significance of promoting a Black boy’s healthy racial-ethnic 

identity (HREI) in the context of the school setting (Wright, 2011).  Wright (2011) 

defined HREI as “pride in in-group identification, confidence in one’s academic 

abilities, competence in awareness of racism, and comfort with respect to self-

presentation and racial-ethnic identity” (p. 612).    

 The significance of this study showcases the relationship between the Black male 

teacher and their Black male students that has proven successful in the student’s 

academic success through the specific strategies the Black male teacher utilizes.  Culture 

is a significant component of the teaching process (Lynn, 2006) and in order for Black 

male students to be successful in school they cannot ignore their HREI in that it is 

“made integral to every aspect of their being by a society in which White, middle-class, 

Western perspectives are imposed on them” (Wright, 2011, p. 613).  Negative 

perceptions and oppressed views are what Black males have to face in a society that 

promotes and maintains these views.  It is within the schools, where they attend class 

weekly and spend a significant amount of their time, that administrators, teachers, 

mentors, coaches, and counselors can take a proactive approach to reversing the 

underachievement of this population in society.  This study aims to focus attention on 

not only how to effectively teach boys of color in the nation’s public schools, but to also 
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highlight the importance of the Black male teacher and Black male student relationship 

in the classroom setting that can promote positive role modeling through the 

transference of cultural capital.  In identifying key instructional strategies that support 

students of color; including culturally responsive teaching practices, mentoring, and 

exhibiting high expectations and beliefs towards their academic capacity, this study also 

focuses attention on the importance of connecting boys of color with adults who have 

gone through the same experiences they have or will have to go through.  This in-group 

connection that creates empathy from the adult for his student is something that can only 

be experienced by individuals from similar backgrounds.    

 The diversity of the nation is increasing, and the representation of Black male 

teachers in the nation’s public schools is decreasing (Dilworth & Coleman, 2014; 

NCES, 2007). The significance stems from Black male achievement in school and their 

subsequent contributions to society which causes one to question the veracity of the 

correlation between the two.  Black men are a group that cannot be ignored; they are a 

group that must be supported.          

Theoretical Framework 

 In order to analyze the impact and potential influence of a Black male teacher 

instructing Black male students, four theoretical frameworks supported the hypothesis 

that Black male teachers bring a social, cultural, and historical perspective and 

understanding to the needs of Black male students.  Cultural Capital Theory (CCT), 

Critical Race Theory (CRT), Symbolic Interactionism, and Stereotype Threat all support 

the importance of addressing the academic achievement of Black male students in 
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America.  Each theory and its connection to the Black teacher and their Black student is 

discussed in greater detail in chapter II. 

 Cultural Capital Theory, developed by Bourdieu (1974) and Passeron (1979), 

analyzes the relationship between actions and social structures that impact cultures 

(Lamont & Lareau, 1988). Bourdieu (1977) as cited by Lamont and Lareau (1988), 

stated that the family socialization and educational system contribute[s] “to the 

reproduction of the structure of power relationships and symbolic relationships between 

classes, [and contributes] to the reproduction of the structure of distribution of cultural 

capital among these classes” (p. 155).  Essentially, educational institutions help to 

recreate systems of social stratification that breed behaviors in individuals that are 

institutionalized (Lamont & Lareau, 1988).  Cultural Capital Theory defines attributes of 

the dominant class that, if used effectively, can significantly increase the outcome of 

success in society for those minority cultures seeking to make social, academic, and 

financial gains.             

 An interpretivist approach “looks for culturally derived and historically situated 

interpretations of the social life-world” (Crotty, 1998, p. 67).  In taking an interpretivist 

approach that values personal experiences, beliefs and norms; critical race theory 

examines policy through oppressed groups and unequal uses of power.  Crotty (1998) 

stated that, “Critical forms of research call current ideology into question, and initiate 

action, in the cause of social justice” (p. 157).  He further explained that critical 

researchers engage in social action, analyze present values and assumptions, and 

challenge social structures (Crotty, 1998).  Researchers Trevino, Harris, and Wallace 
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(2008) described Critical Race Theory (CRT) and its function in their article What’s So 

Critical about Critical Race Theory?, 

 At its core, CRT is committed to advocating for justice for people who find 
 themselves occupying positions on the margins – for those who hold ‘minority’ 
 status.  It directs attention to the ways in which structural arrangements inhibit 
 and disadvantage some more than others in our society. It spotlights the form and 
 function of dispossession, disenfranchisement, and discrimination across a range 
 of social institutions, and then seeks to give voice to those who are victimized and 
 displaced. CRT, therefore, seeks not only to name, but to be a tool for rooting out 
 inequality and injustice. (p. 8)  
 
 They further critiqued CRT using three ideas; rule of law, rule of theory, and rule 

of colorism to advance the activist and theoretical components of the approach.   

 Bell (1995) stated that a critical race theorist wants a more egalitarian, specific 

state of affairs where he can empower and include traditionally excluded views.  Bell 

(1995) elucidated that Critical Race Theory writing, 

 [Is] a response to a need for expressing views that cannot be communicated 
 effectively through existing techniques.  In my case I prefer using stories as a 
 means of communicating views to those who hold very different views on  the 
 emotionally charged subject of race.  People enjoy stories and will often 
 suspend their beliefs, listen to the story and then compare their views, not with 
 mine, but with those expressed in the story.  (p. 902)   
  
 Ladson-Billings (2011) posited that the main reason stories are important to 

critical race theorists is that they provide a needed context to an objective positivist 

perspective.  In using Critical Race Theory to analyze the need for Black male teachers 

to instruct, motivate, and support the population of Black male adolescents, a cultural 

viewpoint and voice is given to identify a pervasive oppression and negative perceptions 

that plague Black youth in the nation.  This perspective recognizes the history of a 

marginalized group, what caused the racism and oppression, and gives voice to the story 
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of oppression, inequity, and inappropriate uses of power.  Thus, the present situation 

that Black males face today is identified and told through this viewpoint.  As a result of 

Black male students’ underachievement, and the educational fissure that seems to be 

getting deeper, Critical Race Theory is a lens used to examine and communicate 

deficiencies and needs in educating Black males. 

 Symbolic Interactionism involves social forces through interactions with 

individuals and symbols.  These interactions have the potential to impact how 

individuals see themselves and are perceived in society.  Morris (2007) concluded that 

race and ethnicity are social constructions explored through qualitative research.  Social 

processes can be followed as they emerge and change, and qualitative methods allow a 

way to study and understand race as the product of social interaction (Morris, 2007).   

 Path-breaking qualitative work on race has focused especially on the fluidity of 
 racial and ethnic identities, showing how racial meanings and self-concepts vary 
 across historical and social contexts. While corroborating the notion that race is 
 not fixed by biology, this research highlights how people develop racial 
 understandings of themselves and others through interaction. Race is not, 
 according to these studies, something that inheres in individuals or groups as an 
 essential part of their nature or psychology, but a concept that can change 
 according to social forces and personal agency.  (Morris, 2007, p. 410) 
  
 Crotty (1998) identified symbolic interaction as language and other tools that 

humans share through communication.  Through discourse and symbols, individuals can 

become aware of attitudes, perceptions, and feelings of others and interpret intent and 

meaning from these attitudes, perceptions, and feelings.  Symbolic interactionism is a 

theoretical perspective that includes a couple of ideologies: the idea that humans have a 

reference when they act and interact with the world, and the idea that social interactions 
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stem from ones perception (Crotty, 1998). Meaning has reference, whether understood 

or recognized consciously or unconsciously, it guides the actions of humans.   

 In American history, Blacks became marginalized, disenfranchised, and 

oppressed by the dominate culture and were represented in negative ways.  Symbolic 

interactionism is discussed through the reference of the Black teacher as mentor and role 

model for the Black male student, and through the understanding of the struggle for 

equity in education.  Having access to a high quality education, and experiencing 

perceived notions of intellectual incompetence from the dominate race are discussed and 

analyzed through symbolic interactionism.  Through analyzing the interactions between 

Black male students and their Black male teachers, social practices of Black male 

teachers towards their Black male students, and historical and cultural connections that 

are made between the teacher and student due to a collective identity (Ogbu, 2004); 

symbolic interactionism is a theoretical perspective that highlights these interactions.       

 The final theoretical perspective, Stereotype Threat, developed by psychologist 

Claude Steele (1995) describes a predicament one can find himself in when negative 

stereotypes about one’s group have the potential to be confirmed or are confirmed in a 

specific situation.  Stereotype threat involves an anxiety of knowing that one is a target 

of prejudice (Steele & Aronson, 1995).  This in turn can affect the academic 

performance of that individual.  Social structures and stereotypes shape the performance 

outcomes and academic identities of groups in society (Steele, 1997).  A sense of 

inadequacy can become part of a student’s identity.  Stereotype threat is used to provide 

an understanding of the lack of achievement in the Black male population in America 
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through negative perceptions imposed on and internalized by this group.  Furthermore, 

stereotype threat is used to explain the need for the recruitment and retention of Black 

male teachers to help change the negative academic perceptions and beliefs about Black 

males.     

Conceptual Framework 

 Through analyzing the research on Black male achievement in schools (Garibaldi, 

2007; Noguera, 2003; Pabon et al., 2011; Palmer & Maramba, 2011; Schott Foundation 

of Public Education, 2012) ) , and through examining the emerging research on the 

social and academic resources Black male teachers use effectively to instruct Black 

male students; three key themes emerged: 

 Black male teachers have the ability to utilize capital to encourage and promote 

academic achievement in Black male students by holding positive attitudes, 

expectations, and beliefs towards their students thus transferring capital to their 

students. 

 Black male teachers have the ability to serve as mentors and role models which 

in turn supports the achievement of their Black male students.  

 Black male teachers have the ability to use culturally responsive and culturally 

relevant teaching practices and pedagogy to encourage and promote the 

achievement of Black male student 

The three themes identified provide the foundation for the research questions, structure 

the literature review, and form the connections between the important constructs of the 

theories that frame the conceptual framework.  
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Figure 1: Conceptual Framework of Teacher Resources 

 

 

 

 

 

  

 

 

 

 

 

 

 

 

 

 

 

 

In Figure 1, Cultural Capital Theory serves as the foundation of the conceptual 

framework.  In the diagram, four key concepts from Cultural Capital Theory (symbolic 

violence, field, habitus, and species of capital) directly connect to the three identified 
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themes of expectations, mentoring, and culturally responsive teaching.  These three 

themes are then aligned with key tenets in Stereotype Threat, Symbolic Interactionism, 

and Critical Race Theory.  All three components used as social and academic resources 

by the Black male teacher influence the educational attainment of the Black male 

student.   

 Symbolic violence and field both connect to the theme of expectations identified 

around Stereotype Threat.  Cultural structures and symbols that are maintained in 

society have meaning, and thus individuals then become aware of stereotypes and 

perceptions directed towards their cultural group.  Symbolic violence as described by 

Bourdieu (1986) explains how this can impact an individual operating in a certain field; 

such as the educational field.  The expectations, attitudes, and beliefs of the Black male 

teacher have the ability to influence Black male student achievement.   

 Habitus is the part of Cultural Capital Theory that connects with mentoring and 

the theory of symbolic interactionism.  One’s habitus is created because reactions are 

learned and social forces impact social interactions.  Mentoring is the second theme 

identified that influences the achievement of Black males through social interactions.  

 The final theme of culturally responsive practices supports the tenant of Cultural 

Capital Theory involving capital, equal access, and opportunities.  Critical Race Theory 

connects to the importance of culturally responsive and culturally relevant teaching 

practices to root out inequity.  Each resource intentionally utilized by the Black male 

teacher work together to promote the achievement of the Black male student.        
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Brief Summary of Methodology 

 This research was conducted using a single case study to analyze Black male 

teachers whose purpose is to support Black male students to improve their success.  This 

phenomenon is analyzed as a case because there are significant practices that are taking 

place to produce a specific outcome.  Merriam (2009) explained that qualitative case 

studies are particularistic, descriptive, and heuristic.  Merriam (2009) expressed, 

 Particularistic means that case studies focus on a particular situation, event, 
 program, or phenomenon.  The case itself is important for what it reveals about 
 the phenomenon and for what it might represent.  This specificity of focus makes 
 it an especially good design for practical problems- for questions, situations, or 
 puzzling occurrences arising from everyday practice. (p. 43)  
  
 In order to address and take an active stance against the underachievement of 

Black males in society, the case study itself gives light to the need that is hypothesized 

through the research questions.  A case study is also rich with thick description of the 

people or institution being investigated.  It tells a story of actions and interactions over 

time.  Additionally, case studies are heuristic, “heuristic means that case studies 

illuminate the reader’s understanding of the phenomenon under the study” (Merriam, 

2009, p. 44).  New meaning can be discovered, can confirm the known, or can extend 

the reader’s experience (Merriam, 2009).  This case study includes these three 

components; particularistic, descriptive, and heuristic.  

 This research study also applied purposeful sampling to select a group of Black 

male teachers to interview that addressed the research questions posed.   The findings 

are represented through a descriptive case study, first by individual teacher case and 

secondly by subject alike teachers.  The primary methods of data collection included 
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semi-structured interviews, observations, and document collection (Merriam, 2009; Yin, 

2009). The data collected was organized and managed through the ATLAS.ti software 

program.  Interviews were transcribed and notes from observations were analyzed 

through coding.  Saldana (2013) specified that “coding is thus a method that enables [the 

researcher] to organize and group similarly coded data into categories of “families” 

because they share some characteristic” (p. 9).  Through coding interviews and 

observation note data, the themes of social and academic resources were applied.   As a 

result of the triangulation of data, the notion that Black male teachers are needed to 

support Black male adolescence in America is discussed based on the results.  In writing 

the teacher case studies, a descriptive approach was used in order for the reader to be 

drawn into the story and find his or her own connections and understandings to the 

proposed need that is being addressed.     

Delimitations and Limitations 

Delimitations 

 This research study included three urban schools where six Black males 

comprised the sample size. The sample size of six teachers is rather small, but 

appropriate for a case study.  According to Miles, Huberman, and Saldana (2014)  

“qualitative researchers usually work with small samples of people, nested in their 

context and studied in-depth” (p. 31).  Additionally, a delimitation is that a comparative 

case study was not implemented to see how the social and academic resources that 

Black male teachers utilized, for example, in a rural school or a private school setting, 
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affected Black male student achievement.  Male teachers of other cultural backgrounds 

such as White and Hispanic were not compared with the teaching practices of Black 

male teachers.  Furthermore, the researcher chose not to interview students as the goal 

was to focus on the capital used by the Black male teachers, and their perceptions of 

social and academic resources that they purposefully selected to address the unique 

needs of the population of Black male students they teach.               

Limitations 

 As a Black female who has worked with Black male students in an urban setting, 

and who has promoted the importance of mentoring, culturally relevant pedagogy, and 

promoting a growth mind set in students beginning with teacher beliefs and attitudes, 

there is a level of bias that the researcher had to bracket, or control, as to not influence 

the analysis and the results of the study. An additional limitation of the study includes 

the school setting and culture that the students and teachers have acclimated themselves 

to.  The expectations and beliefs promoted may be unique in that they address the 

societal and outside factors within that particular community that impact what goes on 

in the school. 
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Definitions of Key Terms 

 For the purposes of this study, the following definitions of key terms are as 

follows: 

Black:  Definition of Black or African American used in the 2010 Census:  

According to the U.S. Office of Management and Budget (OMB), “Black or African 

American” refers to a person having origins in any of the Black racial groups of Africa. 

The Black racial category includes people who marked the “Black, African Am., or 

Negro” checkbox. It also includes respondents who reported entries such as African 

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

Caribbean entries, such as Haitian and Jamaican.*  Sub-Saharan African entries are 

classified as Black or African American with the exception of Sudanese and Cape 

Verdean because of their complex, historical heritage. North African entries are 

classified as White, as OMB defines White as a person having origins in any of the 

original peoples of Europe, the Middle East, or North Africa.  

 (Downloaded on August 9, 2012 from 

http://www.census.gov/prod/cen2010/briefs/c2010br-06.pdf). 

 Collective Identity:  Collective identity refers to people’s sense of who they are 

and it can be reflected through their attitudes, beliefs, feelings, behaviors, language, and 

dialect (Ogbu, 2004).  The persistence of a group’s collective identity can depend on 

historical and structural forces that contributed to its formation (Ogbu, 2004).  

Collective identity develops through collective experiences and is created and 

maintained through status problems and responses to status problems (Ogbu, 2004).  
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“Status problems are collective problems which members of the subordinate group find 

difficult if not possible to solve within the existing system of majority-minority 

relations” (Ogbu, 2004, p.4).   

Critical Race Theory: Racism is normal, not aberrant, in American society.  It 

takes the form of storytelling where writers analyze myths, presuppositions, and 

wisdoms that create the common culture about race that renders Blacks and other 

minorities “one-down.”  Racism is ordinary, not exceptional, and traditional civil rights 

laws have been more valuable to Whites than Blacks, liberalism is critiqued, and there is 

a call to context (Delgado, 2000). 

“[C]ritical race theory is a body of legal scholarship…a majority of whose members are 

both existentially people of color and ideologically committed to the struggle against 

racism, particularly as institutionalized in and by law” (Bell, 1995, p. 898). 

Culturally responsive teaching:  Culturally responsive teaching is using the 

cultural knowledge, prior experiences, and performance styles of diverse students to 

make learning more appropriate and effective for them; it teaches to and through the 

strengths of these students (Gay, 2000). 

Culturally relevant pedagogy:  “I have defined culturally relevant teaching as a 

pedagogy of opposition (1992c) not unlike critical pedagogy but specifically committed 

to collective, not merely individual, empowerment. Culturally relevant pedagogy rests 

on three criteria or propositions: (a) Students must experience academic success; (b) 

students must develop and/or maintain cultural competence; and (c) students must 
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develop a critical consciousness through which they challenge the status quo of the 

current social order” (Ladson-Billings, 1995, p. 160). 

Mentor:  A mentor is a guide who can help the mentee to find the right direction 

and who can help them to develop solutions to career issues. Mentors rely upon having 

had similar experiences to gain an empathy with the mentee and an understanding of 

their issues. Mentoring provides the mentee with an opportunity to think about career 

options and progress. A mentor should help the mentee to believe in himself/herself and 

boost his/her confidence. A mentor should ask questions and challenge, while providing 

guidance and encouragement. Mentoring allows the mentee to explore new ideas in 

confidence. It is a chance to look more closely at yourself, your issues, opportunities and 

what you want in life. Mentoring is about becoming more self-aware, taking 

responsibility for your life and directing your life in the direction you decide, rather than 

leaving it to chance.  (Downloaded on August 9, 2012 from 

http://www.mentorset.org.uk/pages/mentoring.htm).   

 Resources: 

Academic:  For the purposes of this research, academic resources refer to resources used 

to access to the curriculum via culturally responsive teaching practices and pedagogy, 

and resources used to navigate in the field of education.    

Social:  For the purposes of this research, social resources refer to strategies gleaned 

from mentoring and experiencing high expectations, attitudes and beliefs from 

educators.      
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 Role Model: A person whose behavior, example, or success is or can be emulated 

by others, especially by younger people.  

(Downloaded on August 9, 2012 from 

http://dictionary.reference.com/browse/role+model). 

* Note: As the definitions for Mentor and Role Model have some similarities, they will 

be used together throughout the study with Mentoring representing the general heading 

and role model as an aspect of a mentor’s capability.  Both are identified as a social 

resource to support Black male adolescent achievement.  
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Summary 

 Social and academic resources, that Black male teachers employ to instruct Black 

male students, can be used as agency to promote their academic achievement.  Through 

Black male teachers acting as agency; exhibiting high expectations, attitudes and beliefs, 

through mentoring, and culturally responsive teaching, Black male students will be able 

to have access to capital in order to successfully navigate the educational field. 

Understanding how Black male teachers successfully use social and academic resources, 

incorporate high expectations and beliefs, mentoring, and culturally responsive teaching 

practices can be used to influence school academic programs that are looking to 

eliminate the opportunity gap between racial subgroups.   

 This understanding is significant to the field of education can serve as a lesson 

learned to influence how other teachers can more effectively teach, interact, engage, and 

build relationships with Black male students.  Additionally, the cultural connectedness 

between the Black male teacher and the Black male student that can be cultivated in 

schools is critical to reaching and understanding the academic goal of educational equity 

in America.   It is not assumed that only Black males can teach Black male students, but 

rather it is of great significance that the social and academic resources, perceptions, 

cultural and historical views, and pedagogical abilities of Black male teachers can be 

employed to address the academic issues facing Black male students today.                  
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Chapter II 

Introduction of Literature Review 

 This literature review begins with a brief description of the current state of 

achievement of Black males.  It reviews their deficit in achievement as opposed to 

students in other subgroups.  A historical outline of Black male teachers in the United 

States is explained.  Offered next are data on the diminishing presence of Black male 

teachers and how the increase in recruiting and retaining Black male teachers can 

support the achievement of Black males through key components including: teacher 

attitudes and beliefs, mentoring, culturally responsive teaching and culturally relevant 

pedagogy.  These three themes organize the empirical research presented in the 

literature review.  The theoretical framework is then explained in connection with the 

three identified themes.   

 In our society today, Black male students are not succeeding at the same rate 

academically as other subgroups (Noguera, 2008).  Familiar and often repeated facts 

include: their poor behavior in school, low academic performance, high drop-out rates, 

disengagement in school, lack of participation in advanced courses, high representation 

in special education classes, and their lack of matriculation to college or higher learning 

(Garibaldi, 2007; Whiting, 2006, 2009).   Researchers Bruce, Getch, and Ziomek-Daigle 

(2009) expressed that “the future of African American youth is in serious need of 

opportunities to increase educational achievement, attainment, and employment in order 

to continue to work toward bridging the education and wealth gaps that exist in the 

United States” (p. 415).   
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 National statistics portray a dismal outlook with disheartening truths that Black 

male students are struggling in educational settings (NCES, 2007; Schott Foundation of 

Public Education, 2012).  A significant amount of research has been done on the 

underachievement of Black male students (Brown, 2011; Darling-Hammond, 2000, 

2004; Lynn & Jennings, 2009).  This literature review examines the utilization of 

specific strategies, through the recruitment and retention of Black male teachers, who 

support the academic achievement of Black male students through the transference of 

capital, and is therefore predicated upon the following research questions:  

Overarching research question: How do Black male teachers utilize social and 

academic resources to promote the academic achievement of Black male students within 

urban secondary schools?  

Sub-questions:  

 1. How do Black male teachers make use of cultural capital to instruct Black male 

 students?  

 2. How do Black male teachers develop and position themselves as role models 

 and mentors to support the academic achievement of Black male students? 

 3. How do Black male teachers conceptualize and integrate culturally responsive 

 teaching methods and culturally relevant pedagogy to facilitate learning for Black 

 male students? 

These questions address the gap in research that needs to precisely look at how Black 

male teachers affect the achievement of their Black male students through the utilization 

of academic and social resources. 
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Theme One Overview: Teacher Expectations, Attitudes and Beliefs of Black Male 

Students 

 According to Foster (2005), schools in the United States must be able to provide 

nondiscriminatory and equitable opportunities for Black male students to learn and 

achieve. Academic achievement connects to a student’s beliefs and self-concept, and it 

is within the academic environment where Black male students learn how little they are 

valued in school and in society (Kerpelman, Eryigit, & Stephens, 2007).  This belief 

begins in school where young Black male students rarely see themselves in their 

teachers (Kunjufu, 2006).   

 There is an overwhelming deficit in the number of Black males in the teaching 

profession in kindergarten through twelfth grade.  One study cited that “current national 

data show that African American students constitute approximately 20% of the public 

school population, while African American male teachers constitute 1% of the teaching 

force” (Lewis, 2006, p. 224).  According to the National Center for Education Statistics 

(NCES) data for 2007-2008, there are approximately 3,898,420 teachers in public and 

private schools.  Out of this number, there are only 239,460 Black teachers in public 

schools, of which a mere 23% are Black male teachers. In contrast, overall about 83% of 

teachers in the United States are White and only about 7% are Black.  Public schools are 

changing across the country and are becoming more diverse (Foster, 1997; Futrell, 

1999; Lewis, 2006; Pabon, Anderson & Kharem, 2011; Ingersoll & May, 2011).  State 

tests show an increasing gap in achievement between minority students and other 

subgroups; indicating minority students performing lower than other subgroups.  In 
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seeing themselves in their teachers, Black males have the opportunity to recognize that 

they too can be academically successful, and/or even become an educator in the future.  

In contrast, what is portrayed in the media glorifies Black males in sports and 

entertainment.  Students feel that this is the path that will lead to money, recognition, 

respect, and fame.  Whiting (2006) proposed that in order to close the achievement gap 

and open educational doors, a positive scholar identity must be promoted and nurtured 

within young Black male adolescents.  Without the presence of Black male teachers, 

Black male students may never consider education as a career or perceive school 

academics of any importance.  Along with this perception, “one frequently cited reason 

for the relevance of a teacher’s race is that by its mere presence the teacher’s racial 

identity generates a sort of role model effect that engages student effort, confidence and 

enthusiasm” (Kunjufu, 2006, p. 121).   

Theme Two Overview: Mentoring 

 Black male teachers are role models for young Black students.  Students spend on 

average between six to seven hours of their day at school.  Black male students’ teachers 

become their second parents, their counselors, their mentors, and even their cheerleaders 

throughout their academic career.  Teachers aren’t only there to educate students, but are 

also there to believe in their academic abilities and support them with guidance, care, 

and genuine concern.  There is an evident need for Black male teachers.  Citing a review 

of data, “research has indicated that test scores of African American students who spend 

at least one year with an African American teacher improve by 4 percentage points” 

(Lewis, 2006, p. 226).  Black students need positive role models, and with the changing 
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demographics in public schools, there are significant reasons school leaders need to 

recruit and retain Black male teachers (Lewis, 2006). 

 It is equally important to first understand how different variables affect the 

achievement of Black males.  Palmer and Maramba (2011) discussed the hidden 

curriculum of the media in America that directly affects Black male academic identity.  

Hidden curriculum includes subliminal messages that intentionally highlight Black 

males in a negative stereotypical way.  This form of oppression is influenced through 

movies, music, videos, television, radio, and other avenues in which propaganda of 

Black males pervasively portrays them in a negative light.  From promoting a gangster 

life, drug use, swearing, disrespect toward authority, obsession with sex and the 

degradation of women; Black males are influenced by these negative images of 

themselves (Palmer & Maramba, 2011).   

 Researchers asserted that “teachers who work with Black students, particularly 

Black men, can play a critical role in addressing negative portrayals by the media, 

music, and various forms of visual imagery” (Palmer & Maramba, 2011, p. 444).  

Mitchell (1998) postulated that greater representations of Black teachers highlight them 

in positions of authority and they are viewed as role models in a positive light for Black 

students.  Aspects such as socioeconomic background, Black adolescent identity, family 

life, and the presence of an oppositional subculture (Ogbu, 2004) where academic 

success isn’t necessarily promoted or rewarded, affect the academic achievement of 

Black males (Rocque & Paternoster, 2011).   
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 Black students disproportionately constitute urban school populations in low 

income areas.  Academic success is low in these schools and students are more prone to 

be labeled special education, to drop out, and to be suspended or expelled (Ferguson, 

2003).  Furthermore, Rocque and Paternoster (2011) posited that a hostile school 

environment is a part of the problem in the lack of achievement of Black males because 

of the opposition that they experience in school.  The resulting “school disengagement 

and the academic troubles of young blacks could be due to feelings of racial hostility or 

disparate treatment by teachers” (Rocque & Paternoster, 2011, p. 635).   

 Cokley (2003) found that young Black adolescents are acutely cognizant of 

stereotypes connected to their race.  This in turn affects their school performance 

because of the negative impact stereotypes can have on their academic identity.   The 

effects of stereotypes can also have unconscious impacts on Black male students.  

Racism smog is discussed by Delpit (2012) where unexamined belief systems are 

masked by pervasive institutionalized ideas that oppress and are internalized by Black 

students, specifically Black male students.  Negative stereotypes about Black people 

have become a permanent part of American society in that those who share in those 

negative beliefs are not aware that they have them, hence the racism smog that we all 

breathe (Delpit, 2012).  Unfortunately for students, they begin to doubt their own 

competence and try to make themselves invisible, or they may act out to mask what they 

believe they do not know and cannot learn.  Stereotype threat, researched by 

psychologist Claude Steele (1995), is when anxiety is experienced when a person has 

the potential to confirm a negative stereotype about the social group in which they 
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belong (Delpit, 2012).  There is a negative stigma that is attached to a group of people 

and this can in turn affect their performance.  Delpit (2012) explained, 

 African American students are gifted and brilliant…African American students 
 learn when they are taught.  They must be helped to overcome the negative 
 stereotypes about themselves and their communities that permeate our 
 culture…we cannot allow an expectation gap to result in an achievement gap. (p. 
 25) 
 
 A part of stereotype threat comes the “disidentification” with school.  Because of 

the negative views that are held about Black students, including unexamined beliefs 

about Black intellectual competence, “such paucity of curricular offerings in which 

African American students can find themselves represented, the students believe 

themselves unaccepted by and unacceptable to school” (Delpit, 2012, p. 165).  Thus, 

they in turn disregard, disengage, and “disidentify” with school.   

 Pierce identified the term, microagressions, which refers to small psychic insults 

that when added together over time can create a harmful psychological insult (Delpit, 

2012).  As a result of stigmas, stereotyping, devaluing, and invisibility, unconscious 

racially based microagressions can affect students of color in educational settings 

(Delpit, 2012).  This is something of which teachers need to be aware of.  Delpit (2012) 

stated so profoundly that “the thing to keep in mind is that subtle doses of allegorical 

arsenic eat away the soul.  Address the arsenic, no matter how small the dose seems” (p. 

186).  Teacher expectations and perceptions of their Black male students directly impact 

their achievement in school (Delpit,2012).  Black male teachers can support young 

Black male students in developing positive relationships, helping to cultivate a positive 

scholar identity, communicating their educational experiences with them, and providing 
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guidance through teaching and discussing strategies to overcome obstacles and 

challenges (Whiting, 2006).    

Theme Three Overview:  Culturally Responsive Teaching and Culturally Relevant 

Pedagogy 

 Culturally responsive teaching and culturally relevant pedagogy is a contributing 

factor in the achievement of Black male students.  Culturally responsive teaching 

infuses the culture of students into daily lessons.  These instructional approaches 

highlight the importance of diversity and student backgrounds through carefully selected 

instructional materials and curriculums.  Teachers are aware of the cultural learning 

styles of their students and recognize each learner’s unique differences.  McDougal 

(2009) asserted that the recruitment of Black male teachers who are qualified and 

culturally prepared is needed to serve as role models for Black male students.  

Therefore, students will identify with their teachers, have more confidence in their 

academic potential, and be motivated to achieve.  Through empowering their Black 

male students, Black male teachers can help to facilitate positive change in Black male 

adolescents.  

   Wood et al. (2007) stated that “educationally and economically successful 

African American men also [have] implications for African American family life and 

the development of African American children” (p. 417). The presence of a high-

achieving Black male role model can be achieved through the recruitment of qualified 

Black male teachers in secondary schools.    
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 Minority achievement and education must be addressed in order for American 

society to make positive steps forward in equity and equality for all students.  The great 

divides; including the achievement gap, the racial divides, and class divisions, must be 

bridged because we are all a part of the whole, and if one part is affected, the whole is 

affected (Delpit, 2012). 

 Noguera (2003) suggested that “we accept the idea that human beings have the 

capacity to resist submission to cultural patterns, demographic trends, [and] 

environmental pressures and constraints” (p. 433).  Community organizations, policy 

makers, and schools can take a proactive approach to support the achievement of Black 

males.  As a result, this can be the catalyst that will lead to altering negative statistics 

that have defined this population.  Consequently, “the academic performance of Black 

males can be improved by devising strategies that counter the effects of harmful 

environmental and cultural forces” (Noguera, 2003, p. 433).  The recruitment and 

retention of Black male teachers can be that catalyst, that significant strategy, which can 

turn the tide of the seemingly insurmountable threat to young Black male students.     

Brief Historical Background of the Black Teacher 

 It is documented that as early as 1807, three men: George Bell, Moses Liverpool, 

and Nicholas Franklin who were recently freed from slavery, risked their lives to 

establish the first Black school in Washington, D.C. (Frederick & View, 2009).  As 

such, “mass illiteracy among the freedmen made teachers a natural source of race 

leadership, and the organization of schools helped blacks define themselves as 

communities” (Fairclough, 2000, p.65).  Several of the first Freedmen’s schools were 
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founded by Black teachers.  John Oliver and John Wesley Cromwell were two Northern 

educated Blacks who began teaching in 1862 in missionary schools of Union occupied 

Virginia (Fairclough, 2000).   

 Clement Robinson established Virginia’s first school for the training of Black 

teachers (Fairclough, 2000).  These schools were established “in rural areas [where] 

Black people organized freedmen’s schools and Sunday schools independently of 

Northern Whites.  Black teachers outnumbered White ones very soon after the Civil 

War” (Fairclough, 2000, p. 66).  With the Plessy v. Ferguson Supreme Court ruling of 

1896, “Jim Crow” policies were enacted making public accommodations separate but 

equal (Frederick & View, 2009).  However, educational facilities were far from equal 

between Blacks and Whites.  Even with a lack of resources, Black schools flourished 

and Black teachers were able to teach their students in ways they knew would support 

their achievement.   

 Unfortunately, “by 1900, Congress reorganized the board of education and 

revoked much of the autonomy the “colored” schools had enjoyed for 32 years” 

(Frederick & View, 2009, p.577). Notwithstanding the implications of these laws, Black 

teachers fostered spaces where Black students were guided, loved, educated, and 

culturally affirmed in the backdrop of a dual-schooling system of unequal expectations 

and resources (Frederick & View, 2009).   

 As a result of the Brown v. Board of Education of Topeka decision in 1954, “the 

merger of dual school systems in the South would mean fewer teaching positions and 

Black teachers would almost certainly bear the brunt of those job losses” (Fairclough, 
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2004, p. 50).  During the 1960s, the federal government pressured White school boards 

to desegregate.  They aversely agreed, and desegregated on their own terms.  Black 

students were merged into White schools, placed on tracking systems, and many Black 

schools were closed.  Black teachers were under White controlled school boards that 

targeted them for dismissal.  This outcome came after “the Black community had 

sacrificed time and money to build and sustain its own schools, staffed by teachers who 

firmly believed in a sense of mission to advance the race, a quality not found in white-

run institutions” (Dougherty, 1999, p. 714).  

Consequently, the Black teacher population was adversely affected (Smiley, Futrell, Hu-

Dehart, Portales, & Bond, 2004).   

 Black teachers knew during this time period that education was the key to uplift 

and to advance their communities.  They knew that subsequently, “without more 

education, Black women and men would not have been able to enter the White-collar 

jobs that a transformed labor market, civil rights legislation, and affirmative action had 

made available” (Katz, Stern, & Fader, 2005, p. 92).  In today’s society, it is important 

for current and prospective teachers to understand the unique and specific qualities of 

the Black cultural experience (Ladson-Billings, 2000).  Black teachers hold the history 

and the connection between the Black struggle for equality and education.  Fairclough 

(2000) explained,  

 A determination to acquire formal knowledge has been one of the most striking 
 features of the black struggle for equality. Slaves' clandestine efforts to 
 understand the written word, the establishment of freedmen's schools during and 
 after the Civil War, Booker T. Washington's crusade for "industrial education," 
 the school-building campaign stimulated by the Rosenwald Fund, the fight for 
 equalization and then integration of public schools led by the National 
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 Association for the Advancement of Colored People (NAACP) -all were part of a 
 constantly changing but constantly waged struggle. In every period of their 
 history in America, blacks knew that literacy and learning were essential to their 
 freedom. (p. 67) 
 
The unique history of the Black teacher in America stems from racial injustices and the 

significant need to bring positive growth and advancement to their communities.  Futrell 

(1999) acknowledged that,  

 Communities of color viewed teaching as a profession of status, especially for 
 students who were the first in their family to go to college.  Teaching was a 
 way to contribute to the community and to make a difference in the lives of 
 children who would define the future. (p. 30) 
 
Black teachers strived to ensure their Black students were equipped with the best 

education to gain access to resources in a society that was otherwise riddled with 

roadblocks and barriers if they lacked one.     

Theme One: Teacher Expectations, Attitudes and Beliefs of Black Male Students 

 Love and Kruger (2005) discussed that successful teachers of Black children 

include African history and culture, promote an identity of self in a historical and 

cultural framework, help students create knowledge based on life experiences, and treat 

knowledge as reciprocal.  In citing research conducted by Willis (1995), the authors 

discussed further the power of teacher beliefs and student achievement.  Love and 

Kruger (2005) stated that effective teachers brought in high achieving Black role models 

to class. They also believed that students’ race and culture were essential elements in 

teaching Black children.  Positive attitudes and high expectations are key components to 

effectively teaching Black students.  The authors proposed that combining positive 

attitudes and high expectations with interpersonal interactions will ultimately prepare 
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students for success (Love & Kruger, 2005).  In their study they “created survey items 

that  [measured] teachers’ culturally relevant beliefs; [they] sampled the beliefs of those 

who [taught] primarily Black children in urban public schools and ascertained which 

beliefs [correlated] with higher student achievement” (p. 87).  Love and Kruger (2005) 

found that participants believed teaching involved creativity, attention to student 

responses, flexibility, and the importance of race, culture, and ethnicity in connection to 

real life events to students’ lives.  Teachers from Historically Black Colleges and 

Universities (HBCU) stated they connected with all of their students (Love & Kruger, 

2005).  In addition, the study found that teachers’ views about believing in the success 

of all students, teaching as giving back to the community, including parents, connecting 

with students, and in students supporting one another, all connected to their 

achievement. 

Lynn, Bacon, Totten, Bridges, and Jennings (2010) examined teachers’ beliefs 

about Black students and further discussed the implications for young Black males in 

highly impacted schools.  Their research yielded somewhat different results.  In their 

research, Lynn et al. (2010) focused on the quality of teachers, the impact of teacher 

beliefs, and on the social context of schooling for Black males.  The study took place in 

the mid-Atlantic region of the United States in the county of Summerfield.  Ninety-nine 

percent of the high school, with a population of 953 students, was Black. Critical race 

ethnography was the method used.  In interviewing teachers, administrators, and 

counselors, ideas about why Black students weren’t achieving were analyzed.  Two 
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main causes participants stated that impacted Black student achievement included: home 

and neighborhood factors, and student characteristics.   

Through a narrative, the researchers highlighted teacher comments about their 

students’ achievement.  Lynn et al. (2010) concluded that 80% of the teachers 

interviewed believed that their students were primarily responsible for their own 

achievement.  Teachers believed that students lacked motivation, lacked preparation, 

lacked interest, failed to attend class, and that their behavior and participation in street 

culture affected their achievement. Lynn et al. (2010) postulated that teachers used race 

hate speech to describe their students.  The researchers stated that they were “stunned” 

by these findings.  They furthered explained that teacher’s characterizations of their 

students were consistent with racist ideologies and their perceptions were a result of 

internalized oppression (Lynn et al., 2010).  Teachers who show animosity towards their 

students produce a sense of hopelessness and demotivate them to achieve.  Hence, 

“when teachers and administrators display a lack of faith in students, it impacts 

students’ interest in school…a lack of interest in school can contribute to school failure” 

(Lynn et al., 2010, p. 316).   

Lynn et al. (2010) explained that the frame of cultural racism, that relies on 

culturally based stereotypes and arguments, and the culture of poverty helped to explain 

the teacher responses about student failure.  Additionally, “it was also clear that social 

class differences between teachers and students provided a steady undercurrent for their 

conversations about what Black students lacked” (Lynn et al., 2010, p. 315).   
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The researchers did discover some Black male teachers who worked well with 

their Black male students in the urban high school.  They observed and interviewed six 

Black teachers and one assistant principal. These teachers were committed to the 

development of their Black male students.  They incorporated real world experiences 

and connections in their daily lessons. They spoke openly of honesty, responsibility, and 

about problems that existed in their community.  The teachers that had academic success 

with their Black male students spoke of infusing life lessons into daily instruction, of the 

need for gender specific mentoring programs, and the inclusion of parents as well as the 

importance of listening to them and offering advice.   

In speaking to a majority of teachers who did not believe they could improve the 

achievement of their Black male students, and in speaking to a few committed teachers 

who believed they could, the authors still recognized that it is not impossible to find 

successful teachers of Black male students in low-performing schools.  Lynn et al. 

(2010) examined some limitations to their study which included the small sample of 

teachers in one school district.  The questions used were also open-ended.  The authors 

concluded the study with the idea that there is a crisis of faith among schools in the 

nation where the majority of the population is minority (Lynn et al., 2010). Teachers 

must believe in the capabilities and academic capacity of their students. 

King (1993) highlighted that many Black teachers relate to their Black students 

and parents in pedagogically responsive and culturally congruent ways.  King (1993) 

expounded that teachers who form negative and misinformed expectations of their 

students based on race results in the different treatment of Black students.  This results 
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in an inferior school experience where Blacks are disillusioned about the benefits of 

school and progressively begin to fail (Ogbu, 2004). 

 Burstein and Cabello (1995) expounded on the debate about what constitutes 

good teaching for diverse student populations.  They explained that teacher beliefs are 

significant in how they instruct their students, “teaching practices reflect teachers’ 

beliefs that, in turn, reflect their own experiences and backgrounds” (p. 285).  Because 

teacher expectations of their students stem from their own cultural perspectives, they 

then act upon these expectations when instructing their students (Burstein & Cabello, 

1995).  Culture is important in teaching diverse student populations in that students’ 

experiences, developmental needs, and cultural perspectives are addressed (Burstein & 

Cabello, 1995).   

Tyler and Boelter (2008) discussed teacher expectations that are consistent 

predictors of the academic performance of their students in their article Linking Black 

Middle School Students’ Perceptions of Teachers’ Expectations to Academic 

Engagement and Efficacy.  They researched how the influence on academic 

performance stemmed from student perceptions of teacher expectations that were 

associated with competence and self-efficacy.  In their study, they used Proctor’s (1984) 

conceptual model that identifies the relationship between teacher expectations and 

student performance.  They found that overall, “students’ reports of their teachers’ 

expectations emerged as significant predictors of cognitive engagement, emotional 

engagement, and behavioral engagement, along with academic efficacy reports” (p. 37).  

In order for Black male students to achieve, one component or piece that completes the 
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puzzle of academic success is teachers who have high expectations and beliefs in their 

students.  

Theme Two:  Mentoring 
 
 Whiting (2006) discussed the importance of mentors and role models for Black 

males.  He identified different components mentors should focus on when supporting 

Black males.  Whiting (2006) described that, 

 When working with Black male teenagers, role models and mentors can focus on 
 leadership skills; notions of manhood or masculinity; developing positive 
 relationships; ways to resolve conflicts and manage anger; ways to cope with 
 social injustices; strategies for improving learning strategies and techniques (e.g., 
 study skills, organizational skills, time management skills); career development; 
 social skills; communication skills; soft skills (e.g., etiquette, diplomacy, tact); 
 and networking. (p. 226) 
  
 Wyatt (2009) conducted a study on the importance and need for a male mentoring 

program.  The author and professional school counselor created Brotherhood program in 

Chicago Public Schools.  The objective of the Brotherhood is to improve the graduation 

rate of Black males within Chicago Public Schools. At the time the research was 

conducted, the 2009-2010 cohort of Black students in Chicago were graduating at a rate 

of only 39% (The Schott 50 State Report on Public Education and Black Males, 2012).  

The group typically met on Fridays after school. A 30 week curriculum was developed 

that is based upon American School Counselor Association (ASCA) standards and 

competencies, the Nguzo Saba, and empowerment theory. (Wyatt, 2009, p. 465). 

The ASCA standards involving academic development, career development, and 

personal and social development were used in the mentoring program.  Additionally, the 

Nguzo Saba seven principles were incorporated in the mentoring program including: 
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Umoja (unity), Kujichagulia (self-determination), Ujima (collective work and 

responsibility), Ujamaa (cooperative economics), Nia (purpose), Kuumba (creativity), 

and Imani (faith) (Wyatt, 2009).  Finally, the Brotherhood mentoring program integrated 

the empowerment theory because it motivates students and their families to improve 

their existing circumstances.    

Three hundred seven students participated in the study of the Brotherhood male 

mentoring program.  Data was collected through grade point average results and through 

a questionnaire.  Wyatt (2009) found that there was a 16% increase in student GPAs of 

participants in the Brotherhood mentoring program.  Students who did not participate in 

the program performed lower academically; between 48% to 60% lower.  The results of 

the questionnaire indicated that the goals of the program were helpful, and specifically 

that the academic development aspect of the Brotherhood mentoring program always 

helped the members make connections between the importance of academics to the real 

world (Wyatt, 2009).  Mentoring groups for Black males directly support their academic 

achievement in school. 

In the article Mentoring Urban Black Middle School Male Students: Implications 

for Academic Achievement, Gordon, Iwamoto, Ward, Potts, and Boyd (2009) conducted 

a similar analysis on the Benjamin E. May’s Institute (BEMI) mentoring program in a 

large urban middle school in Connecticut.  BEMI uses positive male role models to 

impact the intellectual, social, spiritual, and physical needs of Black male adolescents 

(Gordon et al., 2009). Students were selected for the program if they repeated a grade, 

were labeled “at risk,” and showed attributes of willingness to participate, positive 
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problem-solving, determination, and focus to name a few.  Instruction was delivered by 

male teachers for students in the program and one-on-one mentors were assigned to each 

student as well.  Students in the BEMI mentoring program met weekly, were required to 

dress in professional attire, and took part in educational activities off-campus.  The 

mentoring program focused on the Afrocentric framework from the Sankofa philosophy. 

It is built on the principles of Kujichagulia (self-determination), Ujamaa (cooperative 

economics), Uhuru (freedom and social justice), and Maat (truth and order).  As a 

foundation, “building on these principles, the BEMI sought to impact self-esteem, 

responsibility, vision for success, self-discipline and positive role models for its young 

mentees.  It viewed these factors as having significant impact on the student’s academic 

selves” (Gordon et al., 2009, p. 282).  Through questionnaires and the analysis of GPAs 

and standardized test results, data was collected on 61 eighth grade Black male students.  

The Racial Identity Scale was used to measure student’s racial identity attitudes and 

included pre-encounter, encounter, immersion/emersion, and internalization subscales.  

The Identification with Academics scale was used to measure student’s self-esteem and 

academic outcomes. 

The BEMI Afrocentric mentoring program was effective in supporting the 

academic achievement of Black male students.  A non-mentored group was compared 

with the BEMI group.  BEMI students scored higher on standardized test, specifically in 

math.  The comparison group declined in academic performance from fourth to eighth 

grade, while BEMI students performed better academically over time.  BEMI 

participants had higher internalization scores, lower pre-encounter attitudes, and higher 
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identification with academic scores.  The comparison group had higher scores on the 

pre-encounter scale which identifies their inability to connect and develop relationships 

outside their immediate group.  BEMI participants, in having high internalization scores, 

were able to exhibit more positive views about their racial identity and could make 

connections socially which connected to their academic success (Gordon et al., 2009).   

The researchers identified a couple of limitations in their study, one limitation 

was the selection of the participants in the mentor group and the comparison group; 

there was no random selection.  In addition to this, the sample size was small.  With this 

said, Gordon et al. (2009) concluded that student lives were positively impacted who 

participated in the BEMI mentoring program.  The use of culturally centered modes of 

instruction, male teachers, one-on-one mentors, and experiences that positively 

impacted student’s racial identity reinforced their communities’ commitment to them 

and their success (Gordon et al., 2009).  The relationships built within the program 

impacted Black male student attitudes towards education and academic success in a 

significantly positive way. 

Theme Three:  Culturally Responsive Teaching and Culturally Relevant Pedagogy 

Culturally responsive teaching refers to the Black male teacher’s ability to 

recognize and address the unique cultural characteristics and identities of the Black male 

students that he teaches. Culturally relevant pedagogy refers to the inclusion of, and the 

explicit teaching of, content in the classroom involving aspects of the Black male 

student’s background and identity.  Culturally responsive teaching is more subjective in 
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that it pertains to the characteristics and beliefs of an individual.  This difference is 

highlighted in more detail in chapter IV through the presentation of results.   

Researchers have argued that schools do not actively involve the cultural 

characteristics of Black students.  Research has shown that culturally consistent 

instruction benefits Black students (Slavin & Madden, 2006).  McDougal (2009) 

suggested that American classrooms use a one-size-fits-all approach and ignores the 

cultural aspects of individuals from different backgrounds.   McDougal’s (2009) 

research study focused on the student’s experiences within the learning environment.  

The study was guided by an Afrocentric paradigm that explains how experiences, 

cultures, and perceptions of people who are of African descent must be a part of their 

educational experience.  The intention of the study was to “assist the educators of Black 

males to design instructional techniques that recognize the cultural capital of Black 

males so that they may have the skills and knowledge to make their communities self-

determining” (p. 435).   

The author found that Black male students learn and understand concepts taught 

when they are given an explanation of what they are learning through demonstrative 

examples.  Furthermore, they learn and understand when they are given explanations on 

how to apply what they’ve learned to their everyday life.  Also, hands-on and 

kinesthetic activities were preferred.  McDougal (2009) posited that “the African 

worldview [characterized by communalism, spirituality, and cooperation] is the basis 

from which Black youth negotiate their way through the influences of the European 

worldview [individuality, materialism, and competition]” (p. 433).  The findings 
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connect with the idea of African epistemology and its emphasis of knowing reality 

through cognitive synthesis (McDougal, 2009).  Some implications of the study 

included using “teaching strategies that use real world/real life problems as the focus for 

teaching problem-solving skills and self-directed learning” (McDougal, 2009, p. 438) In 

addition, “such a strategy would also present the opportunity to allow students to learn 

as they address problems particularly faced by the African American community” 

(McDougal, 2009, p. 438).   

 Delpit (2012) suggested that minority students must be helped to overcome 

negative stereotypes about themselves and their culture.  One way to do this is to “build 

a curricula that connect[s] to our students’ interests, thereby allowing them to connect 

the knowns to the unknowns” (Delpit, 2012, p.25).  For some minority students, new 

knowledge isn’t retained because there is not a connection made to something that they 

can relate to.  If they are only learning what the dominant culture deems to be important 

in the way that they think it should be taught, or the middle class norms of knowledge, 

they can often times be denied the “culture of power” (Delpit, 2012).  Delpit (2006) 

defined this idea or theme through five aspects: issues of power enacted in classrooms; 

codes or rules for participating in power; the rules of the culture of power are a 

reflection of the rules of the culture of those who have power; if you aren’t already a 

participant in the culture of power, being told explicitly the rules of that culture makes 

acquiring power easier; and the fifth aspect is those with power are frequently least 

aware of-or least willing to acknowledge- its existence.  Those with less power are often 

most aware of its existence (Delpit, 2006).   
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 To teach everyone the same way, and to only teach middle class values ensures 

that the culture of power remains in the hands of those who already have the power.  

The teacher isn’t the only expert in the classroom, they must recognize and build on the 

knowledge their students come to the classroom with (Dewey, 1916).  Efforts “to deny 

students their own expert knowledge is to disempower them” (Delpit, 2006, p. 33).  

Thus, there has to be an equal balance between the two.  Delpit (2006) provided an 

anecdote that explained how a teacher used a student’s knowledge of how to write a rap 

song to connect with teaching the structure of grammar, then using it to teach 

Shakespeare, and then finally pulling it all together to write for an audience.  Both the 

student and the teacher were an expert at what they knew best.  The student had a voice 

in the learning process and was able to make a real-life connection to something they 

knew and were interested in.  This idea is discussed further as Delpit provided another 

anecdote about a native Alaskan teacher teaching her Alaskan students the difference 

between their native language and Standard English.  She described how important each 

language is and when and where to use each language.  This is also identified as “code 

switching” (Delpit, 2006) and essentially provides students with the tools to acquire the 

culture of power, while maintaining and recognizing their own beautifully unique 

language.  Through the combination of recognizing student’s home culture and 

language, and adding to that knowledge the school culture and language, students are 

provided with “discourse patterns, interaction styles, and spoken and written language 

codes that will allow them success in the larger society” (Delpit, 2006, p. 29).   
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 Tatum (2008) addressed the issue of making content taught in schools more 

culturally responsive to the needs of Black male students.  With a specific focus on 

literacy instruction, meaningful texts taught to Black male students can significantly 

advance their literacy development and in turn directly affect their achievement in 

school.  Effective teachers of Black male students must be able to engage them in their 

own learning and help them make connections, to their lives and culture, with the text 

they use in the classroom.  Tatum (2008) highlighted a case study of one student from 

Chicago where teaching relevant texts has supported his literacy and achievement in 

school.  Tatum (2008) proposed using the extant reading research on adolescent literacy 

that integrates instructional practices informed by this type of research.  This research 

focused on Black males, identified various concepts of literacies and identities that 

connect to race, class, gender, and teacher supports in structuring students’ everyday 

activities in ways that maximize their engagement through uses of meaningful and 

relevant texts (Tatum, 2008).  The author specifically looked at what helps Black male 

students achieve.  He focused on literacy instruction, but also identified what teachers 

could do to support student success.   

 Tatum (2008) stated that even teachers who have a strong foundational 

knowledge for teaching reading still have difficulty teaching Black male students.  In 

promoting enabling texts, “historical accounts of the lives of African American men are 

laden with references to enabling texts” (Tatum, 2008, p. 164).  He defined enabling 

texts as texts that move beyond a cognitive focus, to include a social, cultural and 

spiritual focus.  Texts such as Richard Wright’s Native Son, and Jack Kerouac’s On the 
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Road connect to these topics.  Black male teachers have a clear tie to the historical 

events that have impacted Black males.  Through discussing these historical events and 

making meaning for their Black students, they can help them make broader social, 

cultural, political, spiritual, and economic connections.  High interest texts are the entry 

point in getting Black male students engaged. 

 Ladson-Billings (2000) asserted that, “culturally relevant teachers foster and 

support the development of cultural competence” (p. 201).  Students will be able to 

function efficiently within their culture and communicate appropriately.  Because of the 

“pervasive negative representations of Black culture, students may unwittingly ally 

themselves with schooling that tends to promote their disaffiliation and alienation from 

African American culture” (Ladson-Billings, 2000, p. 210).  Supporting cultural 

competence can be exhibited through purposefully selected curricula where the contents 

reflect a broad spectrum of humanity extant in students’ cultures (Ladson-Billings, 

2000). 

 Epstein, Mayorga, and Nelson (2011) conducted a study entitled Teaching about 

Race in an Urban History Class: The Effects of Culturally Responsive Teaching.  In 

their study they stated that “knowledge of the effects of culturally responsive teaching 

on students’ historical and contemporary views is an important element in crafting 

effective instructional practices” (Epstein et al., 2011, p. 3).  Black students should have 

the opportunity to learn specifically about people of color in history and society.  

Culturally relevant teaching affirms the experiences of people of color, and creates an 
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understanding and an appreciation for cross-racial alliances for social justice (Epstein et 

al., 2011). 

 The researchers conducted their study in a small high school in New York City.  

Epstein et al. (2011) examined the effects of culturally responsive teaching on students’ 

attitudes and understandings about race.  Data was collected through student responses, 

and beginning and end-of-year responses were compared.  The authors found that there 

were positive effects of culturally responsive teaching.  Student responses showed their 

understanding of the diversity of people of color who made contributions to society.  

They also acknowledged political movements that played a role in social justice and 

change and the ordinary people who sometimes started the movement.  Students re-

conceptualized people of color not as victims, but as people who sought freedom and 

built nations (Epstein et al., 2011).  They conceptualized the development of racism and 

could identify subtle forms and complex forms of racism.  The use of culturally 

responsive teaching utilized student’s prior knowledge and beliefs, challenged student’s 

misconceptions, and allowed students to recognize multiple causes and consequences in 

history.  Black male students specifically need to understand the politics of racial uplift 

and social change (Brown, 2009).  Black students are “products of Black history and 

members of contemporary Black community” (Ogbu, 2004, p. 28). Understanding the 

history promotes cultural competence and academic achievement in young Black 

students.  Furthermore, Ladson- Billings (1992) as cited in King (1993) posited that 

culturally relevant pedagogy ensures that Black students do not accept mainstream 
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values and concepts, yet they are motivated to change and improve a society that may 

disaffirm and oppress Blacks.  Delpit (2006) so aptly stated, 

 We can continue to view diversity as a problem, attempting to force all 
 differences into standardized boxes.  Or we can recognize that diversity of 
 thought, language, and worldview in our classrooms cannot only provide an 
 exciting educational setting, but can also prepare our children for the richness of 
 living in an increasingly diverse national community. (p. 67)    
 
 Schools in society have a responsibility to address the needs of all learners with 

sensitivity to their unique cultural, social, and academic needs. 

Literature Review Connection to Theory 

 Cultural Capital Theory (CCT) provides the foundation for the theoretical 

framework and the conceptual framework of the study.  There are four concepts that are 

weaved together with Stereotype Threat, Symbolic Interactionism, and Critical Race 

Theory.  Bourdieu (1986) identified these four key concepts: species of capital, field, 

habitus, and symbolic violence.   

 Within the first concept, there are four distinct types of capital.  Bourdieu (1986) 

defines economic capital that refers to assets or cash one has power over or access to.  

Cultural capital includes any knowledge, experience, and connections one has that allow 

him to be more successful than individuals who have different knowledge, experiences, 

and connections. Cultural capital utilizes what is valued in an institution.  It can exist as 

the embodied state, the objectified state, and in the institutionalized state.  Social capital 

is essentially who you know.  One has access to resources based on networks and 

relationships within an identified group.  Lastly, symbolic capital is when one has access 

to resources because of honor, prestige, or recognition.  
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 Consequently, individuals use species of capital when they are functioning in a 

particular field.  Fields are networks of past and present relations between positions that 

are based in capital.  Agents take particular positions in fields that are significant to the 

role they play in its functioning (Bourdieu, 1986).  Aptly, an agent’s position in the field 

is determined by the amount of capital they have.  There are different types of fields, 

such as political and academic.  Within the academic field, agents such as minority 

students can be successful when presented with species of capital that someone else may 

have that can include knowledge, connections, and experiences that can help move them 

forward within a social structure and academic field.    

 Bourdieu (1986) argued that everyone has a habitus, or learned disposition that is 

created and shown through their external social structures that have been acquired in 

life. Because habitus is an internalized state, reflection is rare because reactions are 

learned and socialized within the individual. 

 The fourth and final key element that Bourdieu explains is symbolic violence.  

This concept is controlled through cultural structures such as language, images, and 

symbolic meanings that allow individuals to accept their own domination because of 

imposing cultural structures. Cultural Capital Theory guides the research with the notion 

that Black male teachers utilize social and academic resources, or capital, to instruct 

Black male students in ways that mitigate negative social structures to promote and 

maintain their academic success.    

 The first theme identified in the literature review: teacher expectations, attitudes, 

and beliefs, connects to the theoretical foundation of CCT in terms of symbolic violence 



 

56 

  

and field.  Stereotype Threat is the underlining theory that is used to express the 

connection between a teacher’s beliefs about his students in the educational field.  

Mechanisms of symbolic violence can negatively impact student achievement because 

of the perceived stereotypes imposed upon them.  Symbolic violence comes in various 

forms, “the most prevalent forms of contemporary racism in US schools is deficit 

thinking” (Yosso, 2005, p. 75).  Cultural Capital plays a significant role in the field of 

education because it is the essential mechanism behind the reproduction of social 

inequality (Bourdieu, 1977 as cited in Jaeger, 2009).  Deficit thinking stems from the 

belief that students lack the skills, capacity, and parental support needed to succeed and 

do well in school.  Positive expectations, attitudes, and beliefs from teachers are 

components that must be used to support student academic achievement.  Negative 

perceptions, deficit thinking, and symbolic violence must be combated in the field of 

education so institutionalized stereotypes cease to fester in academic arenas.  Within the 

educational field, groups or agents acting in the field must have the right kind of capital 

to exist and function.  Cultural capital serves as a power resource, and it can only be 

gained if all students have an equal right and opportunity to it (Dumais, 2002).  This 

starts with teacher expectations, attitudes, and beliefs about Black male student 

achievement.    

 Schools contribute to social reproduction as “educational attainment is not an 

individual achievement in any meaningful sense of the word, and schools are not 

transmitters of opportunities but active agents of social reproduction” (Kingston, 2001, 

p. 88).  Teachers are agents acting in the field of education, and have the capacity to 



 

57 

  

positively impact social reproduction.  Along the same vein, “the social reproduction 

perspective has proved especially useful in attempts to gain a better understanding of 

how race and class influence the transmission of educational inequality” (Lareau & 

Horvat, 1999, p. 37).  The belief systems of Black male teachers towards their Black 

male students are innately connected through a collective identity stemming from 

experiential knowledge.  The educational system assumes the possession of cultural 

capital, and social inequalities are legitimated by the educational credentials held by 

teachers, thus the educational system has a role in maintaining the status quo (Sullivan, 

2001).  Black male teachers within school systems have the capacity to address the 

status quo by acting as agency for Black male students in order to address the structure 

of inequity in school systems.  Focusing on individual interactions and interventions 

between teachers’ and students’ expectations, attitudes, and beliefs, Bourdieu’s CCT 

allows for a better understanding of the relationship between structure and agency, and 

the difference between the possession and activation of capital and resources (Lareau & 

Horvat, 1999). Teachers can be the facilitators to change the status quo for Black male 

students through maintaining high expectations and beliefs, and having a positive 

attitude toward the academic capabilities of their students. 

 The second theme identified in the literature review, mentoring, connects to the 

theoretical foundation of CCT in terms of habitus.  Symbolic interactionism is the 

underlining theory that is used to express the connection between the mentoring abilities 

of teachers that can be used as a resource and tool to address negative social forces and 

negative social interactions.  Additionally, mentoring connects to “habitus, or one’s 
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view of the world and one’s place in it, [as] an important consideration in trying to 

understand how students navigate their way through the educational system” (Dumais, 

2002, p. 45). Black male students consequently have a disposition that may have been 

unknowingly acquired due to their interactions with those from other ethnic 

backgrounds and races, and due to actions that have been expressed towards them 

because of their gender and race.  An individual’s habitus is significant in that   

 Habitus is one’s disposition which influences the actions that one takes; it can 
 even be manifested in one’s physical demeanor, such as the way one carries 
 oneself or walks.  It is generated by one’s place in the social structure; by 
 internalizing the social structure and  one’s place in it, one comes to determine 
 what is possible and what is not possible for one’s life and develops aspirations 
 and practices accordingly.  This internalization takes place during early childhood 
 and is a primarily unconscious process. (Dumais, 2002, p. 46) 
 
Because students and teachers come to school with a habitus that has already been 

developed, it is important that each is aware of their belief systems and their 

interpretations of actions by them and towards them. Symbolic interactionism contends 

that interactions between individuals guide actions and behaviors (Evans, 2007).  

Because of others in any given situation, individuals act as they do, while subsequently 

attaching meaning to those actions (Evans, 2007).  Mentoring is an essential aspect, and 

a very significant element, of the conceptual framework as a means that Black male 

teachers can effectively employ to support their Black male students in addressing 

negative social forces and interactions from others.  The capital that they can provide 

can help students navigate certain social situations where they are aware of the symbolic 

interactions and the habitus of individuals.  Knowing this can give them knowledge to 

act and react in such a way that will give access to opportunities, or to deescalate 
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potential negative perceptions that may occur because of their race and gender.  

 Through this vital mentoring component, a Black male teacher can help a Black 

male student define how he sees himself in a particular situation, how others see him, 

and how to act appropriately to achieve an intended outcome.  In recognizing cultural 

codes and school norms, “Bourdieu has argued that schools reflect and are responsive to 

the cultural orientations of the dominant class” (Kingston, 2001, p. 89).  In saying this, 

Black male teachers who act as mentors to their Black male students are the change 

agents and bridges to gain equal access to educational opportunities that thusly translate 

to valuable capital that can carry over into the democratic society.  As a result of the 

Black teacher experience, the identification of cultural codes, the identification of what 

is perceived as acceptable behavior and/or interactions in the field of education, Black 

male students can achieve educational success while still maintaining their own cultural 

and ethnic connections given this knowledge.   

 The effect of White privilege in America grants individuals of the group unspoken 

and unacknowledged advantages (Rothenberg, 2012; Wise, 2011), and the counter effect 

works against Black males in America; in most cases negatively impacting the 

educational attainment and outcome of Black males in society.  Consequently, “because 

education is the predominate pathway to economic success, it is hard to overestimate the 

significance of the connection between social privilege and academic success” 

(Kingston, 2001, p. 88). The innumerable negative symbols of Black males have been 

internalized by the group and society as a whole.  A mentoring component to a school 

program that is facilitated by Black male teachers can be used to help address the 
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habitus of individuals, the symbolic interactions, and the negative social forces and 

social interactions.  

 The third theme identified in the literature review, culturally responsive teaching, 

connects to the theoretical foundation of CCT in terms of species of capital.  Critical 

Race Theory (CRT) is the underlining theory that is used to express the connection 

between instructional practices that occur within the classroom setting, and its capacity 

to address inequalities in instruction so all students have equal access to curriculum that 

reflects their diversity, and consequently improves their academic achievement.  

 Species of capital according to Bourdieu’s CCT includes four types; economic, 

cultural, social, and symbolic capital.  As the basis of the theory, “the concept of cultural 

capital is often used to explain how, in addition to traditional socioeconomic and family 

background characteristics, cultural knowledge, traits and behaviors also affect 

educational outcomes” (Jaeger, 2009, p. 1943).  Having access to these four types of 

capital can significantly increase an individual’s future in society if they not only 

possess them, but also know how to effectively use them for a specific and intended 

outcome.  Within this model, “it is crucial to Bourdieu’s theory that cultural capital 

actually does facilitate educational success, and that educational success actually is 

associated with occupational advantage” (Sullivan, 2001, p. 895).  To implement the 

model of practice, it is necessary to contemplate both an individual’s capital and their 

orientation towards using capital (Dumais, 2002).  Having access to economic, cultural, 

social, and symbolic capital is one thing, but being able to understand its benefits of use 

is another.   
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 It is posited that in order to root out inequality and provide Black male students 

with equal access to curriculum and resources, culturally responsive teaching, and 

culturally relevant pedagogy and practices can support their educational attainment by 

reflecting and acknowledging their unique culture.  There is at times a “contradictory 

nature of education, wherein schools most often oppress and marginalize while they 

maintain the potential to emancipate and empower” (Yosso, 2005, p. 75).  Yosso (2005) 

described that CRT in education counters white privilege and dominant ideology, while 

centering and validating the experiences of People of Color.  Within the third theme 

identified, culturally responsive teaching, as a component of what Black male teachers 

utilize to instruct Black male students, “Critical Race Theory expands the view of 

cultural capital in that it recognizes the value of what African American cultures bring 

to the educational setting” (Yosso, 2005, p. 76).  With the changing demographics 

within school institutions across the nation, culture influences many aspects; how 

society is organized, how policy is implemented, and how school curriculum and 

pedagogy is developed (Richards, Brown, & Forde, 2007; Yosso, 2005).   

 Culturally relevant teachers are part of the communities in which they teach, they 

also adamantly believe in and have high expectations for their Black male students 

(Lynn, 2006).  They use the capital they possess to help to improve the social conditions 

of Blacks.  Culturally relevant teachers show a commitment to their students and use 

their classroom as a tool towards promoting student success.  Franklin (2002) discussed 

the history of Black education and the use of capital, “to mobilize the collective 

resources in the local and national black community- cultural capital- to improve the 
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quality of schooling made available to African American children to prepare them as 

contributing citizens to American society and leaders in the African world” (p. 180).  

Through the lens of Critical Race Theory, the nurturing and empowering value of 

culturally responsive teaching practices by Black male teachers towards their Black 

male students highlights how their encouraging and positive contributions to the 

educational setting can support student achievement.  Thus, “achieving social justice in 

education requires analysis of inequalities in not only financial and human capital across 

schools, but also social and cultural capital” (Ciabattari, 2010, p. 119).  

 Black male teachers who utilize the social and academic resources of having high 

expectations, attitudes, and beliefs towards Black male students; exhibiting and using 

key mentoring characteristics towards Black male students; and actively teaching using 

culturally responsive teaching practices, help to address negative stereotypes in the 

educational field.  They address symbols of negative social constructs that influence 

social forces and social interactions towards and by Black male students, and they 

address inequity in curriculum offerings by including culturally responsive teaching 

practices that show Black male culture in a positive light which acknowledges their 

positive contributions to society.  Black male teachers, as a result, act as agency for their 

Black male students by providing them with social and academic resources in the form 

of capital.  Because culture and education do interact on many levels, Black male 

teachers can therefore help to combat the social reproduction of inequality in American 

schools (Roscigno & Ainsworth-Darnell, 1999).                            



 

63 

  

Summary 

 It is not assumed that only Black males can teach Black male students, but rather 

it is of great significance that the social and academic resources, perceptions, cultural 

and historical views, and pedagogical abilities of Black male teachers can be employed 

to address the academic issues facing Black male students today.  Positive, culturally 

competent, adequately prepared, professional and successful Black male teachers can be 

the mentors and role models young Black male students need to succeed.  Through their 

transference of capital, Black male adolescents can receive the needed knowledge and 

resources to function and achieve in the field of education.  
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Chapter III 

Methodology and Research Design 

 In a time where Black male students are not performing academically at the same 

level as other sub-groups, understanding and identifying strategies that support their 

educational achievement is of great importance.  A drastic drop in Black male 

achievement is seen specifically at the secondary school level (NCES, 2007). This is a 

critical time in their educational career when they should begin to take higher level 

courses, be exposed to more critical thinking, and apply problem solving skills through 

making connections to real-world experiences and issues (Freire, 1993).  In contrast, 

Black male students unfortunately are only graduating at a rate of fifty-percent, are in 

lower level classes, are dropping out of high school, and therefore are not matriculating 

to college (Noguera, 2003).  They are unable to gain access to power and resources 

through utilizing capital (Bourdieu, 1986), and thereby are not growing as a group of 

individuals who positively contribute to an increasingly diverse national community.  

This study seeks to understand and identify how Black male teachers can use social and 

academic resources to promote the academic achievement of Black male students in 

urban secondary schools.   Thus, this study examined how the Black male teacher, 

utilized as agency, can promote achievement in Black male students. 

Qualitative Research Questions 

 The research study is guided by the central question:  How do Black male 

teachers utilize social and academic resources to promote the academic achievement of 
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Black male students within urban secondary schools?  The following sub-questions 

support this inquiry: 

 1. How do Black male teachers make use of cultural capital to instruct Black male 

 students?  

 2. How do Black male teachers develop and position themselves as role models 

 and mentors to support the academic achievement of Black male students? 

 3. How do Black male teachers conceptualize and integrate culturally responsive 

 teaching methods and culturally relevant pedagogy to facilitate learning for Black 

 male students? 

Maxwell (2013) suggested that the research questions are at the center of the research 

design. More importantly, the research questions connect directly to all other study 

components: goals, conceptual framework, methods, and validity.   

Research Design 

 Yin (2014) reasoned that “the distinctive need for case study research arises out of 

the desire to understand complex social phenomenon” (p. 4).  McCaslin and Scott 

(2003) asserted that case studies are best suited for investigations of bounded systems in 

qualitative research that focus on an issue shown by the unit of analysis, or the case 

itself.  Merriam (2009) defined a case study as being "an in-depth description and 

analysis of a bounded system" (p. 40).  For this study, the cases of interest are Black 

male teachers in three urban middle schools who seek to improve Black male student 

academic success and their matriculation onto higher education.  The individual teachers 

are the cases, and how they implement social and academic strategies while teaching 
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Black male students in the context of the classroom setting is the focus.  Case study 

methodology was chosen to examine this phenomenon because it enables the 

exploration of a decision-making process in the context of a bounded system through the 

use of multiple sources of information- typically from interviews, observations, and/or 

document review (Merriam, 2009; Yin, 2009).    

 Another methodology considered but not implemented was an ethnography.  An 

ethnography involves the researcher being immersed in the everyday lives of the 

participants in the group, and it focuses on an entire cultural group whereby the 

researcher “describes and interprets the shared and learned patterns of values, behaviors, 

and language of a culture sharing group (Crotty, 2007, p. 68).  This type of methodology 

was not implemented as the researcher did not interview students, and observations were 

only conducted twice in the classroom setting for each teacher.  Additionally, the focus 

of the research is directed to the teachers as the cases.     

 The investigation studied provides a comprehensive understanding of what Black 

male teachers intentionally do to promote the academic success, in the context of the 

classroom setting, of Black male students through the utilization and transference of 

capital.  Through analyzing this phenomenon, “qualitative case studies share with other 

forms of qualitative research the search for meaning and understanding” (Merriam, 

2009, p. 39).  Additionally, “case study is the best plan for answering the research 

questions… case study offers a means of investigating complex social units consisting 

of multiple variables of potential importance in understanding a phenomenon” 

(Merriam, 2009, p. 50).  Hence, case study design was advantageous to study this 
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phenomenon under investigation.  It offered insight and illuminated meaning that has 

the potential to advance the field of education through informing policy by evaluating 

programs (Merriam, 2009). 

Theoretical Perspective 

 The theoretical perspective is the philosophical stance behind the methodology, 

and provides a context for the process involved (Crotty, 1998).  An interpretivist view is 

used to explain and understand social and human reality (Crotty, 1998).  This study 

sought to understand how Black male teachers promote academic achievement in their 

Black male students by the transference of capital through high expectations, through 

mentoring, and through culturally responsive and relevant teaching practices.  By way 

of application of social and academic resources, the Black male teacher has the capacity 

to hold a “culturally derived and historically situated interpretation of the social life-

world” (Crotty, 1998, p. 67).   

 Black male teachers possess a social connection to their Black male students by 

way of experiences they hold in being Black and male in American society today.  

Creswell (2007) posited that in interpretive research projects, participants may represent 

marginalized and underrepresented groups such as minorities and immigrants. The 

research problem and questions aimed to understand the conditions in society that 

disadvantage individuals, specific to inequalities in society.  Black adolescent males are 

a group in contemporary society that are not achieving at the same rate academically as 

other sub-groups.  This study aimed to gain an understanding, through an interpretivist 

lens, of how Black male teachers can impact the achievement of their Black male 
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students.  The foundational theory guiding this research is Cultural Capital Theory, used 

in conjunction with three additional theories: Stereotype Threat connects to the theme of 

expectations, attitudes, and beliefs; Symbolic Interactionism connects to the concepts of 

mentoring; and Critical Race Theory connects to the theme of culturally responsive 

teaching.    

Research Procedures 

Setting/Context 

 This research study focused on Black male teachers working in three urban 

middle schools.  The case study setting is three middle schools in the northeastern 

region of the United States. The middle school selection was based on racial 

composition and site where at least 50% of the population is Black, and all schools were 

based in an urban location.  Schools selected also had to have met annual yearly 

progress on the state assessment in reading and in math.   

 Middle school is a significant time in a child’s life according to Akos and Ellis 

(2008) who explained that, “the emergence of middle schools [was] an attempt to attend 

to the unique growth and development of the emerging adolescent” (p. 26).  

Additionally, this is a time where puberty impacts a student’s social and emotional 

development where identity formation is a key developmental task (Akos & Ellis, 

2008).  In looking to address the needs of Black male students, research suggests that 

the middle school child is at a significant point in their lives where they begin to 

internalize and act on societies expectations (Akos & Ellis, 2008).  Table 1 presents the 

characteristics of the school sample. 
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 The embedded units of analysis within each middle school setting are subject-

specific teachers of English, Science, or Math; a particular group of Black male teachers 

who work in these urban middle schools.  The classroom-teacher-student setting 

presents a bounded system for the case study, in which a Black male teacher is 

responsible for instructing students throughout the course of the school year at a regular 

time and place, and in a particular discipline area, e.g. English, Science, or Math.  The 

phenomenon studied is significant because it may influence educational policy, 

especially in areas where there is a high minority population, in terms of the recruitment 

and retention of Black male teachers. Additionally, the identification of key instructional 

practices and supports that facilitate Black male student success is a significant factor.  

Table 1 presents the complete selection criteria for identifying settings of interest for 

this study. 

Table 1: Selection Criteria for Middle School and Class Setting 
School Type Middle school 
School Location Urban 
Academic Achievement as defined by Met proficient standard on state 

assessment in reading and math 
Grade Span Grades 6, 7, and/or 8 
Individual Class Student Population At least 50% or more Black  
Years School in Operation At least 2 years or more 
School Size Minimum of 500 students 
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Participant Selection 

 Purposeful sampling is used in qualitative research as it “involves studying 

information-rich cases in depth and detail” (Patton, 1999, p. 1197).  Miles, Huberman, 

and Saldana (2014) stated that “qualitative researchers usually work with small samples 

of people, nested in their context and studied in-depth” (p. 31).  Miles et al. (2014) also 

noted that “qualitative samples tend to be purposive rather than random” (p. 31).  

According to Merriam (2009), to find the best case study the researcher must “establish 

criteria for what constitutes a successful program; then [the researcher] would select a 

program that meets those criteria” (p. 81).   

 This study identified a purposeful sample of Black male teachers of English, 

Math, or Science teaching grades 6, 7, and/or 8 as individual cases and the unit of 

interest.  The core subjects are an important selection criterion as these core subjects 

play an important role in academic achievement of all students, in general, and together 

constitute the core focus of state mandated tests in middle schools across the country.  

Six teachers, two from each subject area identified, make up the sample and unit of 

analysis. Participant selection criteria and school context are presented in Table 2.  
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Table 2: Demographics of Black Male Teacher Cases and School Context 
Case Criteria Mr. 

Easton 
Mr. 

Michaels 
Mr. 

Johnson 
Mr. 

Davis 
Mr. 
Taft 

Mr. 
Lane 

Gender (male) Yes Yes Yes Yes Yes Yes 
Race (Black) Yes Yes Yes Yes Yes Yes 
Experience 
Teaching (2 
years or more) 

10 years 2 years 14 years 24 years 2 years 7 years 

Subject 
Teaching 

Math Math Eng. Eng. Sci. Sci. 

Grades  
Teaching 

6 & 7 8 6 7 8 7 & 8 

2014-2015 
Class 
Demographics 
(no. Black and 
male) 

17/21 
students 
10 Black 

males  

26/29 
students 
9 Black 
males 

12/12 
students 
4 Black 
males 

14/17 
students 
6 Black 
males 

27/32 
students 
7 Black 
males 

22/30 
students 
9 Black 
males 

School Size 
(min. 500) & 
Name  

879 
Kennedy 
Middle 

547 
Clark 

Middle 

652 
Reid 

Middle 

547 
Clark  

Middle 

652 
Reid 

Middle 

547 
Clark 

Middle 
School 
Performance 
(met AYP in 
reading and 
math) 

Yes Yes Yes Yes Yes Yes 

AYP = Annual Yearly Progress 
  

 The phenomenon being investigated was explored through interviewing Black 

male teachers, observing classroom lessons, and analyzing documents in relation to 

Black male student academic success.  The sample addressed the research questions and 

the conceptual framework.  As the unit of analysis, selected teachers, two from each 

subject area identified, reported employing some form of social and academic resources 

through the means of high expectations, mentoring, and culturally responsive teaching 

methods to instruct their students.   

 Selected teachers had at least two years of teaching experience in their respective 

subject area with class compositions that reflected at least 50% of Black male students 
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who are making gains in academic achievement; receiving grades that were not failing.  

Selected teachers also had a consistent track record of students matriculating upward 

through the grades with success.  Patton (1999) posited that “rigor in case selection 

involves explicitly and thoughtfully picking cases that are congruent with the study 

purpose and that will yield data on major study questions” (p. 1197).  Because of this, 

initial investigation was undertaken to assess the suitability of the site and participants 

for the research prior to fieldwork.   

 Data collected and findings presented in the following chapter are from six semi-

structured interviews with six Black male middle school teachers in the northeastern 

region of the United States.  The interviews were conducted between December 2014 

and February 2015.  Two math teachers, two English teachers, and two science teachers 

were interviewed.  Each interview lasted between 40 to 60 minutes.  The purpose of the 

interviews was to identify what social and academic resources are used by teachers, as 

transference of capital, that positively impact the academic achievement of their 

students.  In addition to the interviews, a total of 12 observations were conducted.  Each 

teacher was observed twice during classroom instruction.  Observations lasted between 

45 to 60 minutes.  Triangulation was used through interviews and documents associated 

with the observations as a cross data validity check.   

 Participants for the study were identified by the investigator through researching 

the demographics of each school where the population was at least 50% Black.  Each 

school’s overall performance data on the state assessment was also reviewed.  Selected 

schools that were contacted were schools that made annual yearly progress in math and 
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reading.  After receiving permission at the district level, the researcher then sent out an 

email to the principals of identified schools requesting permission to interview Black 

male teachers of English, math, or science.  

 It was very difficult during the first month to acquire participants to interview.  

Ten out of 19 principals responded to the research request, with one principal stating she 

would participate, seven stating they would not, and two who did not respond at all.  

After emailing selected schools twice over the course of four weeks, the researcher 

followed up by calling each school.  When permission was granted at one school, the 

investigator reached out to the teachers via email to set up a time to meet at the school 

location. Not all teachers who were identified by the principal agreed to participate.  

Some teachers noted that they had a lot on their “plate” and would not be able to support 

the research.  Other teachers communicated that they were not willing to participate.  

After the first two interviews were conducted in December 2014 with participants, the 

researcher used snowball sampling by asking the teachers that were interviewed if they 

knew of any other teachers who met the requirements and who would be willing to 

participate in the study.  The first participant interviewed was very helpful and reached 

out to Black male teachers he knew. He shared the requirements and consent form with 

them, and they then contacted the researcher if they were interested.  The use of 

snowball sampling allowed the researcher to acquire participation from the last four 

teachers needed for the research.  The final interviews and observations were then 

scheduled in January and February of 2015.   
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Teacher Information 

Teachers 

 Six Black male teachers from three different middle schools, all located in the 

same state, make up the sample for the interviews and data collected.  The teachers’ 

range of experience is between two years teaching to over 20 years teaching.  All 

teachers taught in their current school for at least two years.  The teacher with the 

longest teaching experience at his particular school was in his 10th year.  One teacher 

was interviewed from Kennedy Middle School, two from Reid Middle, and three from 

Clark Middle School.  More information regarding each teacher is detailed in the 

teacher profile section in chapter IV.   

Data Collection Procedures 

 Because case study methodology is an intensive and holistic analysis of a single 

bounded unit, the researcher draws on multiple sources of data to build the case through 

examining individuals in an organization (Creswell 2007; Merriam 2009).  Yin (2009) 

stressed the importance of using multiple sources of evidence in case study research, 

such as interviews, observations, and documents, to develop “converging lines of 

inquiry [as] a process of triangulation and corroboration” (p. 115).  Through these data 

collection procedures, case study research was applied to build a rich picture of the 

phenomenon.  Data was collected through one semi-structured interview, two classroom 

observations, two follow-up observation conferences, and through the analysis of 

documents in relation to the observed lessons.  In this study, semi-structured interviews 

were the main form of data collection, with classroom observation and document 
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analysis as supporting data sources.  The trustworthiness of the study claims was 

strengthened through the use of multiple methods of data collection to triangulate 

findings.  A summary table showing the alignment of research questions, methods, and 

conceptual framework was used to guide the researcher in analyzing the data and to 

strengthen coverage of all components of the research (see Table 3). 

Table 3: Summary Table of Research Questions, Methods, and Conceptual 
Framework 
Research 
Questions 

Overarching research question: How do Black male teachers utilize social and 
academic resources to promote the academic achievement of Black male students 
within an urban secondary school?  
Sub-questions:  
1. How do Black male teachers make use of cultural capital to instruct Black male 
students?  
2. How do Black male teachers develop and position themselves as role models and 
mentors to support the academic achievement of Black male students? 
3. How do Black male teachers conceptualize and integrate culturally responsive 
teaching methods and culturally relevant pedagogy to facilitate learning for Black male 
students? 

Key 
components 
of 
conceptual 
framework 

Cultural Capital 
Social Resources Academic Resources 

1. Expectations, Attitudes, Beliefs 
2. Mentoring and Role modeling 

3. Culturally Responsive Teaching 
4. Culturally Relevant Pedagogy 

Data Sources   

Teacher 
Interview 

 Teachers of English, Math, and 
Science 

 Teachers of grades 6, 7, and/or 8 

 Teachers of English, Math, and     
     Science 
 Teachers of grades 6, 7, and/or 8 

Observation  Classroom observations  
o Interactions between 

teacher and student 
o Room arrangement 

 Classroom and school wide 
visual displays 

o Posters 
o Bulletin boards 

Document  Lesson plans 
 Student assignments 
 Student work 

 Instructional materials that 
reflect the culture, background, 
language, and interests of the 
group of students taught 

 Text including but not limited 
to novels, short stories, audio 
and video presentations, 
primary and secondary 
resources 
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Teacher Interview 

 Interviews with Black male teachers were conducted using a semi-structured 

interview protocol where all questions were asked, but used flexibly in that the 

researcher could probe to get more information from the participants based on their 

responses.  The goal of the interview was to identify what social and academic 

resources are used by teachers, as transference of capital, that positively impact the 

academic achievement of their students.  The interview protocol was designed to 

address the research questions and the conceptual framework.   

 The protocol is organized by two headers; social resources and academic 

resources.  Within these two headers, the three identified concepts; expectations, 

attitudes, and beliefs; mentoring; and culturally responsive/culturally relevant teaching 

practices, correlate with individual questions in the interview protocol.  The theories 

and foundation of the conceptual framework were also addressed in the interview 

protocol.    

 For example, teacher responses to question 14, In the presence of negative 

stereotypes, how do you address student academic identity issues?, helped to address 

successful social resources utilized by Black male teachers. For example, Mr. Taft 

shared his response to this question, “I let them know that I used to be that way; that I 

fell into the stereotypes.  I had to step out of that mindset so I wouldn’t end up as a 

typical Black male statistic.”   Through the probing question connected to number 14, 

What negative stereotypes do you want your students to know about and know how to 

confront? Negative symbols? Negative dispositions? Can you give me an example? Mr. 
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Lane offered in his interview a further explanation of stereotypes connected to Black 

males including slouching, wearing a hoodie, walking slowly down the hall, and 

wearing their pants low.  He shared that all of these stereotypes create a negative 

perception of Black males, but that they can be addressed by sitting up straight, 

speaking politely and being respectful.  Probes were asked to gain more information 

during the interview. Probes helped the participants expand upon their worldview, 

position, and meaning in regards to the questions posed. In this way, a better 

understanding was illuminated surrounding the focus and issue being investigated.  

These are just two examples of how the data was collected and analyzed under either 

social or academic resources.  

 Glesne (2006) described that the interview questions must fit the topic, be 

anchored in the cultural reality of the respondents, and the answers they elicit must 

illuminate the phenomenon of the inquiry.  With this in mind, presupposition questions 

were developed, that is, questions that presuppose the respondent has something to say 

rather than leading them to answer in a specific way (Glesne, 2006).  For example, 

question 6 in the interview protocol is, What do you believe your role is as a Black 

male teacher in this society?  This question is open to teacher interpretation of belief 

that they have a role, or not, and can be explained as such.  For example, Mr. Johnson 

shared that his role is getting his Black male students to “open up” when they are 

having a difficult time.  Also, having someone to go to that the students can identify 

with “who is going [through] the same thing that you went through” is a role that he 

believes he plays as a Black male teacher.  
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 The semi-structured interview highlighted and explored each participant’s actions, 

interpretations of situations, feelings, and beliefs.  The interview protocol has both 

more structured and less structured questions, there were specific information required 

from all participants and all questions were used flexibly (Merriam, 2009).      

 The semi-structured interview protocol described was used with Black male 

teachers.  During the interview conducted by the researcher, a digital audio recorder 

captured the dialogue.  The interviews took place in a location within the school that 

was agreed upon by both the researcher and the participant.  All interviews took place 

in the teachers’ classrooms.  The interview protocol consisted of 20 questions including 

probes.  The protocol was first piloted with a group of three Black male teachers, and 

then questions were adjusted thereafter to support the answering of the research 

questions.  In that, the interview protocol was predetermined before conducting the 

study.  Its use is generalizable in that it has the potential to be used in other studies 

looking to identify how, for example, Black female teachers or Hispanic male teachers 

transfer capital to their like student group of the same background. 

 After each interview, a pseudonym was selected for each participant to be 

anonymously identified by in the research description and analysis.  Interview data was 

collected using this specifically designed interview protocol that addressed the goals of 

the research study (see Appendix B).   

Classroom Observation and Field Notes 

  Classroom observations provided a secondary source of data for understanding 

Black male teachers’ use of social and academic resources in their instruction.  Through 
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classroom observations and informal observations around the school, descriptions of 

instruction and verbal exchanges were documented.  For example, the researched noted 

while observing a science class that the teacher used computers and assigned each 

group of students to a rotation where they looked at plant and animal cells.  In a math 

class, it was observed students moving through rotations as well.  In the second 

observation of the math class, students were engaged in an interactive game of solving 

word problems and shooting paper basketballs when they got an answer correct.  

Verbal exchanges were also noted during observation and explained in more detail in 

chapter IV.  Of interest was describing how Black male teachers make use of social and 

academic resources as they interacted with their Black male students during a formal 

class lesson and informally during the school day.  According to Merriam (2009),  

elements of the context and human behavior that are observable may include the 

physical setting, participants’ actions and interactions, activities, conversation, subtle 

factors, and the researchers own behavior as an observer.  The observation was 

scripted, and an observation protocol was used to record information (see Appendix C).  

Significant lesson components and teacher-student interactions were captured through 

observation and documented.  For example, classroom set-up, student grouping, and 

verbal exchanges and interactions were noted on the observation protocol.  All of the 

classes observed were set up in student groups.  This observation was significant in that 

learning was not isolated for students, but structured student discourse was welcomed 

and encouraged in the classroom. A “teaming” component was observed in two classes.  
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Each teacher participant’s classroom was observed twice, followed by two post-

observation interviews.   

 The second sources of observation data came from field notes.  Through taking 

detailed field notes, the researcher observed the teachers and students in the general 

school setting, namely in the hallways.  Written descriptions of the setting, activities, 

and participants; direct quotes of what was said; and teacher-student interactions were 

noted.  In one school, there were college pennants displayed around the building, and 

above each teacher’s doorway, showcasing the college they went to.  This particular 

middle school was an AVID school; Advancement via Individual Determination. The 

focus being that all students would be college ready and would go to college after 

matriculating through middle school and high school.  The researcher’s feelings, 

hunches, initial interpretations, speculations, and working hypothesis were also noted in 

the field notes (Merriam, 2009).   

 After each observation, the researcher summarized the observation and field 

notes.  Additionally, at this time the researcher wrote memos identifying additional 

thoughts based on the data collected.  Merriam (2009) warns that, “it is imperative that 

full notes in a narrative format be written, typed, or dictated as soon after the 

observation as possible” (Merriam, 2009, p. 129).  Within a day of each class 

observation, the post-observation interview was conducted using a semi-structured 

protocol format following each observed lesson (see Appendix C).  Merriam (2009) 

defines highly descriptive as, “enough detail” such that “readers feel as if they are 

there, seeing what the observer sees” (p. 130).  The observation protocol was first 
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piloted to support the researcher’s adept ability to further develop a short hand for 

noting student talk, and student exchanges with each other and the teacher. Glesne 

(1999) suggested that the researcher “pilot [her] observations and interviews in 

situations and with people as close to the realities of [the] actual study as possible” 

(p.38).  The pilot study was also used to test the length of the interview, and the 

substance and language of the interview questions (Glesne, 1999).           

Document Review 

 The third source of data includes teacher lesson plans and teacher created student 

assignments.  Documents were used as a part of analysis to see if there was a connection 

to what the teacher stated in the interview to what was observed in class.  Mr. Easton 

spoke of using sports to teach math in his interview, and it was observed twice; first in 

in an integer lesson and second in a math word problem lesson.  Along the same lines, 

Mr. Davis shared a student classwork sheet on identifying figurative language examples 

within song lyrics.  He spoke of culturally relevant pedagogy and shared documents that 

supported the lesson he was observed teaching.  

 Over the course of the research window of December 2014 through February 

2015, student assignments that were created and used as an academic resource to 

support the instructional practices of teachers were analyzed along with each teacher’s 

data from their interview. Based on the instructional methods teachers employed in the 

classroom, focusing on the social and academic resources identified in the literature, the 

resulting student success was a component used to address the connection between the 

two. In the post-observation interviews, teachers had the opportunity to speak to their 
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students’ academic success in their particular classroom in regards to the social and 

academic resources they used.  Mr. Lane noted that all of his Black male students are 

doing well and are all passing with an A, B, or a C in his Science class; he shared that 

none were failing. He attributed their success to, “I try to connect lessons to things they 

like...science can be interesting for my Black males if it relates to them. I incorporate 

technology and use interactive labs...I also allow them to move through rotations.”  Mr. 

Lane also shared that he uses their language to get his Black male’s attention and get 

them interested in the content of his science class.  In Mr. Michaels’ Pre-Algebra class, 

he shared the results of the students’ exit cards on solving three step equations.  He 

shared that even though his style of teaching was very different than some of the other 

teachers in the school, his students, specifically his Black males “...get the content, they 

perform well in my class because I understand how they learn and what their 

personalities are like.”  Teacher lesson plans and student assignments were used to 

analyze the academic resources that supported student achievement.  Teacher lesson 

implementation was addressed through a post-observation interview.  Through these 

relevant documents, their purpose was verified by identifying “its origins and reasons 

for being written, its author, and the context in which it was written” (Merriam, 2009, p. 

151).  

 A system was used to catalogue documents associated with each participant 

teacher for later analysis.  A folder for each teacher was created where field and 

observation notes, memos, copies of student assignments, and the transcribed interview 

were kept.  Supporting documents for classroom observation included mainly student 
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assignments; these were from observed lessons.  These included documents related to 

the classroom observations, as well as documents the teacher referenced during the 

interviews (see Appendix E).   Some valuable documents that connected to the 

interviews and observations included an English handout on figurative language, and a 

math word problem worksheet.  They were valuable pieces of data because they 

affirmed the use of culturally relevant teaching and pedagogy utilized by the Black male 

teacher to encourage and positively highlight their culture. During and following each 

school visit, collected documents were copied, identifiable names (teacher, school, or 

student) were removed, and an assigned alphanumeric identification was noted.  To 

contextualize each document, a short description was added with appropriate 

information and connections to other data.   

Human Subject Authorization  

 After receiving permission at the district level, an invitational letter was sent to 

principals first requesting permission to approach potential participants for the study.  

The letter was sent by e-mail.  Upon receiving permission at the school level, teachers 

were then asked to participate through a formal e-mail.  For the purposes of this study, 

25 teachers who met the criteria were invited to participate in the study as a purposeful 

sample, with the outcome resulting in six teachers agreeing to participate.  They 

constitute the sample for interviews, observations, and review of documents.  Once 

teachers agreed to participate in the study, an informed consent was obtained at first 

meeting.  Teachers received a copy of the informed consent form.  The researcher read 

aloud the consent form, asked if the research participant had any questions, and then 
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received the participant’s consent through their signature on the form.  The participant 

then received a copy of the consent form, and the researcher retained a copy of the form.  

Appendix A identifies the district letter, the principal/school invitation letter, the teacher 

invitation letter, and the informed consent form.   

 Table 4 outlines the timeline for field visits that took place with each of the six 

teachers working in three middle schools.  In December 2014 and January 2015, the first 

two teachers who agreed to participate were interviewed once and observed twice.  

After each observation, a discussion took place between the researcher and the teacher 

participant about what was observed. In January and February 2015, the final four 

teacher participants were interviewed and observed. At the conclusion of the field visits 

over the course of the research time period (see Table 4), each participating teacher and 

their principal received a thank you letter. 
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Table 4: Fieldwork Timeline for School Visits and Data Collection Activities 
Month Study Activities 
December 
2014 

 Introductory meeting with principal and participating teachers 
 Formal school tour 
 Begin developing schedule for the week 
 Collect artifacts 

December 
2014 

 Continue scheduling interview times and locations with participating teachers 
 Interview teacher 1 
 Observe teacher 1 
 Post-observation interview with teacher 1 
 Interview teacher 2 
 Observe teacher 2 
 Post-observation interview with teacher 2 
 Collect artifacts and documents 
 Collect artifacts 

January 
2015 

 Continue scheduling interview times and locations with participating teachers 
 (2nd) Observe teacher 1 
 Post-observation interview with teacher 1 
 (2nd) Observe teacher 2 
 Post-observation interview with teacher 2 
 Collect artifacts and documents 

January 
2015 

 Introductory meeting with principal and participating teachers 
 Interview teacher 3 
 Observe teacher 3 
 Post-observation interview with teacher 3 
 Interview teacher 4 
 Observe teacher 4 
 Post-observation interview with teacher 4 
 Collect artifacts and documents 

February 
2015 

 Continue scheduling interview times and locations with participating teachers 
 (2nd) Observe teacher 3 
 Post-observation interview with teacher 3 
 (2nd) Observe teacher 4 
 Post-observation interview with teacher 4 
 Collect artifacts and documents 

February 
2015 

 Introductory meeting with principal and participating teachers 
 Interview teacher 5 
 Observe teacher 5 
 Post-observation interview with teacher 5 
 Interview teacher 6 
 Observe teacher 6 
 Post-observation interview with teacher 6 
 Collect artifacts and documents 

February 
2015 

 (2nd) Observe teacher 5 
 Post-observation interview with teacher 5 
 (2nd) Observe teacher 6 
 Post-observation interview with teacher 6 
 Collect artifacts and documents 
 Follow-up with other teachers as needed 
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Data Analysis 

 To address the research questions, multiple steps were taken during the analysis 

stage of the study.  This research utilized Miles and Huberman’s (1994) components of 

the data analysis interactive model illustrated in Figure 2.  The interactive model for 

data analysis was used to condense, display, and draw conclusions from the data. 

Figure 2:  Components of Data Analysis Interactive Model 

 

Miles, M.B., & Huberman, A.M. (1994). Qualitative data analysis: An expanded 
sourcebook (2nd ed.). Thousand Oaks, CA: Sage Publications. 
 
Data Condensation 

 Data condensation allowed the researcher to sort, organize, and focus data  

(Miles et al., 2014).  Data condensation involved coding interview transcripts by hand 

first.  As coding is analysis, during this process the researcher labeled the raw data and 

linked ideas together and all data from diverse sources that pertained to a given idea 

(Miles et al., 2014).  This included interviews, documents (when available), and 
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observation data.  This process of coding allowed the researcher to remain close to the 

data and begin to identify patterns.  “Qualitative analysis depends on astute pattern 

recognition” (Patton, 1999, p. 1191) by the researcher.  Guiding the coding was the 

research questions and knowledge of empirical and theoretical literature about teacher 

expectations, mentoring, and culturally responsive and relevant teaching practices.  The 

initial coding process was guided by a draft coding strategy appropriate for the topic and 

process of this study, namely Black male teachers’ instructional decisions and the 

resources they draw upon to support their Black male students (see Appendix D).   

 Saldana (2013) pointed out that the research questions will influence the specific 

coding choices.  Likewise, Wiersma and Jurs (2005) explained that “the research 

problem and the purpose of the research influence the particular coding systems” (p. 

207).   With this in mind, a preliminary set of descriptive codes were used that aligned 

with the research questions and conceptual framework.  The preliminary set of codes 

focused on social and academic resources used by the Black male teacher. For example, 

the code used to identify a teacher’s expectations, attitudes, and beliefs towards his 

students was EAB.  This code connected to social resources.  Within this category there 

are multiple identifiers that fall under EAB that include teacher positive talk, ability to 

motivate, and address deficit thinking.  Data condensation through the process of coding 

during data analysis became more specific and refined as “recoding [occurred] with a 

more attuned perspective using First Cycle coding methods again” (Saldana, 2013, p. 

10).        
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 Participant interview transcriptions were coded using an initial list of codes.  

These start codes reflect the key concepts from the research questions and literature 

review such as teacher expectations, mentoring capacities, and use of culturally relevant 

teaching practices.  Additional codes that connected to the conceptual framework 

included the theories of Cultural Capital, Symbolic Interactionism, Stereotype Threat, 

and Critical Race Theory.  Significant quotes that showed a pattern of the phenomenon 

being investigated, and quotes that were unexpected or unusual were labeled.  Patterns 

in the data were identified through an initial set of descriptive and conceptual codes.   

 The researcher first highlighted, grouped together, and categorized information 

from the transcriptions based on the start codes.  Coding was further supported by the 

use of ATLAS.ti., data management software.  Saldana (2013) recommended that “after 

[the researcher] feels the codes are fairly well set from [the] initial hard copy work, then 

[the researcher should] transfer the codes onto the electronic file” (p. 28).   

 The researcher organized the interviews, observations and document data in 

ATLAS.ti by sorting data types by families, or like concepts, such as mentor, that was 

used for further analysis.  Data was coded first, and then subject specific families of 

English, Math, and Science teachers were created, along with individual teacher case 

families. Data for subject specific teachers was compared, and then data across cases 

was compared.  Families allowed the researcher to focus on one set of codes at a time as 

well as compare different sources of data.  For example, the code for culturally 

responsive teaching (CRT) was compared to the family CRT which allowed the research 

to compare groups.  Connections between interview data and document data could be 
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analyzed in this way. In analyzing data across cases, the researcher noted key ideas from 

the data that emerged around collective identity, collective experience, and collective 

culture.  The benefits in using ATLAS.ti is that “the software efficiently stores, 

organizes, manages, and reconfigures [the] data to enable human analytic reflection” 

(Saldana, 2013, p. 28).  Analysis, and facilitation of the condensation and integration of 

data, was supported in this way.    

 The teacher profiles reflect the conceptual framework and research questions. Its 

use guided the integration and description of multiple data sources for each teacher (see 

Appendix E).  Documents that aligned with each interview transcription were addressed 

during this data condensation process as well.  Documents provided were used to inform 

and corroborate if a connection or alignment existed between data sources. The case 

outline includes the school context, teacher background, social and academic resources 

used, and alignment to theory.  Alignment to theory includes components such as how 

the teachers address stereotypes and students’ cultural in the classroom.  The researcher 

ensured the profile development was descriptive, and close to the data, to highlight 

significant details of the participant’s responses that addressed each research question 

and the conceptual framework.  Each teacher profile summary was written using the 

coded data excerpts to support summary description and illustrations of teaching 

practice for each case component. 

 Six profiles were loaded into ATLAS.ti for coding based on the structure of the 

profile.  The coding facilitated outputs by topic, concept and/or teacher subject 
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affiliation to facilitate cross-teacher analysis.  Outputs generated were analyzed for 

patterns.  

Data Display 

 Targeted data output from ATLAS.ti supported cross-case analysis of the 

teachers’ actions, explanations, and intentions through the development of profiles.  

Data was displayed through words and phrases that allowed the researcher to recall 

important information about each case (Miles et al., 2014).  For example, phrases that 

were categorized under culturally responsive teaching that addressed research sub-

question three were displayed in Atlas.ti.  Other interview excerpts that suggested a 

pattern across all or most cases were identified and aided in verifying emerging 

conclusions.  The pattern of collective identity verified an emerging conclusion.  The 

profiles in Atlas.ti displayed relationships and patterns across cases to provide an 

organized assembly of information that permitted conclusion drawing (Miles & 

Huberman, 1994).    

Conclusions: Drawing/Verifying 

 As a result of the analysis of teacher profiles, writing towards each research 

question occurred. Sections of chapter IV of the dissertation were drafted based on the 

results derived from this data analysis process.  

Trustworthiness 

 Merriam (2009) described that, “Internal validity deals with the question of how 

research findings match reality” (p. 213).  In strengthening the interpretive validity of a 

study, Merriam (2009) advanced that researcher “accounts are grounded in the language 
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of the people studied and rely as much as possible on their own words and concepts” (p. 

289).  Creswell and Miller (2000) defined validity as “how accurately the account 

represents participants’ realities of the social phenomenon and is credible to them” 

(p.124).   In order to enhance the trustworthiness of the study, the researcher employed a 

few strategies including triangulation of data from different sources, the creation of an 

audit trail, and the use of member checks with participants.  

Triangulation 

 The triangulation of evidence from different sources requires the use of multiple 

methods in data collection.  Patton (1999) clarified, “Studies that use only one method 

are more vulnerable to errors linked to that particular method” (p. 1192). Multiple 

methods of data collection provide cross data validity checks, whereas using one method 

poses errors connected with that method such as loaded interview questions (Patton, 

1999).  According to Merriam (2009) an advantage of multiple methods is verification, 

namely “what someone tells you in an interview can be checked against what you 

observe on site or what you read about in documents relevant to the phenomenon of 

interest” (p. 216).  What is stated in an interview was cross-checked with what was seen 

during the observation.  As a result, follow-up questions were asked of the teacher 

during the post-observation interview.  This strategy allowed the comparison and cross-

checking of the data collected from interviews, observation, and documents. 

Additionally, insights into the phenomenon were gained through data collection from 

multiple methods.   
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 According to Krefting (1991), utilizing different methods “minimizes distortions 

from a single data source or from a biased researcher” (p. 177).  Through conducting 

interviews, observing, and examining data from existing documents, validity was 

strengthened using triangulation.  Interviews provided first person accounts and 

reflections.  The rationale behind teacher actions and strategies used in the classroom 

were communicated.  Teacher background, experience, and educational philosophy 

spoke to the particular strategies they use to instruct their Black male students.  

Observations provided a view of strategies and resources used in the classroom.  For 

example, it was noted that some teachers connected each lesson to a personal experience 

they had and offered students an opportunity to share their own connection to the lesson.  

The examination of documents offered insight into instructional planning through the 

lesson plans used, and corresponding student assignments that were implemented in 

class, to address the needs of Black male students.    

Audit Trail 

 An audit trail was the second strategy utilized to enhance the trustworthiness of 

the study.  Merriam (2009) explained that “an audit trail in a qualitative study describes 

in detail how data were collected, how categories were derived, and how decisions were 

made throughout the inquiry” (p. 223).  An audit trail was useful as the researcher kept a 

journal of questions, reflections, decisions and details of interactions with the data as it 

was analyzed for codes.  Codes should be valid, mutually exclusive, and exhaustive 

(Miles & Huberman, 1994).  An audit trail supported coding that reflected what was 

being researched.  Through the audit trail, it was identified early on during the research 
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that the cultural connections, and acknowledgement of the collective identities and 

collectives experiences, that the Black male teachers identified with their Black male 

students that enhanced their instructional practices. Key social and academic resources 

that teachers used to instruct their students, and the supporting theories within the 

conceptual framework were discussed as it pertained to actions taken by the teacher to 

enhance student achievement.  Social and academic resources that the researcher has had 

experience with in teaching Black males were controlled using an audit trail as not to 

influence the reporting of data based on her knowledge.  Connections between teacher 

actions and their response to why they used a particular strategy in the classroom were 

also noted in the audit trail.   

 This audit trail helped to highlight potential biases (as explained in researcher 

subjectivity) the researcher may bring into the study decision-making, particularly during 

data collection and analysis phases.   

Member Checks 

 Member checks helped strengthen the credibility of the interview and observation 

notes taken as the participant’s responses were verified by the researcher. At the end of 

each interview and post-observation interview, the researcher recounted what was stated 

and asked the teacher if what has been noted was accurate.  The teacher had the 

opportunity to add, clarify, and/or confirm the data at that time.  Maxwell (2005) as cited 

in Merriam (2009) explained,  

 [Member checks] is the single most important way of ruling out the possibility of 
 misinterpreting the meaning of what participants say and do and the perspective 
 they have on what is going on, as well as being an important way of identifying 
 your own biases and misunderstanding of what you observed. (p. 111)  
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Seidman (1998) added that the researcher “may share the report with the participants [as] 

member checking contributes to the trustworthiness and credibility of the report” (p. 82).  

Follow-up emails were needed with only two selected participants as the researcher 

analyzed the data further. The researcher was then able to better capture the thoughts and 

intentionality of comments made by the participants, and report on their worldview with 

accuracy. 

Reliability of Data 

 As stated previously, the audio files of the interviews conducted were sent to an 

outside source to be transcribed.  The resulting transcripts were verified by the 

researcher as she listened to the audio files and the corresponding transcripts from the 

interviews to help ensure their integrity.  Additionally, at the end of each interview and 

post-observation interview, the researcher summarized what was stated and the teacher 

was asked to clarify, confirm, or add to the data.  Offering teachers a member check 

opportunity allowed the researcher to clarify participant answers to strengthen reporting 

of the data.   

Researcher’s Subjectivity 

 When I first started to think about what I wanted to study and conduct research 

on, I immediately remembered a workshop I attended titled Elevating the Black Male.  

Over the span of three days, I was astounded and disappointed in the statistics about our 

Black male youth in our district and in our nation, especially at the secondary school 

level.  I was astounded of my ignorance about the topic; knowledge is power and 

essentially my fuel to drive this research.  Thus, my interest was piqued and I began 
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researching and reading articles about Black male student achievement in our country.  

Consequently, I knew that this was what I wanted to research.  At that time I was English 

department chair, but since then I have been a middle school Alternative teacher and now 

Staff Development teacher.  Through these roles, my research interest was strengthened 

as I have supported students who are at-risk academically, behaviorally, and who often 

times have social and emotional issues.  

 As an educator and Staff Development teacher, I have had the opportunity to 

support teachers through providing resources, strategies, and tools to assist them in 

strengthening their efforts in reaching students from all backgrounds and levels.  I have 

supported parents by showing them different avenues they can take to access resources in 

order to help their children achieve. Unfortunately, many of the students in need are 

minority and male, specifically Black male.   

 Some social resources I have used to support the achievement of Black male 

students, and have encouraged others to try as well, is to first partner them with another 

Black male who is academically successful.  I provide a place for them to meet to work 

during lunch and after school. During this time, I have worked individually with students 

and have used this time to build a positive relationship with them.  I ask them about their 

goals and what they see themselves doing in the future.  My support through this 

particular social resource helps build their academic identity.  Academic resources that I 

have used to support the achievement of the Black male students that I have taught 

include selecting high interest materials to supplement the curriculum, and encouraging 

movement in the classroom through structured instructional methods.    
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 Key social and academic resources employed by teachers have the potential to 

support Black male students’ achievement in school.  Black males are at a crossroads at 

the secondary school level where they are faced with more academic and social 

challenges that impact the trajectory of their future educational aspirations.  Through 

working in an urban school where over 70% of the students are minority and are on free 

and reduced lunch programs, I have been exposed to the challenging and unique 

circumstances many of the students face.  More often than not, their families are unaware 

of and/or lack access to resources that are available to them to support their children.  

They lack the knowledge and resources, or capital, needed to help their children 

successfully navigate within the academic field.  Furthermore, the teachers in the school 

needed support in reaching their Black male students to keep them engaged and to help 

them access the curriculum.  How to best support the achievement of Black male students 

is the focus and goal of this study.    

 As a member of a Black family where I am the only girl, and by having three very 

successful brothers and a father, I know that our Black youth today can work to achieve 

great academic success that will in turn yield positive results in their future as adults.  

My brothers had my father and grandfathers as great role models in their lives; they had 

very few Black male teachers but the ones they did have they will never forget.  Not 

only were they their teachers and athletic coaches, but they were like surrogate fathers 

who spoke to them of the same morals, values, and beliefs that my father and 

grandfathers instilled in them such as the importance of being college bound.  They used 

aspects of capital that they held and imparted their knowledge on their students.  They 
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were the glue that held them together during those, at times tumultuous, years in middle 

and high school. 

 Through my doctoral coursework, I have been exposed to a myriad of data and 

theories surrounding the achievement of minority students.  It is my belief that educators 

and administrators in schools want to see all of their students succeed at high levels.  

When students leave educational institutions they should be college and career ready, 

and should be provided with the means to do so, hence being active contributing 

members in our society.  Through this research, I hope to highlight effective strategies 

that support Black male student achievement, and illustrate the importance of diversity 

in our teachers, high expectations in teacher beliefs about students, implementation of 

culturally relevant curriculum, teacher significance as role models, and teacher capacity 

to affect academic growth in their students.   

Ethics Precautions 

 With all research, there are potential risks in regards to ethics precautions with 

human participants.  Several steps were taken in order to help limit risks to the human 

subjects participating in the study to safeguard their identity, and to accurately report 

findings.  Denzin (2009) discussed ethics precautions,  

 Authors have an obligation to address ethical decisions that shaped their research, 
 including how the inquiry was designed, executed, and organized.  Incentives for 
 participating, consent waivers and confidentiality agreements, and conflicts of 
 interest should be presented and discussed.  Reporting should be accurate, free of 
 plagiarism, fully accessible to others, and without falsification or fabrication of 
 data or results.  Data should be presented in such a way that any qualified 
 researcher with a copy of the  relevant data could reproduce the results. (p. 151) 
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In addition to protecting human participants, Denzin (2009) discussed the importance of 

turning interpretations into accurate data.   

 In order to protect the identity of human subjects, necessary precautions include; 

the use of pseudonyms for participants and for the school, a numerical code assigned to 

each participant’s transcribed interview, and providing participants with a copy of their 

signed informed consent form indicating that their identity will remain anonymous 

throughout the writing and research process.  All interviews were recorded and stored in 

a file on the researcher’s computer using ATLAS.ti.  The computer remained password 

protected at all times when not in use by the researcher.  It was located in a secure space 

in the researcher’s home.  After transcription, all audio files were destroyed at the 

conclusion of the research.  All data collected during the research was in the possession 

of the researcher only.   

 To make certain that all appropriate guidelines and timelines are met, this 

proposal was submitted to the Institutional Review Board (IRB) for approval before the 

research began.  A copy of the IRB approval was provided to the district administrators 

and the principal of the participating school at the start of the research.  As stated 

previously, informed consent was solicited from each participant; they also received a 

summary of the findings in the form of a flyer.  At the conclusion of the fieldwork, they 

received a thank you card and letter, along with the principal of the participating school.  

 To make sure that the interpretations of the data were accurate, and to address 

conflicts of interest, the research sites where the study investigations were conducted 

had no ties to the researcher in any way.  Teacher profiles and data analysis matrices 
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were shared with the committee to demonstrate data quality and alignment to research 

questions and conceptual framework. 

Delimitations and Limitations 

Delimitations 

 Delimitations of the research investigation include the sample size, location, and 

participant criteria.  Black male teachers of grades 6, 7, or 8 teaching core subjects of 

English, Math, or Science were chosen to address the specific needs of Black male 

students during this educational time period of their lives.  Six teachers were 

interviewed and observed.  This is a small sample size but appropriate for a case study 

investigation.  The investigator chose not to research elementary or high school teachers 

and their impact on their Black male students.  Consequently, urban middle schools 

were purposefully selected as this is a significant time period in a Black male 

adolescent’s life where they are developing and strengthening their academic, social, 

and emotional capacities; in addition to identifying who they are and internalizing 

stereotypes and social interactions.  The researcher chose not to study a private school 

setting or a rural school setting as the research supports greater need of Black male 

achievement in urban settings. 

 Furthermore, the researcher chose not to interview students as the goal was to 

focus on the capital used by the Black male teachers, and their perceptions of social and 

academic resources that they purposefully selected to address the unique needs of the 

population of Black male students they teach.          
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Limitations 

 As a Black female who has worked with Black male students in an urban setting, 

and who has promoted the importance of mentoring, culturally relevant pedagogy, and 

promoting a growth mind set in students beginning with teacher beliefs and attitudes, 

there is a level of bias that the researcher had to bracket, or control, as to not influence 

the analysis and the results of the study. An additional limitation of the study includes 

the school setting and culture that the students and teachers have acclimated themselves 

to.  The expectations and beliefs promoted may be unique in that they address the 

societal and outside factors within that particular community that impact what goes on 

in the school.        

Summary 

 In order to investigate the identified particular phenomenon, and to understand 

how Black male teachers intentionally utilize social and academic resources to support 

the academic achievement of their Black male students, case study methodology best 

suited this research study.   The theoretical underpinning was first discussed, followed 

by an explanation of the specific research procedures and design.  The instrumentation 

through the use of interviews, observation, and document analysis was detailed, 

followed by the execution of data analysis and representation.  Trustworthiness, the 

researcher’s subjectivity statement, and ethics precautions were then identified, followed 

by the delimitations, limitations, and brief summary of chapter III.     
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Chapter IV 

Results 

Presentation of Results 

 This chapter presents the findings for the following main research question and 

sub-questions:   How do Black male teachers utilize social and academic resources 

to promote the academic achievement of Black male students within urban 

secondary schools?  How do Black male teachers make use of cultural capital to 

instruct Black male students?  How do Black male teachers develop and position 

themselves as role models and mentors to support the academic achievement of Black 

male students?  How do Black male teachers conceptualize and integrate culturally 

responsive teaching methods and culturally relevant pedagogy to facilitate learning for 

Black male students?  Chapter IV details the case study analysis and findings.   The 

research questions of the study were answered and the goals of the study were achieved 

through conducting semi-structured interviews, observations, and reviewing documents 

related to the observations.  An interpretivist view through case study methodology 

addresses the research questions and presents the findings of the study. 

 Chapter IV is organized first by teacher profiles. Following the teacher profiles, a 

cross case analysis and summary response to each research question is then provided.  

The last section of chapter IV presents the data connection to Cultural Capital Theory 

and the conceptual framework.   

 Six Black male teachers’ explained how they use social and academic resources to 

instruct their Black male students in order to increase their overall academic 
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achievement in school.  The main research question and the three sub-questions guided 

this case study investigation and framed the following section of chapter IV.  Each 

teacher had their own unique way of instructing their Black male students, however 

many similar strategies implemented in the classroom were seen across teacher cases.    

Teacher Profiles 

Math Teachers: Mr. Easton and Mr. Michaels 

Mr. Easton 

Background and Philosophy 

 Mr. Easton teaches sixth and seventh grade math at Kennedy Middle School.  He 

has been teaching for nine years. Mr. Easton is one of three Black teachers at his school.  

As a special education math teacher, Mr. Easton takes on additional roles at his school 

as a result.  He is an intervention coach for math, as well as the facilitator of the 

intervention program called FASST math.  He also works during and after school with 

students who are in need of additional math supports.   

 When asked about why he decided to become a teacher, Mr. Easton described that 

he has a bachelor’s degree in biology, however he decided to come to America from 

Eritrea to receive his master’s degree in special education.  He stated that his sister was 

a teacher, and that his teachers at home influenced him to pursue a career in teaching.  

Mr. Easton recalled teachers he admired, “My math teacher and my chemistry 

teacher...they were energetic and had a passion for what they were teaching...they 

helped me to learn and had a good rapport with me and the other students.”  He 

expressed wanting to share the knowledge that he held, and also wanting to cultivate 
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positive interactions and relationships with his students that he identified as an 

enjoyment of the profession for him.  When asked about what he believes his role is as a 

Black teacher for his Black students he responded,  

 I have a lot of Black males in my special education classes...they are 
 overrepresented in special education...if I can give them the supports they need to 
 help them achieve in school and eventually not need special education services I 
 have succeeded as their teacher. 
  
 Mr. Easton’s teaching philosophy focuses on making math content relevant and 

meaningful for his students.  He believes that the content will not mean anything to his 

Black males if they cannot make a connection to what they already know to new 

learning.  Mr. Easton described modifying the math curriculum by incorporating their 

culture in the text and using additional resources to engage his Black males. He 

explained,  

 I try to present materials that are related to them, I may have to use some cultural 
 context...I talk the language they talk sometimes so they can better understand...I 
 use “student talk” and allow them to talk to each other.    
 
 Mr. Easton uses student groups and stations in his math classes.  Each student 

group selected a team basketball name or superhero name as an identifier and way for 

Mr. Easton to assign groups to rotations.  There was structure to how the groups 

interacted and rotated through each station. Mr. Easton explained,  

 Students like the movement and they can learn from each other in groups if it is 
 structured...they are timed at each station, I try and address different learning 
 modalities, and I include things like their names in some of the problems. 
 
During an observation, at some stations students had to explain how to solve a problem 

aloud to each other, at another station students could talk to their peers and then write 

the answer on a white board, and at another station students were observed using 
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computers to look up items to purchase and solve a math problem using the results from 

their search.       

 Mr. Easton is also a teacher who is committed to building confidence in his Black 

males.  He stated, “I stress the importance of achieving...that they are able to do it and I 

can help them by providing them the support and the help they need.”  He continued, 

“there may be barriers but they can break them and they can get through them...they 

may have to be flexible, but they should still be proud of who they are.”  A social 

resource of having high expectations, attitudes, and beliefs in his Black male students is 

shown here by Mr. Easton’s ability to address deficit thinking.  He uses positive talk, 

acknowledgement and support through encouragement to communicate to his students 

that they can and will succeed as Black males.  Mr. Easton holds the belief that he is not 

just there as a teacher for his Black male students, but that he represents something more 

for them because, as he explained, “I have experienced what they have experienced, so I 

can relate to them. I want to share what I did in order to be what I am now...tell them 

what they too can do to achieve.”  Mr. Easton shared how he tells his Black males to ask 

for help when they need it.  “If they do not want to ask during class, they can come after 

class or write a note or email me about whatever they are struggling with.”    

 As Mr. Easton is a special education teacher who co-teaches with other general 

education math teachers, the students who he supports in classes are overwhelmingly 

Black and male.  In the observed classes, 10 of his students were Black males.  He 

stated, “I do believe that especially minority students are underrepresented in the gifted 

and overly represented in the special education, you know low performing...Black males 
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need something more to support their success in class.”  He spoke a lot about modifying 

and scaffolding the math curriculum and content for his students, specifically his Black 

male students.  Mr. Easton also described the inequities in curriculum, state tests, and 

assessments and how it affects students who are not part of the “normed” culture.   

 True they may need supports and services because their situation is different.  
 When I came from Africa, the situation was different here from my background.  
 So that is why I can relate to them. I had to learn the language. My English may 
 not be the same as the native speakers, but that does not mean that is a deficit.  So 
 I had to adjust and learn to do more and adapt to what is going on because it is set 
 by people who are not like me; people like me are not represented in that.  Like 
 the test, the Woodcock Johnson, I don’t even know some of the things [in the 
 test], you know, because it is cultural.  So there are some things like that that 
 affect students.  So that is why I try to close that gap, you have to present it in a 
 way that relates to them so we can help them. 

Mr. Easton shared further that when he came to the United States, in his undergraduate 

classes at Indiana University he was the only Black person.  He stated that it was a 

“difficult adjustment.”  He wanted to be a middle school teacher to help all students be 

successful who receive special education services, but also to show his Black students 

that they too can have a good career.  “My teachers that influenced me in my country 

shared a cultural background with me; they had a good rapport with me and wanted to 

show me [how] to do well...I think that is what our Black male students need.”  As an 

adult Mr. Easton had the strategies to learn to adapt, but due to his teachers at home who 

showed him, and who wanted him to do well, he was able to do so as an adult.     

Summary of Social and Academic Resources Used  

 Mr. Easton is a culturally relevant teacher who effectively uses academic 

resources of culturally relevant teaching practices through modifying and enhancing the 

curriculum to engage his Black males.  He uses social resources as exhibited by his 
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beliefs and positive attitude towards his Black males that he is there for his students to 

recognize their potential and their connection to education and achievement in society.  

He recognizes that the shared experiences and cultural connectedness that he has with 

his Black males leads to “understanding them...and that is important.” 

Mr. Michaels 

Background and Philosophy 

 Mr. Michaels is an eighth grade Pre-Algebra teacher at Clark Middle School.  He 

is one of six Black male teachers at his school.  He has been teaching for a total of two 

years, all at his current school.  At the beginning of the interview, Mr. Michaels first 

expressed that, “I grew up in this area and saw the teachers that were here, I didn’t like 

that...I came into education to make a difference.”  What he did not like was how they 

“taught one way” to all of the students.  Learning was not “fun or engaging.”   

 Mr. Michaels added that he was always good at math and wanted to be a 

mechanical engineer.  When he was in school for mechanical engineering he was also a 

math tutor at the local community college.  Here he “knew that helping our [Black male] 

students was what I was really good at... they understood that I cared about them and 

they began to understand math the way I taught them.”   During the interview, Mr. 

Michaels’ teaching philosophy towards his Black male students was shared as he 

consistently referred to the unique social personalities of many Black males that he 

teaches, and the evident need to allow them to be who they are with some clear 

parameters. He emphasized “I tend to be more lenient with my Black boys...I know their 

personalities...if you come to my class you won’t see a quiet class where students are 
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just sitting there.”  Mr. Michaels elaborated further, “people tend to think that Black 

males are trouble makers, talkative, distracting in class and all that other stuff, but I 

know some of that is part of their culture...I never kick them out.” He explained, “I 

never tell them that it is ok to act that way [misbehave] but I let them know every day 

that they need to make the right choices...that I came from their neighborhoods, I know 

what they are doing.”  This shared background in regards to growing up in the same 

neighborhood and understanding the choices that his students may have to make (either 

good or bad) help to create “an understanding of who they are, because I was once 

where they were too.”  

 Mr. Michaels spoke of the benefits of his young age and his ability to relate to his 

eighth grade students because of his personality and background.  “I know what they are 

into and the kids can still identify with me...they are always in my room at lunch. I can’t 

get rid of them! (jokingly said with laughter).”  He expressed that his Black males need 

a safe place to learn and a place to still be themselves.  He recognized and welcomed the 

role that he has taken in becoming a teacher, “I want to teach.  There aren’t that many 

Black male teachers that is why I chose this middle school instead of high school, they 

need someone here.”  He continued to explain that he allows them to be themselves, he 

jokes with his students, “joins in” their antics at times, but if they misbehave he lets 

them know that their work matters and what they are doing is important.  Mr. Michaels 

commented, 

 If they are doing their work that is all that matters...at the end of the day they are 
 getting their work done...a student may say ‘but he’s so loud’ and I will say ‘but 
 you know he has a good grade in this class?’ Which he does, they are all doing 
 well which is why I am more lenient.  
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Mr. Michaels saw when other teachers would “kick the Black boys out of class” and at 

times they would be “bounced” to his class to work.  He would take this opportunity to 

talk to them and “see what is going on in class so I could help them behave, still learn 

something, and get a good grade.”  He offered, “if you just allow them to be themselves, 

but share with them why what they are learning is important they will get it done...it’s 

simple.”  The relationships that Mr. Michaels has cultivated with his Black males has 

allowed for this to occur. “Because I know their personalities and allow them to be 

themselves, they listen...they respond to what I have to say.” 

Summary of Social and Academic Resources Used 

 Mr. Michaels is a Black male teacher who uses social resources to instruct his 

Black male students.  His expectations, attitude, and beliefs towards his Black males are 

a positive and accepting one which allows them to be more of who they are in his 

classroom.  His response to his Black males’ background and culture in the classroom is 

an academic resource as well, not in pedagogy, but in practice as he creates an 

environment where they can be who they are within the parameters he has set as his 

class culture. His students are encouraged to do well and make the right choices in the 

classroom setting. 

English Teachers: Mr. Johnson and Mr. Davis 

Mr. Johnson 

Background and Philosophy 

 Mr. Johnson is a sixth grade special education English teacher at Reid Middle 

School.  He has been teaching for 14 years, and has been at his current middle school for 
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four years.   He is one of four Black male teachers at his school.   He received his 

bachelor’s degree in accounting but was having a difficult time finding a job once he 

finished his degree.  At the time, his older brother was a teacher who worked at a middle 

school.  He asked him if he could help some of the students as a math tutor. Mr. Johnson 

found that he had a special niche for helping students when volunteering at the middle 

school in his community.  Here, he discovered that a lot of the students, “especially 

Black males were getting kicked out of class.”  As he was helping the Black males he 

would talk to them, wanting to “find out why they were misbehaving.”  While tutoring 

he also saw that “many of the Black boys were in special education classes.”  He then 

decided to go back to school and get a degree in special education.  He explained that 

once he made that decision things just seemed to fall into place for him. He was able to 

get a job at the school he was volunteering at once he earned his special education 

degree. As a result of this experience, Mr. Johnson’s teaching philosophy is one of 

building relationships through personal and academic conversations with his Black male 

students.    

 Mr. Johnson expressed that he spends a lot of time talking to his Black male 

students.  Through one-on-one discussions and conversations, he believes he makes the 

most significant difference in the lives of his Black males through this avenue.  Before, 

during, after class, in the hallways, and at lunch are just a few moments when those 

conversations occur.  He expressed, “It’s nice to have someone you can relate to; 

someone you can identify with.”  He expounded, “it is just a little different when you 

look at someone who is like you...who is going through the same thing you went 
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through...who can identify with you.”  Mr. Johnson elaborated on how he makes it a 

point to let his Black males know that he is always available when they need to talk.  He 

described, “We talk about life, about things that might be on their heart...I’m always 

available for them and I tell them the truth...how things really are and how important 

these things are to them.”  Mr. Johnson shared how he tells his students about the 

mistakes that he has made, and how they can avoid some of the things he did in his past, 

“I didn’t always take my education seriously...I had to re-take classes I failed and it cost 

me time and money...delayed my graduation.”  He is open and honest about his own life 

choices when talking to his Black male students so they can recognize why education is 

important. 

 Mr. Johnson first realized he wanted to teach through having conversations with 

the Black male students he was tutoring.  He has continued using one-on-one 

conversations about school and life to support his Black male students that he teaches.  

Teaching in the classroom setting has been the avenue that has allowed him to reach 

Black male students who are in special education classes.   

Summary of Social and Academic Resources Used 

 Mr. Johnson uses social resources and is a mentor for his Black males, 

emphasizing that through their conversations “I am hoping when they are faced with 

difficult situations they react appropriately, they see that there is another way of doing 

things...that they see the importance of doing the right things.”  As an academic resource 

through culturally responsive teaching practices, being a special education English co-
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teacher provides Mr. Johnson with opportunities to “really help students individually 

with their work” while “building relationships with them.”  

Mr. Davis 

Background and Philosophy 

 Mr. Davis is a veteran teacher and has been teaching the longest out of the six 

teachers interviewed, 24 years.  He is one of the six Black male teachers at his school.  

He has taught for ten years at Clark Middle School.  Mr. Davis is a 7th grade English 

teacher who always knew he wanted to teach.  He was influenced by his mother and 

sister who are both teachers.  “Both my mother and older sister teach, and showed me, 

you know, how education is so important...I always grew up knowing that I wanted to 

teach.” 

 Mr. Davis’ teaching philosophy is based on the use of “tough love.” He is a warm 

demander (Kleinfield, 1975; Delpit, 2012).  Mr. Davis stressed the importance of 

talking to his students about their behavior and his expectations of them.  He recognized 

that with the majority of his Black males, he must address them differently than he 

would his other students.  He stated, “you have to come at them a little bit differently 

sometimes...I really hold them accountable for the things that they say and do...I let 

them know there is a time and place for everything.”  Mr. Davis’ tough love extends in 

various areas of his teaching methods.  When asked about his teaching strategies used 

with his Black males, he remarked, “I expect them to do the lesson just like everyone 

else, or better...if I see that they can’t work in the groups they selected, then I assign 

them to a group.”  He continued, “I hold them to high standards and I get on them when 
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they are not performing well academically.”  Mr. Davis explained how he goes to the 

lunch room and gets students that did not finish their homework or have not turned in a 

project.  He described how he makes phone calls home if their grades are below a low 

C. Mr. Davis explained, “I pull them for lunch and for the after school help academy. I 

call their parents, I have conferences with them.”  Mr. Davis’ no nonsense approach is 

coupled with the fact that he exhibits care and concern about the academic achievement 

of his Black males. He summarized, “I’m straight forward with them...if you build those 

relationships with Black boys they respect you more...if you show you care about them, 

you can say certain things and do certain things that other teachers won’t be able to 

do...”  Mr. Davis’ pushes his students through strong encouragement, and warm 

demanding, to guide them in becoming students who complete their work and meet the 

high standards he has set for them in the classroom.      

Summary of Social and Academic Resources Used 

 Mr. Davis is a Black male teacher whose high expectations for his Black male 

students support their overall academic achievement in school.  Academic resources of 

maintaining a high standard of performance is exhibited in Mr. Davis’ expectations of 

his students.  Social resources employed by Mr. Davis are exhibited through the care 

and concern he described that elicits their acceptance and positive reaction towards what 

he has to say to them.  
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Science Teachers: Mr. Taft and Mr. Lane 

Mr. Taft 

Background and Philosophy 

 Mr. Taft is an eighth grade science teacher at Reid Middle School.  He has been 

teaching for two years and is one of four Black male teachers at his school.  Mr. Taft has 

high expectations for his Black males, and he does not want them to fall into stereotypes 

that society has set.  When asked about the role he plays as a Black male teacher in 

society, he replied,  

 Many of our students only have female teachers; our Black male students may   
 never have a Black male teacher in elementary or middle school. They might have 
 one in high school.  I had a Black male student at the beginning of the year that 
 was difficult. Everyone warned me about him when he was moved into my class.  
 He wanted to push me, but when he realized I wasn’t going to give up on him, get 
 angry, or kick him out, he settled down.  Now he does wonderfully for me.   
 
Mr. Taft continued, “I inform them [Black male students] that this is how someone in 

society may perceive you...you always want to be on your best behavior to let them 

know their perception is wrong; that this is not who you are.”   Mr. Taft described how 

he was that student that no one wanted to teach.  He was that particular child who could 

be disruptive and who did not want to follow the rules.  He elaborated, “I let them know 

that I used to be that way; that I fell into the stereotypes.  I had to step out of that 

mindset so I wouldn’t end up as a typical Black male statistic.”  Mr. Taft’s philosophy 

about teaching was communicated when he addressed how he was as a student, and the 

impact that great educators had on him that influenced him to teach and impart his 

knowledge gained, or capital, to those he teaches each day.  Mr. Taft elaborated,  
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 My history and English teacher influenced me to be a teacher. At first, our 
 relationship was tough.  But they stuck it out with me and I appreciated them for 
 that.  They helped me to see that as an adult I will have to follow the rules that 
 have been set by society; high school was just the beginning.   
 
In addressing the expectations he has for his Black male students, Mr. Taft stated, “I am 

definitely harder on my [Black] boys because I know society is going to hit them in 

some way, shape or form; it may set them back and I want them to be able to overcome 

that barrier.”  He shared how there are already negative perceptions of Black males as 

students, “if something bad happens in the classroom, teachers assume it is a Black 

male... when a teacher walks into a room with more than a few Black boys they already 

form negative assumptions about that class.”  Mr. Taft communicated that he tries to 

address those stereotypes with his Black male students, and that he will be a teacher 

who will “persist” and who “will not give up” on his Black male students, just as his 

teachers did not give up on him.  

Summary of Social and Academic Resources Used 

 Mr. Taft uses social resources to hold his Black male students to high 

expectations, and he does not shy away from addressing negative stereotypes with his 

boys that society has pigeonholed them into.  Mr. Taft wants his students to break the 

negative statistics that surround Black male adolescent students.   He hopes to support 

them at the middle school level and impart the knowledge that he has upon them so they 

know how to deal with things in society as they come. 
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Mr. Lane 

Background and Philosophy  

 Mr. Lane teaches science for grades 7 and 8.  He has been teaching for seven 

years all at Clark Middle, and is one of six Black male teachers at his school.  Mr. Lane 

always wanted to be a teacher.  His high school coach influenced him to teach and to 

coach because of the great impact he had on him as a student.  Mr. Lane remarked, “He 

always had high expectations for us...motivated us to do well and he was a great 

teacher.”  What stood out the most in Mr. Lane’s interview was the positive talk he used 

with his Black male students. He recognized the importance of acknowledging, 

supporting, and encouraging them.  His philosophy on teaching Black male students was 

exhibited as he explained, “I tell them that they can be the best student; polite and 

respectful... I let them know that their posture, walk, and appearance can command 

respect instead of eliciting a negative response.”  Mr. Lane makes it a point to address 

negative stereotypes about Black males in his classroom,  

 It is important for them to be aware of what they are...slouching, hoodie on their 
 head, walking slowly down the hall, pants hanging down low...all of these things 
 give a certain perception to a lot of people...I let them know we can’t feed into 
 those negative stereotypes.   
 
Mr. Lane stated that he has to explain to them why this is important.  He does not shy 

away from telling them exactly what they will face in school and in society.   

 Mr. Lane also described the importance of building positive relationships with his 

students, “It’s through conversation, I ask them what their interests are...I ask questions 

and allow them to talk about what they like.”  He emphasized that students love talking 

about things that interest them, and when you find some time as a teacher to allow them 
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to do that they feel a connection to their teacher; that they care about the things that 

matter to them.  For Mr. Lane, this is a very important component in building the trust 

and respect between student and teacher first before any instruction can take place.  He 

recognizes that positive interactions and positive words go a long way with his Black 

males as it is not something they often receive on a daily basis, “they have so many bad 

interactions at school it seems like...they are always the ones in trouble and in the 

office.”  Speaking openly to his Black males about debunking negative stereotypes is a 

part of Mr. Lane’s social resources that he uses in the classroom with his Black male 

students.  Academic resources he uses focus on goal setting, “we set goals in science 

class, and at the end of each quarter students evaluate where they are and what they 

would like to achieve or maintain in the next quarter.”  Mr. Lane takes the time to get to 

know his students, finds out their interest, uses positive talk, helps them set goals, and 

also discusses with them perceptions about their group as a culture perceived by society.   

Summary of Social and Academic Resources Used 

 Teaching by showing an interest in his Black males, building trust and forming a 

connection with them in the classroom setting, and using positive talk and assisting 

them with setting goals are some ways Mr. Lanes supports his Black male students. 

Summary of Teacher Profiles 

 In summary, Black male teachers interviewed communicated a commitment to 

educating their Black male students. They all want to see them do well in school and 

matriculate through middle school with success.  Each teacher interviewed drew upon a 

specific area of social resources and academic resources that they use to teach their 
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Black males.   From using positive talk, motivating them through encouraging words, 

building positive relationships, addressing stereotypes, using tough love, and by making 

content meaningful; all of these strategies used by the six Black males teachers 

contributed to the academic, social, and emotional success of their Black male students.   

They showed some form of both social and academic resources implemented, but 

certain teachers tended to use more of one over the other.  In the presentation of results 

section, each component of the research questions, and the theoretical framework that 

addresses the social and academic resources used by Black male teachers, is identified 

by highlighting specific details from the data collected and analyzed from each 

interview participant.   

Cross Case Analysis and Summary Response to Each Research Question 

Main Research Question 

How do Black male teachers utilize social and academic resources to promote the 

academic achievement of Black male students within urban secondary schools?   

 The main research question structured this case study investigation.  Components 

of the conceptual framework identified in this section are highlighted in Figure 1 located 

on page 33.  Additionally, components of the theoretical framework identified in this 

section are highlighted in Appendix D.  Both social and academic resources are two key 

factors that addressed each research sub-question and the main research question 

overall.  Social resources refer to strategies gleaned from mentoring and experiencing 

high expectations, attitudes and beliefs from educators.   Academic resources refer to 
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resources used to access to the curriculum via culturally responsive teaching practices 

and pedagogy, and resources used to navigate in the field of education.  

 At the beginning of each interview, each teacher participant was given the 

interview guide.  The key terms used to organize the guide were shared and defined with 

each participant before the interviews began.  

Expectations, Attitudes, and Beliefs 

 As a social resource, Black male teachers expressed through their interview 

and/or displayed aspects of implementing social resources through observation while 

teaching their Black male students.  Having expectations, attitudes, and beliefs that were 

positive, and maintaining those attributes were used by teachers to support their Black 

male student achievement.   

 Mr. Easton spoke of his own experience in school and how he recognized what 

his students may be going through. Because of likeness in background with some of his 

students, he is able to connect through culture and experience with his students. He 

stated,  

 Many of these students don’t get that family support because of maybe an 
 economic situation or other social aspects that happen in their family; and you 
 know having gone through similar experiences, I can show them that I know 
 it is hard work.  I let them know I believe in them, and doing things to achieve 
 will help them be successful. 
 
Mr. Easton talks to his students about what they are learning and he communicates with 

them that he knows they can complete their work and do well in school.  He explained,  

 I’ll say to them ‘hey, we talked about why it was important to do this,’ and you 
 know, sometimes you have to give them that tough love to show them you care 
 but that you aren’t going to allow them to slack off. 
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As seen through observation, Mr. Easton stuck with a group of students who were 

having difficulty in solving a math word problem.  One of his Black male students asked 

to come to the board to show how he completed the problem.  Mr. Easton stopped what 

he was doing and allowed the student to come to the board.  His explanation was so 

good that the researcher observed Mr. Easton using that same explanation with the next 

class of students.  If Mr. Easton did not communicate positive expectations or have a 

positive attitude towards his students, they would not have the confidence that they 

showed during class. 

 The idea of using “tough love” and communicating a no nonsense nurturing 

stance in teaching Black males was a thread that was seen many times across teacher 

cases.  As shared in the teacher profiles, Mr. Taft also uses tough love to teach his Black 

males. When asked about his relationships with his Black males he shared, 

 I would say I have a “tough love” even though I kind of do that for every student I 
 have, but more so for my Black males.  They are at the final stage of middle 
 school and they are going to high school next year.  I am definitely harder on my 
 boys because I know society is going to hit them in some way shape or form; it   
 may set them back and I want them to be able to overcome that barrier. 
 
His expectation for his students comes from an awareness of what they will face in 

society as Black males.    

 Mr. Michaels used where he grew up, the same community his students live in, to 

communicate expectations and beliefs about his Black males.  He also exhibits a form of 

“tough love” to keep them focused in class.  He shared, 

 I tell them where I’m from first of all.  They know I grew up in Highpoint.  I tell 
 them I grew up in these “neighborhoods” so I tell them, ‘I know what you are 
 doing so stop doing all that extra stuff.’  (Laughing) I tell them that all the time.  
 But sometimes I get right with them and they are like ‘yeah he knows what’s up.’  
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 And they calm down.  So they know. I tell them that ‘guys, high school is not a 
 joke, you can leave school whenever  you want, no one is going to stop you.  So 
 you are going to have to make the right choices.’  So I tell them.  I  remind them 
 every day. 
 
Mr. Michaels expressed his high expectations for his Black males by not allowing them 

to get away with anything.  He sometimes had to “get with them” to let them know he is 

not playing around, and that they need to take their education seriously.  He also lets 

them know the truth about what is going to happen to them in the future.  He knows that 

they have an option to drop out of high school and that no one will stop them, and yet he 

also lets them know that they have a choice, and that they need to make the right one. 

 Mr. Lane, as shared in his teacher profile, also has a positive and encouraging 

attitude towards his Black males, “I tell them that they can be the best student, polite 

and respectful...”  His beliefs about what his students are and what they can be 

positively assist in their overall behavior and achievement in his class.  He shared that 

they come to him to talk about things that are happening in school and out of school.  He 

attributes this to “commending them when they do well in class” and affirming their 

educational capacity by “believing that they will do well in science, even if they haven’t 

done well in the past.”  Mr. Lane’s support and positive talk towards his Black male 

students helps to open the door for communication between himself and his students, 

and can be interpreted as another avenue to reach them in the classroom context.      

 Mr. Davis mentioned, “I hold them to high standards and I get on them if they 

aren’t performing well academically.”  He exhibits “tough love” by explaining to his 

students when they can and cannot do certain things.  He described how he holds all his 

Black males to high standards for behavior and academics, 
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  I let them know that there are things you can do outside of school, and things that 
 you can do in school. When you are here in school this is how you should behave.  
 I tell them here at school you are supposed to act a certain way, you have to 
 conform to the rules. I tell them about the school culture and how to behave 
 appropriately.  Regardless of their upbringing, when students come to school we 
 have to teach them all, so we expect the same behavior from everyone.  I get on 
 them about academic expectations and expectations for behavior. Even students 
 will remind each other in class about it because they hear me say it so often. 
 
Because Mr. Davis addressed student expectations for behaviors and academics, even 

his students corrected each other when they saw that others in the class were not 

adhering to the expectations set by Mr. Davis.  As seen through observation, the 

researched witnessed Mr. Davis pulling two students aside to address why they were not 

completing assignments in another teacher’s class. It was brought to his attention and he 

communicated his disappointment.  Each student was given a pass to come see him after 

school the following day to complete the work.  Because Mr. Davis holds his Black 

male students accountable for their academics, they were not allowed to do poorly in 

any class, not just his own. 

 Mr. Johnson spends a lot of time talking to his students one-on-one, and as a 

special education co-teacher for English his position allows him to do so as there are 

two teachers in each class.  He explained how he knows his Black males recognize 

teachers’ perceptions of them and how he attempts to address these beliefs with his 

students,  

 Sometimes it is difficult because they haven’t lived yet and they don’t see the 
 big picture yet.  However, I think they recognize when they are treated differently 
 from other students in the class.  They mention it to me and it makes them act 
 worse, especially if they think the teacher doesn’t like them, they just act worse. 
 It’s like they just say ‘I’m going to just misbehave.’  Talking to them about how 
 important it is for them to stay focused is how I try and get them to see that they 
 can’t just misbehave.  My expectation for them is to make the better choice.  I let 
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 them know that I care about them.  I let them know about being a black male and 
 their behavior and what can happen to them.  That it is not fair but they need to 
 adjust appropriately until things change. 
 
Through observation, Mr. Johnson was observed being pulled from his class that he co-

taught in to assist another teacher who was having difficulty with a sixth grade Black 

male student.  He sat with him in the back of the class and spoke to him about his 

behavior, how he would apologize and return quietly back to class to complete his work.  

As a result of Mr. Johnson’s evident relationship with this particular student, and his 

positive expectations of appropriate behavior of him, the student was able to return to 

class, apologize to his teacher, and complete his work for that class. 

 Overall, teachers exhibited high expectations, and held positive attitudes and 

beliefs as a social resource in which they expressed their commitment to student 

learning; that they would not give up on them, that what they are learning is important, 

and that their “toughness” was from a place of care and concern.  Each teacher 

expressed that in having these high expectations, they supported their Black male 

students both academically and socially.   

Sub-question One 

How do Black male teachers make use of cultural capital to instruct Black male 

students?   

 The main research question addressed provided details on how Black male 

teachers use social and academic resources to impact the academic achievement of their 

Black male students. It is further noted that, through the transference of these resources 

in the form of capital, Black male students are then able to use what has been imparted 
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to them by their teachers, as a form of agency, that supports their achievement in school 

and beyond.  This first sub-question, and the two following sub-questions, specifically 

identified those resources that are used in the form of capital through the basis of the 

theoretical framework of Cultural Capital Theory.  

Cultural Capital 

 Cultural capital includes any knowledge, experience, and connections one has that 

allow him to be more successful than individuals who have different knowledge, 

experiences, and connections. Cultural capital utilizes what is valued in an institution.  

The Black male teachers interviewed expressed wanting their Black males to know what 

was in store for them in the future.  They communicated the importance of giving them 

the information, resources, and strategies that they need in order to succeed in school 

and in life.  As a result of their own experiences, Black male teachers held significant 

knowledge that they recognized their Black males needed.  

 Mr. Easton felt that, “I have experienced what they have experienced, so I can 

relate to them. I want to share what I did in order to be what I am now...tell them what 

they too can do to achieve.”   He expounded further when asked when his students pay 

the most attention in class.  He indicated that it is when “I share what my experience 

looked like and what I’ve done. I suggest things that they can do...they can get some 

ideas from me, or if they want to imitate or copy and use the strategies that I used.”  Mr. 

Easton emphasized that his students are interested in how he got to where he is.  They 

like to ask him questions,  

 Because they can relate to me...You know, so for example I talk about when I 
 went to college. So just trying to get their interest...so you too can go to college! I 
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 talk about my experience in college...so talking to them about that and getting 
 their interest in that shows them that they can do the same thing. 
 
One particular statement worth mentioning within the aspect of cultural capital is Mr. 

Easton’s way of addressing his Black male students’ academic identity that speaks to the 

cultural capital he is imparting upon them.  He remarked, 

 I also teach them some skills, specifically social skills.  Not to let people 
 [discourage them], when they are doing good in school, not to see it as a negative. 
 Some people may try to discourage them. Or say they are trying to just look like 
 other people, but that is not what it [achieving] means.  And that’s not correct 
 thinking. I tell them they have to stand up for that. 
  
The idea that doing well in school as a Black male adolescent student is a good thing is 

communicated.  Mr. Easton wants his students to stand up for their education by doing 

well and knowing that there is nothing wrong with achieving.  Through observation, this 

was evident when Mr. Easton was playing a math problem basketball game with his 

students.  In a class of 21 students, 10 were Black boys.  During instruction, six of the 

Black male students were observed participating by raising their hands to answer 

questions when it was time to share.  The other four Black males were working on their 

word problems in a group and were actively engaged in the lesson.  The group that won 

the game was a group of four Black males.  It was observed that doing your work in Mr. 

Easton’s class and participating was an expectation for his Black males.  They were 

actively engaged during the observed 60 minutes of class time.   

 Mr. Johnson instilled aspects of capital to his students when he had one-on-one 

conversations with his students.  He shared that,   

 At those times, I am trying to identify with them because I know what they are 
 about to go through and they don’t.  And I know the importance of what they are 
 doing now and how it can affect them.   
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Using the knowledge and experiences that he has helped to encourage and support his 

Black male students.  Mr. Johnson elaborated further, “I share with them my 

experiences in life.  I shared with them my experience of college and not taking it 

seriously at first and how it affected me.”  As education is valued in this society, Mr. 

Johnson made it a point to let his Black male students know that school is important, 

and college should be taken seriously. 

 Mr. Taft also communicated the importance of college and how he received the 

knowledge of this from his teachers, 

 My English teacher also told me that many Black males do not even finish 
 college, so then I was determined to do better and finish college.  So what I was 
 told by them, I wanted to pass it on to someone else. 
 
Mr. Taft continued,  

 I like working with children.  I was one of the children in school who was 
 talkative and disrespectful.  I had a completely different mindset of what life was 
 able to offer me.  And I then got myself together in high school from meeting 
 great educators who I still keep in contact with today.   
 
It was through receiving the knowledge, experiences, and connections from his 

educators that he is now able to impart that same knowledge to his Black male students 

that he teaches each day.  

 Mr. Michaels also used cultural capital when teaching his students, he remarked 

“I tell them how important education is, how they need to get to know their counselor 

because they can support them.”   He not only uses cultural capital, but provides his 

students with social capital by identifying people who they can go to who are an 

additional form of support.   
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 Mr. Lane explained how he encourages his students by connecting his own 

experiences to theirs, 

 My experience being a Black male; I can relate to different things that they are 
 going to go through or that they may be going through.  I can give them insight to 
 how to deal with certain things that I know they will encounter because I’ve 
 experienced it already.  They may or may not have experienced it, but if they do 
 they’ll know how to address it. 
 
In providing them with insight into how to deal with things that they will encounter, Mr. 

Lane supports their growth in how they are able to effectively operate in the field of 

education. 

 Mr. Davis shared a similar notion about providing his students with the 

knowledge he holds because he is “like” them.  He stated,  

 There is something to say about looking like your students.  Because we are Black 
 males, I can let them know how to react to someone who may call them a 
 derogatory name, or how they can address an adult when they feel they are not 
 being treated equally. There is a way they can do it without being disrespectful. It 
 is important for them to know how to do this in school.  
 
Mr. Davis shared how he saw a student walking down the hall who was visibly angry.  

He got in trouble for cursing out a student who called him the “n” word.  Then he 

shoved the student and was sent to the office.  Mr. Davis was able to counsel with him. 

He explained, “It has happened to me. I knew this student and he is pretty cool, he 

doesn’t lash out like that. We were able to talk and he felt a lot better afterwards.” 

 The six Black male teachers indicated some form of capital that they use when 

teaching their Black male students.  They all referenced their own identity in being male 

and Black, and expressed that they have gone through much of what their students have 

gone through or will go through.  Providing them with the strategies, resources, and 
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knowledge can support their academic achievement as explained by the various 

statements made by each Black male teacher.  Delpit (2006) cautioned that students in 

this country will be judged on what they produce, regardless of how or what process 

they used to achieve it. “And that product, based as it is on the specific codes of a 

particular culture, is more readily produced when the directives of how to produce it are 

made explicit” (p.31).  One explanation for this interpretation of students being provided 

with the culture of power, or the capital needed to “produce” in this society, is that 

Black male teachers who explicitly provide Black male students with this knowledge 

and capital increase their odds of doing well in school and therefore in society.   

Sub-question Two 

How do Black male teachers develop and position themselves as role models and 

mentors to support the academic achievement of Black male students? 

Role model and Mentor 

 A role model is defined as a person whose behavior, example, or success is or can 

be emulated by others, especially by younger people.   A mentor is a guide who can help 

the mentee to find the right direction. Mentors rely upon having had similar experiences 

to gain an empathy with the mentee and an understanding of their issues.  As described 

in the definition of key terms section beginning on page 38, the definitions for mentor 

and role model have some similarities, however they will be used together throughout 

the study with mentoring representing the general heading and role model as an aspect 

of a mentor’s capability.  Both are identified as a social resource to support Black male 

adolescent achievement in this research study.   All six middle school teachers 
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expressed some form of mentoring that they encounter with their students on a daily 

basis.   

 Mr. Easton recalled a math lesson he was teaching to his students.  A real life 

connection happened to occur about an NBA player.  He used this situation to mentor 

his students in knowing how to not only choose a good career, but also being able to 

manage your money once you get there.  He shared, 

 I tell them the importance of the knowledge that they are getting; it is very 
 important because they are going to use it in the future.  Some students may just 
 think ‘I can just be a basketball player or a football player and just make money.  I 
 don’t need to learn this.’  Or they want to be a rapper or a singer.  But you know, 
 whatever they learn right now; whatever they plan on doing later; what they are 
 learning now is going to help them, it is going to be important. Just last week 
 there is this basketball player, Antoine Walker, he played for the Boston Celtics. I 
 was talking about it with my students.  He lost millions of dollars.  He’s broke 
 now. It’s good to play sports and achieve that way, that’s fine, but if you know 
 your math and know how to spend it [money] and know how to invest it, things 
 that you learn from school, that’s going to help you to become successful. So 
 anyone telling you to just don’t pay attention to the academic perspective in 
 school and just be like this, they are just misleading you.  And so I try to talk to 
 them like that. I let them know the reality of what can happen. 
 
Mr. Easton communicated with his students that there is nothing wrong with wanting to 

be a professional ball player, but what his students are learning in school now has the 

potential to affect them in the future. He made sure that his students recognized that and 

took the opportunity in class to share this information with them.  Mr. Easton also 

shared how he interacts with his students after school.  He explained, 

 We have a “Pal Program” after school.  Sometimes I go to help them with their 
 homework. Some of these students don’t have a family member who will sit and 
 help them with the homework. So they may be missing that part, so I sit with 
 them and help them. It’s not only me being an academic teacher but me being a 
 family member. I also go and participate in sports activities with them.  I have a 
 group of students who love soccer and I play soccer.  When playing I joke with 
 them, saying ‘I’m going to win this.’  They feel close to you, so building that 
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 relationship. You are not just there as a teacher. My students like when I do those 
 things. 
 
Mr. Easton continued by sharing how he builds relationship with his Black male 

students and makes it a point to form bonds with them.  He described,  

 To build relationships, I talk to them, I talk to them about something that interests 
 me and that interests them; like sports and music, food...you know different 
 things. And I also participate in activities with them. For example we have a 
 quarterly event, or reward system or incentive. So one time it was soccer, and I 
 like soccer, and so we rewarded the students by spending time with them, not only 
 talking about it, but actually playing with them. So any event, whether it is 
 entertainment or sports related, I talk with them about it and I also participate in it 
 with them, so we play it together. 
 
Mr. Easton also shared how he shifts from teacher to mentor during class time, 

 Sometimes I am the teacher delivering the lessons and teaching them the skills. 
 Other times I am a mentor, you know showing a personal interest in them and 
 talking to them. Sometimes having private conversations with them, you know, 
 asking them ‘hey what’s going on’ you know, ‘why is it that you are having 
 difficulty learning this or doing this assignment?’ I show them the appropriate 
 skills and behaviors in order to do the assignment or behave the way they should. 
 So trying to listen to what they say is also a part of that. 
 
Mr. Easton uses the social resource of mentoring through building relationships with his 

students and helping them make connections to real life events.  After the second 

observation of Mr. Easton’s class, the observer witnessed a student coming to Mr. 

Easton at the end of class to let him know what he got on a test.  He was very excited to 

tell Mr. Easton.  Mr. Easton gave him a treat and walked with him to his next class.  The 

observer asked if he taught the young Black male and Mr. Easton explained that he 

taught him the previous year.  It was evident that a bond and connection had formed 

between Mr. Easton and this Black male student. 
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 Mr. Johnson also expressed how his role as a teacher is also part mentor. He 

described a situation when a student came to him needing help. He stated,  

 I just had a situation with a student where he didn’t even tell his counselor but 
 came and talked to me.  He felt comfortable telling me about it.  I think that that’s 
 part of the role, getting them to open up.  And I do notice with the children that 
 come to me to talk, they are primarily Black boys. 
 
He also shared how he talks bluntly to his Black males about society’s perception of 

them.  He explained, 

 We’ve had discussions about hoodies, about being a black boy and wearing 
 hoodies and about them not having as long of a rope to play with because of their 
 behaviors.  That they can’t act like this and expect things; that they are giving 
 people a reason basically.  As a black male, I tell them they can’t give them a 
 reason because they [society] are going to take it.  If they can find a reason to do 
 it, it’s going to happen to you. So you have to be careful. You aren’t looked at the 
 same, and you aren’t valued the same.  Just the connection to that fact I try and 
 get across to them, so that’s important. 
 
Mr. Johnson felt that because of the relationships he has with his Black male, not just as 

a teacher but as a mentor, they want to spend more time with him outside of the class 

room setting.  He remarked, 

 They know my office is always open.  If I’m off and I am not in a meeting, I’m 
 available.  Even if I am working and they just want to come and sit.  Which some 
 of them do.  I’ll be working on my computer and they’ll just come sit next to me.  
 So I’m always available for them. 

Due to the positive nature he has with his Black male students, Mr. Johnson expressed 

that he can discipline them when needed and they still listen and respect him.  He further 

explained,    

 And making sure that with the correction that they know I care about them and 
 love them.  It’s not coming from a place where I don’t like them, but it’s coming 
 from a place where I want to see them do better.  So making sure they know that 
 and get that message. 
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Overall, Mr. Johnson emphasized that his primary goal is to get his Black male students 

to do the right things and make good choices. 

 Mr. Taft also described different situations where he is a mentor to his Black male 

students.  When discussing his students’ behavior, he stated, 

 I shift from teacher from mentor; teachers wear many hats. I shift from mentor 
 when I have to take a student aside and address a particular behavior.  I will ask 
 questions to find out what they are trying to get out of what they are doing; what 
 is the purpose of what they are doing. 
 
Mr. Taft elaborated about why he takes the time to do this with his Black male. He 

explained, 

 I know how it is.  I was that student that no one wanted in their classroom.  I want 
 my students to know what they are doing, but I do not want them to feel bad, just 
 to make better choices. 
 
Mr. Taft does not want his students to emulate poor behaviors. He wants to find out the 

motivation behind their misbehavior, and to address it from a positive stance to show 

them how they can improve. Rather than making them feel bad, as he has had 

experience with teachers’ negative reactions towards him when he was an adolescent, he 

wants to support them in discovering the “why” behind their disruption. 

 Mr. Michaels being one of the youngest of the six interview participants described 

the satisfaction he gets from seeing how his Black males value him as a teacher.  He 

stated, 

 Most Black male teachers are coaches, or they teach high school gym classes.  
 They see them on the athletic field. You should see how the kids look at me when 
 I’m teaching. They are like ‘oh my gosh,’ they are shocked. You can see it in their 
 faces.  So it’s pretty cool to be their math teacher. 
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Mr. Michaels also shared information about a boys group that he and three other Black 

male teachers are starting in the spring.  He described, 

 We have already selected the group of students that we feel need additional 
 support. We worked with counseling to identify them.  We plan on doing field 
 trips, college tours, taking them to professional games, things like that. 
 
As a result of Mr. Michaels’ role modeling capabilities, he expressed the need to do 

more for his Black male students because he knows they admire him.  He and other 

teachers in the building are willing to set aside time for their Black male students who 

are in need of additional time and support with positive Black male role models. 

 Mr. Lane draws on his identity as a Black male and recognized that this 

connection helped to form bonds with his Black male students.  He shared, 

 Being Black, to me that alone creates an environment and connection with my 
 Black male students that they can relate to me.  I think the Black males are 
 definitely more drawn to me than to other teachers.  
 
He described how his students interact with him during and after school.  “In between 

classes I have time to interact with students.  After school it does shifts when I am doing 

after school activities.  They share more things with me after school.” 

 Mr. Davis communicated how he pays attention to how his Black males are 

behaving on an emotional level; if they seem off or there is evidence that their demeanor 

is slightly different.  He uses those opportunities to talk to them and help them.  He 

stated, 

 Yes I think sometimes I switch to a mentor and more of an emotional support for 
 some students because they have so many things going on outside of school.  
 They don’t have anyone to talk to.  And you can tell sometimes by the behaviors 
 they exhibit or even just looking at them and their appearance, or the look on their 
 faces, that something is going on.  I find myself at times dealing with emotional 
 issues with my Black male students. 
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Mr. Davis described how he is able to address the emotions of his Black males due to 

the nature of the relationships that he has with them.  He explained,  

 I think that if you build relationships with black males they respect you more. If 
 you listen to them and show up at their activities; also I talk to them in the halls 
 and in the cafeteria.    
 
Mr. Davis also shared, “sometimes I will see them at basketball practice and I go and 

shoot a couple baskets with them.  So pretty much, we have good relationships, they 

don’t complain.  They aren’t afraid to talk to me.” 

 Each teacher participant developed and positioned themselves as mentors for their 

Black male students.  They used positive relationship building; encouraged them to 

make good choices and show responsible behaviors; addressed stereotypes; and 

supported their academic, social, and emotional growth by being a model and support 

for their boys.  

Sub-question Three 

How do Black male teachers conceptualize and integrate culturally responsive 

teaching methods and culturally relevant pedagogy to facilitate learning for Black 

male students?   

 Culturally responsive teaching refers to the Black male teacher’s ability to 

recognize and address the unique cultural characteristics and identities of the Black male 

students that he teaches. Culturally relevant pedagogy refers to the inclusion of, and the 

explicit teaching of, content in the classroom involving aspects of the Black male 

student’s background and identity.   
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Culturally Responsive Teaching 

 Several teachers were responsive to their Black male students’ characteristics in 

the classroom.  Mr. Michaels specifically spoke of the energy level and social identities 

of many of his Black boys.  Mr. Michaels stated,  

 I am going to be honest. I tend to be lenient with the Black kids... with the  Latino 
 and Black [students] I’m more lenient because I know that that is their 
 personality.  They are more social and more active. So you can’t blame them 
 for who they are.   
 
Mr. Michaels continued, “I’m more understanding of it [their behavior] because I know 

where it is coming from... I might tell them to be quiet and focus, but I don’t shut them 

up and kick them out.”   

 The researcher observed that in Mr. Michaels’ classes students were a little louder 

but engaged in the math lesson as evident by the exit question they were required to 

answer independently at the end of the class. During class, they worked in pairs, openly 

debated the answers to problems, and energetically wanted to go to the interactive white 

board to “prove” Mr. Michaels or their peers wrong when it was time to share answers.  

There was evidence of a happy and playful learning environment; a lot of back and forth 

between teacher and student, and student to student, but all in a respectful way as when 

Mr. Michaels stated, “let’s bring it back everyone, quiet down...we have a few more 

things to get through today...” students immediately complied and Mr. Michaels 

continued with the lesson.  

 Mr. Johnson also addressed culturally responsive teaching practices that occur in 

his classroom.  He explained, “We all try to do more hands on and more cooperative 

learning activities for all students.  Research says that Black males learn better that 
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way.”  In observation, Mr. Johnson’s students were sitting in table groups working on 

The Use of Quotations worksheet while he circulated around to each table to support 

students.  When asked how he keeps his Black male students stay engaged he shared, 

 A lot of one-on-one. Engage in one-on-one [and] build relationships over time.  
 You can see when it is hyperactivity...figure out what is going on. If they just 
 need a break.  Some others, if they are distracted, I will sit next to them and do the 
 lesson with them and they like that. 
 
 Mr. Michaels and Mr. Johnson recognized and took into consideration their 

students’ propensity to be more active, needing more cooperative learning activities, and 

ensuring that their teaching methods supported their needs.  Both teachers encouraged 

discussion in their classes as well as evident by cooperative grouping of students. 

 Mr. Lane discussed his teaching style and how that supports the learning of his 

Black male students.  He remarked, “I use some slang words, I sometimes talk the way 

they do during the lesson. It gets their attention in a fun way and helps them understand.  

That helps.”  Teaching and learning “are rooted in and are dependent upon a common 

language between teacher and student” (Delpit & Dowdy, 2002, p.89).  Because 

language is a part of culture, Mr. Lane used language as a strategy to engage his 

students and help them understand the content of his science class.  Not only did he use 

some slang words while teaching such as “or nah” and “on fleek” or “on point” referring 

to the correct answer, but during an observation, it was made evident when Mr. Lane 

showed a Flocabulary hip hop video where students learned about the parts of plants 

and animals cells.   

 Similarly, Mr. Davis also shared how he keeps his boys engaged and keeps their 

attention during the lesson.  He mentioned, “I ask them questions during the lesson, 
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walk over to them and talk to them during the lesson; I have them lead a class discussion 

or read aloud.  This keeps them engaged.”  During the observation, the researcher 

witnessed Mr. Davis giving the class over to a Black male student.  Mr. Davis stated, 

“OK, Jonathan is going to explain theme for the class again.  Go ahead Jonathan, and 

use an example from one of your favorite movies.” The student happily got up to 

explain to the class. It was clear that he enjoyed being the center of attention and the 

students in the class received him well.   

 Both Mr. Lane and Mr. Davis used strategies that addressed their Black male’s 

overall characteristics toward learning and participating in class.  By using some of the 

language their students used when teaching the content, it better supported Black male 

understanding.  Furthermore, allowing them to lead discussions and asking them 

questions about the content supported their achievement as well.  

 Mr. Easton’s way of ensuring culturally responsive teaching practices occur in his 

class is by asking the students what they are interested in, and then using this 

information to design lessons.  He described a lesson,  

 So talking to them about that [their likes] and also using this information and 
 implementing it in the lessons too.  For example, sometimes we do competitions. 
 For example we had this integer game. And they like football, so they pretended 
 they were playing on two NFL teams, gaining and losing yards... and this gets 
 them interested in the material...showing that excitement to them as much as 
 possible. And that way you get them motivated. 
 
He also knew that many of his boys were active and needed to move at some point 

during the lesson.  He embedded into each lesson scheduled movement through station 

rotations.  Mr. Easton explained,  
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 There are others who like to keep moving, so we do rotations and different 
 activities. So they will have a short rotation on something, then they keep 
 changing. And allowing them to talk with each other and show their work... and 
 once they achieve this, once they show their work...that they have done 
 something, then praising them. 
 
In the basketball lesson that the observer witnessed, Mr. Easton had students in groups.  

They were given a math word problem to solve in a certain amount of time.  All the 

word problems were related to the NBA.  While students were working, Mr. Easton 

played the “NBA on NBC Theme” song.  The groups were visibly excited and wanted 

to be the first group to get the answer correct.  When a group got the answer correct, 

they were able to shoot a paper ball in the trash can from either the three point line or 

the two point line that was labeled on the floor with tape.  The group that got the most 

answers correct, and had the most points from shooting, won the group math problem 

game.  The students were actively engaged in the lesson, both boys and girls.  The group 

that won the game just happened to be a group of four Black boys. 

 Common in all responses from Black male teachers was the importance of 

addressing the Black male’s identity and unique characteristics when teaching them 

educational content.  A significant observation and important to note was the use of 

cooperative grouping strategies used across all teacher cases.  Students sat in table 

groups, or desks were arranged in groups of four to six.  Being able to include 

movement, cooperative learning through groupings, competitions, cultural terms and 

phrases; all of these strategies helped to support their acquisition of the information 

presented.  According to Delpit (2006), “If teachers are to teach effectively, recognition 

of the importance of student perception of teacher intent is critical.  Problems arising 
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from culturally different interaction styles seem to disproportionately affect African-

American boys...” (p. 168).  As a result of cultural influences, Black male students 

desire interaction and exhibit a higher degree of physicality.  Black male teachers 

interviewed were inherently aware of Black male student proclivities, and not only 

offered them an environment where there “styles” were accommodated, but also shared 

with them the “why” and “how” of accepted normed class interactions.  “Children who 

are not a part of the mainstream are dependent upon schools to teach them whatever 

they need to know to be successful” (Delpit, 2012, p. 72).     

Culturally Relevant Pedagogy 

 Black male teachers interviewed expressed the significance of incorporating text, 

resources, and documents into the lesson that represent the culture of their students.   

 Mr. Easton incorporates his students’ interests and backgrounds into the math 

content that he teaches.  He shared that he finds out what they like and what they are 

interested in and often uses “student names in the word problems I create, or fun things I 

know about them...if they don’t understand a concept I try to tie it to something they 

know.”  He shared,  

 It’s true that the curriculum and the policies may not be that much related to them 
 because it has to do with who is creating those.  There is a lack of representation 
 of minority teachers in the administration and in the curriculum writing. I try to 
 help students by presenting materials that are related to them. Some things I may 
 have to modify. I may have to use some cultural context because I kind of been in 
 their shoes. I know how they feel when they cannot make a connection to what 
 they are learning. Sometimes the teachers have to help them make those 
 connections. 
 
Mr. Easton communicated that he has to enhance, or add to the math lessons that he 

teaches.  He explained further citing a lesson he adjusted, 
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 For example, word problems or other things I want to modify or present it in a 
 way that they can relate to. So word problems I relate them to sports.  I use the 
 names of students in the class. I relate problems to things that they can 
 understand; use the words and language that makes sense to them. And I give 
 them a number of opportunities to express and show what they know; that they 
 can understand. Different ways of assessing them to find out what they learned. 
  
Mr. Easton shared some examples of word problems using student names, and some 

using popular athletic figures.  He also shared that he allowed students to create their 

own word problems by providing them with the requirements in a rubric.  Mr. Easton 

elaborated that when he enhanced the content in the math curriculum in this way 

“students are definitely more engaged in the lesson, and if I give them different ways to 

be assessed, they do much better on assignments.”  As a result of incorporating 

culturally relevant pedagogy, Mr. Easton shared that his Black male students performed 

better on assignments in math. 

Mr. Michaels also discussed using sports references when teaching his students math, 

 I kind of tend to tie it to money.  When they don’t understand fractions for 
 example, I tend to tie it to something that they would understand.  I try to identify 
 with what they know, like soccer or football.   
 
Connecting the math content to what student know and can identify with is a culturally 

relevant strategy that Mr. Michaels uses with his Black male students to “make Pre-

Algebra as interesting as it is for me for them as well...I always liked math and have 

been good at it, I want them to be good at it too.” 

Mr. Taft indicated that what the curriculum provided is not sufficient.   He shared that 

he knows it is not created for his Black males that he teachers. 

 I do not like teaching just what is in the curriculum.  I know that if they are bored 
 then behavior issues will occur.  I use real life situations to make learning more 
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 engaging.  I will use their names and situations I know that they have 
 experienced.  It is more meaningful for them when they can identify with what 
 they are learning. 
 
One lesson he shared that he created was about two students who fictitiously discovered 

a new mineral.  Students had to determine how to classify it based on the location of the 

mineral and on information regarding its formation. He also shared that he incorporates 

material about Black scientists when he can in order to help students identify with the 

content, and tie it into what the curriculum already requires him to teach his students.  

Additionally, Mr. Taft likes to survey his students. In using this information he connects 

instructional tasks to what they shared in the survey to encourage engagement.  He 

remarked, 

 I give them a survey at the end of each month.  A lot of the students say they like 
 sports so I try to relate instruction to what they like.  They let me know what they 
 like and what they don’t like. I have open communication with them. I let them 
 know that I want them to tell me how I am doing.   
 
Culturally relevant teachers incorporate the backgrounds of their students into their 

lessons.  “When teachers infuse multicultural content into the curriculum, Black 

students feel more empowered” and “motivated and engaged when they see themselves 

affirmed in the materials and content” (Whiting, 2009, p. 231).  

 As a special educator and co-teacher of English, Mr. Johnson spoke of how there 

is a connection between the misrepresentation of Black males in special education and 

how this can be addressed in how they are instructed.  He spoke of what he learned in 

his undergraduate courses, 

 We openly talked about the misrepresentation of Black males in sped. We talked 
 about it and how we would problem solve to address it.  We read about 
 inequalities and how we would do things differently.  One way is being more 
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 culturally responsive to their needs and teaching a curriculum that supports their 
 identity. 
 
Mr. Johnson shared how he tries to engage his students, “who are mostly African 

American,” in literature that reflects their background.  “There are some novels we have 

to teach in sixth grade like Tuck Everlasting, but we do have some choices in short 

stories and poetry...I always teach my students about Langston Hughes.”   By doing so, 

the Black male student experience is enhanced as it complements the background of the 

student (McDougal, 2009). 

 Mr. Lane expressed the importance of making content meaningful and relevant 

for his Black males (he used the hip hop Flocabulary video lesson to teach about cells), 

but also stressed that his students will sometimes have to do things they may not 

necessarily like. He explained,  

 I get their attention and try to get them to become interested in the subject matter.  
 They respond well to me; I try to connect lessons to things they like or can relate 
 to.  But I do let them know that sometimes during the lesson they have to take 
 notes and it may be a little boring; but then I let them know that when we get 
 through this we can do something more fun or interactive.  
 
Mr. Lane uses culturally relevant practices, but also provides his students with the 

capital, or knowledge, that in school they will sometimes have to complete assignments 

that are “boring” or less engaging but they are still required to do the work. 

 Like Mr. Lane, Mr. Davis also uses his Black male students’ interest in music to 

help them make connections to the subject matter. He described a lesson in English 

when he connected the content to songs his students listened to.  He shared, 

 I selected popular songs that my students liked. They told me which ones to 
 choose that were appropriated for class of course.  After learning about figurative 
 language terms, I allowed them to listen to the songs in class, print the lyrics, and 
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 then in groups they identified when the artist used different figurative language 
 terms such as simile and hyperbole.  The students really understood how to 
 identify figurative language terms in the lyrics of their favorite songs. And they 
 got to listen to the songs in class. They really loved that lesson.  
 
Teachers that are culturally competent are the most successful with Black children 

because they respect and value the culture of their Black students (Ladson-Billings, 

1995). 

 In summary, effective implementation and utilization of curriculum that has been 

enhanced to include Black male students’ culture and interests were used by the Black 

male teachers.  They expressed how it was important to support Black male student 

educational attainment of the content in this way, and how overall they were more 

receptive and engaged in the lessons that were taught.   

Data Connection to Theory and Conceptual Framework 

  Cultural Capital Theory is the foundation of the conceptual framework used to 

address the use of social and academic resources utilized by Black male teachers to 

support Black male student achievement.  The four components that stem from Cultural 

Capital Theory include symbolic violence, field, habitus, and species of capital 

(Bourdieu, 1986).  The resulting data show that Black male teachers address each 

component and its connection to the three connecting theories in the conceptual 

framework; Stereotype Threat, Symbolic Interactionism, and Critical Race Theory.  

These theories support and guide the research and reporting of results by understanding 

how Black male teachers support their Black male students in the context of a classroom 

setting.    
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Expectations, Attitudes, and Beliefs: Symbolic Violence, Field, and Stereotype 

Threat 

 Certain symbolic meanings and negative symbols connect to Black males in this 

society.  Consequently, these negative symbols are internalized and can affect 

individuals’ perceptions and beliefs about this particular group.  Within the field of 

education, teachers’ beliefs about the educational capacity of students can impact 

whether or not children in classes are given the opportunity to achieve to their full 

potential.  The Black teachers interviewed shared ways that they address symbolic 

violence and stereotype threat in the field of education with their Black male students. 

 Mr. Lane explicitly shared that he talks to his Black male students about specific 

stereotypes that exist about them and how they can address them.  He shared how he 

addresses their slouching, walking slowly down the hall, and wearing pants that hang 

below their waist; how this gives a negative perception.  He shared that he tells them to, 

“sit up straight, walk with confidence, speak clearly, and be polite” at all times.  This 

will help change the perceptions that are out there about them as young Black males.  

 Mr. Johnson shared how he has many one-on-one conversations with his Black 

males about negative stereotypes and symbols.  The expectations, attitudes and beliefs 

that society holds about young Black males is evidence in his opinion, he explained 

“they aren’t looked at the same...they don’t have as long of a rope to play with...”  Mr. 

Johnson explained that in order to address negative perceptions, he is someone who will 

“tell them the truth.”  In telling them the truth, he feels he is giving them the power to 
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change and show that they are not defined by the negative beliefs and negative symbols 

that exist about them. 

 For both Mr. Lane and Mr. Johnson, in having these open dialogues with their 

Black males, they found that they come to them about certain situations that they 

encounter, and as a result seek ways to deal with negative stereotypes.  Mr. Lane also 

shared that the students “want to make me proud as well...they want to show me that 

they listened and are making an effort to be a better student and a better young man at 

school.”  The Black male teachers interviewed held high expectations, and positive 

attitudes and beliefs towards their Black male students.  They supported their Black 

males by providing ways to address negative symbols and negative stereotypes about 

their cultural group.     

Mentoring: Habitus and Symbolic Interactionism 

 Black male teachers as mentors have the potential to positively impact the 

educational achievement of Black male adolescent students.  Jackson, Sealey-Ruiz and 

Watson (2014) explained that, “literature on mentoring suggests that the presence of a 

structured program and caring adults who coach, sponsor, motivate, and/or serve as role 

models can positively influence the educational outcomes of their mentees” (p. 397).  

Jackson et al. (2014) also identified through their research that “mentoring relationships 

is often a key element in the overall success of Black and Latino male students” (p. 

398).  Noguera (2012) and Delpit (2003) as cited by Jackson et al. (2014) explained that 

positive relationships between students and teachers are critical for student success in 

that educators are able to address and attend to students intellectual and personal 
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growth; better positioning educators to maximize the development of their students and 

intervene early and effectively if problems arise. 

 Mr. Michaels spoke of the role model affect he has on his Black male students; 

that they openly admire the fact that he is young, Black, and very good at math.  He 

shared how some students stated that “they want to be good in math just like me.”  The 

role model affect that he has over his Black male students can interpreted as a positive 

social resource as evident of the student performance in his Pre-Algebra class, “They do 

care, they care about their grades and they are performing well.” 

 Being a mentor to Black male students is something that each Black male teacher 

addressed in their interview.  Mr. Easton shared that he spent time with his Black male 

students outside of school by playing soccer with them.  He also helped them with their 

homework in an after school help program.  Mr. Easton used the social resource of 

mentoring to “[not only be] an academic teacher but me being a family member.”  This 

apparent need to be a part of his Black male students’ lives is supported by mentoring.   

 Similar to Mr. Easton, Mr. Davis shared how he would go to his students’ games 

after school, talk to them in the cafeteria and in the hallways to help build good 

relationships.  He would also pull them from lunch to complete assignments.  He added 

that because of the relationship he cultivated, his students listen to him and respect him 

more when he has to address undesirable behaviors with them.  They are more apt to 

listen because he took the time to get to know them; to share personal stories with them 

and joke with them.  Mr. Davis’ capacity to be a mentor assisted in his students’ desire 

to listen and complete the work in his classes.   
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 Mr. Johnson shared how he focused his conversations on getting his Black male 

students to do the right thing in difficult situations that they may encounter.  He shared 

that when he has to address them or correct their behaviors, it is coming from a place of 

care, love, and concern and he makes sure he communicates this message to his Black 

male students.  Like Mr. Davis, Mr. Johnson is also able to address behaviors and 

support their growth in the classroom setting because he provides a reason and 

perspective for his correction. 

 Resembling Mr. Johnson’s strategy, Mr. Lane also shared that through 

conversations, asking questions, and finding out what his Black male students’ interests 

are, he is able to foster good relationships with his students.  Mr. Lane also shares his 

experience in school with his Black males in order to support them in “doing the right 

thing” and “not falling into the stereotype” of the unruly and disrespectful student. 

 Mr. Taft shared how he used to be a very difficult student in class, and how he 

acts as a mentor when he tries to find out why his Black male students may be acting 

out; what their motivation is for doing so and how he can help them process through 

focused conversation.  Mr. Taft, Mr. Johnson, and Mr. Lane all used focused 

conversations with their Black male students to engage them in class and to support 

their growth by sharing positive ways to address, at times, undesirable behaviors.   

 Throughout each interview, Black male teachers addressed the habitus, or learned 

disposition of their Black males, by first acknowledging that there are symbols and 

learned ways of interacting that may be perceived as negative.  In each case, teacher and 

student interaction was positive and very important in fostering strong and healthy 
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relationships.  Black male teachers also recognized the learned dispositions of their 

Black male students that may be unknowingly internalized, hence the importance of 

having good relationships in order to address behaviors or communicate through 

focused discussion instead of a more negative response that Black males may be used to 

receiving.  Mr. Davis recounted, “if you take the time to bond with them they will listen 

to what you have to say.”  Mr. Lane shared that he knows what his Black males may 

encounter that may be a negative interaction, such as the use of the “n” word or how 

their dress and behaviors in school are perceived by others.  He shared, “I can give them 

insight [on] how to deal with certain things I know they will encounter.”  Nash (1990) 

explained that “members of a social group come to acquire as a result of their 

socialization a set of dispositions which reflect central structural elements and, 

therefore, behave in ways which reproduce those structural elements” (p. 434).  By 

implementing the social resource of mentoring, Black male teachers communicated how 

they addressed the learned dispositions through positive interactions and actions towards 

their Black male students.  Wyatt (2009) reported that mentoring supports academic 

achievement, attitudes towards school, self-confidence, and interpersonal skills.  Black 

male students thus in turn may realize that they too have the capacity to not only do well 

in school, but also be perceived as a group of individuals who can achieve in the greater 

society with mentoring. 

Culturally Responsive Teaching: Species of Capital and Critical Race Theory 

 Incorporating culturally responsive teaching practices, including teaching 

culturally relevant pedagogy, supports the educational attainment of Black male 
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students.  Critical Race Theory addresses the inequality of curriculum components that 

do not take into account the various backgrounds of the students that it is to serve. 

Species of Capital, specifically Cultural Capital, offers students the needed view of 

themselves in their learning.  Black male teachers who implement these strategies 

provide their Black male students with the resources to achieve in school. Irvine (2010) 

explained that in order to maximize student learning, incorporating culturally relevant 

pedagogy “builds on the premise that learning may differ across cultures and teachers 

can enhance students’ success by acquiring knowledge of their cultural backgrounds and 

translating this knowledge into instructional practice” (p. 58).  Including text that shows 

students’ culture in a positive light, recognizing customs and traditions and 

incorporating aspects of each within lessons, and even allowing students to share 

specifics about themselves are a few ways to apply culturally relevant pedagogy.  

Culturally responsive teaching practices and  

 culturally relevant teaching requires teachers to possess a thorough knowledge of 
 the content and employ multiple representations of knowledge that use students’ 
 lived experiences to connect new knowledge to home, community, and global 
 settings. Teachers need to find pertinent examples in students’ experience; they 
 need to compare and contrast new concepts with concepts students already know; 
 they need to bridge the gap between the known (students’ personal cultural 
 knowledge) and the unknown (materials and concepts to be mastered). (Irvine, 
 2010, p. 59) 
  
 Each Black male teacher interviewed implemented some form or culturally 

relevant teaching and/or culturally relevant pedagogy.  

 Mr. Michaels and Mr. Easton specifically shared important elements of both 

culturally relevant practices and pedagogy in their interviews.  These strategies were 

also observed during observations.  Mr. Michaels shared how he allows his Black male 
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students to be more verbal and active in his class. He allows them to work in structured 

groups, he also uses concepts that they are familiar with in math word problems.  

Furthermore, Mr. Michaels shared that because he is so young and comes from the same 

neighborhood as most of his students, he can better relate to their views and perspectives 

on school and on learning math.  Mr. Michaels connects what his Black male students 

know and are familiar with to what they need to know.  He uses concepts that they can 

relate to while still allowing them the opportunity to see, and be, themselves in the 

learning that is taking place.  Mr. Michaels shared that his Black boys are more 

successful because of this. He stated, 

Many of my Black males eat lunch in my room. They tell me how they are doing 
in other classes. I ask them about the ones they aren’t doing well in. They tell me, 
‘it is just book work Mr. Michaels,’ or ‘it does not make sense to me.’  As their 
teacher, it is my job to make sure they learn the content; that they are engaged. I 
do that by allowing them to be who they are, and by letting them see themselves 
in the content.  

 
As a result, Mr. Michaels has created a safe place, his room during lunch, and in the 

classroom setting as they are provided with the opportunity to learn the content. 

 Mr. Easton shared how he connects his lessons to sports and other engaging topics 

that help his students learn the concepts.   He also talked about the importance of 

modifying the curriculum for his students, especially his Black males, as it was observed 

that at least half of his students in two different classes were Black males.  Mr. Easton 

shared, 

My Black males do have different learning styles. They do like to work in groups, 
they like to be active, they love things about sports, but they also like for me to 
listen to what they have to say. I try to give them an opportunity to do all of these 
things in class. 

 



 

150 

  

It was observed by the researcher Mr. Easton doing these very things. He had students 

working in timed rotations in his math classes. Some lessons were connected to sports. 

For example, they played a football game when learning about integers.  They were also 

in teams for a word problem solving game where they got to shoot a paper basketball if 

their team got the answer correct.   He also welcomed his students’ ideas and feedback.  

He freely allowed a student to share another way of solving a problem.  In the next class 

he then shared that same strategy with other students who easily picked up on this new 

learning. 

 Employing aspects of each, culturally relevant pedagogy and culturally responsive 

teaching practices, Black male teachers are able to not only acknowledge their students’ 

backgrounds, but relate to them because they have experienced similar things.  The 

unique cultural perspectives that Black male teachers share with their Black male 

students; and their recognition of the importance of including the backgrounds and 

cultures into the lessons, shows each teachers’ commitment to their students’ learning.       

Summary 

 The use of social and academic resources by the six Black male teachers exhibits 

how teachers can purposely address the unique social and academic characteristics that 

Black males bring with them to the classroom.  By examining the six teachers’ use and 

implementation of cultural capital, having positive beliefs in the educational capacity of 

their students, mentoring components, and incorporating cultural responsive teaching 

practices and pedagogy; all components support each Black boy’s educational identity.  

The cultural connectedness between each Black teacher and their Black male students 
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served as a gateway for teachers to promote a healthy positive educational identity in 

their students.  

Mr. Taft summarized his interview as such, 

 I was the only Black male in my cohort and listening to others talk made me 
 realize what people think of us.  And it made me not want to go into the 
 classroom and perceive my children as what an organization’s perception of them 
 is...negative.  Teaching comes from the heart, if you want to be a teacher you have 
 to know what you are getting into.  You have to have an open mindset, you can’t 
 have a negative perception going in, and if you find you do you have to change it.  
 And I think I have done that with my students.  
 
 Mr. Easton ended his interview with, “That’s one of the things that helps with 

teaching minority students is just make sure that you don’t set the bar low.  They are 

capable of meeting high expectations.”      

 Mr. Michaels expressed the importance of knowing how to teach diverse 

populations, he stated,  

 We did a lot of equity courses in college...It was eye opening, I was shocked. Not 
 everyone had to take it which is the worst thing ever.  Our students really need to 
 know we care about who they are and where they come from.  They also need to 
 see themselves in us in some way.  

 
Each Black male teacher expressed wanting to show their Black boys that they 

too could achieve, and they gave them the tools to do so.  According to the Black male 

teachers’ perceptions and data they collected and observed, the Black male students that 

they taught gleaned important skills and strategies from them that, like they received as 

students, will help to guide them through their educational career and beyond.  By 

examining what these six teachers have done with their students in and out of the 

classroom can be a model for others.  School districts where their teaching staff does not 

accurately represent their student population can take note; not only in the hiring of a 
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more diverse teaching staff, but in the implementation of specific social and academic 

strategies that can support minority student achievement. 
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Chapter V 

Interpretations, Conclusions, and Recommendations 

Interpretations 

 The purpose of chapter V is to provide interpretations, conclusions, and 

recommendations based on the results reported in chapter IV on Black male teachers’ 

transference of capital to support the academic achievement of Black male adolescent 

students.  Major findings of this study confirm the information presented in the literature 

review, in the constructs of the theoretical and conceptual frameworks, and answer the 

research questions.   

 Chapter V is first organized by providing an explanation of the major finding 

from the research, and its meaning and value to educational practice.  Following are key 

findings linked back to the research questions.  Next, limitations of the study are 

provided along with suggestions for future studies.  Finally the conclusion and 

recommendations are offered to address the results and its connection to educational 

policy. 

 The following main research question guided this study: How do Black male 

teachers utilize social and academic resources to promote the academic achievement of 

Black male students within urban secondary schools?  The following sub-questions were 

examined through the responses from six Black male teachers: 

 1. How do Black male teachers make use of cultural capital to instruct Black male 

 students?  
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 2. How do Black male teachers develop and position themselves as role models 

 and mentors to support the academic achievement of Black male students? 

 3. How do Black male teachers conceptualize and integrate culturally 

 responsive teaching methods and culturally relevant pedagogy to facilitate 

 learning for Black male students? 

Black Male Teacher and Black Male Student Collective Identity 

 A major finding of this study is the collective identity through shared experiences, 

culture connectedness, and likeness in background within the common culture of being 

Black and male in the United States that permeated the interview data from each 

teacher.  The Black male teachers’ understanding of the Black male students’ experience 

in the educational setting in this country resounded as the research identifies the cultural 

connectedness between the Black male teacher and his Black male students. One 

explanation for this interpretation is that it enhances their use and application of key 

social and academic resources when teaching.   

 The significance, as reported by Black male teachers, is the “how” and “with 

what” as enacted in the classroom setting, is their ability and potential to act as agency 

for their Black male adolescent students, who then in turn receive the needed capital in 

order to successfully navigate the field of education and in the greater society as a 

whole.  Black male teachers report that due to their experiences of being a Black male 

student themselves, they use those learnings from these experiences to support the Black 

males that they teach each day.  This educational identity that has been fostered in each 

Black male teacher supports their belief in the academic achievement of their Black 
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male students.  Within the interview data analyzed, multiple comments attest to a sort of 

empathy that was identified; an understanding that the Black male teacher held for his 

Black male students. 

 My experience being a black male; I can relate to different things that they are 
 going to go through or that they may be going through.  I can give them insight to 
 how to deal with certain things that I know they will encounter because I’ve 
 experienced it already.  They may or may not have experienced it, but if they do 
 they’ll know how to address it.  –Mr. Lane 
  
 It’s nice to have someone you can relate to; someone you can identify with.  
 When you have issues someone you can go to; to talk to.  And not saying that a 
 white teacher can’t do that, but I just think it’s a little different when you look at 
 someone who is your color who is going to go through the same thing that you 
 went through, and [can] identify with you.  So I think it’s important. – Mr. 
 Johnson 
 
 I have experienced what they have experienced, so I can relate to them so I like to 
 share what I did in order to be what I am now. So what they can do to achieve. 
 –Mr. Easton  
 
This finding suggests, or can be inferred, that the Black male teachers interviewed have 

a collective identity with the Black male students they teach due to a shared common 

culture and worldview.  These legitimate similarities engender a collective sense of 

brotherhood that communicate this sense of collective identity through symbols, 

behaviors, activities, actions, and interactions (Foster, 2005).  By examining data that 

highlighted instances of this collective identity in “growing up in the same 

neighborhood” and in having “the same background” and in relating to what Black 

males “are going to go through,” Black male teachers communicated the desire to help 

ensure their Black male students received a positive and meaningful education in school.  

 Consequently, the educational identity that each teacher holds carries a significant 

weight of belief towards each Black boy’s potential that they teach, thus allowing the 
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Black male teacher to have a more heightened sense of awareness and knowledge of the 

needs of his Black male students.  Acknowledgement of certain attributes and 

proclivities of the Black male student, which has transcended even the Black students’ 

own understanding of schooling in America, and their propensity towards education, is 

needed to teach this population.  Black male teachers have the potential, if willing, to 

acknowledge and address those needs.  The six Black teachers who participated in this 

research investigation did just that.  Within the findings, they all communicated that the 

Black male student experience is unique in that they come to school with many “strikes 

against them:” 

 People tend to think that Black males are trouble makers. 

 [Black males] aren’t looked at the same and [Black males] aren’t valued the same. 

 [Black males] can’t give [society] a reason... 

 Not having as long of a rope to play with. 

 Everyone warned me about him (a Black male) when he was moved into my 

 class.  

 Just their appearance give[s] a totally different perception to a lot of people. 

As a result of these perceptions and preconceived notions, or inferred subconscious 

prejudices, Black male students are not granted the same “deck of cards” when 

beginning their school experience as other racial subgroups.  Acknowledgement and 

understanding of the Black male students’ needs, by those who have experienced similar 

situations in the educational setting, is a key finding of this research investigation.  The 

findings of this research expand ones understanding around “likeness” in culture and at 
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times background, which creates a shared experience for the Black male teachers with 

their Black male students in this nation.  Additionally, this study adds to the current 

body of research that identifies the significance in the lack of Black males in the 

teaching profession, the clear need to increase the educational attainment of Black male 

students, and the need for programs and curricula that support and reflect the diverse 

populations, namely students of color, in the United States.       

 In order to foster a healthy ethnic racial identity for Black males (Wright, 2011) 

and promote their overall achievement in the educational systems in the nation, school 

systems must look at what they can control: the hiring of a diverse teacher population 

where the teaching staff mirrors that of the student population, and who are adequately 

prepared to teach minority children; academic and social emotional learning programs at 

school; and a culturally relevant curriculum.   

 By examining how Black male teachers transfer capital to their Black male 

students through social and academic resources, the collective identity that is shared 

between teacher and student supported student academic and social growth in the 

educational setting.  As a result of institutionalized racism, components of stereotype 

threat, and the lingering effects of negative perceptions that have assailed Black males 

throughout history in the United States, Black male students must gain the capacity 

through acquisition of cultural capital in order to navigate microagressions.  The six 

Black male teachers shared their experiences in addressing negative perceptions with 

their Black male students.  Gaining this needed cultural capital can be attained through 

implementing these key findings in educational systems across the nation.     
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 The findings that address the research questions as outlined in chapter IV: 

diversify teaching staff, particularly Black males (expectations, attitudes, and beliefs); 

school programs (mentoring); and modification and enhancement of curriculum 

(culturally relevant pedagogy and teaching practices), have the capacity to alter the dire 

state of many Black male students in America.  The educational attainment and the 

consequent outcome of their contributions to society can be significantly impacted if 

Black male students’ needs are first addressed in this way in the educational setting.   

An analysis of the results provides the “how” and “with what” Black male teachers use 

to impart capital to their Black male students through the use of social and academic 

resources in the classroom.  These resources used by the Black male teacher have the 

potential to promote the achievement of Black male students in the classroom setting.     

Key Findings: Research Questions Addressed  

Black Male Teacher Expectations, Attitudes and Beliefs 

 Through interviewing six Black male teachers, data collective and analyzed 

throughout each interview supported that perceptions that teachers hold, in regards to 

their Black male students’ intellectual capacity and social behavior, play a significant 

part in their educational attainment and success in school.  The Black male teachers 

interviewed communicated how they attempt to combat the negative views and 

perceptions that their Black male students receive by providing them with the counter 

perception.  This counter perception includes addressing with their Black male students 

what negative perceptions about them exist, and it also includes providing them with 

ways on how they can avoid falling into the negative stereotypes that threaten their 
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positive identification in school.  The “how” is the cultural capital that the Black male 

teacher offers to his students.  Allen (2015) supports this key finding as he explained 

that negative images from the media in this society perpetuate “popular ideas of Black 

male deviancy [that] spill over into schools, influencing how Black boys are perceived 

and treated by others” (p. 211).  The Black male teachers interviewed held a more 

positive attitude towards their Black male students, they held them to high expectations, 

and showed them that they believed in their academic success; all while addressing 

negative perceptions that exist about their students with their students.  One teacher 

explained,  

 I tell my students that if they are going to succeed and learn they must not be
 influenced by people who will try to discourage them...they must show them that 
 the negative things that are out there about them as Black males are wrong. –Mr. 
 Johnson  
  
 Teacher expectations are significant and relevant as it relates to Black male 

student performance.  A teacher’s expectations for his students can be linked to low 

student performance, and conversely if teachers hold high expectations for students they 

typically meet the standards the teacher has set for them (Khalifa, 2011).  Bell (2014) 

conducted a study that supports the findings of this case study.   He wanted to identify 

why Black males drop out of school.  Through acquiring Black male’s perspectives and 

beliefs by conducting interviews with 15 Black males, three themes emerged from the 

data:  participants detected a cultural mismatch with their teachers; participants felt that 

teachers and school systems did not care about them; and participants demonstrated a 

willingness to be better students.  If the Black males in this study were receiving 

messages of high expectations, attitudes, and beliefs from their teachers, it is posited 
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that these three themes most likely would not have emerged from the data.  Bell (2014) 

reported that the cultural mismatch was noted in student responses where they felt 

teachers held certain prejudices and misunderstandings about their culture and race.  

Participants in the study also noted the “feelings” that teachers had about them.  

However, these 15 students still had a desire to excel, but just needed an extra push and 

support from their teachers.     

 The results of this study show that Black male teachers interviewed exhibited, and 

were not hesitant, in using cultural connectedness with their Black male students to 

support their learning.  This aspect, enhanced by each teacher’s inherent and visible 

belief in their students’ academic capacity, supported their growth and success in class.   

The connection, in this research, between a teacher’s expectations and cultural 

background suggests a key finding of the significance in having a more diverse 

population of teachers to support the diversity of students in schools.  Mr. Taft 

remarked, “My black boys will come to me during lunch to work on assignments from 

other teachers’ classes because they know I will help them and that I want them to 

achieve...they feel a connection with me.”  In this particular case study, Black male 

students who had Black male teachers that held them to high standards, and who 

believed in their educational capacity, supported their academic success.  According to 

Pringle, Lyons, and Booker (2010), 

           Children must feel a sense of belonging in schools and that their teachers do care 
 about them, student-teacher relationships are also important. The power of that 
 relationship is what determines how instrumental the classroom teacher is in 
 creating conditions in which a student can be successful. He or she must be able 
 to emotionally connect with students because that is what makes it possible for 
 the child to identify with and internalize the teacher's disposition toward learning. 
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 Without that emotional contact, students may reject school and become 
 ambivalent or reluctant to get involved. High expectations breed high 
 performance. (p. 39) 
  
 Consistent with the aforementioned research, this present case study highlights 

and is consistent with the research that stresses the importance of a teacher’s 

expectations for his students.  

Black Male Teacher Mentoring Programs 

 Throughout each of the interviews with the six Black male teachers, they 

discussed how being their Black male student’s teacher extended in other ways.  Mr. 

Michaels spoke of how his students openly admired him, and how he had a role model 

effect on them, because he grew up in the same neighborhood as his students, was 

young and very good at math.  Mr. Easton shared how he helped his students afterschool 

with their homework, and also took the time to play a couple of soccer games with 

them.  Mr. Davis commented that he would go to the lunch room and chat and joke 

around with his Black male students.  Mr. Lane reflected on playing basketball with his 

Black boys and how that was sometimes the opportunity they used to share with him 

some personal and private things in that setting. 

 Positive, successful, Black male teachers who have a desire to support Black male 

students in becoming good students and consequently good contributing citizens in this 

society are needed.  The relationships that transpired in and out of the classroom with 

the research participants and their students show a needed connection.  As a result of 

this connection, students were more apt to listen in class and were more engaged in the 

lessons as reported by the six Black male teachers.  Their Black male students wanted to 
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do well for them.  Mr. Easton stated, “It is a good feeling when a student that I had in 

sixth grade comes back to me when they are in eighth grade to still show me their report 

card.”  Mr. Lane offered how he supports his Black males who are not academically 

successful,  

 I first try to find out if there is something going on that is causing them to not be 
 successful; lack of motivation or if something is going on at home.  Finding out 
 what motivates them by asking them.  I help them see the bigger picture.  
 
Taking a vested interest in their students, identifying the problem or issue that may be 

plaguing them and helping them to resolve the issue is a mentoring component.  

Offering the bigger picture of why doing well in school is so important helps to build 

the confidence in the Black male student so when he does succeed, like Mr. Easton’s 

student, he will come back to show his proud achievement.   

 The personal connection and essential relationship between the Black male 

teacher and his Black male student is a second key finding that encourages the 

transference of cultural capital.   Jackson et al. (2014) reported, “literature on mentoring 

suggests that the presence of a structured program and caring adults who coach, sponsor, 

motivate, and/or serve as role models can positively influence the educational outcomes 

of their mentees” (p. 397).  In agreement with the literature review in this study, the data 

presented in this case study supports the requirement for school mentoring programs 

where the academic, social, and emotional needs of Black male adolescent students are 

addressed.  Culturally appropriate authentic caring through mentoring programs help 

ethnically diverse students contribute to a more caring and humane society, while also 

supporting their academic success (Jackson et al., 2014).  Schools that explicitly plan for 
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and provide mentoring programs for their Black male students can support their overall 

well-being and educational attainment when each student is matched with a Black male 

teacher role model.  Jackson et al. (2014) stressed, “Teachers who enact such culturally 

responsive caring often play the role of counselor, encourager, benefactor, and racial 

cheerleader to meet the needs of the whole student community” (p. 400).  The cultural 

connectedness between a Black male teacher and his Black male students, by within 

group association, help to foster an understanding of the cultural experiences the mentor 

has which can be transferred through capital to the mentee.   

Black Male Teacher Incorporation of Culturally Relevant Curriculum 

 The final finding that is supported in the literature and research, and the 

consequent findings of the data reported, is the importance of a culturally relevant 

curriculum that highlights the interests and the culture of the students being taught.  In 

this particular case study, the Black male students performed well academically when 

the Black male teachers used music and sports to enhance their lessons.  Lessons that 

highlight the culture and background of Black male students are likewise important to 

their achievement in schools. Pabon et al. (2011) emphasized the need for more teachers 

of color, who are willing to teach in their own communities, to improve teaching and 

learning for Black children.  Additionally, the significance in developing culturally 

relevant curriculum supports the next generation with historical and cultural knowledge.  

From this knowledge comes a clear understanding of Black male students’ own racial, 

political, and cultural identities in this nation.   
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 Furthermore, culturally responsive teaching practices include knowing who the 

students are as individuals and using this knowledge to adapt teaching practices. This 

was observed in many of the lessons, and each Black male teacher made note in their 

interviews in how they address and interact with their Black males in class.  Mr. Easton 

commented on how he asks his students what their likes are, and with this information 

he incorporated sports teams in his math lessons through games. When students learned 

about integers he connected this learning to gaining and losing yards on the football 

field. When they solved math word problems, he put them into teams where they chose 

their favorite NBA team as their group name, and were able to shoot a paper basketball 

in the trashcan when they got an answer correct.  Mr. Davis used students’ favorite 

songs in an English lesson to teach figurative language.  Mr. Michaels addressed his 

students’ needs by the “structured chaos” of his class where students could call out and 

offer answers, work in bustling groups, and engage in back and forth playful banter 

about the math lesson with their teacher.   

 All of these different aspects of culturally relevant pedagogy and teaching 

practices are some of the essential connections that a Black male teacher possessed and 

used to teach his Black male students in this research that supported student growth in 

school.  Appertaining to culturally relevant instruction, curriculum, and teaching 

practices, Gay (2002) profoundly emphasized that, “because culture strongly influences 

the attitudes, values, and behaviors that students and teachers bring to the instructional 

process, it has to likewise be a major determinant of how the problems of 

underachievement are solved” (p. 114). 
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Limitations 

 As a Black female who has worked with Black male students in an urban setting, 

and who has promoted the importance of mentoring, culturally relevant pedagogy, and 

promoting a growth mind set in students beginning with teacher beliefs and attitudes, 

there is a level of bias that the researcher had to bracket, or control, as to not influence 

the analysis and the results of the study. An additional limitation of the study includes 

the school setting and culture that the students and teachers have acclimated themselves 

to.  The expectations and beliefs promoted may be unique in that they address the 

societal and outside factors within that particular community that impact what goes on 

in the school. 

 The results of this study highlight the social and academic resources that are 

employed by Black male teachers that support the academic achievement of Black male 

students.  The significance of the results lie within the acknowledgement and cultural 

connectedness in the experiences of the Black male teachers, and consequently its 

transference by means of cultural capital to the Black male students they teach. 

 As a limitation, this case study research focused on six Black male teachers who 

taught in three urban middle schools where the population was at least 50% Black.  In 

order for this research to be more generalizable, future studies that may be examined 

include: 

1.  How Black male teachers’ transference of cultural capital is viewed and received by 

Black male students. 
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2.  How Black male teachers’ transference of cultural capital is implemented in an all-

boys school. 

3.  How Black male teachers’ transference of cultural capital is employed to his Black 

male students in rural schools. 

A larger sample size of teachers, and including Black male student voice data, can 

significantly enhance research outcomes in identifying additional supports that improve 

the educational achievement of Black male adolescent students.     

Conclusions 

 Successful Black male teachers are in an opportune position to support the Black 

male students that they teach.  Black male student academic identity and Black male 

student ethnic racial identity can be positively nurtured and supported by those who 

have the knowledge and understanding of what it means to be male and Black in 

America.  Black male teachers can act as agency by raising the capacity of Black male 

students to be adequately equipped and to effectively operate in school; succeeding at 

the same rates as other subgroups.  Black male student dispositions in regards to 

schooling are greatly impacted by the teachers they encounter each day.  Allen (2015) 

explained,  

 Research on Black education has shown the role teachers’ perceptions play in the 
 success and failure of students.  Holding low expectations, doubting intellectual 
 potential, and dumbing down the curriculum can have powerful affects on 
 students’ self efficacy and opportunity to learn, and account for many of the 
 subtle acts of racism, or racial microagressions, that Black students experience in 
 school. (p. 222) 
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 Khalifa (2011) examined how leaders address teacher accommodation of student 

disengagement and low teacher expectations of at-risk Black students.  He found that 

students recognize and lower their own self-perceptions due to a teacher’s low regard 

for them.  In his findings he cited that Black teachers were more willing to teach Black 

students, and displayed a sense of holding their students to high expectations regardless 

of student excuses to disengage (Khalifa, 2011).  The White teachers were often 

observed engaging in deal-making with the Black students; allowing them to disengage 

in the work.  Whereas the Black teachers continued to press students to engage in 

classroom instruction and they were expected to complete the work. As this study has 

revealed, the six Black male teachers also held their Black male students to “high 

expectations,” they communicated that they could “be the best student” and conveyed 

their expectation in wanting “to see them do better.”  This desire, consequently, 

connects back to the collective identity and cultural connectedness between the teacher 

and his students.  Because of this, Black male students were not permitted to disengage 

in class but were rather supported in their efforts to complete the work and to actively 

participate.   

 As the teachers in this research investigation communicated their connection to 

their students’ cultural background, Khalifa (2011) also focused on the leader’s capacity 

to address teacher expectations through evident student disengagement, and reported in 

his findings that “the similarity of cultural background that students have with their 

principal can be beneficial to their overall school experience” (p. 706).  Additionally, 

Khalifa (2011) noted that “programs that prepare school leaders must address issues of 
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racially-linked low teacher expectations and racial fears” (p. 723).  Presuppositions that 

teachers may hold about Black male students have the potential to impact how they 

instruct them.  This study revealed that the Black male teachers treated their Black male 

students differently than most teachers by giving “them a chance” and “not kicking them 

out” of class. They did not hold negative presuppositions about their Black males, but 

rather had high academic and social expectations for their achievement and behavior in 

class. Student lack of achievement can stem from many components, such as the lack of 

culturally relevant pedagogy, but can be mischaracterized as students not wanting to 

learn (Khalifa, 2011).  There is a need for Black male student uplift of academic identity 

as a result of the messages they receive about their academic capacity based on teacher 

expectations of them; expectations that may be influenced by ontological realities rather 

than the performance or aptitude of each student (Khalifa, 2011).  As the six Black male 

teachers shared, they are aware of these realities, and the realities that their Black male 

students face each day.  This collective understanding and empathy towards their Black 

male students was communicated throughout the data collected and presents as a major 

key finding of the study. 

 As stated before, it is not assumed that only Black males can teach Black male 

students, but rather it is of great significance that the social and academic resources, 

perceptions, cultural and historical views, and pedagogical abilities of Black male 

teachers can be employed to address the academic issues facing Black male students 

today. Allen (2015) asserted that “balancing the focus on what works as well as what 

hasn’t [worked] regarding Black male education creates the opportunity to identify and 
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apply solutions yet to be discovered” (p. 225).  This research highlights one such 

solution.                        

Recommendations 

The Importance of the Recruitment and Retention of Black Male Teachers 

 As the six Black male teachers shared why they came into the field of education, 

and why they wanted to teach for various reasons including wanting “to make a 

difference” and having a “passion” for teaching, they also all described the lack of Black 

male teachers in schools and in the field of education. 

 Black male students may never have a Black male teacher in elementary or 

 middle school. 

 There aren’t that many Black male teachers. 

 You don’t see a lot of Black males that are teachers. 

 I was the only Black male teacher at the school. 

 I was the only Black male in my cohort. 

Across all of their responses, it can be interpreted that there is a need to recruit and 

retain more Black male teachers in the nation’s schools.  Research that supports this 

notion includes Lewis (2006) who examined the lack of Black male teachers in public 

schools.  Policy makers need to be aware of the teacher shortages, and the lack of Black 

teachers in the profession.  To recruit and retain teachers, education administrators and 

policy makers need to be aware of the research in this area of need.  “Research 

substantiates that African American youth need to be encouraged to become teachers” 

(Williams, 2001, p. 112).  Historically, many Black males have not had the opportunity 
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to be taught by a Black male teacher.  Teacher interest programs can be implemented at 

the middle and high school level where students can be introduced to teaching as a 

profession.  Programs such as the “Call Me Mister” program can be implemented at 

colleges and universities.  South Carolina’s Call Me Mister program “is an 

undergraduate teacher training program aimed at placing Black male teachers in local 

elementary schools” (Phillip, 2011, p. 7).   

 One teacher shared, “Different programs such as the Black mentoring program 

here, the Black Male Initiatives Program, and other programs you are starting to hear 

[about] other counties come up with [are] to recruit more African American males.” 

Policy can be developed and put into place at earlier stages in Black males’ educational 

career.   

 In utilizing think tanks, and conducting applied, evaluation, and integrative 

research, policy development can be influenced in this way.  “In the United States, 

almost all education policy issues are defined within a loosely linked set of institutions 

that some call the education policy planning and research community (EPPRC)” 

(Fowler, 2009, p. 170).    Planning groups, such as think tanks, and the U.S. Department 

of Education, education associations, and universities leaders are a part of EPPRC.  

“The EPPRC provides multiple forums in which new policy ideas can be developed, 

discussed, and then disseminated to policy planning groups, the media, and policy 

makers” (Fowler, 2009, p. 173).  Through collaborating, analyzing research on Black 

male student achievement and Black male teacher retention, and utilizing forums, policy 

development on the issue of the shortage of Black male teachers can be addressed. 
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 Different organizations such as the National Association for the Advancement of 

Colored People (NAACP), and 100 Black Men of America can spearhead the efforts in 

providing forums for dialogue.  Leaders can participate at different levels in the forums, 

and at every level of activity individuals will have the opportunity to voice ideas where 

policy issues are discussed and clarified (Fowler, 2009).  At the local level, educational 

leaders need to create forums, utilize key organizations, and “as an outgrowth of such 

discussions, many organizations take official policy positions, which their lobbyist then 

communicate to politicians” (Fowler, 2009, p. 91). Williams (2001) stated,  

 Institutions that are serious about the recruitment of teachers of color must work 
 to promote the sort of collegiality that would overcome institutionalized 
 separation. Past collaborative efforts have not been successful because teacher-
 education units have chosen to work dependently rather than interdependently 
 on matters such as recruitment. (p. 112) 
 
Organizations such as the NAACP and 100 Black Men of America can be used by 

school districts to mentor and support first year Black male teachers (Lewis, 2006).  At 

the college level, they can provide financial support through scholarships for those 

individuals who are pursuing a career in education (Lewis, 2006).  In high schools, 

school districts can develop curriculum and classes that focus on the career path of 

education.  An emphasis can be placed on keeping the classes culturally diverse and 

balanced.  These decisions can be made at the school level.  In this way, school systems 

can start early in the replenishment of Black male teachers in the United States.   

 Through the avenue of district human resource departments, school districts 

would benefit by having Black male representatives at college fairs presenting 

information on the advantages of a teaching career to prospective college students.  This 
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recruitment can take place at Historically Black Colleges and Universities (HBCU).  In 

continuing the legacy of training Black teachers, HBCUs can support efforts to recruit 

more Black male teachers as well.  As various studies have indicated (Dilworth & 

Coleman, 2014; Ingersoll & May, 2011; Schott, 2012), the number of minority teachers, 

specifically Black males teachers in America, is dwindling.  With this knowledge, 

HBCUs can address this issue in their institutions.  They can offer scholarships to 

applicants and send information to local school districts in their area promoting 

education college fairs.          

 Additionally, school systems can provide professional learning opportunities and 

trainings that focus on how to teach students of color through applied research and key 

instructional practices that have been proven effective.  Professional learning for Black 

males specifically can be implemented in districts where they have found the need to 

recruit and retain more Black male teachers, in order to more accurately match and 

support the Black male students who have exhibited need, in their districts.     

  A recommendation for all colleges and universities, in addition to HBCUs as 

stated previously, is to place a strong emphasis and focus on recruiting Black students 

into their schools of education teacher preparation programs.  Students in the 

nation’s education systems can matriculate through all grades and not be taught by a 

single Black male teacher.  Black male teachers make up only 1% of America’s 

teachers, whereas 75% of teachers in the nation are White and female (NCES, 2007; 

Schott, 2012,).  As our nation’s schools are becoming increasingly diverse, it is of 
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critical importance to address this issue in order to meet the needs of all students from 

various backgrounds.   

         All SCDEs (school, colleges, and departments of education) must not only recruit, 

but prepare all teachers, especially minority teachers and pointedly Black male teachers, 

to support the educational needs of a growing minority student population.  Teachers of 

all backgrounds must be adequately prepared, in culturally responsive teaching practices 

and culturally relevant pedagogy, where they acquire and apply knowledge of cultural 

sensitivity in the classroom.  This is especially true for students of color who will 

increasingly define the student population in our nation’s schools today and in the 

future. 

 The stated suggestions are potential policy options that can be put in to place 

through collaborative efforts between colleges and universities, schools systems, policy 

makers and different organizations. 

Culturally Relevant Teaching Practices and Pedagogy 

 In not only seeing themselves represented in their teachers, there are also 

implications of the type of curriculum being taught and how it is taught to Black male 

students; making sure it is culturally diverse and relevant can have an impact on more 

minorities visualizing themselves as teachers in the future. 

 Brown (2009) further posited the belief that Black male teachers “possess the 

needed pedagogies to radically transform the lives of Black male students… that the 

Black male teacher possesses a unique kind of verbal capacity, interaction style, 

authority and personal connection necessary to reach Black males” (p. 417).  In his 
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analysis of the observed data collected from nine Black male teachers, three 

performance styles emerged and were discussed: enforcer, negotiator, and playful.  The 

teachers employed these three different performance styles to teach their Black male 

students.  Each teacher communicated their desire to impact the social and educational 

conditions of their students, and they each “enacted their practices in relation to the 

beliefs they held about Black male students” (Brown, 2009, p. 425).   

 In the case study presented here, the six Black male teachers interviewed 

described how they instructed their Black males and how their teaching supported their 

students in the classroom.  One teacher described, “I am more playful and times and I 

joke around with them.” Another teacher shared, “I don’t let them get away with 

anything, but I also let them know that I care about them.”  Similar to Brown’s study 

(2009), the author found that all nine Black male teachers held a commitment to support 

their Black male students, and that they each enacted their particular performance 

pedagogy in a ways to reach their students.  Each performance; enforcer, negotiator, and 

playful, was used by each teacher based on what they experienced and what they felt 

their students needed in order to be able to function in society as adults.  Brown (2009) 

concluded that there isn’t one way to teach Black males students, but embedded in the 

teacher’s performance pedagogy and style of teaching was an understanding of what it 

meant to be Black and male. Policy makers should recognize that there isn’t one way or 

strategy that guarantees the success of Black male students, but that there are many 

important components needed to help ensure their success.  The importance of Black 
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male teachers is a significant piece to the puzzle of young Black male success because 

they encompass the ability to tap into key components that lead to their achievement.   

 Darling-Hammond (2004) further adds to the research of minority achievement in 

the United States and the importance of investing in quality teachers who will remain in 

the profession.  She posited that the inequality in education for students of color relies 

on policies that will strengthen teacher knowledge and skills while also making teaching 

more attractive to college students and professionals.  Increasing teacher knowledge and 

skills comes from their ability to study, recognize, and use students’ background and 

culture to support their educational attainment in schools.  The students who have the 

poorest opportunities to learn are mainly minority students living in poor urban areas.  

Based on her research and in order to help combat this issue, Darling-Hammond (2004) 

reported that federal initiatives should recruit more teachers of color, improve teacher 

preparation, and improve training and support during the beginning teaching stage when 

30% of teachers leave the profession.  In addition to HBCUs preparing teachers of color 

to teach the diverse student populations in the nation, according to Darling-Hammond 

(2004) all schools, colleges, and departments of education should sufficiently prepare 

teachers in acquiring the knowledge and expertise in applying culturally responsive 

teaching practices and pedagogy in order to effectively teach students of color.   

 Additionally, Jenkins (2006) suggested that Black males start out at a 

disadvantage because of an internalized belief of racial stereotypes.  He further posits 

that the school experience should be a nurturing and positive one that counters his lived 

experience.  Recruiting Black male teachers helps to connect their social experiences 
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within the Black community to engage Black male students.  These social experiences 

that can engage young Black males can be tapped into by ensuring the incorporation of 

their culture in lessons, and teaching practices that will engage and support their 

learning.  Jenkins (2006) also concluded that undergraduate education majors need more 

practical experiences so they are prepared to relate to young Black males.  Furthermore, 

teachers should have increased training on the cultural and social issues affecting Black 

males where they can incorporate more cultural immersion activities within their 

lessons.  

Summary 

 Understanding the Black male experience in educational systems in America is 

unique, and inherently understood by those who experience it.  Successful Black male 

teachers’ understanding of this experience can support the needs of Black male students 

as they receive the needed capital in order to successfully navigate the educational 

system and norms of this society.  The six teachers’ experiences and strategies used in 

addressing the needs of their Black males can serve as a lesson learned to influence how 

other teachers can more effectively teach, interact, engage, and build relationships with 

Black male students.  The cultural connectedness between the Black male teacher and 

the Black male student that can be cultivated in schools is also critical to reaching and 

understanding the academic goal of educational equity in America.    
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Appendices 

Appendix A 

District Study/Access Approval Letter 

Date: September 11, 2014 

Dear ________________, 

My name is La Faye Burris and I am a doctoral candidate in the Education 
Administration and Policy program at The George Washington University in 
Washington, D.C.  With this letter I am seeking approval to invite a small group of Black 
male middle school teachers to participate in a short study of their teaching strategies 
with Black male students in their classroom. 
 
As you may know, there is an academic opportunity gap in the achievement of Black 
male students in the United States as compared to other racial sub-groups, particularly at 
the secondary school level.  I believe it is imperative that we come to understand and 
identify the instructional and interpersonal strategies that successful teachers use to 
support the educational achievement of Black males.  With this goal in mind, my doctoral 
research seeks to understand how effective middle school Black male teachers draw upon 
their own academic and social resources to inform their instruction of their Black male 
students.  I am requesting your permission to contact principals, and thereafter invite 
teachers, within schools in your district to participate in this study.  For each teacher, 
participation includes a one hour interview about their teaching philosophy and strategies, 
two classroom observations, and two15-30 minute follow-up interviews to discuss each 
observation.  The estimated time burden per teacher for participation is 4 hours. 

Middle school is a critical time in Black male students’ educational career when they 
should enroll in higher level courses, be exposed to more critical thinking opportunities in 
the classroom, and apply problem solving skills by making connections to real-world 
experiences and issues.  In contrast, only fifty percent of Black male students are 
graduating from high school.  Of those still in school, they typically are enrolled in lower 
level classes and therefore are not matriculating credits towards college.  One theory is 
Black male students do not have access to effective Black male teachers who can help 
them build the academic and social resources needed to preserve and succeed in school. 
Resources such as acquiring study skills and habits that support their academic 
achievement in school, advocating for themselves by knowing where to go and who to 
ask for help, and being able to address social and environmental factors that affect their 
disposition in regards to education.  This study will examine how the Black male teacher, 
utilized as agency (influence), can promote achievement in Black male students. 
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I seek a total of six teachers to participate in this research project during the 2014-2015 
school year.  Once again, teacher participation will consist of one 60 minute semi-
structured interview, two classroom observations, and two brief 15-30 minute follow-up 
interviews to clarify lesson observations.  I will request documents from the teacher that 
include: plans and materials related to the observed lessons, and other instructional 
materials the teacher references as customized for meeting the needs of his Black male 
students.  Participant identity and the school name and location will be protected through 
the use of pseudonyms. 

Though modest, this study hopes to make the following contributions: 

 Raise awareness and understanding in regards to the specific cultural and 
instructional academic needs of Black male adolescent students 

 Draw attention to the potential significance a Black male teacher as role model 
may have on the achievement of Black male students 

 Add to a growing body of research identifying how to increase educational 
achievement opportunities for minority male students 

Thank you for considering my request. 
 
Sincerely,  
 
 
 
 
La Faye Burris 
 
 
 
 
Contact information: 
 
Dr. M. Futrell 
mfutrell@gwu.edu 
202-994-1445 
 
La Faye Burris 
burrisla@gwmail.gwu.edu 
301-518-6479 
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Principal/School Letter 

Date: 

Dear: _____________________________, 

My name is La Faye Burris and I am a doctoral candidate in the Education 
Administration and Policy program at The George Washington University in 
Washington, D.C.  With this letter I am seeking approval to invite a small group of Black 
male middle school teachers to participate in a short study of their teaching strategies 
with Black male students in their classroom. 
 
As you may know, there is an academic opportunity gap in the achievement of Black 
male students in the United States as compared to other racial sub-groups, particularly at 
the secondary school level.  I believe it is imperative that we come to understand and 
identify the instructional and interpersonal strategies that successful teachers use to 
support the educational achievement of Black males.  With this goal in mind, my doctoral 
research seeks to understand how effective middle school Black male teachers draw upon 
their own academic and social resources to inform their instruction of their Black male 
students.  I am requesting your permission to invite teachers within your school to 
participate in this study.  For each teacher, participation includes a one hour interview 
about their teaching philosophy and strategies, two classroom observations, and two15-30 
minute follow-up interviews to discuss each observation.  Only teachers and how they 
interact or make connections with students will be the focus of the classroom 
observations.  The estimated time burden per teacher for participation is 4 hours. 

Middle school is a critical time in Black male students’ educational career when they 
should enroll in higher level courses, be exposed to more critical thinking opportunities in 
the classroom, and apply problem solving skills by making connections to real-world 
experiences and issues.  In contrast, only fifty percent of Black male students are 
graduating from high school.  Of those still in school, they typically are enrolled in lower 
level classes and therefore are not matriculating credits towards college.  One theory is 
Black male students do not have access to effective Black male teachers who can help 
them build the academic and social resources needed to preserve and succeed in school. 
Resources such as acquiring study skills and habits that support their academic 
achievement in school, advocating for themselves by knowing where to go and who to 
ask for help, and being able to address social and environmental factors that affect their 
disposition in regards to education.  This study will examine how the Black male teacher, 
utilized as agency (influence), can promote achievement in Black male students. 

I seek a minimum of six teachers (can be from various schools) to participate in this study 
during the 2014-2015 school year.  Once again, teacher participation will consist of one 
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60 minute semi-structured interview, two classroom observations, and two brief 15-30 
minute follow-up interviews to clarify lesson observations.  I will request documents 
from the teacher that include: plans and materials related to the observed lessons, and 
other instructional materials the teacher references as customized for meeting the needs 
of his Black male students.  No students will be interviewed.  All data collected will be 
focused on teacher actions and interactions. Participant identity and the school name and 
location will be protected through the use of pseudonyms. 

Though modest, as a result of your participation, this study hopes to make the following 
contributions: 

 Raise awareness and understanding in regards to the specific cultural and 
instructional academic needs of Black male adolescent students 

 Draw attention to the potential significance a Black male teacher as role model 
may have on the achievement of Black male students 

 Add to a growing body of research identifying how to increase educational 
achievement opportunities for minority male students 

If this study is of interest to you and you would like to participate, please contact me by 
email at burrisla@gwmail.gwu.edu or by phone at 301-518-6479.  Please feel free to 
contact me if you have any questions about the study or if you would like more 
information or clarification.  Your support is greatly appreciated and thank you for 
considering my request. 
 
Sincerely, 
 
 
 
 
La Faye Burris 
 
 
Contact information: 
 
Dr. M. Futrell 
mfutrell@gwu.edu 
202-994-1445 
 
La Faye Burris 
burrisla@gwmail.gwu.edu 
301-518-6479 
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Teacher Letter 

Date: 

Dear colleague, 

My name is La Faye Burris and I am a doctoral candidate in the Education 
Administration and Policy program at The George Washington University in 
Washington, D.C.  With this letter I am seeking your participation in a short study of 
your teaching strategies with Black male students in your classroom. 
 
As you may know, there is an academic opportunity gap in the achievement of Black 
male students in the United States as compared to other racial sub-groups, particularly at 
the secondary school level.  I believe it is imperative that we come to understand and 
identify the instructional and interpersonal strategies that successful teachers use to 
support the educational achievement of Black males.  With this goal in mind, my doctoral 
research seeks to understand how effective middle school Black male teachers draw upon 
their own academic and social resources to inform their instruction of their Black male 
students.   

Middle school is a critical time in Black male students’ educational career when they 
should enroll in higher level courses, be exposed to more critical thinking opportunities in 
the classroom, and apply problem solving skills by making connections to real-world 
experiences and issues.  In contrast, only fifty percent of Black male students are 
graduating from high school.  Of those still in school, they typically are enrolled in lower 
level classes and therefore are not matriculating credits towards college.  One theory is 
Black male students do not have access to effective Black male teachers who can help 
them build the academic and social resources needed to persevere and succeed in school. 
Resources such as acquiring study skills and habits that support their academic 
achievement in school, advocating for themselves by knowing where to go and who to 
ask for help, and being able to address social and environmental factors that affect their 
disposition in regards to education.  This study will examine how the Black male teacher, 
utilized as agency (influence), can promote achievement in Black male students. 

Your participation in this study will consist of one 60 minute semi-structured interview, 
two classroom observations, and two brief 15-30 minute follow-up interviews to clarify 
lesson observations.  Documents requested from you will include: plans and materials 
related to the observed lessons, and other instructional materials used to customize 
instruction towards meeting the needs of Black male students.  No students will be 
interviewed.  All data collected will be focused on your instruction, actions, and 
interactions with students. Your identity and the school name and location will be 
protected through the use of pseudonyms. 
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Your participation in this study will: 

 Raise awareness and understanding in regards to the specific cultural and 
instructional academic needs of Black male adolescent students 

 Draw attention to the potential significance a Black male teacher as role model 
may have on the achievement of Black male students 

 Add to a growing body of research identifying how to increase educational 
achievement opportunities for minority male students 

If this study is of interest to you and you would like to participate, please contact me by 
email at burrisla@gwmail.gwu.edu or by phone at 301-518-6479.  Please feel free to 
contact me if you have any questions about the study or if you would like more 
information or clarification.  Your support is greatly appreciated, and thank you for 
considering my request. 
 
Sincerely, 
 
 
 
La Faye Burris 
 
 
 
 
 
Contact information: 
 
Dr. M. Futrell 
mfutrell@gwu.edu 
202-994-1445 
 
La Faye Burris 
burrisla@gwmail.gwu.edu 
301-518-6479 
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Informed Consent Form 

 
The Impact of Black Male Teachers on the Achievement of African 

 
American Male Adolescent Students 

 
IRB # 081415 

 
Co-principal Investigator: La Faye Burris (301)-518-6479 

 
Your participation is desired in the research study on the impact that Black male teachers 
have on their Black male students when they specifically utilize social and academic 
resources to instruct their pupils.  Under the direction of La Faye Burris of The George 
Washington University (GWU) Department of Educational Leadership and Policy, you 
will participate in research that seeks to highlight the potential significance of the Black 
male teacher’s capacity to act as influence for his Black male students.  District and 
school teachers may benefit as the potential results could be used to implement support 
structures within their school systems to further support the achievement of their 
students. 
 
Your participation in this study will consist of one 60 minute semi-structured interview, 
two classroom observations, and two brief 15-30 minute follow-up interviews to clarify 
lesson observations.  The total time that you will spend in connection with this study is 4 
hours.  Documents requested from you will include: plans and materials related to the 
observed lessons, and other instructional materials used to customize instruction towards 
meeting the needs of Black male students.  Your identity and the school name and 
location will be protected through the use of pseudonyms. The estimated total amount of 
time you will contribute to this study will be four hours at which you will receive a thank 
you card and letter of participation at its conclusion. 

The risks to you are minimal to none if you choose to participate in this research study:  
the use of pseudonyms for participants and for the school will be used, a numerical code 
will be assigned to each participant’s transcribed interview, and all participants will be 
provided with a copy of the informed consent form indicating that their identity will 
remain anonymous throughout the writing and research process.  All interviews will be 
recorded and will be stored in a file on the researcher’s computer.  The computer will be 
password protected at all times when not in use by the researcher, and will be in a secure 
location in the researcher’s home.  After the audio files have been transcribed, they will 
be destroyed at the conclusion of the research.  All data collected during the research will 
be in the possession of the researcher only.  To make certain that all appropriate 
guidelines and timelines are met, this proposal will be submitted to the Institutional 
Review Board (IRB) for approval before the research begins.  A copy of the IRB 
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approval will be provided to the principal of the participating school at the start of the 
research. 

Your decision to take part in this research study is voluntary and you are free to withdraw 
at any time during the study.  Your employment status will not, in any way, be affected 
should you choose not to take part or to withdraw at any time.  If you have questions 
about your rights as a participant in human research, feel free to contact The Office of 
Human Research at The George Washington University at (202) 994-2715.  Additionally, 
further information regarding this study may be acquired by contacting La Faye Burris at 
burrisla@gwmail.gwu.edu and at (301) 518-6479, or dissertation chair and principal 
investigator Dr. M. Futrell at mfutrell@gwu.edu and at (202) 994-1445. 
 

Participant Verbal Consent Questions  

Do you volunteer to take part in this research study and agree that all aspects of the study 
have been explained to you? 

Do you agree to be interviewed, to have your classroom observed twice, and to be audio 
recorded? 

Have you had the opportunity to read the consent form and ask any clarifying questions? 

Have you been given contact information if you have any further questions about the 
study? 

Once again, if you have any additional questions about the research, you can contact the 
principal investigator identified above.  If you have any questions regarding your rights 
as a research participant, you can call The Office of Human Research at The George 
Washington University Institutional Review Board (IRB) at 202-994-2715.   

Participant’s Signature  

Name: ____________________________________________ Date: ____________ 

 

After your verbal and signed consent, you will be provided with a copy of this form.  
Please retain this copy for your information in case you have any questions about the 
research. 
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Appendix B 
 

Interview Guide 

Introduction: 

The purpose of this interview is to learn more about how you use social and academic 
resources as an Black male teacher to instruct your Black male students.  The information 
gained from this interview is confidential in that no one in your school will see or hear 
your responses.  Your name will be replaced with a pseudonym in the written research 
findings to provide anonymity.  At the conclusion of the interview, notes will be shared 
with you so will have an opportunity to clarify and add any additional information.  All 
interviews will be digitally recorded, and all audio files will be assigned a numerical code 
as an identifier and will be stored in a secure location.  All research findings and direct 
quotes taken from the interview will be completely anonymous.  The interview will be 
approximately one hour.   

I have received your verbal consent identifying your willingness to participate in this 
study.  Before we begin, do you have any questions?    

Time of interview:   
Date:        
School (pseudonym):      
Interviewer:    
Teacher (pseudonym):    
Position of interviewee:   
 
Key of Abbreviated Terms 
EAB- expectations, attitudes, beliefs 
M- mentoring 
CRT/CRP- culturally relevant teaching/pedagogy  

Introductory  

1.  How long have you been a teacher at __ middle school? 

2.  What is your role at __ middle school? 

3.  What influenced you to teach at this particular school? 

 Probe: Why middle school? Why this particular student population? 
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4.  What prepared you to teach at this middle school and this population? 

Social Resources 

5.  What influenced your decision to become a teacher? (EAB) 

 Probe: Was there someone who influenced you? Who were they? What did they 
 do? Why was this significant for you? 

 Was there something that influenced you? What was it? Why was it significant to 
 you? 

6.  What do you believe your role is as a Black male teacher in this society? 

 Probe: Describe 

7.  How do you build relationships with your Black male students? (M) 

 Probe: When? How often? What are these relationships built upon? 

8.  How does your role as teacher shift to mentor or role model during the school day? 
How about after school? (M) 

 Probe:  What do you hope to accomplish in this role?  Where are you seeing 
 progress with your students? Classroom, Hallway, Cafeteria.  In what ways do 
 you feel less effective? How so? 

9.  How, if at all, do you interact with your Black male students outside of the school 
day?  (M) 

 Probe:  Specific activities/roles.  Why do you do this?  How important is this 
 interaction with students outside of school to you as their teacher? Explain 

10.  How do you draw on your identity as a Black male when you are teaching your 
Black male students? (EAB) 

 Probe:  What is your communication style with them? sharing/teaching 
           What type of information do you share with them? Personal, School related, Life                 
           related.  
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Academic Resources 

11.  There are many ways to teach students subject matter. What is your approach to 
teaching your Black male students? (CRT/CRP) 

 Probe: Influential source? Why is this your preferred teaching style? 

12.  How do you keep your Black male students engaged during a lesson? In school in 
general? (EAB) 

 Probe:  Different strategies. How do you pique/capture/stimulate their interest? 
 When are they engaged the most? Least? Why is that do you think? 

13.  How do you motivate your Black male students to do well academically? What about 
a high achieving student, an average achieving student, and low achieving student? 
(EAB) 

 Probe: Describe. Prove for multiple strategies and rationale and perceived 
 evidence of success or failure.  

14. In the presence of negative stereotypes, how do you address student academic identity 
issues? (EAB) 

 Probe: What negative stereotypes do you want your students to know about and 
 know how to confront? Negative symbols? Negative dispositions? Can you give 
 me an example? 

15.  What specific instructional strategies do you rely on/use/implement to promote the 
achievement of your Black male students? How are those different from strategies you 
use with other students? (CRT/CRP) 

 Probe:  What strategies are working? How do you know? 

16.  How do your Black male students respond to your approach to teaching (as 
discussed)? (CRT/CRP) 

 Probe: How do students communicate their likes and dislikes to you? How do you 
elicit feedback from them? 

17.  Overall, how are your Black male students performing academically in your 
classroom? (EAB) 
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18. How well did your teacher training prepare you to teach Black male students? 
(CRT/CRP) 

Closing 

19. Those are my questions.  Is there anything more you would like to add about the 
strategies or personal experiences you use in teaching your Black male students? 

20.  Is there anything that I did not ask that you think I should know? 
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Appendix C 
 

Observation Protocol 

Diagram of classroom setting: 

 Note blackboard/whiteboard, desk configuration, resources, teacher desk, 
door 

 Note clusters of students or individual students 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Type notes here 
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Guiding Questions: 
1.  How does the teacher interact with his students? (positive/negative interactions; EAB) 
2.  How does the teacher address academic challenges the students are currently/may 
encounter? (text selection, instructional material; CRT/CRP) 
3.  How does the teacher make connections with his students? (build relationships; M) 
 

Classroom description and content area: 
Teacher (pseudonym): 
Time of observation:  
Number of students:       
Total time spent observing:                                                                                             
Verbatim scripted notes of dialogue, actions, and how the teacher (T) responds to 
and interacts with the students (S) 
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Observation Summary: Draw upon details from scripted notes and quotes that reflect 
the social resources of expectations, attitudes, beliefs, and role modeling and mentoring 
components.  The academic resources of culturally responsive teaching methods and the 
use of culturally relevant pedagogy should be included in the summary. 

(space as needed) 

Teacher Follow-up Interview Protocol: 

 
1.  What did you want to accomplish today with students and what instructional 
approach(s) did you use?  
 
2.  I noticed during the lesson [insert details from observation notes] Why did you ___? 
What is your perceived impact that this strategy/resource/comment had on your students?  
How well did this work with your students?  Is this a typical strategy for you? 
 
3.  What is your sense of student participation in the class today?  What did you do to 
help all students participate in class? How about complete the assigned task for the day? 
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Appendix D 

Data Analysis Start Categories and Codes 
Conceptual and Theoretical Framework of Teacher Resources 
Cultural Capital Theory 
Social Resources (SR) Academic Resources 

(AR) 
Symbolic Violence 
(SV) 

 SV- 
Negative 
symbols society 
portrays 
 SV-other 

 

 

Field (F) 
 

 F-Education 
field 
 F-school 
structure 
 F-
demographics 
 F-other 

Habitus (H) 
 

 H- learned 
dispositions 

 H- educational 
philosophy 

 H-other 

 

Species of Capital (CC) 

 CC- Economic 
 CC-Cultural 
 CC-Social 
 CC-Symbolic 
 CC-other 

Expectations, Attitudes, and Beliefs (EAB) 

 EAB- positive talk (acknowledgement, 
support, encouragement) 

 EAB- ability to motivate 
 EAB- address deficit thinking  
 EAB-other   

Mentoring (M) 

 M- positive 
relationships 

 M- responsibility 
 M- problem-solving 
 M- self-

determination 
 M- self-esteem 
 M-other 

Culturally Responsive 
Teaching/Pedagogy 
(CRT/CRP) 

 CRT/CRP- Text 
 CRT/CRP- Audio            

and Video 
 CRT/CRP- Visual 

Displays (e.g. posters; 
bulletin boards) 

 CRT/CRP-Primary and 
secondary instructional 
resources 

 CRT/CRP- other 

Stereotype Threat (ST) 

 ST- threats to academic competence 
 ST- academic identity 
 ST- negative stigmas 
 ST-other 

Symbolic 
Interactionism (SI) 

 SI- use of 
language  

 SI- use of 
symbols 

 SI- discourse 
 SI- other 

Critical Race Theory 
(CRT) 

 CRT- addresses 
inequalities in 
instructional materials 

 CRT- provide 
instructional methods 
for students to access 
the curriculum 

 CRT-other 
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Appendix E 

Individual Teacher Profile Case Outline 

Teacher [alphanumeric name]: 
Subject/Grade: 
School: 
Black Students: [percentage] 
Years Teaching: 
 
List data used for this profile: 
 
I.  School Context and History 

 A. Vision and Mission 

 B. School Organization/Structure 

 C. Staff/Students 

  1.  Staffing/Key Staff Demographics 

  2.  Student Demographics 

 D.  Distinct Features of Organizational Culture 

 E.  Other Important Features, e.g. community demographics 

II. Teacher Background and General Orientation towards Black Students 

 A.  Preparation 

 B.  Thoughts on Middle School 

 C.  Teaching Philosophy 

 D. Other Important Factors that Contribute to Background 

III. Social Resources Utilized by Black Male Teacher 

 A.  Teacher Expectations, Attitudes, Beliefs about Instruction 

  1.  Positive Talk (acknowledgement, support, encouragement) 

  2.  Ability to Motivate 

  3.  Address Deficit Thinking 
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  4.  Other 

 B.  Black Teacher Approach to Mentoring and Role Modeling 

  1.  Positive Relationship Development 

  2.  Promotes Responsibility 

  3.  Problem-solving 

  4.  Self-determination 

  5.  Self-esteem  

  6.  Other 

IV. Academic Resources Utilized by Black Male Teacher 

 A.  Culturally Responsive Teaching 

  1.  Use of Particular Instructional Strategies to Address Student Needs  

 B.  Culturally Relevant Pedagogy 

  1.  Use of Cultural and Background Specific Curricula  

V. Theory Alignment and Connection 

 A.  Cultural Capital Theory 

  1. Symbolic Violence – How Addressed 

  2.  Field- Perceptions and How Addressed in School Environment 

  3.  Habitus- How Influenced 

  4.  Species of Capital- How Used and Transferred 

 B.  Stereotype Threat 

  1. Teacher Expectations, Attitudes, and Beliefs to Address Negative  
  Perceptions and Build Student Academic Identity 

 C.  Symbolic Interactionism 

  1.  Teacher Mentoring and Role Modeling Capacity to Influence Positive  
  Interactions through Discourse, Language, and Symbols 

 D.  Critical Race Theory 
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  1.  Teacher Use of Culturally Responsive Teaching Methods and   
  Culturally Relevant Pedagogy to Address Inequalities in Curricula and  
  Provide Equal Access to Curriculum through Utilization of Specific  
  Teaching Methods  

VI. Description of Data Used and Assessment of the Strength of Data 

 A.  Interviews 

 B.  Observation/teacher explanations 

 C.  Documents collected 

 D.  Overall assessment  
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Appendix F 
IRB Approval Letter 

 

 

 

 

 

 

 

 

 


