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Abstract of the Dissertation
The Distinct Urban Hip-Hop Culture: Urban Principals Description of the Culture and

Their Teacher Selection Process

This is a qualitative study designed to provide urban educators with a description
of the distinct urban Hip-Hop culture of their students, as well as the methods they utilize
to assess teacher quality attributes they associate with teachers who have cultural
competence. This study highlights the need for recognition, acceptance, understanding
and respect of the culture of students in urban classrooms. This study supports the notion
that school systems need to adjust to the student, not the student adjusting to the school
system.

Using interviews to collect data, the sample population consisted of high school
principals leading urban schools with a majority non-Caucasian student population. The
researcher sought to provide a basic description of the distinct Urban Hip-Hop culture
through the school principal’s lens. Principals also described the methods they used for
selecting teachers and the attributes they associated with urban teacher quality. The results
reveal that principals perceived the Hip-Hop culture as diverse and distinct. They
described a culture that was not deficient, but was oppositional and had a strong distrust of
America’s social systems. This description provides the field with possible causes for the

behaviors and attitudes of students from the Urban Hip-Hop culture that have negatively

vii



impacted urban student achievement. Principals also described using various methods to
select teachers that were effective in urban classrooms. Many discussed using informal
and non-traditional methods to assess teacher candidate’s cultural competence with the
Urban Hip-Hop culture.

The findings indicate that principals understand the Urban Hip-Hop culture and
have developed techniques that assist them with selecting teacher candidates who have

cultural competence.

viii



Table of Contents

Dedication iv
Acknowledgements v
Abstract of the Dissertation vii

Table of Contents IX

List of Figures Xiv

List of Tables XV
Chapter 1: Introduction 1
Overview 1
Statement of the Problem 5
Purpose of the Study 9
Research Questions 9
Statement of Potential Significance 10
Conceptual Framework 12
Summary of Methodology 16
Definition of Concepts and Terms 17
Chapter 2: Literature Review 21
Introduction 21
Cultural Competence 23
Cultural Mismatch in Urban Classrooms 25
Cultural Mismatch Research 26



Rationale for Urban Cultural Competence in Schools 36

The Paradigm Shift in The Urban Cultural 40
The Distinctiveness of the Urban Youth Culture 43
Hip-Hop’s Influence on the Urban Youth Culture 44
Immigration Status 49
The Impact of Poverty on Culture 58
Teacher Quality 62
Attributes of Quality Urban Teachers 63
Culturally Congruent Pedagogy/Practices 76
Impact on Student Achievement 82
Urban Teacher Quality Challenges 90
The Shortage of Quality Urban Teachers 91
Teacher Retention and Distribution 98
Teacher Selection 105
Challenges in Urban Teacher Selection 108
Urban Teacher Selection and Predictors of Success 117
Teacher Attributes That Predict Success 121
Summary of Literature Review 127
Chapter 3: Methodology 133
Introduction 133
Paradigm of Inquiry 135



Epistemology 135

Constructivism 136
Basic Imperative Research 137
Research Questions 138
Research Design and Procedures 139
Sampling Strategy 140
Data Collection 141
Interviews 142
Recruitment of Participants 143
Data Analysis 146
Ethically Responsible Research 149
Statement of Subjectivity 150
Summary 151
Chapter 4: Results 153
Overview 153
Respondent Demographics 153
Data Analysis 156
Results 158
Theme 1: The Urban Hip-Hop Culture is Distinct/Diverse 160

Theme 2: Neighborhood and Poverty Were the Perceived Cultural Factors

Influencing Urban Hip-Hop Culture 168

Xi



Theme 3: Having the Ability to Build a Caring Relationship, Effective
Instruction/Pedagogy, and High Expectations are Effective Urban
Teacher Attributes (Cultural Competence) 176

Theme 4: Interviews and Non-Structured Conversations are Effective

Teacher Selection Methods Used by Principals 191

Summary 200
Chapter 5: Analysis of Results 204
Overview 204
Summary 206
Findings 210

The Urban Hip-Hop Culture is Distinct/Diverse 210

Neighborhood and Poverty Were the Perceived Cultural Factors

Influencing Urban Hip-Hop Culture 219
Effective Urban Teacher Attributes 225
Cultural Competency 225
Building Caring Relationships 229
Respect 229
Culturally Relevant Instruction and Pedagogy 230
High Expectations 232
Effective Teacher Selection Methods Used by Principals 235
Summary of Finding 237

Xii



Implications for Future Research, Policy, and Practice
Understanding the Urban Hip-Hop Culture
Understanding How to Effectively Teach Within the Urban
Hip-Hop Culture
Understanding How to Prepare Teachers for Urban Hip-Hop
Culture Competence
Understanding How to Prepare Principals for Urban Hip-Hop
Cultural Competence
Understanding How to Select Teachers With Urban Hip-Hop
Culture Competence
Limitations
Conclusion
References
Appendix A: Interview Protocol
Appendix B: Crosswalk Table

Appendix C: Informed Consent

Xiii

239

240

241

245

246

247

248

250

259

280

284

286



List of Figures

Figure 1: Conceptual Framework 15

Figure 2: Lichtman’s (2006) Three C’s of Data Analysis: Codes, Categories,

and Concepts 147
Figure 3: Characteristics of Urban Hip-Hop Culture 163
Figure 4: Perceived Cultural Factors Outside School 169
Figure 5: Teacher Quality Attributes 182
Figure 6: Teacher Selection 192

Xiv



Table 1:

Table 2:

Table 3:

Table 4:

Table 5:

Table 6:

Table 7:

Table 8:

Table 9:

List of Tables

Culturally Congruent Practices to Bridge the Cultural Mismatch
Sample Demographics

Respondent Demographics

Summary of School Demographics

Summary of Data Codes and Categories

Codes for Characteristics of Urban Hip-Hop Culture

Codes for Perceived Cultural Factors Outside School

Codes for Effective Urban Teacher Characteristics

Codes for Assessment Methods

XV

81

145

154

155

159

168

176

190

200



Chapter 1: Introduction
Overview

According to the first annual results of the Trial Urban District Assessment
(TUDA) of the National Assessment of Educational Progress (NAEP), there is a
significant achievement gap between urban students’ test scores and that of their peers
(National Center for Educational Statistics, 2003). Some researchers believe this
academic achievement gap is due in large part to the quality level of urban teachers and
their inability to overcome cultural barriers and positively impact academic success
(Delpit, 1995; Haberman, 1990; Haley, 2001; Ogbu, 1983). In the social work and
healthcare fields, practitioners and researchers deem cultural competence a necessary part
of effectively serving the urban community (Krajewski-Jaime, Brown, & Ziefert, 1993;
Teasley, 2002). These fields recognize the distinctiveness of the urban culture and have
developed training to counter society’s perception that the urban culture is one of deficit
(Krajewski-Jaime et al., 1993; Teasley, 2002). Education researchers studying urban
settings should also recognize this distinctive culture requires teachers with a distinct set
of skills that will ensure academic success within the culture.

Today there is growing concern that urban teachers require unique attributes in
order to reach students of the urban culture. Low-income, minority urban students have
adopted a tough street culture that is difficult for practitioners to cross. Considering that
academic achievement occurs as a result of teachers’ ability to implement practices that

indicate knowledge of the students’ culture, social class, and race (Haley, 2001; Ladson-



Billing & Darling-Hammond, 2000; Ross, 2002; Rousseau, 1999), teachers need to be
aware of students’ diverse and unique cultural backgrounds.

Unfortunately, some universities continue to train pre-service teachers in teaching
methods that are designed for the American mainstream culture, and do not recognize the
contrasting cultural behaviors that children of color bring to American classrooms
(Rousseau, 1999).

The Hip-Hop culture was developed out of the need to survive and navigate
obstacles that low-income people of color endure daily in America. From the individual
and collective encounters with the job ceiling and other obstacles, Blacks have come to
believe and develop their own “American Dream” of getting ahead that differs in some
important respects from the “American Dream” White people have created and believed
in (Chang, 2005). The development of a different folk theory of getting ahead and the
pattern of Black response to the continued inferior treatment they receive in white
American middle class communities explains why Blacks do not match their wishes and
aspirations with effort (Ogbu, 1991b).

The “Hip-Hop” culture stems from the frustration of young African Americans’
struggle to navigate the urban economy and culture in which they are oppressed. It was
noted that:

It connects to an oral tradition that spans a legacy from radio jocks to doo-
wop, Bo Diddley to bebop, prison toasts and idle boasts, all the way back

to the African griot. More specifically, however, the birth of rap as we



know it can be directly traced back to the concrete jungles of the Bronx in

the late ‘60’s and early ‘70’s, an era now fondly remembered as the old

school. (Vibe Ventures, 1999, p. 14)
Before the movement was labeled Hip-Hop, it was outdoor parties in public parks where
a DJ would patch his sound system directly into a streetlight’s power box and play
records as people danced, rhymed over the beats (rapped), or wrote graffiti (Vibe
Ventures, 1999). Clive Campbell is credited with planting the seeds of Hip-Hop (a.k.a.
Kool Herc). He modeled his sound system after the massive mobile systems in his native
Jamaica. He also began using two copies of the same record and cut back and forth
between them, which later became known as “scratching” (Vibe Ventures, 1999). “By
1978, MC’s (rappers) had stolen the spotlight from the DJ’s because they spoke directly
to the crowd” (Vibe Ventures, 1999, p. 19).

Hip-hop initially had a significant impact on the culture of African American
youth, but eventually impacted so many American youth it is now considered
“mainstream” or popular culture. Although, hip-hop is now internationally accepted as a
valid culture, its roots are grounded in the inequalities of the mainstream culture and
economy. Therefore the culture that it developed into is largely in opposition to
conventional educational, economic, and cultural American aspirations. “The hip-hop
culture didn’t need external validation and, thrived with opposition. It was a radical

avant-garde culture that had its own codes and authority” (Chang, 2005, p. 141).



Clearly, the disconnection of urban youth culture from the mainstream is impacting
America’s classrooms.

The oppositional behavior exhibited by many students in the Hip-Hop culture
manifests itself into a street-tough attitude that often intensifies the cultural mismatch
between urban students and their teachers. This opposition has grown into a common
belief that behaviors like embracing school curriculum, speaking standard English,
studying and reading, and working hard to get good grades are perceived as “acting
white.” In this culture and in many urban classrooms “acting white” is viewed as being an
outsider of the Urban Hip-Hop culture and ultimately as a negative attribute (Ogbu,
1986). Urban students express their opposition to the mainstream and public schools’
cultural norm through their style of dress, speech, and behavior. Urban teachers with little
understanding of the Urban Hip-Hop culture often misinterpret their students’ behavior
and appearance as evidence of their lack of ability, and in some cases, desire to achieve.

Teachers who are equipped to deliver lessons relevant to their students’ lives and
backgrounds will improve student achievement in urban schools. Researchers suggest
that the quality of teachers and their ability to connect with their students directly impacts
student achievement (Delpit, 1995; Ladson-Billings, 1995, 2001; Ladson-Billings &
Darling-Hammond, 2000; Rist, 2000; Sanders & Rivers, 1996). For the purpose of this
study, the knowledge that effective urban teachers utilize to relate classroom instruction
to the culture of their students is called cultural competence. In addition, the common

culture of urban students in this study is referred to as the Urban Hip-Hop Culture.



For the purpose of this study, attributes that address the difference between the teachers’
and students’ culture by delivering pedagogy that is relevant to the culture of their
students are labeled culturally competent (CC). This study investigated what unique
teacher quality attributes associated with urban cultural competence principals consider
during the teacher selection process.

This chapter includes a statement of the problem, the purpose of the study,
research questions, and the significance of the study. It also includes the theoretical

framework, methodology, limitations, and definition of terms that guided this study.

Statement of the Problem

Urban areas typically represent the cultural diversity of the entire nation
(Rousseau, 1999); however, there is a lack of diversity amongst the teachers that teach in
these urban classrooms. Minorities and low-income students are 75% of the urban public
school population (Council of Great City Schools, 2006). Thirty-six percent of students
in urban public schools are self-identified as Black or Hispanic. Forty-four percent of
students in urban public schools receive free and reduced lunch, which is often an
indicator of economic status (National Center for Education Statistics, 2005). “Typically,
large urban schools with the highest percentages of poor and minority students have the
highest teacher turnover rates, the highest percentages of first-year teachers, the highest
percentages of uncertified teachers, and the lowest percentages of accomplished teachers”

(NCTAF, 2003, p. 14). Frequently there is a difference in the ethnic and economic



culture of classroom teachers and that of the urban students they teach because the
student population is often economically and ethnically different from their teachers.
Thus, difference in culture can lead to poor instruction. If America’s schools are to
provide equal education opportunities for all children, they will have to address the
mismatch that occurs between students and teachers’ culture in urban classrooms
(Rousseau, 1991). Kozol (1991) suggested that policy makers do not understand, or want
to understand, that if Americans do not finance or support giving urban students in
poverty a sufficient education to lead healthy and productive lives we will inevitably
have to finance and or support them for more than the 12 years they spend in public
schools. “Those who allocate resources make decisions over and over again which
penalize the poorest districts . . . whether consciously or not, the system writes off its
poorest students” (Kozol, 1991, p. 99).

There is a significant achievement gap between urban students of color and their
peers (Gallagher, 2002; Goldhaber & Anthony, 2003; NAEP, 2005; NCES, 2003; Ogbu,
1995; Viadero & Johnston, 2000; Wenglinsky, 2004). According to the National Center
for Education Statistics (NCES) national report card of urban districts, the average
reading and math standardized test scores for most urban districts in grades 4 and 8 were
lower than the overall national average (NCES, 2003). Although the achievement gap
between black students and white students lessened from 2005 to 2007, there is still a

significant difference between the scores of urban students and their counterparts (NAEP,



2009). The achievement gap may exist because the curriculum and instruction teachers
utilize does not relate to the culture of urban students.

The current predominate and/or prevalent teaching method reinforces the White
middle class-influenced culture or set of norms in America. This is not relevant or
inclusive of the culture, social class, or race of students of color who constitute the
majority in urban schools (Haley, 2001; Ladson-Billings & Darling-Hammond, 2000).
Researchers suggest that the quality of teachers and their ability to connect with their
students directly impacts student achievement (Delpit, 1995; Ladson-Billings, 1995,
2001; Ladson-Billings & Darling-Hammond, 2000; Rist, 2000; Sanders & Rivers, 1996).
The differences in culture between student and teacher in urban schools often limits the
teachers’ ability to connect with and effectively teach urban students and thus has
contributed to their chronically low academic achievement (Delpit, 1995; Haley, 2001;
Ladson-Billings & Darling-Hammond, 2000; Ogbu, 1991, 1995). “Since students do not
magically leave their cultural value systems out when entering the classroom, cultural
differences will continue to affect their academic success rate” (Ghazvini, 1996, p. 4).

Research indicates that teachers have limited training and knowledge of how to
apply instructional practices that allows connection to occur between teachers’ lessons
and urban students’ achievement (Delpit, 1995; Haberman, 1990, 2000; Haley, 2001).
For the purpose of this study this type of teaching is called culturally relevant pedagogy.
In addition, while research has succeeded in identifying some instructional practices that

are beneficial for most students, generally it has not succeeded at identifying practices



that are equally effective in improving the academic achievement of African American
and Latino students (Wenglinsky, 2004). Roach’s (1997) study demonstrated the need to
research the attributes principals utilize as key criteria they consider during the teacher
selection process.

With more diverse cultural backgrounds represented in the American classroom,
it is important that educators consider the cultural variables of their students (Ross,
2002). This study attempted to address the framework for three problem areas that exist
as a result of the cultural changes American classrooms are undergoing. The first issue is
the impact of a shortage of quality urban teachers has had on significant achievement gap
between urban students of color and their peers (Ladson-Billings & Darling-Hammond,
2000). The second problem area is the lack of awareness, or acknowledgment of, the
difference in culture between student and teacher that limits teachers’ ability to utilize
skills, knowledge, and instruction that relate to students’ culture to connect with and
effectively teach urban students (Haley, 2001). The third problem area is how principals
make hiring decisions. Principals often underestimate the importance of cultural
competence, under value the Hip-Hop culture, and thus do not use these considerations
during the teacher selection process. In addition, there is little research on identifiable
attributes of effective urban teachers that principals can consider during the urban teacher

selection process.



Purpose of the Study
The purpose of this study was to research urban principals’ description of the new
and distinct Urban Hip-Hop Culture and how urban principals select teachers that
demonstrate urban hip-hop cultural competence. Principals described the culture of their
students and the practices they use to select teachers. This research provides the field of
K-12 school administration with empirical data about the culture of urban students and
the teacher selection process that they utilize to determine if teachers will be effective

with students from the urban culture.

Research Questions
The research questions that framed this study are:
1. How do urban principals describe the Urban Hip-Hop Culture of their
students?
a. What contributes to the distinctiveness of this culture?

b. What characterizes students from this culture?

2. What teacher selection methods do principals utilize to select teachers that are
effective with students from the Urban Hip-Hop Culture?
a. What attributes do urban principals look for during the teacher
selection process that indicates a candidate has Urban Hip-Hop

Cultural Competence?



b. What methods do they utilize to assess relevant attributes during the
selection process?

These questions guided the organization of the critical literature review.

Statement of Potential Significance

This study provides critical data to equip educators and policy makers with
information that can inform district hiring policy and procedures, urban school reform
efforts, urban school improvement, urban school administrators’ hiring practices, and
content that degree or licensure programs can utilize to prepare future urban teachers.
Evidence that principals select urban teachers with attributes that demonstrate and utilize
understanding and respect of cultural competence will contribute to the current definition
of urban teacher quality. As the world becomes increasingly more diverse, culturally and
economically, teachers must be prepared to teach students of cultures different from their
own. Ghazvini (1996) stated that culture plays an important role in educational
achievement and that differences in learning are connected to culture. “A student
attending school of a culture not his/her own must deal with a set of tools that is foreign
to them” (Ghazvini, 1996, p. 5).

This study was different from others on multiculturalism and diversity, because it
focused on the urban “hip-hop” culture. Hip-hop is a form of music that originated in
New York City’s economically depressed ghettos during the 1970s. This form of music

has spawned a culture whose influence eventually leaked out of America’s urban cities
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and trickled into suburban areas (Jamilah, 2000). The leaders of this culture are young
rappers who often deliver messages that conflict with mainstream beliefs and the culture
of American schools. Hip-hop activist and author Kevin Powell (2002) asserted that
rappers have a huge influence over young people today, more than teachers, politicians,
and any of the usually recognized traditional leaders. In the history of both urban and
African American cultures, survival strategies to cope with the consequences of the job
ceiling and other racial barriers has helped some people get ahead within the
conventional mainstream economy while it has propelled others to exploit a non-
conventional underground economy (Ogbu, 1983).

The disconnection between many urban students and their teachers, referred to as
cultural mismatch, stems from the difference in culture. The instructional process is
often impeded by teachers’ lack of acknowledgment and respect of the culture of urban
students, along with the teachers’ lack of knowledge and/or skills in assisting their
students in the development of cross-cultural skills that would help them navigate a
diverse workforce and society (Haley, 2001). Effective teachers adapt methods to fit the
needs of the students and the situation (O’Bannon, 1993). This is in contrast to
ineffective teachers who try to “repair” or “fix” urban students (Bartolome, 1994). By
understanding the cultural mismatch and the urban culture, principals can aid in efforts to
decrease the gaps in education of urban students by increasing the selection of quality
teachers who are culturally competent (Basking & Ross, 1993; Guyton, 1994; Haberman,

1996; Haley, 2001; Ladson-Billings & Darling-Hammond, 2000; Ross, 2002). This
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study raises awareness that can help practitioners’ cross-cultural boundaries, minimize
issues of cultural mismatch between urban teacher and student, and provide qualitative
data that describe the use of cultural competence in teacher selection process. This
information can inform the selection process urban principals utilize and help bridge the
cultural mismatch between the urban student and teacher to improve student
achievement.

Conceptual Framework

This study was grounded in a conceptual framework that addressed the academic
achievement gap between urban students and their rural and suburban peers. The
informal theory is that teacher quality is a significant contributor to improving student
achievement. This progressed to four theoretical propositions that apply to the new and
distinct Urban Hip-Hop Culture.

The first theoretical proposition is that the Urban Hip-Hop culture is distinct and
often considered deficient or in need of repair. The distinctiveness of this new culture
can be attributed to its oppositional nature, street tough attitude, high poverty and violent
environment. The literature revealed that students’ ability to navigate and survive in their
urban environments can often be a hurdle in the classroom (Chang, 2005; Hooks, 1994;
Kitwana, 2002; Kozol, 2000; Ogbar, 2007). The broad appeal of this culture and its
major impact on mainstream culture also contribute to its distinctiveness (Gause, 2001).

The second theoretical proposition posits that a cultural difference between the

student and teacher has limited urban student academic achievement (Delpit, 1995;
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Haberman, 2000; Haley, 2001; Ingersoll, 1993; Ladson-Billings, 2001; Ogbu, 1995;
Ross, 2002; Weiner et al., 2000; Wenglinsky, 2004). The literature revealed that
academic success occurs as a result of teachers’ ability to implement practices that
indicate knowledge of the students’ culture, social class, and race (Haley, 2001; Ladson-
Billings & Darling-Hammond, 2000; Ross, 2002). The cultural mismatch theory is one
explanation for low academic achievement in urban schools (Cummins, 2001; Haley,
2001; Warren, 2001).

The third theoretical proposition states that teacher quality is essential to
improving academic achievement in urban schools (Gallagher, 2002; Goldhaber &
Anthony, 2003; Sanders, 1996; Viadero & Johnston, 2000; Wenglinsky, 2004). “William
Sanders and other researchers have shown the enormous difference that teachers can
make in the achievement of their students” (Sanders, 1996, p. 3). Ingersoll (1996) also
attributed the achievement gap between urban and other schools to the lack of quality
teachers in urban schools.

The fourth theoretical proposition suggests that improving academic achievement
in urban schools will involve selecting effective urban teachers who are able to deliver
culturally relevant pedagogy in order to bridge the cultural mismatch that exists between
student and teacher (Haley, 2001; Ladson-Billings, 1995; Phuntsong, 1999). Researchers
have found that urban teachers who use culturally relevant or congruent pedagogy are
more successful in increasing student achievement (Bartolome, 1994; O’Bannon, 1993).

Effective teachers use methods to fit the needs of the students, rather than attempt try to

13



“repair” or “fix”’ urban students (Bartolome, 1994). Haberman suggested that teacher
selection is more important than teacher training (1995). Therefore, the urban teacher
selection process needs to screen for quality teachers, as well as culturally competent

teachers. This study investigated how urban principals describe the culture of their

students and how they select teachers that will be effective.
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URBAN TEACHER

QUALITY

Cultural competence and teacher
selection have a

direct impact on student achievement

Description of the distinct Selecting Teachers with

Urban Hip Hop Culture Urban Hip Hop Cultural

The Urban Hip-Hop Culture is Distinct Specific attributes principals look for during
Ogbu, Kozol, Delpit, Connell, Haberman the teacher selection process that indicate
UHHCC
J( \ 4
There are various characteristics that Various methods used to assess the UHHCC
describe the UHHC during the teacher selection process.
Ogbar, Gause, Kitwana, Elliot, Chang Haberman, Frey, Chelsey, Basking & Ross, Kivell

Figure 1. Conceptual framework.
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Summary of Methodology

Qualitative research methods were selected for this study because the design
allowed the researcher to investigate how urban principals describe the Urban Hip-Hop
Culture and select teachers that have Urban Hip-Hop Culture by generating data rich in
detail and embedded in context (Maxwell, 1996). This methodological design was used
because the data formed the foundation of a theory and concepts that were constructed
with an emphasis on what is happening in the field, rather than developing formal
theories (Charmaz, 2006).

Criterion sampling was used to choose participants for this study because it works
well when all individuals studied represent people who have experienced the
phenomenon that will be described (Creswell, 1998). Twelve urban K-12 public or
charter school principals from mid-Atlantic metropolitan public school districts were
targeted and invited to participate in this study. The sample included principals from
various school levels, ethnicities, ages, and school size. Principals had previous
experience with teacher selection and currently led a senior high school with a student
population with over 60% non-Caucasian students in a mid-Atlantic city public school
system. Interviews took place at the principals’ school in their office. The criterion

required the principal (a) was currently or previously served as principal of a school in
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mid-Atlantic urban areas, (b) was a leader of a school with 60% or more non-Caucasian
student population, and (c) had experience participating in the teacher selection process.

The first step in the data analysis process was to do initial coding (Maxwell,
1996). This step of the data analysis process involved moving from the responses to
some central idea or phenomenon of the responses. This second step was revisiting
initial coding. The third step was creating an initial list of categories. Once the
researcher modified the codes then organized them into categories. The fourth step was
to modify the initial list of categories. The fifth step was to revisit the categories and
subcategories. The final and sixth step was to move from categories into concepts
(themes).

All methods of research require ethical responsibility to protect the anonymity of
sample participants. Conducting ethically responsible research is a priority for this
researcher. Creswell (1998) supported this and stresses that to gain support from
interviewees, researchers should convey that they are participating in a study, explain the
purpose of the study, and not engage in deception about the nature of the study. The
researcher used fictitious names when writing the final research report, for each
participant in order to protect their confidentiality.

Definitions of Concepts and Terms
For the purpose of this study, urban schools were defined as schools that
are at-risk of low academic achievement, located in an urban area and serve a population

of 60% or more non-Caucasian students who typically have poor student achievement.

17



“Though not well defined or developed, cultural competence is a pedagogical expectation
and behavior for educators that is still evolving” (Ross, 2002, p. 18). The social sciences
definition of cultural competence is most widely used. It defines the cultural competent
practitioner as one who acknowledges and incorporates at all levels the importance of
building cultural knowledge, valuing difference, assessing one’s self and applying
adapted practice (Cross 1988; Ross, 2002). The term cultural competence is in most
cases synonymous with the terms culturally relevant (Ladson-Billings, 1990, as cited in
Banks, 1995), cross-cultural (Ogbu, 1995), culturally congruent (Au & Kawakami, 1994;
Ross, 2002), culturally responsive (Erickson, 1987; Ross, 2002), culturally competent
(Haberman, 1996; Ross, 2002), culturally compatible (Jordan, 1985; Ross, 2002),
culturally proficient, and intercultural competence (Suppon, 1999). For the purpose of
this study, cultural competence was defined as the ability of a teacher to respond
optimally to all children, understanding both the richness and the limitations reflected by
their own socio-cultural contexts, as well as the socio-cultural contexts of the students
they are teaching (Ross, 2002).

Several terms regarding culture in urban education that are used throughout this
study have been defined as follows.
Culture- A learned set of shared perceptions about beliefs, values, and norms which
affect the behaviors of a group of people (Suppon, 1999).

Cultural deficit- Cultural components in one world are deemed less important or not valid

in another (Stanton-Salazar, 1997).
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Cultural mismatch- The relationship that exists between teacher and student based on

difference in factors of culture, social class, and race (Haley, 2001).

Culturally congruent pedagogy- Teaching practices promoted as appropriate to assist

students of diverse ethnicities and income levels achieve academically (Ladson-Billings,
1995).

Free and Reduced Meals (FARMS) - Free and Reduced Meals is a program for public

school students that are low-income and qualify to get there school meals (breakfast and
lunch) at a reduced price or for free.

Rap- A form of heightened speech that is musical in that some words are pitched higher
or lower than others; rhythmic talk with stresses occurring at regular intervals to make
sounds easier to understand; talk leaning toward music. Rap departs from the regular
stress of English, stresses other parts of speech, making the sounds and words jump to a
superimposed beat (Vibe Ventures, 1999).

Rap Music- This is a type of Hip-Hop music. Rap music developed into the Hip-Hop
Culture.

Urban- The Census Bureau (2009) classifies as "urban™ all territory, population, and
housing units located within an urbanized area (UA) or an urban cluster (UC). Urban
Areas (UA) includes a central city and the surrounding densely settled territory that
together have a population of 50,000 or more and a population density generally

exceeding 1,000 people per square mile.
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This chapter provided an introduction to the study that follows. It outlined the purpose of
the study, the problems this study addressed, the method with which the study was
researched, and the limitations of the study. Chapter 2 presents a critical review of the
literature relevant to cultural competence, teacher quality, and the urban teacher selection

process.
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Chapter 2: Literature Review
Introduction

Increasingly, educators, policy makers and the general public believe that the
single greatest impact on student achievement is teacher quality (National Commission
on Teaching and America's Future, 2003). Research has shown the significant
differentiation in student achievement among students who consistently have good
teachers versus those who consistently have poor teachers (Campaign for Fiscal Equity,
2001; Claycomb & Hawley, 2000; Delpit, 1995; Fideler, Foster, & Schwartz, 2000; Frey,
2003; Gallagher, 2002; Goldhaber & Anthony, 2003; Haberman, 2000, 2001; Haley,
2001; Ingersoll, 1993; Ladson-Billings, 2001; Ogbu, 1995; Sanders, 1996; Wenglinsky,
2004; Williams, 1999). Researchers have found that a unique set of skills is needed by
urban teachers to support the needs of urban youth who are predominately of color and
poor (Haberman, 2000). Effective urban teachers possess unique skills and deliver
culturally relevant pedagogy in order to connect with their students and improve
academic success (Haley, 2001). While some districts consider cultural implications
when hiring teachers (Haberman, 2000), it is unclear the extent to which building
administrators are able to and do consider the cross-cultural skills as well as cultural

competence of urban teacher candidates.
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The following critique of the literature is divided into five sections: cultural
competence, the distinctiveness of the urban youth culture, teacher quality, urban teacher
quality challenges, and urban teacher selection.

In the first section, cultural competence, the literature is divided into three subsections:
cultural mismatch in urban classrooms, cultural mismatch research, and the rationale for
urban cultural competence in schools. The second section, the distinctiveness of the urban
youth culture, is divided into three subsections: hip-hop’s influence on the urban youth
culture, immigration status, and the impact of poverty on culture. The third section,
teacher quality, focuses on literature related to the attributes of quality urban teachers,
cultural attributes of urban teacher quality, culturally congruent pedagogy/practice, and
the impact of teacher quality on student achievement. The fourth section, urban teacher
quality challenges, reviews literature involving the shortage of quality teachers and
teacher retention and distribution. The fifth section of literature focuses on the teacher
selection process. This final section has three subsections: challenges in urban teacher
selection, urban teacher selection predictors of success, and teacher attributes that predict
success.

This study explored three gaps in the empirical research and literature. The first
gap is caused by the lack of research clearly defining and measuring teacher quality in
urban schools. The second gap is a result of limited research on the cultural competence
of teachers who serve the urban population. Few researchers have investigated the

importance or attributes principals associate with cultural competence of K-12 teachers.
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The third gap in research is due to a lack of evidence of effective selection procedures
that will improve administrators’ abilities to select urban teachers who are culturally

competent.

The literature in this review was conducted using JStore, Google, ERIC, Aladin
Dissertation and Harvard Review database search engines that include articles dating
back to 1980’s (twenty-five years from the approximate date of this study). The search
for relevant literature was conducted from January 2005 until September 2010. The key
terms used to search for literature were teacher quality, urban teacher quality, urban
cultural competence, cultural competence, culturally relevant pedagogy, cross-cultural,
urban education, urban students, urban schools, effective teachers, administrators’ role,
urban teacher selection, urban teacher selection instruments, teacher selection
instruments, teacher selection, cultural mismatch, hip-hop culture, hip-hop education, and
effective urban teachers. The following section will review literature that discusses
cultural competence and the urban culture.

Cultural Competence

Cultural competence in the field of education is defined as the ability of teachers
to respond optimally to all children, understanding both the richness, and the limitations
reflected by their own socio-cultural contexts, as well as the socio-cultural contexts of the
students they are teaching. The American classroom has become increasingly more non-

White students, while its teachers remain predominately White (Banks, 1989; Krajewski-
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Jaime, 1993; National Census Bureau, 2004; UTC, 2000). Phuntsog (1999) asserted that
the differences in culture are not the problem; it is how teachers respond to the
differences that impacts the self-esteem and academic success of the student (as cited in
Ross, 2002). Educators need to question the underlying assumptions and basic tenets of
the knowledge acquired in their own professional and educational process (Teasley,
2002). “Cultural competence involves an awareness of one’s assumptions, values and
biases. Much of its basis was founded in mental health, counseling and social work”
(Helms, 2003, p. 32). These fields, which also serve the urban low-income minority
culture, have researched and integrated cultural competence into preparation programs
and job assessment (Krajewski, 1993). These human service professions have made a
commitment to address the role of diversity in their university-based preparation
programs (Krajewski, 1993). The education field has not made the same investment, to
assure that practitioners effectively address the role of urban culture and provide the most
effective services to the urban community (Krajewski, 1993).

Ross (2002) stated that “cultural competence implies the integrated pattern of
human behavior including thought, communication, actions, customs, beliefs, and values
that respect all societies, not just the dominant culture represented” (p. 7). The
competency to cross cultural boundaries allows urban teachers to successfully face
numerous obstacles to conducting instruction in their classrooms (Williams, 1999). In
research literature, this movement is known under different names: culturally compatible

(Jordan, 1985), culturally congruent (Au & Kawakami, 1994), culturally competent
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(Haberman, 1996), culturally responsive (Erickson, 1987), culturally proficient, and
culturally relevant (Ladson-Billings, 1990, as cited in Banks, 1995). For the purpose of
this study the term cultural competence will be used to describe teachers who have the
ability to incorporate their students’ culture into instruction and effectively improve their
students’ academic achievement. The following section is divided into two sub sections.
The first subsection will discuss the cultural mismatch that typically occurs in urban
classrooms. The second subsection discusses the distinctiveness of the Urban Hip-Hop

Culture of urban students.

Cultural Mismatch in Urban Classrooms

The cultural challenges and the teaching skills used to successfully teach
minorities in the classroom have become important issues (Ross, 2002). This section on
urban culture is focused on challenges that the largely White, middle class, female
teaching force encounters when using traditional teaching practices and pedagogy in low-
income minority urban settings (Guyton, 1994; Haberman & Richards, 1990; Haley,
2001). Researchers confirm that when teachers come to teaching with little to no
experience or knowledge of students of diversity and poverty, or little appreciation of the
backgrounds and experiences of urban students, they may make it more difficult to
positively impact student achievement (Delpit, 1995; Ogbu, 1995; Ross, 2002).
The average teacher has no idea what it feels like to be a numerical or political minority

in the classroom. The pervasiveness of Whiteness makes the experience of most teachers
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the accepted norm. Teachers don’t know what it is to “be ashy” or to be willing to fail a
physical education class because of what swimming will do to your hair (Ladson-
Billings, 2001, p. 4).

Contemporary researchers have tied sociopolitical influences to the current state
of public education and have caused a shift toward a focus on the mismatch between
American schools and children of color (Rousseau, 1999). These researchers make a
case that children of color come to schools with assets which urban schools either ignore
or attempt to efface. The assets these children bring (nurtured by their cultural
experience) provide excellent foundations on which learning can be based, but the
sociopolitical climate of schools does not embrace it (Hooks, 1994; Ladson- Billings,
2001; Rousseau, 1999). Ladson-Billings (2001) asserted that although the African-
American culture has become increasingly popular, the amount of genuine contact White
pre-service and practicing teachers have with African Americans and their culture is
limited and skewed due to gathered information. She explained that teachers lack
cultural competence because it is not part of their training. Culture is a complex concept,
and few teachers have been trained to use it to connect to and instruct urban students.
Cultural Mismatch Research

Although there is limited literature on the cultural competence of teachers in
urban K-12 public schools, Teasley (2002) conducted a quantitative study on the cultural
competence of urban public school social work practice with African American youth.

The researcher utilized a modified version of the Cultural Competence Self-Assistance
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Questionnaire (CCSAQ), called the Cultural Competence Self-Assessment Questionnaire
Revised for School Social Workers. “The CCSAQ is a self-report inventory that was
conceptualized with the combined efforts of cross-disciplinary scholars interested in
developing methods for evaluating cultural competence in human service professionals”
(Teasley, 2002, p. 148). The modified version of the CCSAQ contained 54 questions and
a section designed to collect demographic information. The four sub-scales with a four-
point Likert scale used in the questionnaire used in this study were: (a) knowledge of
communities, (b) resources and linkages, (c) education and professional development, (d)
and service delivery and practice.

Teasley used multi-cluster sampling and received 225 questionnaires from urban
social workers in Atlanta, Baltimore, Cleveland, and Philadelphia. Using bivariate and
multivariate analyses the results revealed that professional development in the form of
professional literature and workshops are correlates of school social workers’ perceived
levels of cultural competence practice, practice efficacy, and knowledge of risk and
protective factors. “The findings indicate that social work education programs and
professional development organizations need to develop methods of evaluating
curriculum content and multicultural training programs for practice outcomes in urban
school systems” (Teasley, 2002, p. 5). The practices of social worker and teachers are
different on various accounts, but they both serve the same population of students.

Teasley defined cultural competence as practitioners who develop self-awareness

of their own cultural characteristics, preferences, and biases in order to appreciate the
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cultural differences of others (Teasley, 2002). Although Teasley’s study focused on
social work training, it has implications for educators because it developed a research
agenda based on the evaluation of cultural competence as a necessary means for
developing competent school-based professionals for practice in urban public school
systems (2002).

Demographic data of the students and teachers in urban schools validated the
cultural difference between teacher and student. More than one-third of public school
students are of color, with even higher percentages in urban settings, yet only 13% of all
teachers are of color (Bradley & Loadman, 2005). The relationship that exists between
teacher and student based on differences in culture, socio-economic background, and race
is referred to as cultural mismatch (Haley, 2001). The literature indicates that students
frequently do not attain academic success because teachers lack knowledge of how
culture, social class, and race relate to their teaching practices (Delpit, 1995; Haberman,
2000; Haley, 2001; Ladson-Billings, 2001; Ingersoll, 1993; Ogbu, 1995; Ross, 2002
Weiner et al., 2000; Wenglinsky, 2004). Teachers are required to know subject matter
content; appropriate pedagogy, and development of learners. These are all necessary but
not sufficient for teachers to be effective in low-income urban schools. Urban teachers
need a disposition that allows them to successfully cross-cultural boundaries and enables
them to connect with students from ethnic and economic backgrounds that are different
from their own (Haberman, 2000). This is necessary to mitigate the effects of cultural

mismatch between the predominately low-income minority students of urban schools and
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the majority middle class White female population of urban teachers. A set of unique
qualifications to successfully teach in urban schools, called cultural competencies, is
needed (Williams, 1999).

Rousseau (1999) studied the culturally relevant relationships between White
teachers and students of color in American schools. Student focus groups and classroom
observations using coded instruments were used to address three research questions: (a)
Does the behavior characteristics of a culturally relevant dialogical teacher-student
relationship occur less frequently between White teachers and students of color than
between White teachers and White or Asian students? (b) To what extent does the
presence of culturally relevant dialogical relationships between White teachers and
students of color relate to academic performance among students of color? (c) Is there a
relationship between the absence of teacher behavior described in the literature as
promoting culturally relevant dialogical teacher-student relationships, and the presence of
oppositional student behavior on the part of students of color? In an attempt to answer
these questions, Rousseau designed the study to observe students and White teachers in
the classroom setting of a large urban high school, where multiple cultural and ethnic
groups were represented, and to explore the degree to which culturally-relevant
relationships occur among student and teachers (Rousseau, 1999).

The sample used in classroom observations and focus groups included, in various
proportions, students from four ethnic groups. The researcher used a combination of a

coded observation form and a form for a running record (or scripting) as the data
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collection instruments. The focus groups discussed their opinion regarding positive and
negative teacher-student relationship. The focus group moderator kept the students
focused on these two primary topics and asked questions to explore whether reports about
teacher-student relationship differed among White and Asian students from those of
Latino and African American students. Although specific numbers of participants in both
parts of the study were not disclosed, four groups were conducted and six classes were
observed twice.

The analysis of data suggested that students of color are less likely than White and
Asian students to experience culturally-relevant teacher-student relationships with White
teachers. Rousseau (1997) asserted that students’ emphasis on “respect” identifies an
important, and often neglected, element in the search for effective teaching and learning
practices that link students of color to the classroom experience. It is highly predictable
and should not be surprising that lingering societal attitudes about the sociopolitical
structure that has dehumanized and assigned African Americans a status of disrespect,
make students of color highly perceptive in detecting this disrespect.
“In some instances the disconnectedness of students of color was manifested in the
oppositional behavior of withdrawal. In a few instances, it was reflected in loudness or
rudeness directed toward the teacher” (Rousseau, 1997).

Rousseau’s study highlighted the disrespect of invisibility — a condition described
in detail in Ralph Ellison’s (1952) Invisible Man. This type of disrespect occurs when a

teacher allows a student to sit for hours with their head down, combing their hair, or
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performing off task, without seeking to engage them in the lesson. “From some teachers’
perspective, these students’ actions, which can be viewed as oppositional behavior,
reinforce assumptions that students of color do not want to learn. This explanation places
the blame on the student and frees the teacher of responsibility” (Rousseau, 1997, p. 198).
Focus group data found evidence that students interpret teachers’ failure to reach out to
them and insist on their learning, even when they encounter oppositional behavior, as
disrespect for the students involved. Rousseau (1997) did not assume the teachers
consciously disrespected them. Instead, teacher behavior toward these students reflected
cultural dissonance, sociopolitical context, and Eurocentric ideas of schooling. This is
parallel to hip-hop’s opposition to being an invisible sub-culture of young, poor, Black
and Latino urban youth. This unconscious disrespect is created by the “taken-for-
grantedness” of many teachers.

Weiner (2000) challenged the mainstream cultural “taken-for-grantedness,” the
belief that many pre-service teachers in urban teacher preparation programs subscribe to,
that their personal culture is superior to that of urban students. The term “taken-for-
grantedness” refers to teachers’ cultural assumptions and situational behavior. “The idea
that we all have ‘taken-for-grantedness’ beliefs, the notion of tacit (silent) norms, is
critical for urban teachers to understand because they will work with many students who
do not share their beliefs and values” (Weiner, 2000, p. 8). Although details about the
assumptions associated with “taken-for-grantedness” beliefs were not shared, Weiner did

describe overcoming these assumptions as the ability to see issues of learning and
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teaching from perspectives that are different from their own (and excluded from the
culture and structure of the school) (Weiner, 2000). This study emerged from previous
analysis of state educational policy intended to improve urban schools on curriculum and
instruction in urban teacher preparation programs and undertaken to improve the program
and prepare for accreditation (Weiner, 2000).

The body of literature on teacher preparation has evidence of how teacher
educators attempt to change student attitudes and schema, and how students respond to
these attempts. The limited published accounts that assess how well courses focusing on
cultural diversity are altering students’ beliefs and then applying the results from this
assessment to reform programs or course content, is mixed and inconclusive (Weiner,
2000). Researchers examined the reliability of instructor assessments by comparing
instructors’ conclusions about change in students’ attitudes and beliefs during the span of
a semester with data about their beliefs collected and analyzed independently (Weiner,
2000).

The objective is two-fold: To develop a replicable format that can be used in other

programs of teacher preparation to compare faculty perceptions of change in

student beliefs to other measures of change; and to generate data that can be used
to improve our own program’s success in preparing urban teachers who can
critique their “take-for-granted” assumptions about culture and race so that they

will be successful with students who are culturally different from themselves. (p.

3)
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Weiner’s (2000) qualitative study analyzed an undisclosed quantity of students’
written responses to a case study given in conjunction with a course offered at New
Jersey City University. The case study, taken from a textbook co-authored by one of the
investigators, was written by a student teacher dealing with the isolation of three Latina
students in her classroom. A response regarding the case study was given at the
beginning and end of the semester from students in five undergraduate courses, each
taught by one of the investigators on the team. Students reviewed their responses after
the second response, and wrote about their initial reactions so that researchers could
assess meta-cognitive change (Weiner, 2000). Next, course instructors collected data
from student journal entries, assignments, and discussions regarding students’ attitudes
and ideas about culture and race in schooling. Trends and tendencies in development of
student thinking across the program were analyzed.

In Weiner’s (2000) discussion of the results, he stated that the changes observed
took the form of development of technical skill, regardless of the course or its situation in
the sequence of teacher preparation. He also concluded that European American teacher
candidates require teaching strategies to be able to effectively critique their “take-for-
granted” assumptions about cultural conflict. Weiner also acknowledged that changing
student beliefs about culture and race can be a long and challenging objective and that the
process of selecting teacher candidates who will be able to work with a culturally-diverse
student population may not be as straightforward as it seems (Weiner, 2000).

Unfortunately, confidence in the results of this study is limited. Instructor’s difficulty
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matching case study responses to students in their course compromised the ability to
predict change based on demographic information.

Weiner explored how such assumptions, as “taken-for-grantedness,” are evident in
teacher preparation students. The following study explores how assumptions and other
differences in culture are evident in teacher practitioners.

Warren (2001) researched how the mismatch in culture between student and
teacher has impacted the expectations and efficacy of teachers who work with urban
children, and how these expectations are reflected in teaching. Twenty-eight teachers
who were also mothers from different ethnic groups (teachers of color, trans-racial [or
biracial] teachers, and White teachers) and school settings (poor urban and upper middle
class schools), were interviewed to explore the contrast in beliefs or expectations
regarding the potential of poor urban children versus “their own” and participants were
interviewed and asked to complete a brief follow-up survey for this study (Warren,
2001).

The important themes that emerged through data analysis were (a) over 70% of
teachers had lower expectation for the children they taught than for their own children
and the teachers also lacked a sense of efficacy; (b) teachers with low expectations and
efficacy crossed all ethnicities and school socio-economic levels; (c) the group of trans-
racial teachers had the highest level of efficacy; and (d) the majority of teachers with a
sense of efficacy believed teaching was their “calling” (Warren, 2001). He proposed that

in order for teachers to make shifts in their assumptions and beliefs about the children
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they teach, they must also become acquainted with and learn to appreciate the assets of
the community and culture in which their students live. Warren further validated Weiner
(2000) and Stanton-Salazar’s (1997) belief that many teachers hold negative assumptions
about their students and their families because they judged the world from their dominant
cultural perspective. Warren’s study revealed the ways in which teachers’ educational
and social beliefs and their racial and class identities influenced their attitudes toward
students, their educational practice, and their probable response to reforms (Warren,
2001; Weiner, 2000).

The methodology selected in this dissertation study goes beyond the quantitative
data currently available. Warren’s (2001) use of grounded theory data analysis and a team
of school community stakeholders (representative of various socioeconomic and ethnic
differences) to analyze responses increased confidence in the findings. This study further
supported the need for additional research on the relationship and mismatch in culture
between the student and teacher.

Urban teachers not only have to grapple with a cultural mismatch, they must
understand and successfully cross cultures with students from a culture that is often
oppressed by teachers, schools, and in curriculum. Even though hip-hop has been
mainstreamed into the youth culture and maintains a traditional distrust of an adversarial
posture towards authority, its underground cultural practices and beliefs creates a unique
cultural mismatch between urban teachers and students. In addition to crossing cultures

that are unfamiliar, urban students are reluctant to meet these teachers halfway due to the
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influence of the message regarding defiance. The hip-hop culture does not need or seek
external validation and thrives with opposition.

The literature in this subsection supports the notion that effective urban teachers
acknowledge and overcome dominant (White middle and upper class) cultural
assumptions in order to understand the communities in which they teach. Researchers
believe that the failure of urban school reform in part is due to the essentially unchanged
relationship between teachers and students and between schools and their communities
(Cummins, 2001; Helms, 2003; McDermott, 1999; Ross, 2002; Stanton-Salazar, 1997,
Teasley, 2002; Warren, 2001; Weiner, 2000; Williams, 1999). The following section will
review literature that builds on notions of cultural competence.

Rationale for Urban Cultural Competence in Schools

Guyton (1994) identified several challenges that face urban teachers in her study,
First Year Teaching Experiences of Early Childhood Urban Teachers. The purpose of
this study was to describe the first year teaching experiences of urban teachers and
identify characteristics of teachers who are successful (or unsuccessful) in urban schools.
This qualitative study was based on observation of the subjects in their classrooms, one to
two hour semi-structured interviews, and one group interview that occurred at the end of
the year.

This study attempted to describe some of the reality of urban schools through the
voices and actions of first year teachers. The two objectives were to (a) describe

experiences to conceptualize the reality for urban teachers and (b) identify characteristics
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of successful and unsuccessful teachers. “The basic conclusion of this study is that
teaching in an urban setting is trained differently and that teachers have to be different to
succeed in schools with high numbers of at risk students” (Guyton, 1994, p. 14). This
conclusion has illustrated several skills that urban teachers need to be successful. Guyton
(1994) stated that urban teachers need more education about poverty as well as ethnic
cultures. This information should help teachers understand what they can and cannot
affect in their students’ lives and thereby restrict their expectations to those things over
which they have control (Guyton, 1994).

This study supported the notion that urban schools have a distinct culture that
requires its teachers to have a unique set of skills and characteristics to be successful.
Without knowledge of the uniqueness of the urban culture in schools, teachers may
instead view it as a culture that is deficient and in need of repair (Guyton, 1994).
Unfortunately, due to the sample size (n=4), the results of this study have limited
generalizability.

Ghazvini (1996) conducted a survey of randomly selected recent college
graduates to investigate how culture affects academic achievement. This study sought to
answer four research questions: (a) Does culture play a role in academic achievement?
(b) Do some cultures value learning and academic achievement more than others? (c) Are
there cultural mismatches between the school and the student such as school
environment, or the culture of the teacher? (d) Is there a relationship between culture and

parental expectations and a child’s academic achievement?
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Participants were college graduates recently hired by an undisclosed company
between June 1994 and December 1995. Fifty-nine (84%) of the 70 respondents came
from diverse ethnic backgrounds and spoke a multitude of languages. This sample was
chosen because the company has a GPA requirement of 3.3 or higher for all employment
candidates, indicating that students achieved academic success. Parents of sample
participants were asked to participate in a phone interview to further validate the results
of the survey. More than half of the participants indicated that the student’s culture
played a significant role in their academic achievement. Forty-nine percent of
participants came from families that discussed the value of education.

This study provided empirical and descriptive evidence that a relationship exists
between culture and student achievement. As a result, Ghazvini (1996) noted, “Teachers
should acquire training in the cultural background of the students they teach, in order to
view them within a whole context” (p. 85). The following Helms’ (2003) study further
validates that instructors who are culturally sensitive of their students are more effective.

Helms (2003) examined the level of cultural sensitivity, and the exhibition of
cultural competence for faculty at liberal arts higher education institutions. This research
was grounded in the supposition that students are more effective in environments that
foster relationships between students and faculty and where the role of culture is
considered, respected, and utilized in the development of students both in and outside the
classroom. “Any organization working in a community comprising people of diverse

cultural backgrounds needs to understand the varieties of learned or acquired behaviors,
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beliefs, attitudes, and assumptions within the various cultural groups within its area of
influence” (Helms, 2003, p. 36).

The population of this mixed-method study consisted of full-time faculty at three
liberal arts institutions: Meredith College, Dillard University, and University of North
Carolina at Asheville. One hundred and twenty-five faculty members responded to the
mailed surveys. Three research questions were addressed in this study. First, “What are
the characteristics of an academic model of cultural competence?” Second, “Do faculty
members in any particular discipline demonstrate greater intercultural sensitivity, thereby
greater potential for exercising cultural competence?”’

Third, “What is the difference between the perceived level of cultural sensitivity and the
actual developmental level of cultural sensitivity for faculty?”

Helms utilized content analysis of the Multicultural Competency Questionnaire in
order to determine the characteristics of an academic model of cultural competence.

A statistically significant difference was found, using one-way ANOVAS, between the
perceived and actual development of cultural competence (eta?= .0573). Cultural
competence was defined by Helms as a set of congruent behaviors, attitudes, and policies
that come together in a system, agency, or among professionals and enables the system,
agency, or those professionals to work effectively in cross-cultural situations (Cross,
Bazron, Dennis & Isaacs, 1989; Helms, 2003). Helms found that faculty needed cultural
competence in order to effectively instruct and impart knowledge to students at diverse

liberal arts institutions.
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This study was interpreted with caution, due to the low overall response rate of
27%. Missing data caused the n value to fluctuate (Helms, 2003). A study with a
stronger sample researching the same questions would benefit the field of education by
providing an appropriate method for assessing or measuring the cultural competence of
teachers and teacher candidates. Helms’ research indicated a need for cultural
competence in the field of education. This study asserted that hiring people of color does
not guarantee the ability to effectively teach urban students. Cultural mismatch may still
occur amongst teachers of color and urban students because they are not from the same
economic culture. The findings of this study lend support to prior research that associates
teachers’ ability to utilize the culture of their students with academic success. The
development of cultural competence is an important concept to incorporate into the fabric
of the institutional setting, yet instruments designed to measure this skill have not been
extensively tested (Helms, 2003).
Given the need indicated by the research to attend to the culture of students, the following
section will review literature that focuses on the distinctiveness of the culture of urban
students.

Paradigm Shift in Urban Culture

Trent (2007) used the generational political theory to determine generational
effects on black politics in the 21% century. “Looking across three generations of the
African Americans- hip-hop, Integration, and Civil Rights- I examined differences in

policy preferences and political attitudes among African Americans” (Trent, 2007, p.
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148). Trent used bivariate and multivariate analysis of data from the 1996 National
Black Elections Study (NBES) to examine policy preferences. He found that all
cohorts/generations thought the racial group was more important than the unchanged
individual and political values. One of the major findings about the Hip-Hop generation
is that they tend to hold some conservative political attitudes. He also found that there is
tension among the Hip-Hop generation between the impending attitudinal changes and
the more traditional values of the Civil Rights generation (Trent, 2007). This supports
the notion that a paradigm shift has occurred in the urban African American community.
Urban teachers are still being trained to integrate diversity that would connect and appeal
to the civil rights generation. Today’s youth see the civil rights generation as a different
culture than their culture. therefore new skills and attributes are needed to effectively
teach the Hip-Hop generation.

The civil rights generation was disillusioned and frustrated by African American
disfranchisement and racial segregation. They successfully engaged in a collective effort
to overcome racial inequity and injustice (Trent, 2007). “On the other hand, the post-Civil
Rights generations grew up in a different America than their parents. While their parents
and grandparents were inducted into American politics during times of relative peace and
relative equality” (Trent, 2007, p. 72). The Hip-Hop generation depicts their views of
unchanging racism in lyrics born out of deprivation, unequal opportunity, hopelessness
and distrust. Many from this culture feel America has abandoned poor black

communities and that the very governmental and social systems established to protect the
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poor are unwilling to adequately address the crisis urban ghettos now face (Trent, 2007).
Trent (2007) and Kitwana (2002) suggested that changes in attitude occurred because the
Hip-Hop generation has witnessed the setbacks of the civil rights movement; thus
concluding that if participation did not work for their parents, it will not work for them.

Munn-Joseph (2007) examined the significance of Hip-Hop culture in black
parents’ engagement perspectives of their children’s education. This study highlighted a
new dynamic in the urban culture. Parents of urban students are sometimes part of the
Urban Hip-Hop Culture. “As a consequence, most research literature on Black parents
adopts a deficit view of Black parents’ parenting capacity” (Munn-Joseph, 2007, p. 7).
Using the grounded theory methodology extended by using the critical race theory (CRT)
as an interpretive lens during the analysis and data collection phases allowed the
researcher to gain in-depth data that reflects the eight Black parents that participated in
two interviews.

Unfortunately, since this was an exploratory qualitative study the research data
are not generalizable to the perspectives shared by other Black parents. The implications,
however, support the notion that educators need to change their attitude as well as
challenge their assumptions toward the Urban Hip-Hop Culture.

Additionally, teacher preparation programs should develop courses that will help future
teachers to understand the multiple socio-historical contexts influencing the lives of black

children and families (Munn-Joseph, 2007). Likewise, urban school districts should
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include processes that will assist the person or persons selecting teachers understand the
complex context that influences black urban children.
The Distinctiveness of Urban Youth Culture

Many of today’s African American urban youth are members of the distinct Hip-
Hop culture. The distinctiveness of the Urban Hip-Hop culture is due in part to an
opposition to historically White middle class views and the perception of outsiders, that
the African American urban youth culture is deficient (Connell, 1994; Krajewski-Jaime et
al., 1993; Lippman et al., 1996; Ogbu, 1991a, 1991b; Stanton-Salazar, 1997; Teasley,
2002). Due to the history of mistreating African Americans, the hip-hop urban youth
distrust the social systems that are in place to serve the urban community.

The Hip-Hop culture, as represented by music, has also had a significant impact
on urban youth. This revolutionary new sound and style, which was developed by
impoverished Black and Latino youth in the 1970’s, contributes to the uniqueness of the
urban culture. The evolution of Hip-Hop music has its roots in poverty and gang culture,
eventually calling for consciousness, and collapsing into violence before finally
displaying visible commercial results (Vibe Ventures, 1999). The boasting Hip-Hop
attitude is a result of Black and Latino cultures that have historically been denied access
to famous and affluent lifestyles (Chang, 2005). This generation of youth opted out of
past generations’ attempt to assimilate and seek approval from mainstream White

America and created a music and culture that opposed acceptance of the mainstream
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American culture. The Hip-Hop culture speaks to and of the urban experience poverty
has exposed them to, including treatment in school settings.
American teachers have a history of making negative assumptions about

African American students’ culture, abilities, and needs. Researchers confirm that when
teachers come to teaching with little to no experience or knowledge of students of
diversity and poverty, or little appreciation of the backgrounds and experiences of urban
students, they may find it more difficult to positively impact student achievement (Delpit,
1995; Ogbu, 1995; Ross, 2002). The urban culture today compared to other immigrant
cultures that are often recognized, accepted, and respected in American classrooms, faces
the popular belief that it is deficient and in need of rescuing. However, teachers who are
able to successfully navigate the urban culture will be effective in positively impacting
student achievement. This section explores the distinctiveness of the urban culture
related to the impact of Hip-Hop on the culture of African American and Latino urban
youth and the perception that the Urban Hip-Hop culture is one of deficit. Researchers
suggest urban teachers need to be culturally competent in order to be effective in crossing
cultural boundaries and improving academic achievement (Williams, 1999).
Hip-Hop's Influence on the Urban Youth Culture

America’s urban communities have high percentages of African Americans, other
minorities, and low-income inhabitants (Ingersoll, 1996; UTC, 2000). Consequently,
urban schools are more likely to have a concentration of less advantaged students who

belong to a racial or ethnic minority, which in itself produces special problems (Lippman
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etal., 1996). American communities that have high numbers of African Americans,
Latino’s, and low-income citizens often have “urban” issues which stem from the
“urbanicity” of their situation rather than location. A combination of the ills of living in
poverty with the oppression of the African American culture generated a subculture in
urban communities, called hip-hop. The Hip-Hop culture is the latest manifestation of
how disenfranchised and oppressed African American youth communicate their
experiences, views, and realities. Although hip-hop emerged as a component of Black
culture, it now pervades the experiences of other racial/ethnic groups in the urban culture/
community.

Although all urban students are not all low-income, African American or
Hispanic, or part of the Hip-Hop culture, most urban schools are impacted by one or all
of these cultures. The low-income, minority, Hip-Hop cultures, or for the purpose of this
study, the urban culture, are often resistant to “the system,” and reluctant to buy into the
benefits of the education system, which has made educating inner city youth a very
difficult task (Ogbu, 1983).

In 1968 in New York a new generation of gangs took over after the destruction of
the cohesive and diverse communities in the Bronx. The Bronx community was cleared
to make way for the invasive Cross-Bronx expressway, a modernist catastrophe of
massive proportions. Only the poor remained after buildings and neighborhoods were

demolished during the “intrusive” construction of the Cross-Bronx expressway (Chang,
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2005). Due to the extreme changes in the demographic composition, the remaining
citizens began to feel isolated and abandoned.

Hip-Hop was created from hopelessness, violence, oppression, poverty, and
drugs that existed in the ghettos of the Bronx during the 1970s (Chang, 2005). This, the
first generation of the Hip-Hop culture, was a different breed than the generation of the
“doo-woop singing gangs” of the late 1950s and early 1960s (Chang, 2005). “Most of
them did not share the college —bred, high flying idealism of their peers, the political
radicals. Only 1 in 4 youths in the borough [Bronx] even graduated from high school”
(Chang, 2005, p. 48). The resistance to the White middle class social system experienced
by this combination of cultures was the unifying platform that developed the
distinctiveness of the Hip-Hop culture.

Although hip-hop is only 30 years old it has had a huge impact on American
youth and main stream America. While it started as a form of music on the streets of
New York in the 70s, it can now be described as a culture with norms in dressing,
walking, talking, and thinking (lbrahim, 2004). This form of music was born out of
anger, frustration, and fear; by low-income African American youth who expressed what
they felt, saw, and experienced. Although today hip-hop perpetuates imagery of illegal
activities, drug use, womanizing, materialism, and violence, it has also generated socially
responsible entrepreneurial success, economic breakthroughs and affirming lyrics that are
sometimes found in the expansive Hip-Hop world (Matthews, 2000). “On one hand,

there are African American activist, artists, and entrepreneurs, such as Russell Simmons,
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who seek to build a progressive political movement among young hip-hop fans and who
have had modest success with voter registration efforts. On the other hand, there’s no
shortage of critics who denounce the negative portrayals of Black people, especially
women, in hip-hop lyrics and videos” (Roach, 2004, p. 1).

Regardless of whether the messages of hip-hop are positive or negative, it
significantly impacts African American urban youth culture. Institutions of higher
education and education researchers have begun to investigate hip-hops’ impact on urban
students and how the culture has affected academic achievement (Adams, 2004; Bailey-
Williams, 2000; Beady, 2001; Elliott, 2000; Jamilah, 2000; Roach, 2004). These studies
suggest that the Urban Hip-Hop culture is not deficient, but is rich with language, style,
traditions, music, economic breakthroughs, and social codes. Boutte (2008) explained
that in order to fully comprehend why the current African American (typically associated
with the Urban Hip-Hop culture) Language (AAL) is often viewed negatively requires at
least a rudimentary understanding of how oppression occurs and maintains it. “The
Linguistic Society of America (1997), the largest linguistic society in the world, affirmed
and substantiated that AAL is legitimate, rule-based and systematic” (Boutte, 2008, p.
48). Little to no empirical evidence about hip-hop’s cultural impact on urban education
exists. The affirmation of the language, which is the primary language of most
(approximately 80%) African-American students, gives some indication of its impact
(Boutte, 2008). The slang often used by urban students from this culture is often adopted

by their suburban and rural peers, if not by the mainstream media. To not respect the
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language is to ignore a major part of urban student culture and communication. Several
empirical research and sociological studies are underway to determine exactly what
impact the music and related media images are having on their young audiences (Roach,
2004). The journal, Black Issues in Higher Education, devoted an issue in 2004 to hip-
hop’s impact and future research that focuses on its impact.

At least 70 courses focusing on hip-hop have been documented nationwide
(Adams, 2004). Dr. Beatrice Bridgall, the assistant director of the Institute for Urban and
Minority Education at Columbia University stated, “On a more sophisticated level, we
need to determine how African American and Latino students perceive their social
identity with respect to hip-hop’s content, expressions and context. It is also important
that we examine the perspectives of both the producers and consumers of hip-hop”
(Roach, 2004). Human development professors and researchers may have to wage a
struggle to gain acceptance for work that assess the impact of Hip-Hop culture upon
youth social identity (Roach, 2004). “From HBCU’s [Historically Black Colleges and
Universities] to Ivy Leagues, from East Coast to West Coast, a new generation of
scholars has emerged on campus armed with years of both traditional classroom learning
and modern social learning, via popular music and culture” (Smiles, 2004, p. 4). Hip-hop
is not the only factor that makes the African American urban youth culture distinct. The
following section contains literature that focuses on additional contributors to the

distinctiveness of American urban students.
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Immigration Status

In Minority Status and Schooling, Ogbu (1991) and other contributors
investigated why immigrant minorities are relatively more successful in school than non-
immigrant minorities in spite of the apparent similarities in the cultural, linguistic, and
structural barriers facing both types of minorities. The main task of this compilation of
qualitative studies was to make a comparative examination of the extent and nature of the
differences and similarities in the general adaptive responses and their impact on the
school of two types of minorities, the voluntary and the involuntary immigrant (Ogbu,
1991). Each chapter of the book focuses on case studies by various authors on minority
groups’ schooling experience in different countries. The general theme is that more
academically successful minorities differ from less academically successful minorities in
the type of cultural model that guides them, the type of understanding they have of the
workings of the larger society and of their place as minorities in that working order
(Ogbu, 1991a).

In the chapter “Immigrant and Involuntary Minorities in Comparative
Perspective” Ogbu discussed the theory that minority groups have been incorporated into
their various societies either voluntarily or involuntarily. “Those who have been
incorporated voluntarily are immigrants. Immigrant minorities have generally moved to
their present societies because they believed that the move would lead to more economic
well-being, better overall opportunities or greater political freedom” (Ogbu, 1991a, p. 8).

In contrast, involuntary minorities are people who were brought into their present society

49



through slavery, conquest or colonization. He asserted that these minority groups often
resent the loss of their freedom, and they received the social, political and economic
barriers against them as part of their underserved oppression (Ogbu, 1991a).
Both voluntary and involuntary immigrant minorities experience prejudice and
discrimination at the hands of members of the dominant group ... They may also
be confronted with social and political barriers, given inferior education and
derogated intellectually and culturally, and they may be excluded from true

assimilation into the mainstream society. (p. 9)

When both groups are confronted with these collective problems, immigrant minorities
and involuntary minorities tend to interpret them differently. The cultural models of
minorities are partly formed by how they respond (Ogbu, 1991a).

The immigrant minority interprets the economic, political and social barriers
against them as a temporary problem, problems they are able and will overcome with the
passage of time, hard work and more education. This minority has a positive dual frame
of reference which allows them to develop or maintain an optimistic view of their future
possibilities. “This frame of reference entails comparing their present Situation with their
own former situation or with that of their peers “back home” (Ogbu, 1991a, p. 11). They
attribute barriers or exclusion from better jobs and other positions to the fact that they are
“foreigners,” or that they do not speak the language of their host society well, or because

they were educated elsewhere. These perceptions provided the opportunity to buy into
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the “American Dream” of getting ahead in the host society in which education plays a
central role, amongst the immigrant minority (Ogbu, 1991a).
The involuntary minorities’ interpretation of economic, political and social
barriers against them is different than those of the Immigrant minority.
Because they do not have a ‘homeland’ with which to compare their present
situation, involuntary minorities do not interpret their menial jobs and low wages
as “better” than the situation of others like them in a foreign country. Instead,
they compare their status with that of the member of the dominant group and
usually conclude that they are worse off than they ought to be for no other reason

than that they belong to a subordinate and disparaged minority group (p. 14).

This type of minority tends to develop certain beliefs and practices, including particular
ways of communicating or speaking as coping mechanisms under subordination. African
American youth in the 70s and 80s developed a language or way of speaking, beliefs, and
practices that were unique and in opposition to colonization (involuntary immigrants).
As a result, involuntary minorities perceive their cultural frame of reference and social
identity not merely as different from but in opposition to the cultural frame of reference
and social identity of their dominant —group “oppressors” (Ogbu, 1991a).

In another chapter, “Low School Performance as an Adaptation: The Case of
Blacks in Stockton, California,” Ogbu (1991) conducted an ethnographic study of the

school experience and performance of Black Americans, and involuntary minority group.
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“In spite of Blacks’ desire for good credentials in order to obtain jobs that pay well,
Black school performance is relatively poor and has been that way for generations”
(Ogbu, 1991b). He compared the results of standardized achievement tests administered
at the elementary and senior high schools. Most of Stockton’s White schools usually
score at or above the school district average, while most minority schools, especially
Black schools, usually score below the district average (Ogbu, 1991b).

A social class difference is Stockton’s explanation for the school performance gap
and rationalization for intervention programs that are intended to improve Black school
performance. Annual reports repeatedly state that there is a correlation between the
average student test score and the average income and median years of school completed
by adults in the neighborhood where the school is located (Ogbu, 1991b).

“The social class explanation implies that Blacks’ test scores are lower than White’s
because they are lower class and their schools are located in lower-class neighborhoods”
(Ogbu, 1991b, p. 255). Ogbu found that Stockton annual reports attribute the low
performance of its Black students to the migration of Black parents from the south, low-
level aspirations, and the lack of interest of Black parents in their children’s education.
A prevalent view in the White community is that Blacks do not encourage their children
to succeed in school because they prefer to remain on welfare (Ogbu, 1991b).

In an attempt to understand the paradox of high aspirations and low school
performance of Black students and the persisting Black-White gap in school performance

Ogbu recognized the historical and structural roots of the phenomenon. “The problem
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originated in the involuntary incorporation of Blacks into American society, in the
subsequent subordination and discriminatory treatment of Blacks and in the adaptive
responses of Blacks to their caste-like status” (Ogbu, 1991b, p. 259). Ogbu presented
four structural and cultural consequences of Black status as an involuntary minority:
differential status mobility, cultural and intellectual derogation, interracial conflicts and
the adaptive responses of Blacks.

The first structural feature Ogbu found is the concept of status mobility system,
which provides an understanding for peoples’ motives for responding to schooling the
way they do. It is the shared folk theory of getting ahead in a society or within a given
population (Ogbu, 1991b). Schools base their support and educational striving of
families and individuals on the belief that good school credentials is a passport to a good
job that pays well and to general self-betterment. While middle-class Stocktonians
(citizens of Stockton, CA) believe that good education, without a doubt, improves one’s
chances of living well, Black Stocktonians do not buy into this generalization (Ogbu,
1991b). This is due to the reality of the lack of status mobility that Black adults in
Stockton experience. The lack of mobility that Black adult Stocktonians experience
affects the way Blacks perceive and respond to schooling and the idea that education can
improve the opportunities for upper ward status movement (Ogbu, 1991b).

The second structural feature Ogbu found is cultural and intellectual derogation.
Blacks in Stockton are defined as an inferior racial caste and have been denigrated by

Whites culturally, socially, and intellectually. One prominent form of derogation
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historically and during the time of the study is the stereotype that low-income Blacks are
“non-taxpayers.” Although this stereotype is incorrect, they are often publicly referred to
and treated as non-taxpayers (Ogbu, 1991b). These non-taxpayers are characterized as
resistant to assimilation, caught in the welfare cycle, and lacking ambition, imagination,
motivation to improve their own situation.

The third structural feature is interracial conflicts. A tremendous distrust by
Black people of White people and the schools and other institutions they control has been
generated by the conflicts between Whites and Blacks (Ogbu, 1991b).

Blacks and Whites continually fight over education, jobs, crime, and justice,

housing and the like. Blacks boycott businesses to protest discrimination and

prejudice in employment and promotion . . . There are frequent conflicts over

educational issues, dating back to the exclusion of Blacks from the public schools

from 1863 to 1879, and conflicts over school desegregation loomed large

throughout the period of my research. (p. 264)

The prominent feature between the White and Black Stocktonians relationships is
conflict.

The final structural feature presented by Ogbu is Blacks’ responses to the plight
of their situation. As a result of the treatment they have received they believe that they
cannot succeed or get ahead in areas controlled by White Stocktonians by merely
following rules of behavior that work for White people, such as by getting good school
credentials. As a result of the belief and claims that discrimination limits their
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opportunity to get ahead, Blacks have developed several coping strategies for dealing
with their economic and other problems.
Some of the survival strategies, such as collective struggle, civil rights activities,
and ‘Uncle Tomming’ or clientship, serve to break, raise or circumvent the job
ceiling and related barriers and thus enable Blacks to advance within the
institutions controlled by Whites. Other survival strategies, such as hustling, or
street economics (often illegal) are used to exploit resources outside mainstream

institutions. (p. 265)

In conclusion, Ogbu (1991b) states that the relatively poor school performance of
Blacks in Stockton, in spite of their wish to succeed, is deeply rooted in their history of
involuntary incorporation into American society and the subsequent discriminatory
treatment of them in a system of racial castes.

They developed a folk theory of success in which school credentials play an

ambiguous role, survival strategies compete with or detract from schooling, a

cultural frame of reference and identity system make it difficult to cross-cultural

boundaries in school learning, and a deep distrust does not encourage school

learning or following school norms. (p. 283)
Ogbu’s (1991b) work demonstrates well-grounded, in-depth qualitative studies of
different communities over time. Ogbu contributed much needed empirical evidence that
validates the oppositional stance leading to the distinctiveness of the urban culture and
indirectly indicates that teachers need a unique set of competencies to successfully reach
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and teach urban students. This is the sort of cultural information that pre-service teacher
preparation programs should include based on the cultural mismatch research. In
addition to immigrant status, poverty is a highly influential variable on the distinctiveness
of the culture.

Carter (2003) has taken the opposition position regarding the oppositional culture.
He argues that urban students do not reject academic achievement, but rather resist the
cultural default — that which is regarded as “normal” or “regular” (Carter, 2003).

The acquisition of non-dominant [urban hip-hop] cultural capital does not

necessarily signify the rejection of commonly shared values regarding social,

economic, or educational attainment. However full reliance on non-dominant

capital to maintain one’s cultural facilitates success within mainstream institutions

and organizations. (p. 139)

Carter suggests that urban students do not oppose the notion that education is important
and will help them achieve the American dream. He proposes that students are not
oppositional, but that teacher evaluation of students’ is negatively influenced by the
urban hip-hop cultural presentation of students. “My data suggest a paradox: poor Black
students’ non-dominant forms of cultural capital yield social benefit5s and rewards
within their communities, but within the school walls, students find that officials devalue
precisely these cultural attributes” (Carter, 2003, p.149). Carter concluded that non-
dominant students don’t oppose the educational system; instead they oppose the cultural

default or norm by which they are judged and evaluated. “An ‘oppositional’ description
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of these cultures often ignores the social and beneficial roles of substantively different
cultural portfolios among various racial, ethnic, and class groups (Carter, 2003, p.152).

Ainsworth-Darnell and Downey’s, Assessing the Oppositional Culture
Explanation for Racial/ Ethnic Differences in School Performance, also challenges
Ogbu’s oppositional culture explanation. Ainsworth-Darnell and Downey point out that
while African-Americans are cognizant of and frustrated by persisting inequalities, they
tend to maintain optimism regarding their own personal chances for succss. “On the
surface, our data suggests that African-Amnericans believe in the American Dream but
do not act like they do” (Ainsworth-Darnell and Downey, 1998, p.550). They also point
out that it is common for disenfranchised groups to share the values of the dominant
culture.

They assert that skills, habit, and learning/ studying styles and not resistance to
school explain the racial gap in performance. This may explain why African-Americans
appear to value school but fail to put forth the necessary effort for success.

“Whether one “tries hard in school” may mean different things to black students and
white students because they are surrounded by different sets of peers with varying norms
and expectations regarding school-related behaviors” (Ainsworth-Darnell & Downey,
1998, p.549). Ainsworth-Darnell and Downey suggest that despite valuing education,
African-American students are less likely to exhibit the kinds of school-related behaviors
that teachers reward, because study skills, habits, and styles are often shaped by the

frequency at which they are found in their own community. Since African American
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students tend to live in neighborhoods with high employment, and non traditional family
structures they are less likely to foster the kinds of skills, habits, and styles that lead to
school success.

The research debate between Ogbu and those with whom he opposes is important
in neutralizing the idea that the greatest hope for reducing the achievement gap lies in
African Americans changing their value system. “This argument is displaced . . . What
African-Americans lack, however, are the material conditions that foster development of
skills, habits, and styles rewarded by teachers. The immigration status of students does
impact student academic achievement, regardless of whether it’s due to an oppositional
culture or the lack of skills and habits in combination with the negative assumptions of
teachers about the culture.

The Impact of Poverty on Culture

The common theme of the research on educating children who live in poverty is
that low-income status creates a distinct set of social and educational needs among
students. Connell (1994) questioned the social and educational assumptions behind the
general design of programs intended to compensate for disadvantage.

Confidence in Connell’s findings is due to an extensive review of over 80 quantitative
empirical studies. He found the dominant perception about people living in poverty is
they are viewed and treated as a culture of deficit. Connell proposes an alternative way of
thinking about children in poverty that is drawn from current practice and social research,

and explores some larger questions about the strategy of reform this rethinking implies.
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Connell found that the “culture of poverty” is reproduced from one generation to
another due to the cultural adaptations poor people make to navigate their circumstances.
“The idea of a self-sustaining ‘cycle of poverty’ emerged, where low aspirations and
inadequate support for children led to low educational achievement, which in turn led to
labor market failure and poverty in the next generation” (Connell, 1994, p. 3).

Research often interprets impoverished youth deficient in linguistic codes, occupational
expectations, achievement, motivation, and 1Q (Connell, 1994). The Hip-Hop culture
was born out of a cycle of poverty, hopelessness, and opposition, therefore urban youth in
poverty are viewed as not only deficient but often hopeless.

Connell encouraged educators to review the bulk of evidence that supports the
cultural similarities between the poorest groups and the middle and upper class. “We
should, then, expect those in poverty at any one time to have a lot in common with the
broader working class, including their relations with schools (Connell, 1994, p. 4).
Connell argued that the culture of the poor is not deficient, but instead different or
unique.

The poverty and oppression in the neighborhoods and communities of urban
students also help paint a picture of the Urban Hip-Hop culture. Poverty and oppression
gave birth to the culture and continues to provide a voice to the voiceless, a form of
protest to the oppressed, and a mode of alternative cultural style and identity to the
marginalized (Gause, 2001). These outside factors contribute to the perception that the

Urban Hip-Hop culture is deficient due to poverty and oppression that is narrated,
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commentated, protested, and in some cases, celebrated. “The writing and thinking of the
oppressed and poor, for example, have not been seen generally as having equal worth
with the voices of the dominate culture. The infamous Chuck D of the politically charged
rap group Public Enemy notes that “people of color” have utilized “hip-hop” culture and
“rapping” to allow “their” voices to be heard” (Gause, 2001, p. 25).

Majors (1992) attributed the street-tough attitude Black males (dominant gender
in Hip-Hop culture) have as a response to European Americans of view the lifestyle and
culture of urban Blacks; threatening, aggressive, and intimidating. He categorized their
nonchalant attitude towards school as “cool pose.” Majors (1992) defined the “cool pose”
as a distinctive coping mechanism that serves to counter, at least in part, the dangers that
Black males encounter on a daily basis. “As a performance, “cool pose” is designed to
render the Black male [Hip-Hop culture] visible and to empower him [them]; it eases the
worry and pain of blocked opportunities . . . “cool pose” is constructed from attitudes
and actions that become firmly entrenched in the Black male’s psyche as he adopts a
facade to ward off the anxiety of second-class status” (Majors, 1992, p. 5; Gause, 2001,
pp. 36-37). The “cool pose” and street-tough attitude are symptomatic of the influence
the neighborhood and poverty has had on the Urban Hip-Hop culture.

Some hip-hop music that includes violent lyrics is wrapped in a message of non-
violence and with a “don’t let this happen to you” message. The type of violence that is
sometimes promoted in rap music (in “gangsta rap”- a form of rap music that glamorized

the lives of gangsters and promoted violence developed in Los Angeles in the 1990s) is
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predominately against enemies and generally committed as a last resort to protect their
families, communities, and/or assets. The message in hip-hop music is often ignored by
the media and hip-hop critics, and “Because the violent lyrics of hip-hop are so well
known, hip-hop lands as the scapegoat for violent acts that are not perpetrated by hip-hop
practitioners or fans or even associated with the hip-hop community” (Price, 2006, p. 79).
The “cool pose” and street-tough attitude are symptomatic of the influence the
neighborhood and poverty has had on the Urban Hip-Hop culture. The glamorization of
violence, whether experienced or just exposed through the media, has a major influence
on the Urban Hip-Hop culture and urban schools.

According to the literature in this section, quality urban teachers demonstrate
cultural competence to reach students of the Hip-Hop culture. “Borders function to alert
people to the rules and requirements necessary for effective participation within the
respective world or social settings” (Stanton-Salazar, 1997, p. 12).

Borders, whether real or perceived, become the barrier that low-income minority students
face when they enter different socio-cultural worlds and settings. Stanton-Salazar
proposed that socio-cultural barriers are erected when one culture is viewed as deficient,
or cast as inferior (Stanton-Salazar, 1997). The Hip-Hop culture is unique because the
socio-cultural barriers only serve to validate its culture of opposition, which in turn
perpetuates the cycle of insulation and the perception of deficiency. The following

section includes literature on teacher quality, attributes of quality urban teachers; the
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impact teacher quality has on student achievement, and the challenges of assuring urban

teacher quality.

Teacher Quality

The primary measure of a school’s success is student achievement (Lippman,
Burns, & McAuthur, 1996). Research has shown that teacher quality is the strongest
educational predictor of student achievement (Claycomb & Hawley, 2000; Goldhaber &
Anthony, 2003). Teacher quality is a catch phrase for a host of teacher characteristics,
including a teacher’s content knowledge, classroom management, academic ability,
advanced degree work, salary, and teacher education experiences (Laczko-Kerr &
Berliner, 2002). The most important challenge facing public education today is providing
high quality teachers for every student (Claycomb & Hawley, 2000). President Bush’s
“No Child Left Behind Act of 2001” (NCLB) acknowledged the impact of teacher quality
on student achievement and has created policy that mandates all schools and districts
meet the highly qualified teacher requirements by the end of the 2005-2006 school year
(Harris & Ray, 2003). The federal definition of teacher quality is one who is fully
certified and/or licensed by the state; holds at least a bachelor's degree from a four-year
institution; and demonstrates competence in each core academic subject area in which the
teacher teaches (NCLB, 2001). These standards raise the question, what is a highly
qualified teacher? Research indicates that teachers must possess more than a degree,

certification and knowledge of reading, math, or other subjects to successfully impact the
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academic achievement of students (Bartolome, 1994; Delpit, 1995; Guyton, 1994;
Haberman, 1987, 2000; Haley, 2001; Ladson-Billings & Darling-Hammond, 2002; Ross,
2002). Categorizing teacher candidates as quality teachers primarily based on the
completion of approved degree and certification programs is a very serious
misrepresentation (Haberman, 2002).

The following section will analyze literature regarding three issues related to
teacher quality. The first issue concerns the attributes that quality urban teachers need to
be successful. The second issue focuses on the impact that teacher quality has on student
achievement. The third issue deals with the distribution and shortage of quality teachers
in urban schools. The final issue discusses urban teacher quality.

Attributes of Quality Urban Teachers

Researchers have demonstrated that teacher effectiveness has a more significant
impact on academic success than any other school characteristic (Claycomb & Hawley,
2000; Gallagher, 2002; Goldhaber & Anthony, 2003; Ingersoll, 1996; Sachs, 2001;
Wenglinsky, 2004). Documentation of what makes teacher characteristics and
instructional methods influence higher levels of teacher effectiveness in low-income,
minority schools is minimal (White-Smith, 2004). Students’ cultural backgrounds also
impact student academic achievement, motivation, and frame of reference so it is
important for effective teachers to understand students’ cultural perspectives and use

pedagogy that integrates students’ culture into the classroom to render lessons relevant.
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The following section will discuss literature on urban teacher quality and the cultural
attributes that impact their performance.

McDermott and Rothenberg (1999) investigated urban students’ perceptions of
exemplary teachers from high poverty schools. This study sought to answer two research
questions: (a) What are the thoughts of exemplary teachers from high poverty schools
representing populations with linguistic diversity and school cultures or teacher practices
defined as cultural responsiveness? (b) What do inner city children say about their best
teachers? Two focus groups were utilized in this qualitative research study. The first
focus group consisted of only three (n=3) urban experienced elementary teachers from
two different schools in different districts. The second focus group was formed of six
(n=6) middle and secondary school students who had attended elementary schools of the
teachers in the survey. Due to the small sample, this study has limited generalizability.
Due to the depth of discussions in the focus groups, the results offer empirical evidence
of what quality urban teachers might possess: an additional set of attributes that allow
them to effectively teach urban students and cross-cultural boundaries.

The focus group teachers were identified as highly committed to teaching, well
informed on current issues in teaching and current educational theories and practices, and
able to cite references to support their arguments. McDermott & Rothenberg (1999)
found important differences with the group of exemplary teachers in high poverty schools
and those described in other research. With the exception of one annual event, there was

little evidence that exemplary teachers participated in the community events served by
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the school. Secondly, exemplary teachers argue that children should have the choice of
being able to switch language codes (switching codes is the ability to go from
communicating within theUrban Hip-Hop community to communicating with
mainstream America) depending on their own social and personal needs (McDermott &
Rothenberg, 1999). The four categories of cultural responsiveness that emerged from the
focus group of teachers are (a) language differences, (b) parents, (c) children’s learning,
and (d) cultural connections.

Students that participated in the focus group identified basic qualities of kindness
and caring in the teachers they liked best. They described effective teachers as those who
made personal connections with them, created time to speak personally to them, took
them on field trips, and invited children to their homes for picnics and barbecues
(McDermott & Rothenberg, 1999). Students in the study considered teachers who make
personal connections and open up their own lives and homes to the children exemplarily
(McDermott & Rothenberg, 1999). Students noted that their favorite teachers did not
yell, used a variety of learning activities, used humor, and “pushed” them with a lot of
homework (McDermott & Rothenberg, 1999). The researchers concluded that urban
students are motivated by exemplary teachers who are highly passionate and committed
to improving children’s lives and developing their own teaching skills (McDermott &
Rothenberg, 1999).

Teachers must break-down institutional barriers by interacting compassionately

with children. Our focus group indicates that children seek personal connections
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with their teachers. These relationships can be constructed by moving from
traditional text-based instruction and creating exciting opportunities for children

to learn outside the classroom. (p. 16)

Although students asserted that teachers should make necessary connections with
students by participating in their community and learning about their culture, none of the
high quality teachers that participated in this study did participate in community events.

The results from this study demonstrated the need for teacher and student to
connect on a level beyond mere academics.

The personal connections discussed in this study are commonly built upon a mutual
respect and understanding of the culture of the teacher and student (McDermott &
Rothenberg, 1999). McDermott and Rothenberg’s study reinforced the need for urban
teachers to apply practices that demonstrate understanding and respect for the culture of
students as well as their academic abilities.

Other studies also point to the relevance of cultural implications. Ladson-Billings
and Darling-Hammond (2000) examined the practice of successful urban teachers. Their
literature review suggested that teachers who have knowledge of attributes of students’
culture more readily link classroom content with student experience. Successful teachers
emphasize the whole child (background and environment), know the norms of their
students’ culture, and make demands of all students for academic success rather than

making assumptions about at-risk students (Ladson-Billings & Darling-Hammond, 2000).
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Teachers who have low expectations of minority or low-income students can negatively
affect the academic achievement of their students (Warren, 2001).

Ladson-Billings and Darling-Hammond (2000) suggested that rather than attempt
to re-socialize students into a dominant paradigm; successful urban teachers’ possess
qualities such as reciprocity, collectivity, respect, and expressive individualism which
prove vital to being able to effectively teach their students.

In addition, culturally relevant teachers work to stretch boundaries of the classroom
deliberately blurring the borders between themselves and their students. To an outsider,
this changed set of social relations might appear as if teachers are overstepping their
professional boundaries. Beneath the surface, however, is a carefully constructed set of
social relations which the teacher has worked out with the parents of students’ that allow
a degree of informality.

In a descriptive survey research study by Bradley and Loadman (2005), 815 urban
secondary public school teachers from a large Midwest city completed questionnaires
(pencil-and-paper and Web based) that were designed to identify the qualities associated
with the best teachers and investigate the incentives and characteristics connected with
career satisfaction and successful recruiting techniques. Fifteen of the 18 secondary
schools in the district participated in the study. The district reported having a student
population of approximately 60% Black students, 36% White students, and 4% from

other ethnic groups (Bradley & Loadman, 2005).
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The research-developed questionnaire was based on a thorough review of the
literature and piloted for validity and reliability during a study of 75 teachers (Bradley &
Loadman, 2005). Teachers rated their agreements with statements about traits and
characteristics associated with best teachers. “To inform the discussion on teachers’
perceptions, means and standard deviations were produced for the Likert-type scale items
in the research sections, whereas frequencies and percentages were calculated for item
rankings” (Bradley & Loadman, 2005, p. 10). Correlation coefficients were used to
analyze the relationships among the survey items.

Results with scores of 4 or better (1- Extremely Unimportant, 2- Unimportant, 3-
Undecided, 4- Important, 5- Extremely Important) were classified as qualities associated
with the most effective teachers, and therefore are most relevant to this review (Bradley
& Loadman, 2005). The statement with the highest average (4.65) and smallest standard
deviation was; “The best teacher I know motivates students to become actively involved
in the learning process.” Actively engaging urban students in the learning process
implies pedagogy that is relevant to students is most effective (Bradley & Loadman,
2005).

The statement “Strong communication skills are a quality of the best teachers I
know” and “Compassion and patience are traits of the best teachers I know”, were scored
similarly with mean ratings of 4.59 and 4.51 respectively. These statements
demonstrated high agreement among participants with low standard deviations (.77 and

.72 respectively) (Bradley & Loadman, 2005). This mirrored Cummins (2001)
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framework regarding the importance of utilizing communication skills that are effective
with urban students and parents. Of the 18 statements that made up this part of the
questionnaire, four suggest the importance culture plays in urban education (Bradley &
Loadman, 2005): statement six “The best teachers I know take time to discuss students
problems/ concerns; statement eight “Setting high student expectations is a trait of the
best teachers I know;” statement twelve “Inspiring students to acknowledge responsibility
of making choices wisely is a trait associated with the best teachers I know;” and
statement 20 “The best teachers I know make connections beyond the classroom.” All of
these statements received a score over 4 and therefore were identified as qualities
associated with the best urban teachers (Bradley & Loadman, 2005).

The four statements suggest that culture is an important part of urban education,
because they provide clear attributes that not only students find important, but are
reflective of related research literature. The urban culture of today’s’ urban students has
a significant distrust for adults that represent American social systems such as schools.
Teachers that take the time to discuss students’ problems earn their students trust and
cross cultural boundaries that often impede academic achievement. Likewise, teachers
that can look beyond their students’ appearance and street-tough attitude and set high
expectations warrant trust from urban students. Teachers that are concerned with
students’ lives beyond academics and make connections can only do so with knowledge

of their students’ culture or openness to learn more.
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Bradley and Loadman (2005) executed a well-designed study based on a
thoroughly piloted survey. There is confidence that the qualities identified can be
associated with effective urban teachers and culturally relevant pedagogy. The following
section will discuss the urban teacher quality attributes centering around the culture of the
student and the attributes effective urban teachers utilize to overcome cultural mismatch
and successfully improve student achievement.

Today’s urban teacher needs a unique set of skills and attributes in addition to
traditional preparation that enable them to connect with urban students steeped in the
Hip-Hop culture and to function in dysfunctional school districts (Haberman, 2000).
Traditional preparation may not successfully prepare new teachers for the world of urban
education urban teachers who are culturally competent, understand that they must adapt
their methods for instruction, classroom management, and pedagogy to the culture they
serve (Haley, 2001; Helms, 2003). This is often in contrast to those who act as if it is not
the pedagogy that must be fitted to the students, but the students who must accept an
inflexible method (Haberman, 2001). The following section will discuss the
characteristics, practices and behaviors described in the literature that effective or quality

urban teachers typically possess.

Ross (2002) studied educators’ perceptions of cultural competency on the
collegiate level. Using qualitative research methods, he gathered data through interviews
with thirty pre-service teachers from a private university. Participants reported their

subjective observations of their participation in a “Diversity and Poverty Experience”
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simulation and its impact on their student teaching clinical experience. Ross found that
as a result of the diversity and poverty simulation, pre-service teachers had increased
awareness of people from diverse cultures and poverty, and developed personal
awareness and greater clarity about the different treatment other social groups receive.
The results, however, demonstrated that while pre-service teachers had increased
awareness of the lives of those who are minority or low socioeconomic status, they did
not operationalize that awareness in the classroom by modifying teaching strategies for
minority and low-income students (Ross, 2002).

Ross further suggested that while pedagogical knowledge is more easily
identified, teacher attitudes, perceptions, skills, and behaviors are competencies that are
more elusive (2002). Cultural competency encompasses personal disposition and
interpersonal skills of teachers in relation to their students’ culture, the ability to
recognize bias in materials, to provide instruction that accommodates cultural differences,
and to utilize culturally responsive classroom management (Ross, 2002).

While the sample was small and generalizability limited, this study provided much
needed empirical evidence on the actual impact and limit of cultural sensitivity programs.

O’Bannon’s (1993) study attempted to identify the behaviors needed to
effectively teach the unique population of urban students that may not be a prerequisite in
suburban and rural setting. The purpose of the study was to determine how urban

teachers and university faculty perceive the role of a competent urban teacher and
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compare these perceptions to the behavioral styles of new teacher candidates and those
with alternative licensure (O’Bannon, 1993).

The participants in this study consisted of three groups: (a) effective urban
teachers (described as effective by building administrators), (b) teacher educators from an
urban university which places emphasis on preparation of teachers for urban schools, and
(c) candidates for alternative teacher licensure in an urban setting (O’Bannon, 1993). To
define behavioral expectations and requirements for the role of an effective urban
teacher, The Role Behavior Analysis (RBA) was administered to the urban teachers and
urban university faculty (O’Bannon, 1993). The RBA is an instrument designed to
identify the behaviors that are perceived to be the most effective and appropriate for the
role of effective urban teachers (O’Bannon, 1993). After the behavioral expectations of
effective urban teachers data was collected, O’Bannon (1993) administered and analyzed
the data from the Personal Profile System (PPS).

The Urban Teacher Selection Interview was used as an instrument for selecting
the candidates for the alternative teacher certification program at the university
(O’Bannon, 1993). O’Bannon then used descriptive statistics to relate the perceptions of
effective urban teachers and urban university faculty in regard to the role of an effective
urban teacher.

O’Bannon summarized his findings by highlighting the strong differences that
make the urban population of children unique. “There are teacher behaviors needed for

the urban setting that might not be requisite in suburban and rural settings” (O’Bannon,
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1993, p. 17). The interpretation of the RBA that urban teachers and university faculty
perceived was that the behavioral style of effective urban teachers includes a primary
drive for influencing and a secondary drive for dominance. Data from the PPS also
revealed similarities in the perceptions of necessary behaviors of urban teachers and
urban university professors. The Urban Teacher Interview did not reveal any specific
pattern of behavioral style. Although this study had a strong research design, the size of
the program population (20 students) and a non-random sample, translates the findings to
limited generalizability.

Williams (1999) examined and identified the characteristics of competent urban
teachers. “The purpose of this study was to empirically support the Haberman urban
teacher interview process in terms of predicting related standardized test performance by
students” (Williams, 1999, p. iii). The Haberman urban teacher interview was derived
from an analysis of attributes and behaviors of successful practicing urban teachers
Haberman observed throughout his professional experience. Seven verifiable dimensions
of effective teaching can be identified through this interview process (Williams, 1999).
Williams researched Haberman’s seven mid-range functions: (a) persistence, (b) response
to authority, (c) application of generalizations, (d) approach to at-risk students, (e)
personal vs. professional orientation toward teaching, (f) resistance to burnout, and (g)
handling fallibility (Williams, 1999, p. 35). The functions are groups of behaviors that

particular practitioners must demonstrate in order to be effective (Williams, 1999).
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Williams (1999) utilized several methods to achieve the purpose of this study: (a)
a comprehensive review of the literature, (b) the identification of an interview instrument
that can be used to identify effective urban teachers (the Haberman interview), (c) a
random sample of elementary schools to participate, from Birmingham School Systems,
(d) interview of all fourth grade teachers from the selected schools, (e) comparison of
scores from third and fourth grade on the Stanford Achievement Test, (f) results from the
Haberman interview were analyzed to determine what relationship between teacher
variables related to academic achievement, and (g) interview results were analyzed for
correlations between the interview results and the relative academic gains.

The study did not produce any significant relationships between teacher
performance on the Haberman interview and student performance on the Stanford
Achievement Test. Williams stated that according to Haberman (1995b), only 5% to 8%
of the teachers in an urban school district are identified as “star” or effective teachers.
Although no “star” or high quality teachers were identified in this study and no
conclusions can be drawn to validate or refute the effectiveness of Haberman interview as
an effective method for identifying effective urban teachers, this study demonstrates the
need to fill the gap in research on effective urban teacher selection practices.

Sachs (2001) also examined effective teaching within the urban context. The
purpose of the study was to identify attributes of effective urban teachers, validate an
evaluation instrument and determine whether participants’ responses varied according to

the effectiveness of the teacher. This quantitative study utilized a sample of 283
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elementary school teachers from the population of two large, urban school districts, one
each in Minnesota and Missouri (Sachs, 2001). This survey research was conducted in
two phases to accommodate the two purposes for the study. Phase one defined a set of
factors based on responses to a previous survey. In phase two, Sachs used a priori
factors identified in phase one to analyze whether participants’ responses could be used
to differentiate them into groups based on high or low teaching effectiveness (Sachs,
2001).

The following factors were identified through the questionnaire: socio-cultural
awareness, self understanding, external efficacy, cultural responsiveness, contextual
interpersonal skills, risk-taking, and perceived risk to safety, were not significantly
related to urban teacher effectiveness. Two interesting relationships were found during
data analysis. First, highly effective teachers responded on average that they feel safer in
urban neighborhoods than less effective teachers. Second, less effective teachers
responded on average that they agreed more strongly than highly effective teachers did
with the statement that being a member of the majority culture has political, economic
and social advantages (Sachs, 2001).

Although this study did not establish that effective urban teachers have higher
degrees of socio-cultural awareness, self-understanding, risk-taking and perceived
efficacy, it did demonstrate that the characteristics of effective versus ineffective teaching
couldn’t be understood as dichotomies; urban teachers may share more similarities with

suburban and rural teachers than differences (Sachs, 2001). This study’s inability to

75



identify attributes of effective urban teachers and validate the instrument created by
Sachs can be attributed to the low response rate.

The research on urban cultural competence has provided significant implications
for further empirical research on the attributes, practices, and perceptions of urban
teachers. The practices and pedagogy utilized by culturally competent teachers,
characterized as culturally congruent or relevant, are insufficiently documented and
researched (Haley, 2001). The best methods for educating and understanding the Hip-
Hop culture, has only recently become a subject of research and investigation.
Culturally Congruent Pedagogy/Practices

Culturally congruent pedagogy or practices are instructional methods and
practices that are similar or aligned with the behaviors that are part of the urban culture.
Teachers who utilize culturally congruent practices are better equipped to cross Urban
Hip-Hop cultural boundaries. The following section will critique two studies on cultural
congruent pedagogy and practices.

In a position paper, Bartolome (1994) discussed two approaches that show
promise when implemented within a humanizing pedagogy that respects and uses the
reality, history, and perspectives of students as an integral part of teaching practices.
Students who are often mistreated or left behind in American schools were the focus of
this article. He found that current teaching practices reproduced asymmetrical power
relations of society in the schools, and the deficit view of minority students that school

personnel uncritically, and often unknowingly, held. “Thus, the unequal power relations
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among various social and cultural groups at the societal level are usually reproduced at
the school and classroom level, unless concerted efforts are made to prevent their
reproduction” (Bartolome, 1994, p. 4). He contended that even the most advanced
teaching practices and strategies are sure to be ineffective in the hands of educators who
implicitly or explicitly subscribe to a belief system that renders ethnic, racial, and
linguistic minority students at best culturally disadvantaged and in need of repair, or, at
worst culturally and genetically deficient and beyond fixing.

Bartolome described two approaches that show promise when implemented
within a humanizing pedagogical framework — culturally responsive education and
strategic teaching. Culturally responsive teaching grew out of cultural difference theory,
which attributes the academic difficulties of students from subordinated groups to
cultural incongruence or discontinuities between the learning, language use, and
behavioral practices found in the home and those expected in schools (Bartolome, 1994).
Strategic teaching refers to an instructional model that explicitly teaches students learning
strategies that enable them consciously to monitor their own learning. “Acknowledging
and using existing student language and knowledge makes good pedagogical sense, and it
also constitutes a humanizing experience for students traditionally dehumanized and
disempowered in the schools” (Bartolome, 1994, p. 7). It was also noted that:

Teachers act as cultural mentors of sorts when they introduce students not only to
the culture of the classroom, but to particular subjects and discourse styles as

well. In the process, teachers assist the students in appropriating the skills (in and
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additive fashion) for themselves so as to enable them to behave as “insiders” in

the particular subject or discipline. (p. 10)

Bartolome reported that unless educational methods incorporate students’ cultural
experiences, students will continue to show difficulty in mastering content area that is not
only alien to their reality, but is often antagonistic toward their culture and lived
experiences.

He found it imperative that teachers 1) critically deconstruct the ideology that
informs the methods fetish, 2) understand the intimate relationship between methods and
the theoretical underpinnings that inform these methods, and 3) evaluate the
pedagological consequences of blindly and uncritically replicating methods without
regard to students’ subordinate status in terms of cultural, class, gender and linguistic
difference (Bartolome, 1994). This critical analysis of over 75 studies and articles, many
of which are empirical, successfully highlights the socio-cultural realities of urban
students. Bartolome presented evidence of the need for pedagogy that will effectively
improve urban student achievement.

Haley (2001) analyzed practices of first- and second- year English language arts
secondary teachers to bridge the cultural mismatch in urban classrooms. The cultural
mismatch theory refers to difference of culture, social, class and race that exist between
students and teachers in urban classrooms. Academic success occurs as a result of

teachers’ ability to implement practices that indicate knowledge of the students’ culture,
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social class, and race. For example, teachers who adopt the ideology of culturally
congruent pedagogy believe that students of color posses a distinct culture. Student
diversity is regarded as strength rather than a barrier to academic achievement (Haley,
2001).

Haley (2001) used several principles to guide the implementation of culturally
congruent pedagogy. The principals are (a) assist students achieving academic success;
(b) help students develop and maintain cultural integrity; and (c) support students to form
a critical or broader sociopolitical consciousness that allows them to critique the cultural
norms, values, and institutions that provide and maintain social inequalities (Haley, 2001,
Ladson-Billings, 1995). The purpose of this study was to further support Bartolome’s
notion that culturally responsive teaching will improve academic achievement of students
of color in urban schools by expanding the knowledge base of methods for efficiently
implementing culturally congruent pedagogy.

The qualitative theoretical framework on which this study was constructed is
phenomenological inquiry. This type of inquiry was fitting because it allowed the
researcher to describe the phenomenon from the point of view of the participant (Haley,
2001). The researcher relied on purposive selection of participants. Nine participants
were selected from the Milwaukee Public Schools (MPS) listings of certified English
language arts teachers during the 1999-2001 academic years. A multi-method approach
to data collection was used to describe the teachers’ self-reports of teaching practices.

Three methods of collecting data were used in this study: (a) four semi-structured
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interviews, (b) four classroom observations, and (c) focus groups. Triangulation of
qualitative data allowed the researcher to compare consistency of data collected at
various times and by various means, to conduct cross-data checks, and to test credibility
of findings. Table 1 is a summary of culturally congruent pedagogical practices that
emerged from the research data and the number of members who engaged in these

practices during the study.
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Table 1. Culturally Congruent Pedagogical Practices

The influence of culture on culturally congruent practices

No. out of 9 used skills

1. Selects materials written by diverse authors 4
2. Adapts teaching to match academic and personal level 8
The influence of social class on culturally congruent

practices

1. Includes material related to social class 5
2. Develops as reflective practitioners 9
3. Creates inclusive environments 6
The influence of race on culturally congruent practices

1. Organizes classroom as a forum for discourse 1
2. Diversifies instructional approaches 7
3. Examines perceptions of racial differences and teaching 3
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Haley’s (2001) model for delivering culturally congruent pedagogy gives a broad outline
of the “best practices” of culturally competent teachers. This study suggested that the
teacher/student differences in color, social class, and race influence the kind of practices
teachers implement to teach students of color. Selecting participants from various socio-
economical, racial, and school settings increased the validity of Haley’s finding. This
study further supports the need for empirical evidence of what practices, pedagogy, and
attributes successful urban teachers possess and helps to fill the gap of what exists
between theory and practices of cultural congruent pedagogy.

Although a laundry list of behaviors and characteristics that guarantee a teacher is
effective has not been provided from the studies in this section, a description of how
effective urban teachers behave and the pedagogy they utilize to achieve success have
been explored. The following section reviews literature investigating the impact of
teacher quality on the academic achievement.

Impact on Student Achievement

Teacher quality has been found to have a significant impact on student
achievement (Goldhaber & Anthony, 2003; National Partnership for Teaching in At-Risk
Schools, 2005; Wenglinsky, 2004). “Common sense tells us and research confirms that
teacher quality, as measured by objective criteria like teacher certification, certification

exam performance, experience, and knowledge of subject matter, affects students
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learning and achievement” (Campaign for Fiscal Equity, 2001, p. 8). The lack of quality
teachers has negatively impacted student achievement of urban schools that serve a high
percentage of low-income students of color (Laczko-Kerr & Berliner, 2002; Harris, 2003;
Ingersoll, 1996). Wei (2002) suggested that student testing policies have negative effects
on classroom instruction because it contradicts the principles and goals of culturally
relevant pedagogy. “This determination raises great concern for students of color, in light
of the higher levels of severity in the negative consequences that standardized testing
policies have on high-poverty schools with large student populations of color- students
who would benefit most from culturally relevant teaching” (Wei, 2002, p. 12). Regularly
certified teachers significantly outperform under-certified teachers with students at risk of
school failure and school dropout (Laczko-Kerr & Berliner, 2002). In other words, at-
risk students experience about 20% less academic growth when taught by under-certified
teachers than they would if they had been assigned to a teacher with regular teacher
certification (Laczko-Kerr & Berliner, 2002).

The student achievement gap existing between minority students and their peers
has been documented as far back as 1969 (Ladson-Billings & Darling-Hammond, 2000;
NCTAF, 1996; Sanders, 1996). “While much of the gap may be attributable to
demographic factors, some may be due to school factors such as instructional practices”
(Wenglinsky, 2004, p. 5). The achievement gap validates that, although certified teachers
are more effective than under-certified teachers, degrees, certification, and performance

on teacher exams does not guarantee that a teacher is effective.
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Teachers in urban schools with proper certification struggle to connect with and
positively impact student academic achievement because they are not equipped with the
skills and knowledge that is needed to effectively teach urban students (Haberman, 1987,
1990, 2000). The hip-hop influence on the culture of urban students has created
stereotypes among youth culture, that achieving academic success is “acting White” and
authority figures such as teachers represent oppressors (Chang, 2005). Teaching skills
that effectively break down these types of barriers to urban student academic success are
not traditional content in mainstream educational degree/certification programs and
teacher exams (Viadero & Johnston, 2000). Urban teachers need more than degrees,
certification, and high scores on teacher exams; they need unique skills to effectively
teach the urban or Hip-Hop culture. “Attention should also be given to non-content
qualities to prepare well-rounded, highly qualified teachers to staff urban classrooms”
(Bradley & Loadman, 2005).

In a study that investigated the relationship between teacher quality and student
achievement, Gallagher (2002) validated that student achievement is directly impacted by
teacher quality. Gallagher used hierarchical linear modeling to examine the relationship
between student classroom performance and teacher evaluation scores (2002). The
sample for the study was 34 2" - 5™ grade teachers and students at a charter school in
Los Angeles. Two years of SAT-9 student achievement data were used for participating
students. Teacher evaluation averaged the rating of ten domains observed in windows

throughout the school year: (a) lesson planning, (b) classroom management, (c) literacy,
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(d) mathematics, (e) language development, (f) special education inclusion, (g) social
studies, (h) science, (i) art and (j) technology were utilized to assess teacher quality in the
quantitative part of this mixed methodology research study (Gallagher, 2002). The
rankings range from 1 (unsatisfactory) to 4 (exemplary) on each standard. “The ratings
are averaged to form a rating in each domain, which are then averaged to an overall
rating (Gallagher, 2002, p. 6).

Gallagher found a strong positive relationship between teacher performance
evaluation scores and student achievement in reading compared with mathematics or
language arts. This implies that the quality of the teacher impacts student reading
achievement. Math teacher evaluation scores had little relationship to students’ math
outcomes. Teacher’s average language arts evaluation score was not a statistically
significant predictor of student performance on the language arts portion of the SAT-9.
Gallagher implied that further research is needed to identify more direct indicators of
teacher skills to find expected positive effects of teacher performance on student
achievement (p. 26).

While several researchers have documented that teaching matters in terms of
student achievement, less is known about what specific teaching practices matter.
Wenglinsky (2004) noted that research on instructional practices has been extremely
mixed and offered little guidance to the best practices of quality teachers. This is due in
part to researchers’ difficulties in capturing what occurs in the classroom on

questionnaires and other instruments used in large scale studies, as well as the lack of

85



generalizability that small scale studies provide. Wenglinsky (2004) applied Hierarchical
Linear Modeling to a nationally representative sample of 13,511 fourth graders who took
the 2000 National Assessment of Educational Progress (NAEP) in Mathematics to
identify instructional practices that reduce the achievement gap. NAEP is referred to as
“the Nation’s Report Card” because it is used to measure how much students know,
compare knowledge among subgroups, and follow knowledge over time (Wenglinsky,
2004). As schools scramble to make “Adequate Yearly Progress” (AYP) that NCLB
mandates, educators are looking for instructional practices of quality teachers as a means
to close the academic achievement gap of minority students.

Although this study was unable to identify specific practices that would close the

achievement gap, Wenglinsky (2004) did validate that instructional practices can either
positively or negatively impact student achievement. Results from the study indicated
that Black and Latino students continue to fall behind because instructional practices that
are effective with their counterparts are not as effective reaching them. Unfortunately the
instructional practices were not identified or described in the article.
Confidence in the results are due to the utilization of the most recent national sample of
NAEP data on student achievement, student background, and instructional practice, as
well as NCLB intention to use NAEP as the ultimate yardstick for state assessments
AYP.

Laczko-Kerr and Berliner (2002) conducted an ex-post facto archival design to

study the performance of students in the classes of the under-certified and certified
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teachers in selected districts in Arizona. The under-certified teachers in this study were
from the alternate route to traditional teacher training, Teach For America (TFA). The
certified teachers held a bachelors degree, passed the AEPA, and were cleared for any
criminal background through analysis of their fingerprints. In the five districts that
participated in the study, 293 teachers were hired and met the requirements to be included
in the study (Laczko-Kerr & Berliner, 2002). These teachers were divided into two
groups (under-certified and certified) and then matched based on grade level and highest
degree attained. (The researchers acknowledged that the nature of the matching
procedures constituted a potential flaw.) After teachers were matched to one another,
their Stanford Achievement Test, Ninth Edition (SAT 9) scores were aggregated at the
class level.

Results from Laczko-Kerr & Berliner (2002) found that students taught by
certified teachers outscored their counterparts by 3 NCE points in reading, 5 NCE points
in math, and 2 NCE points in language. Researchers conducted an ANOVA to compare
the 3 different types of under-certified teachers (labeled emergency, provisional, or
temporary certified teachers by their districts), to see if there was a significant difference
in their students’ performance on the SAT 9. The results indicated that the NCE scores
of TFA teachers were not statistically different from the NCE scores for other under-
certified teachers. The effect size for Reading 1998 was .0153 and in 1999 was .0117.
For math the effect size was .0139 in 1998 and 1.5201 in 1999. For Language the eta2

was .0886 in 1998 and .0028 in 1999. Although the average effect size across sub-tests
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was small (20%), this study further validated concerns about and criticisms that TFA
teachers are not making significant impact on the academic achievement of urban
students.

Cummins (2001) presented a theoretical framework for analyzing minority
students’ low academic achievement and the lack of success of previous reform efforts.
Although Cummins did not support his framework with empirical evidence, the literature
cited in the article supported the effective teaching methods that encouraged the
empowerment of minority students. He suggested that the challenge of urban schooling
exists because the relationship between students and their teachers and school, requires
redefinition of the way teachers interact with the children and the community they serve
(Cummins, 2001). “Implementation of change is dependent upon the extent to which
educators, both collectively and individually, redefine their roles with respect to minority
students and their communities” (p. 1). He stated that legislative and policy reforms may
be necessary, but they were not sufficient.

Cummins suggested a framework that assigns a central role to three inclusive sets
of interactions or power relations: (a) the classroom interactions between teachers and
students, (b) relationships between schools and minority communities, and (c) the inter-
group power relations within the society as a whole. The central tenet of the framework
is that students from “dominated” societal groups are either “empowered” or “disabled”

as a direct result of their interactions with educators in the schools.
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These interactions are mediated by the implicit or explicit role definitions that
educators assume in relation to four institutional characteristics of schools (Cummins,
2001). These characteristics reflect the extent to which (a) minority students’ language
and culture are incorporated into the school program; (b) minority community
participation is encouraged as an integral component of children’s education; (c) the
pedagogy promotes intrinsic motivation on the part of students to use language actively
in order to generate their own knowledge; and (d) professionals involved in assessment
become advocates for minority students rather than legitimizing the location of the
“problem” in the students. (Cummins, 2001, p. 3)

Cummins asserted that teachers who see their role as adding a second language or
culture affiliation to their students’ repertoire are likely to empower them more than those
who see their role as replacing or subtracting students’ primary language and culture. He
also proposed that if teachers communicate with students and parents in ways which the
minority language or culture are valued within the context of the school, than a dramatic
change in student academic progress may occur (Cummings, 2001).

The framework is congruent with research regarding the challenges teachers of
urban students face (Cummings, 2001; Haberman, 1990, 2000; Haley, 2001; Ingersoll,
1999; Johnson et al., 2004; McDermott & Rothenberg, 1999; Ladson-Billings & Darling-
Hammond, 2000). The challenge of educating traditionally low achieving, high poverty,
minority, urban students is a function of the extent to which schools reflect or counteract

the power relations that exist within the broader society. “Politically, they (educators and
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policymakers) must attempt to persuade colleagues and decision makers — such as school
boards and the public that elects them — of the importance of redefining the institutional
goals so that the schools transform society by empowering minority students rather than
reflect society by disabling them” (Cummins, 2001, p. 11).

The studies discussed in this section demonstrated that although teacher quality
has a direct impact on student achievement, there are gaps in the research about the
cultural issues that affect teacher quality in high poverty urban schools and specific
practices or attributes of quality teachers. Urban teachers traditionally classified as
effective struggle to connect with and positively impact their students’ academic
achievement (Haberman, 2000). The following section will discuss the distribution of
quality urban teachers.

Urban Teacher Quality Challenges

There are many challenges that students face in urban communities. Some of the
major challenges facing urban teacher quality that arise when there is a concentration of
less advantaged students are the lack of qualified teachers and poor teacher retention, due
to less desirable teaching experiences, little support from administrators, and a lack of
resources (Lippman et al., 1996; NCTAF, 2003). Lippman (1996) suggested that
differences between schools and student outcomes are related to differences in the
composition of neighborhoods, even after controlling for family background. Low-
income neighborhoods, in particular, have been found to have negatively affected

students’ education outcomes (Lippman et al., 1996). The cultural mismatch of urban
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students and teachers has resulted in unprepared teachers unable to cross-cultural barriers
of this unique population. Some may argue that the current teacher shortage takes
precedence over the quality of teachers in urban schools. To only concentrate on quantity
rather than quality would have a negative impact on urban student academic achievement
(Claycomb & Hawley, 2000). “No teacher supply strategy will ever keep our schools
staffed with quality teachers unless we reverse debilitating turnover rates. Teacher
turnover rates include those moving from one school to another as well as those leaving
teaching” (NCTAF, 2003, p. 10).

This section on urban teacher quality challenges provided highlights of the
inequitable way in which effective teachers are hired in schools with high poverty and
high numbers of minorities. Student achievement has been negatively impacted by poor
teacher quality. The following section will review literature analyzing the public school
teacher shortage, specifically in high poverty urban schools.

Shortage of Quality Urban Teachers

Although teacher shortages affect schools and districts across the country to
varying degrees, urban districts are facing unique challenges (Council of Great City
Schools, 2000). Some researchers attribute the urban teacher shortage not only to the
retirement and class reduction initiatives that plague school districts, but in large part to
teacher distribution and turnover (Ingersoll, 1999).

Ingersoll (1994) addressed the disagreement over the extent to which there are

shortages in the supply of qualified schoolteachers in the United States. This quantitative
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study investigated the teacher shortage using national data from the 1991 Schools and
Staffing Survey (SASS). The SASS includes four sets of integrated questionnaires: a
school survey; a central office survey for public schools; a principal survey, and a teacher
survey (Ingersoll, 1994). The analyzed sample contained almost 4,800 public school
districts, 9,000 public schools, 2,600 private schools, 46,700 public school teachers, and
6,600 private school teachers.

Ingersoll suggested that in body counts alone, there are not shortages in the supply
of available school teachers in this country because the reserve pool of teachers is large
(Ingersoll, 1994). Newly qualified teachers who recently graduated from state-approved
teacher training programs at colleges and universities only comprised about 20% of those
hired in 1987-88 and 1990-91. There are additional sources of teachers for teaching jobs
(Ingersoll, 1994). For instance, over half of those teachers newly hired in both 1987-88
and 1990-91 were re-entrants — former teachers who were returning, or delayed entrants —
trained teachers who did not seek employment immediately after schooling (Ingersoll,
1994, p. 5). While 46% of public and 56% of private schools reported experiencing
difficulties in filling their vacancies, they simultaneously reported that there were very
few teaching positions left unfilled or withdrawn before the start (or shortly after) of the
1987-88 or 1990-91 school years.

Ingersoll attributes this discrepancy to two strategies utilized by school officials to
reduce the shortfalls between supply of and demand for particular kinds of teachers

(Ingersoll, 1994). The first is to decrease the demand for certain types of teachers by
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eliminating positions or shifting students to existing staff. This would result in increased
class size, teacher course load, and or pupil-teacher ratio. The second is to increase or
alter the supply of particular kinds of teachers. Ingersoll offered two versions of how this
can be achieved. The first way to alter the supply of needed teachers is to increase supply
by increasing salaries (Ingersoll, 1994). Teaching salaries of new college graduates who
have become teachers are considerably lower than that of their peers who choose other
occupations. This method of altering the supply of teachers has mixed reviews, but is
intended to attract a higher number of candidates.

The second way to alter the supply of needed teachers is to fill positions with
under qualified candidates. Both public and private schools tend to hire less qualified
teachers, to assign other teachers, and use substitute teachers to fill job vacancies and
shortages (Ingersoll, 1994). In 1990-91 available teaching positions were typically filled
before school began or soon after, but only at the expense of minimal teacher
qualifications (Ingersoll, 1994). Half of the schools that indicated they had difficulty
filling openings reported using long-term substitute teachers as a remedy. Unfortunately,
the author did not provide what percentages of these schools are urban.

The analysis suggested that there are in fact distinct inadequacies in how well
schools are staffed. The analysis conducted in this study draws attention to differences in
the distribution of qualified teachers. Although Ingersoll did not report the number of
high poverty schools in the sample, the results indicated that high poverty schools receive

less qualified teachers more often (Ingersoll, 1994). Due to the scale of the research and
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size of the sample, there is confidence in these findings. This study raised the idea that
the achievement gap may be, in some part, a result of urban schools sacrificing teacher
quality for teacher quantity. Although NCLB (2010) has improved the equitable
distribution of Highly Qualified Teachers (HQT), more than half of the states reported
that most of their secondary classes taught by non-HQTs were taught by certified general
education teachers who did not demonstrated subject-matter knowledge in those subjects.
The percentage of non-HQT secondary classes taught by these teachers ranged from 37
percent to 95 percent.

Claycomb and Hawley (2000) discussed ways to address the persistent challenge
of ensuring students who attend urban schools are taught by highly effective teachers.
They investigated the problem of quality versus quantity dilemma most urban school face
by applying a cost-benefit analytic frame to the urban teacher shortage. As a result of the
difficult time urban schools have recruiting and retaining qualified teachers, under-
qualified teachers or those with emergency licenses work disproportionately in high-
poverty and urban schools (Claycomb & Hawley, 2000). They found that nowhere is the
need to attract and retain high quality teachers, by reducing costs and increasing benefits
of teaching, more urgent than in our nation’s urban schools.

An unmet demand for qualified teachers in high-need fields and localities occurs
when potential teachers view the costs of becoming and being a teacher as exceeding the
benefits of teaching. The relationship between costs and benefits of a career in teaching

involve financial considerations, investments in career preparation, the process of entry
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into the field, and working conditions, including those that influence opportunities to be
successful (Claycomb & Hawley, 2000). Compromising quality does not address the
need for hiring teachers qualified to reach urban youth. It simply puts a band-aid on the
problem by filling teaching positions with bodies. “A country that believes in equality
should dedicate its best teachers to its neediest students, helping students in need attain
high academic standards is a job for a committed, well trained and well supported
teacher” (Claycomb & Hawley, 2000, p. 6).

Claycomb and Hawley (2000) outlined a four-point strategic plan for recruiting
high quality teachers for urban schools. The first strategic goal is increasing the quantity
and quality of people entering and returning to teaching.

The second goal is shaping the content of preparation programs to encourage teacher
candidates to pursue and be successful where they are most needed. The third goal is
improving the recruitment process, including the hiring practices. The final strategic goal
1s improving beginning teachers’ professional experiences and capabilities.

This plan gave a comprehensive outline of what needs to be done to assure and
assess access to quality teachers and academic success in urban schools. This analysis
discussed the various barriers preventing urban schools from recruiting, distributing
equally, and retaining quality teachers. “While high standards will reduce the potential
pool of candidates, strategies identified in this report will increase incentives and
opportunities to enter teaching and ultimately reduce the demand for new teachers by

reducing attrition” (Claycomb & Hawley, 2000, p. 7).
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The White House supports and has reauthorized several innovative and alternative
routes to licensures to improve student academic achievement by increasing the number
of high-quality professionals in the classroom. Teach for America and AmeriCorps,
Transition to Teaching, and Troops to Teachers are innovative and alternate routes to
licensure programs supported by the federal government to increase the quantity of
teachers in American classrooms (National Partnership for Teaching At-Risk Schools,
2005). Other organizations like The Great City Schools are focusing on addressing the
shortage of urban teachers and improving the quality of teachers in urban classrooms.
These organizations provide valuable research, training, networking, and insight into the
uniqueness of the urban youth culture for educators.

In 1999, The Council of the Great City Schools, The Council of the Great City
Colleges of Education, and Recruiting New Teachers (RNT) formed an umbrella
initiative called the Urban Teacher Challenge (UTC) and released the report, The Urban
Teacher Challenge (UTC, 2000). The objective of the UTC was to address the issue of
the urban teacher shortage. Of the 54 Great City school districts serving 6.5 million
students, 40% are African-American, 30% Hispanic, and 60% eligible for free/reduced
price lunch (The Urban Teacher Collaborative (UTC, 2000).

Forty (74%) of the 54 Great City School districts responded to the survey
designed to determine whether and in what ways large urban districts and colleges of
education are addressing teacher recruitment and development challenges (UTC, 2000).

Almost 100% of the districts that replied to the survey expressed an immediate demand
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for teachers in certain subject matter. The highest demand was in special education and
science (UTC, 2000). These districts addressed current shortages through a variety of
means, including, alternative licensure routes, job fairs, and monetary incentives.
“Eighty-three percent (82.5%) of responding districts hired non-credentialed teachers to
fill vacancies. Sixty percent of responding districts allowed individuals to teach under
emergency permits, 60% use long-term substitutes, 37.5% hire teachers with certification
waivers, and 35% of districts recognize internship programs and permits” (UTC, 2000, p.
17). Although the UTC (2000) did not specify that non-credentialed teachers, those
teaching under an emergency permit or certification waiver, and individuals who are
teaching under long-term substitute certification, one can infer that due to NCLB policy
they were enrolled in teacher degree or certificate programs. The high response rate and
very high degree of agreement among respondents regarding shortage make a strong case
for the need to attract and retain quality teacher in urban classrooms (UTC, 2000).

The study, which provided a snapshot of teacher demand and preparation in Great
City School districts and Great City Colleges of Education, noted, “Without improved
teacher recruitment and development practices, this nation will fail to build the qualified,
diverse, and culturally sensitive teacher workforce that today’s and tomorrow’s
classrooms demand” (UTC, 2000, p. 7). The authors alerted educational leaders and
policy makers that large urban districts must find and hire 700,000 new teachers in the

coming decade, as well as ensure that each new recruit is well qualified (UTC, 2000).
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The urban teacher shortage is an ever growing issue that will continue to
negatively impact urban student achievement. As the literature demonstrates there are
various causes for the current shortage problem American schools face. One of the main
reasons is the inability of urban schools to prevent teacher turnover and increase
retention. Although the practice of hiring non-credentialed teachers may continue,
screening applicants for cultural competence may improve the quality of instruction and
student achievement. The following section will review literature and studies that focus
on this issue.

Teacher Retention and Distribution

The shortage of quality teachers in urban schools is due in part to teacher turnover
and lack of retention. “Teacher flight” or turnover in urban schools, caused by various
factors, is partly responsible for the teacher shortage in urban schools. Despite the
shortages urban schools are experiencing, urban schools also experience an inability to
retain and/or equally distribute the quality teachers within the system. In most urban
districts one-half of the beginning teachers leave in the first three or four years
(Claycomb & Hawley, 2000; Haberman & Richards, 1990; Ingersoll, 1994, 1996, 1999;
Recruiting New Teachers, 1999; UTC, 2000). Researchers assert that although teachers
anticipate being overwhelmed by low performance and experiencing a cultural difference
in urban schools, these are the main causes of teacher turnover. The cultural mismatch
between students and teacher can cause new teachers to feel unprepared and

overwhelmed, as well as result in a lack of job satisfaction (Haley, 2001). Teachers who
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are placed in diverse schools, but are not committed to the multicultural competence
needed in urban classrooms, reported that they did not enjoy their jobs and generally left
teaching within the first two years (Frey, 2004; Haberman, 1990).

In contrast to empirical research explaining teacher turnover as a function of the
individual teacher and focuses on determining which kind of teachers are more likely to
leave their jobs, Ingersoll (1999) examined the effects of social organization of the
schools in which turnover is an embedded problem. His quantitative analysis of NCES
data examined the nationally representative SSAS (1990-91) and its Teacher Follow-up
Surveys (1991-92). The data suggested that an overall deficit in the pool of qualified
candidates driven by enrollment and retirement increases is not primarily responsible for
staffing difficulties in urban schools.. “Schools with high turnover rates, by definition,
will have more vacancies and will be faced with a continuous need to recruit and hire”
(Ingersoll, 1999, p. 15).

High poverty schools (50% or more poverty enrollment) were found to have a
higher turnover rate than more affluent (15% or below poverty enrollment) public
schools, but the relationship was not strong (Ingersoll, 1999). Ingersoll (1999) found that
teachers in high poverty urban public schools give five reasons for dissatisfaction leading
to turnover: discipline problems that are related to the cultural mismatch between teacher
and student, lack of student motivation, lack of support from the administration, low
salaries, and lack of influence over decision making. He provided strong evidence, due

to its nationally representative sample of teachers and schools conducted by the National

99



Center for Educational Statistics (Ingersoll, 1999), that urban schools’ inability to retain
quality teachers perpetuates the achievement gap. The data supported the idea that school
staffing problems are not solely a result of shortfalls driven by increasing retirement
levels, but also a result of low teacher retention due to organizational conditions in urban
schools (Ingersoll, 1999).

Haberman and Richard (1990) explored teachers’ explanations for quitting and
suggested ways to reduce urban teacher turnovers. Their study focused on teachers’
perceptions of problems that prompted them to leave urban schools and their response to
the problem (Haberman & Richards, 1990). A mixed methodology was used to collect
data from individuals who resigned, retired, or were terminated from Milwaukee Public
Schools between January and December of 1988. Participants completed a questionnaire,
40 out of 124 surveys (32% response rate) were completed and ten out of 40 teachers
were interviewed by phone.

The twelve problems perceived before teaching and at the time of resigning are:
(a) discipline, (b) inadequate support from administrators and supervisors, (c) heavy load-
inadequate preparation time, (d) lack of parental support, (¢) underachieving students, (f)
clerical burden, (g) dealing with students’ different cultural backgrounds, (h) inadequate
support staff, (i) inadequate resources and supplies, (j) salary, (k) communication with
staff of different cultural backgrounds, and (1) class size. “The problems perceived by
teachers were separated into those they perceived before beginning to teach and those

perceived at the time they resigned” (Haberman & Richards, 1990, p. 300). Divergence
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between anticipated and real problems occurred in the ranking of the inadequate support
from administrators, underachieving students, and dealing with students’ from different
cultural backgrounds. Haberman and Richards noted that before teaching, there is a
greater expectation that dealing with low achieving students and students of cultural
backgrounds different from their own will be a greater problem than it was thought to be
(Haberman & Richards, 1990).
One explanation is that, with experience, teachers “adjust” to low achievement
and cultural differences by improving their effectiveness or by lowering their
expectations. Another explanation, however, is that problems unforeseen by
beginning teachers become more critical with experience, that is, heavy
workloads and inadequate support from administrators. Both of these problems

increase in intensity with actual experience. (p. 301)

Three of the twelve reasons for leaving that could be affected and reduce teacher
attrition are: discipline, underachieving students, and working with students of various
cultural backgrounds. Although this study did not determine whether those leaving
Milwaukee Public Schools were high quality or low quality teachers, 90% of leavers in
the sample continued to teach in neighboring areas and were still interested in effective
teaching.

Haberman and Richards (1990) proposed three recommendations for urban
schools to limit the turnover of teachers, thus improving retention rates. First, urban
districts should conduct exit interviews to gather information that would be valuable to
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school officials. They point out that it is odd that urban schools do not utilize exit
interviews to gather information that could help solve its teacher shortage. Instead they
focus on recruitment only and simultaneously ignore the retention of experienced
teachers or teachers considered desirable by surrounding suburbs. Second, although it is
not common practice, urban school officials should meet with classroom teachers and
encourage them to stay. Finally, teacher education programs should be held accountable
for doing a better job of preparing teachers to deal with discipline, underachieving
students, and working with students of various cultural backgrounds. This study
provided evidence that principals not only need to support teachers to effectively navigate
the cultural mismatch between student and teacher in urban classrooms, but must also be
aware of this attribute during the teacher selection process.

Although a 32% response rate does not ensure that the sample is representative of
the target population, the findings provided valid descriptors of why teachers leave urban
schools. Haberman and Richard point out a valid concern about the strange policy of
urban districts to solve their shortage problem by recruiting more teachers while ignoring
the retention of experienced teachers of whom the district has invested.

With the implementation of recent NCLB policies, suburban, rural, and urban
schools are competing to hire top quality teachers from the available candidate pool
(Harris & Ray, 2003). This presents a challenging policy environment for public school
districts to hire quality teachers and exacerbates the unequal distribution of quality

teachers among suburban, rural, and urban school systems (Goldhaber & Anthony, 2003).
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Of all the educational disparities poor children face, none is more significant than the
disparity in the quality of their teachers (Haberman Foundation, 202; Harris & Ray, 2003;
Ingersoll, 1996;National Partnership for Teaching in At-Risk Schools, 2005 ).
Unfortunately, student access to highly qualified teachers is dependent on their race,
socioeconomic background and school setting (Harris & Ray, 2003).

In another Ingersoll (1996) study, he focused on the unequal distribution of
quality teachers to urban school districts. A number of urban districts have argued that,
indeed, the neediest students in the U.S. those from poor, minority, and disadvantaged
communities are taught by the least qualified teachers (Ingersoll, 1996; Kozol, 2002;
Wise, Darling-Hammond, & Berry, 1987). Ingersoll noted that despite the importance of
the debate on educational equity, there has been little empirical research conducted on
this issue, especially at the national level.

The data source for Ingersoll’s (1996) study was a nationally representative 1990-
91 Schools and Staffing Survey (SASS) collected by the US Census Bureau for National
Center for Education Statistics. A random stratified sample of 25,427 full- and part-time
secondary teachers was taken from this large and comprehensive dataset. Ingersoll used
out-of-field teaching as a way to measure the quality of staffing in schools. “The
objective of this analysis was to examine differences in the levels of out-of-field teaching
among different types of schools, based on poverty level and race/ethnicity of the
students enrolled and across different kinds of classrooms within the school” (Ingersoll,

1996, p. 6).
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The results indicated that a substantial proportion of students in the American
public schools were taught academic subjects by teachers without basic qualifications in
those subjects (Ingersoll, 1996). This occurred more frequently in schools with a high
percentage of students who qualified for free and reduced priced meals.

While out-of-field teaching may not always be related to poor teaching; the large sample
size lends strength to results. Low performing urban classes that typically serve minority
students receive more out-of-field teachers than high performing predominately White
classes. In summary, Ingersoll supported the idea that the amount of out-of —field
teaching is not equally distributed across different types of classes and schools (Ingersoll,
1996).

Harris and Ray’s (2003) analysis of preexisting data from the National Center for
Education Statistics (NCES) indicated that Michigan’s public schools also have an
inequitable distribution of teacher quality. However this analysis also revealed that the
access students have to highly qualified teachers is dependent on their race, socio
economic background and school setting. Three times as many urban school teachers do
not meet the NCLB certification requirements. This gap indicated that urban schools
have an unequal shortage of quality teachers (Harris & Ray, 2003). The National
Partnership for Teaching At-Risk Schools (2003) stated that the percentage of teachers
who do not meet the NCLB highly qualified standards increases dramatically as the
percentage of African-American students in a school increases. Harris and Ray’s (2003)

study did not address specific attributes and practices of urban teacher quality. This is
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typical of the research generally associating teacher quality with certification and
degrees, rather than the attributes and practices for connecting with students.

Shortages and an unequal distribution of quality teachers perpetuate low
achievement in urban students (Claycomb & Hawley, 2000; Gallagher, 2002; Haberman,
1987; Harris & Ray, 2003; Ingersoll, 1996; Levine & Quinn, 2003; Lippman, 1996;
Recruiting New Teachers, 1999; Sanders & Rivers, 1996; Viadero & Johnston, 2000;
Wenglinsky, 2004). Researchers generally associate teacher quality with certification
and degrees, however gquality in one environment may not be deemed as quality or
effective in another. Not only may teachers’ techniques from suburban and rural schools
not be effective in teaching urban students, hiring practices in urban schools also lowers
the effectiveness of teachers when they sacrifice quality of teachers. Therefore it is
important to pay attention to teacher selection. The following section will review
literature that speaks to teacher selection in urban public schools.

Teacher Selection

Effective teacher selection processes are critical to improving teacher quality and
in turn improving student achievement (Levine & Quinn, 2003). “For many educators
the pursuit of excellence begins with the recruitment, selection, and hiring of outstanding
teachers who will provide the best instruction and educational service for every student”
(McCommons, 2001, p. 102). Continual revision of selection criteria that address student
achievement is vital to improving teacher selection and education reform efforts.

Unfortunately, many school districts have no written criteria delineating the
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characteristics desired in teachers or policy for teacher selection (Darling-Hammond &
Berry, 1987; Kivell, 1991; Rinehart & Young, 1990; Wise, 1987). This leaves districts to
apply teacher selection practices and policies and define quality teachers in general ways
that do not take into account specific skills required of effective teachers.

Federal policies regarding teacher quality also raise the issue of inequitable
distribution of quality teachers among schools districts, schools within a district, and
classes within schools. Schools in minority, low-income, urban areas generally have
access to the least qualified teachers (Harris & Ray, 2003; Ingersoll, 1996). Although
research indicates that urban districts’ major challenge to obtaining a quality teacher
workforce is its shortage of competent teachers who can effectively teach students of the
urban culture, NCLB does not differentiate their definition of teacher quality for various
types of student cultures (NCLB, 2001).

Furthermore, teacher quality is context specific. Virtually no quantitative
evidence exists on how teachers’ practices that are highly effective in one setting may
translate in another (Goldhaber & Anthony, 2003). Researchers suggest that if
impoverished minority children are given quality teachers the gap in achievement can be
narrowed or eliminated (National Partnership for Teaching in At-Risk Schools, 2005).
As teacher effectiveness increases, lower achieving students are first to benefit (Sanders
& Rivers, 1996). Unfortunately, efforts to improve the quality of teachers in high-
poverty, low-performing schools have been uneven and unfocused (National Partnership

for Teaching in At-Risk Schools, 2005). Today’s American public schools are becoming
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more diverse and in many urban areas more economically disadvantaged (Lippman et al.,
1996; National Center for Educational Statistics, 2003). However, teachers who are
teaching the nation’s neediest students are rarely included in new attempts to understand
and generate new practices of successful teaching (Ladson-Billings & Darling-
Hammond, 2000). Although the achievement gap between urban and other students is no
longer widening, the shortage of quality teachers in urban schools persists. Furthermore,
empirical research that shapes what quality teachers do may not be applicable to those in
urban schools (Goldhaber & Anthony, 2003).

Teachers equipped with effective urban teacher skills and knowledge of effective
urban pedagogy are more inclined to stay in urban districts (Haberman & Richard, 1990).
The skills and knowledge urban teachers need to be effective are not universal but
situation-specific and demonstrated with particular culture groups (Haberman
Educational Foundation, 2002). The longer teachers teach in urban schools the more
competent they can become in the skills necessary to effectively serve the culture they
serve (Haberman & Richard, 1990). Retaining teachers will improve the quality of the
teaching pool by simply extending their years of service. Research shows that it takes at
least three years of teaching experience to obtain effective teacher skills and attributes
(Ladson-Billings & Darling-Hammond, 2000). Therefore, if urban teachers are equipped
with effective urban teacher competencies, both retention rates and teacher quality will

increase.
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Teacher selection is one of the most important duties of principals who are
accountable for selecting quality teachers that will allow them to meet new AYP
requirements. With new federal regulations on AYP, teacher selection is more important
than ever.

Challenges in Urban Teacher Selection

Levine and Quinn’s study (2003) established that the lack of certified and high
quality teachers in urban areas is not due to a shortage, but instead is the result of delays
in hiring caused by the urban bureaucratic dysfunction of most urban schools districts.
Levine and Quinn utilized mixed methodology to collect and analyze data in the form of
applicant tracking, telephone surveys of applicants hired by other districts, written
surveys, and focus groups.

“Conventional wisdom attributes this disparity to the inability of large city school
systems to attract high-caliber teachers. But the reality is that, thanks to stepped-up
recruitment efforts, high-quality teacher candidates regularly apply in large numbers to
teach in hard-to-staff districts” (Levine & Quinn, 2003, p. 4). The problem is that they do
not get hired due to the failure of many large urban districts to make job offers to new
teachers until late in the summer and well after they have secured jobs in the surrounding
suburban districts (Claycomb & Hawley, 2000; Levine & Quinn, 2003).

The purposes of Levine and Quinn’s study were to quantify the length of hiring
delays, the subsequent scale of applicant attrition, and the processes’ effect on teacher

quality in urban schools (2003). Four hard-to-staff nationally representative districts

108



were studied from the Southwest, Midwest, and Eastern regions. The school districts
averaged fewer than 73,000 students, with the largest having a population of over
150,000 students.

The results of this study contradicted the notion that quality teachers do not want
to work in low achieving schools. Levine and Quinn (2003) found that all four districts
had hundreds, if not thousands, of applicants, many more than the number of vacancies.
For example, one district received 4,000 applications for fewer than 200 spots. “The
other three districts received roughly 750-800 applications — five to seven times as many
applicants as available positions” (Levine & Quinn, 2003, p. 5). The three major factors
causing the hiring delays were vacancy notification requirements, teachers’ union transfer
requirements, and late budget timetables and inadequate forecasting. Vacancy
notification requirements typically allow retiring or resigning teachers to provide very
late notice of their intent to depart, thereby making it very difficult to know which
vacancies will exist in the beginning of the school year. Teacher union transfer
requirements often further stall hiring by giving existing teachers the first pick of
openings provided in union contracts and local laws. Late budget timetables and
inadequate forecasting are a major source of the budget delay and uncertainty, which
leave administrators unsure about which positions will be funded in their schools (Levine
& Quinn, 2003).

Levine and Quinn warned that hiring reform is essential for closing the academic

achievement gap through hiring effective teachers. Getting high quality teachers in urban
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classrooms depends on reversing the slow moving, half paralyzed hiring process that
effectively turns teachers away and leaves districts to hire from a depleted and far weaker
applicant pool (2003). Evidence from this study further suggested that although policy
makers frequently neglect barrier to new policy and practices, they are among the greatest
impediments to raising teacher quality in urban classrooms. Due to the geographically
diverse districts utilized in this study, strong research design, and sample size (N = 204)
there is confidence in the findings. Although the response rate (38%) prevents
confidence that the sample represents the population, it was tolerated because the target
population was employees that no longer work for the school system. Hence, there is
limited generalizability in the findings.

Kivell (1991) conducted a quantitative survey study of 500 randomly selected
elementary principals throughout the United States. The objective of this study was to
determine a) the level of involvement of elementary school principals in the teacher
selection process, b) the value of elements in the teacher selection process, ¢) the amount
of difference between the level of involvement and principals’ assessed value, d) the
teacher selection tools principals use, €) which tools are considered to be of value in
predicting teacher success, and f) areas in the teacher selection process that are in need of
changing (Kivell, 1991).

The validity of the questionnaire was established by selecting questions based on
pre-existing empirical studies and reviewed and approved by practicing principals. The

sample had a 38% response rate (N = 190) and represented 46 of the 50 states (Kivell,
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1991). Statements with the greatest means were the principals’ opinion of the strongest
predictors of teacher success. These included statements about direct teaching
observation, hiring “known qualities” (in house), structured interviews, and professional
references (Kivell, 1991). Statements with lower means, indicating weak predictors of
success, included the use of school site councils; use of weighted multiple criteria, and
the existence of a written policy in the district guiding the process (Kivell, 1991). Areas
with the smallest standard deviation, and therefore the closest agreement between
involvement and value were: the recommendation of the principal is considered, each
candidate is asked the same job questions, and the selection of the teacher is based on
information obtained in the process. Areas with the greatest means and the least
agreement between variables were: existence of a written definition of “good teaching” in
this district, a written policy does not exist for the teaching selection process, and the
involvement of a school site council in the selection process (Kivell, 1991). The lack of
agreement in defining “good teaching” and the lack of consensus on policies for the
teacher selection process, negatively impact the districts’ ability to routinely select high
quality teachers (Kivell, 1991). Without a popular definition of effective urban teaching,
established, utilized policies on the best practices for selecting teachers, and training in
selection techniques, principals will continue to use intuitive selection practices that may
be less reliable.

Kivell found that teacher selection tools used the most by principals include:

hiring “known qualities,” professional references, certification, transcripts, and
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philosophy of education (Kivell, 1991). The tools least utilized by the principals include
video teaching observation and medical screening. The recommended changes principals
listed in the final part of the questionnaire were not completed by 91 participants and 35
participants gave a nonspecific, minimal response (Kivell, 1991). Sixty three participants
gave specific recommendations that received large numbers: observing teachers, training
principals in selection techniques, honesty in professional references, and using
supervised trial periods (Kivell, 1991).

Kivell (1991) concluded that all eleven policy/instruments part of effective
selection procedures involved the principal and were valued by respondents. He also
noted, “Principals in this study considered some of the teacher selection items that are
supported in the literature as important elements in a selection process to be ineffective as
predictors of teacher success. These items are application form and medical screening”
(Kivell, 1991, p. 89). Due to research design and the national sample there is confidence
in Kivell’s findings. However, this study has limited generalizability due to the low
response rate 38% (N = 190).

McCommons (2001) conducted a descriptive qualitative study that sought to
identify and address the roles of administrators in the teacher selection process by
interviewing six to eight Blue Ribbon (deemed effective by the district) principals in
Western Pennsylvania. The researcher used in-depth semi-structured interviews to find
out how principals describe their current interviewing practices, their personal

involvement in the process, and what assessments measures they have in place, if any,
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that evaluate the successfulness of the candidates selected (McCommons, 2001). The
data collected were analyzed using content analysis, to identify discussion areas and
themes that emerged during the interviews. The three research questions the open-ended
interview intended to address are,

1. To what extent do elementary principals of Blue Ribbon Schools in Western

Pennsylvania use a specific model to interview prospective teachers for their

schools?

2. How do elementary principals of Blue Ribbon Schools in Western

Pennsylvania use the teacher selection process to generate excellence in

instruction as part of the reform process?

3. What part of the teacher selection process do elementary principals of Blue

Ribbon Schools in Western Pennsylvania identify as most essential?

(McCommons, 2001).

Responses to the first research question indicated that most of the participants
outlined a general interview process, but did not identify a specific model. The second
research question was answered with an overwhelming “yes” to the direct connection of
the relationship between selecting quality teachers and education reform (McCommons,
2001). It was noted that:

It’s a direct link. If you do not hire good candidates, there is no way that you are

ever going to have excellent instruction or reform.
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If you have all of the staff development in the world, you can be the best building
administrator in the world, if you do not have good people; none of it is going to

happen. You have to have good candidates. (p. 87)

Education reform involving teacher selection in urban schools would have a
significant impact on the quality of teachers and consequently urban achievement. The
third research question resulted in a lack of consensus, which indicates that there is no
one component of the teacher selection process that is most important. McCommons
(2001) also found that principals had no formal or minimal training in the interview
process and the majority of participants supported Haberman’s (1987) conclusion that the
implementation of a teacher demonstration lesson was a crucial part of the teacher
evaluation and selection process. This study provided much-needed empirical evidence
regarding the administrator’s role in the teacher selection process (McCommons, 2001).
This tightly designed and analyzed qualitative study produced grounded results that
further support Kivell (1997) and other researchers, but lacks generalizability beyond the
district in the study.

Roach (1997) examined the extent to which elementary principals are involved in
teacher selection. In addition, the study also sought to determine the opinions of
principals on (a) procedures used in the selection process, (b) current status of their
involvement, (c) who establishes teacher selection processes, (d) involvement of teachers

in teacher selection, (e) current level of preparation to effectively select teachers, and (f)
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the role of decentralized governance in teacher selection (Roach, 1997). Finally, the
study sought to determine if any of the demographic variables (school district regional
classification, school district enrollment, and governance structure) influenced principal
involvement in the teacher selection process.

Roach randomly selected a sample of 287 elementary school principals from the
school corporations in the Indiana School Directory, 1996-97. Data were collected from
the 188 participant responses to the survey instrument created by the researcher (Roach,
1997). The data were analyzed using Descriptive statistics. The results consisted of four
parts: (a) a profile of each school district that included Indiana Association of School
Principals (IASP) district, district enrollment, governance, structure, board policy
regarding teacher selection, superintendent regulations regarding teacher selection,
variance of teacher selection practices within the district, and reasons for variance of
teacher selection practices; (b) profiles of the responding principals that included the
extent of their training in teacher selection and their highest degree earned; (c) extent of
principals’ involvement in teacher selection in six identified phases; and (d) principals’
opinions regarding teacher selection processes and their involvement in teacher selection
(Roach, 1997).

Based on the findings in this study, Roach (1997) made several conclusions about
principals’ involvement in teacher selection. First, most Indiana elementary principals
appear to be extensively involved in teacher selection and most are satisfied with this

condition. Second, 75% of respondents received little or no staff development in this
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area, although the literature consistently stresses the importance of the principals’ role in
teacher selection. Third, school councils, which can consist of teachers, parents,
community and student representation, are rare and their existence does not assure
teacher involvement in the hiring process. Despite the findings, a majority of principals
expressed the belief that teachers should serve on selection committees for peer selection.
Fourth, most school corporations or systems appear to have standard practices relating to
the principal’s role in teacher selection. Finally, the level of principal’s involvement was
not associated with the variables of demographic area, size of district, governance
structure, or establishment of policy and/or regulations (Roach, 1997). Conclusions from
this study demonstrate the need to research the attributes principals seek since principals
play a primary role in the teacher selection process. Implications from this study further
support the need to improve district policies on urban teacher selection.

Urban districts must address hiring time lines in order to meet NCLB guidelines
for teacher quality and student achievement. The selection of quality teachers in urban
school systems is the most significant school-based determinant of the academic growth
of its students. Studies to date suggest that principals are conversely key players in this
process and under-developed to assume the responsibility. Further, researchers have
focused on the types of evidence principals rely on to make hiring decisions, but not
necessarily the particular attributes they seek.

The following section will review literature on the practices and instruments

urban principals utilize to predict teacher success. The practices and instruments used to
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predict success in urban schools often do not take into consideration the unique attributes
of the urban setting.
Urban Teacher Selection and Predictors of Success

Traditional teacher selection processes do not address the unique skills urban
teachers need in order to be successful (Haberman, 2002). In the book Recruiting and
Selecting Teachers for Urban Schools, Haberman (1987) gave recommendations
designed to select teachers with attributes which are currently ignored or undervalued by
using more relevant criteria for predicting who might succeed or fail in urban schools.
Haberman proposed 5 content areas as the most relevant criteria for basing any
predictions about future success in urban teaching. Although their presence does not
guarantee success, he asserted their absence ensures failure (Haberman, 1987).

The first content area, persistence, is the will and ability to continue to plan new
and/or better instructional activities. The second content area, response to authority, is
the willingness to work in, with, and around school authority, vital to the success of urban
teachers. The third content area, the application of generalizations, is demonstrated by
the ability to apply abstract concepts into instructional practices that improve student
achievement. The fourth content area is the acceptance of and respect for at risk students
and an understanding of how they became at-risk. Finally, the fifth content area refers to
the teachers need for approval and the reasons teachers seek to teach urban children and
youth. This area deals with whether teacher candidates blame the student rather than the

situation of urban at-risk students. These five content areas are notable, given their
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contrast to those criteria Wise and Darling-Hammond found districts often rely on.
Haberman (1990) subsequently added two more content areas, those of handling burnout
and fallibility.

Selecting classroom teachers with such necessary competencies to perform the job
well is so critical that practicing administrators must employ only those selection
practices that are reliable and valid with respect to the identification of quality teachers
(Chelsey, 2004). The responsibility for recruiting, selecting, and retaining quality
classroom teachers to occupy these teaching vacancies has historically been that of the
school administrator (Chelsey, 2004; Gorton & Schneider, 1991). Kivell (1991) stated
that elementary public school administrators are involved in the teacher selection process
to a high level. The challenging issue for school administrators, according to Chelsey, is
how to identify correctly those teacher candidates that will perform well in a specific
classroom environment even before they are hired, while still meeting the requirements
outlined by NCLB (2004).

Norton (2001) conducted a study to determine if there were significant differences
among the perceptions of school administrators regarding effective methods and
procedures for selecting quality teachers. The differences in the principals’ years of
administrative experience, student population size, and grade levels served were
examined to see if there was a relationship between these variables and their perceptions
of effective teacher selection, current selection procedures, and the characteristics of

effective teachers (Norton, 2001). The effectiveness of portfolios, interview with
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administrator, interview with teachers, interview with parents, demonstrative teaching,
self-perception survey, commercial (programmed) interview instrument, district
developed questions and standardized questions were investigated in this study.

A sample of 664 building principals was randomly selected from the population
of 1888 principals from the 1999-2000 Directory of Missouri Schools (Norton, 2001).
Three hundred and twenty-nine (49.5%) Missouri school administrators responded to the
survey used in Norton’s (2001) quantitative study. The researcher designed a five-part
questionnaire. Principals indicated their perceptions of effective teacher selection
practices and qualities of effective teachers on four separate scales.

Significant differences were not found among the perceptions of administrators
with various years of experience, building levels, and student populations regarding
current and effective teacher selection practices (Norton, 2001). For example, 73% of
elementary principals, 66% middle school principals, and 78% of high school principals
reported that having candidates interview with an administrator is very effective when
selecting teachers (Norton, 2001). In additions, 47% of elementary principals, 55% of
middle school principals, 37% reported that they always used district-developed
questions for their interviews. Another common thread was the perception that effective
teachers must be able to relate well with others and be sensitive to student needs. This
study highlights the variation of perceptions among administrators of the qualities,
qualifications, and effective selection methods. It further supports the need to adopt the

selection process to the needs of the student population (Norton, 2001).
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Baskin and Ross (1993) conducted research on the internal validity of The Urban
Teacher Selection Interview (UTSI). The purpose of the study was to determine the
extent to which interviewers ranked and categorized candidates interview responses
during the final selection process (Baskin & Ross, 1993). In this qualitative study, 33
subjects were identified by administrators from four local city or county school districts.
All candidates were working as substitute teachers, submitted two letters of
recommendations from principals in their districts, had an undergraduate degree with at
least a 2.5 grade point average in the last 60 hours, and had a minimum score of 40% on
the Millers Analogies Test (MAT) (Baskin & Ross, 1993).

Analysis of correlations was conducted between the four variables: principal
recommendation rankings, writing sample, undergraduate grade point average, and MAT
and the interview question response ranking scores. The analysis was conducted using
step-wise multiple regression to determine which items best predicted the final rankings
(Baskin & Ross, 1993). The only interview item that emerged as significant predictor
was Application of Generalizations. Baskin and Ross (1993) did note that it would
probably be difficult for younger or less experienced applicants to generalize about
education in a convincing and reasonable way. “The final ratings, then, seem to be based
on a holistic judgment of the interviewer that is only weakly related to the item
responses” (Basking & Ross, 1993, p. 13). The researchers also acknowledged that the

sample size used in the study was too small to warrant altering the interview. Due to the
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size of the sample, Baskin and Ross’s study was not able to establish or dispute the
internal validity of The Urban Teacher Selection Interview.

Dysfunctional tools and practices used by urban districts have hampered the
effectiveness of teacher selection. The literature suggests one set of criteria that can
predict teacher success in urban environments, while districts tend to focus on another set
of attributes. The following section will discuss studies that investigate teacher selection
predictors of teacher quality.

Teacher Attributes That Predict Success

Chelsey (2004) studied the predictive validity of two pre-employment screening
devices considered by a school division. Using the quantitative statistical procedure of
regression analysis this study analyzed the results from the Urban Teacher Perceiver
Interview (UTPI), scores from the Praxis Series, and the eventual measure of teacher
success as rated by the Teacher Performance Assessment (TPA). The sample included
578 teachers who were hired through the use of the Praxis Series Assessment Test and
the UTPI for the 2000-01, 2001-02, or 2002-03 school year, and remained in employment
with the school division. This sample was designed to represent a hypothetical
population of past, present and future teachers in the school division (Chelsey, 2004).
This study was intended to generate results that would assist urban school divisions in
determining the value of these two specific types of employment procedures when hiring

prospective teachers.
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The first research question Chelsey (2004) addressed was the predictability of
teacher performance on the TPA by the selection instrument or UTPI score. The TPA is
a teacher evaluation instrument that consists of four domains upon which teachers were
rated (Chelsey, 2004). The first domain was designing knowledge work which focused
on demonstrating knowledge of content, pedagogy, students, resources, and setting
instructional goals. The second domain was creating a safe and orderly environment for
knowledge work (Chelsey, 2004). This domain consisted of establishing an environment
of respect, a culture for learning and managing student behavior, physical space and
school procedures and emergency situations. The third domain was facilitating
knowledge work (Chelsey, 2004). This domain focused on communicating clearly, using
questions and discussion techniques, engaging students in content and substance or
knowledge work, affirming the performance of students, and demonstrating flexibility
and responsiveness through monitoring and modifying student work (Chelsey, 2004).
The fourth domain was professional and leadership responsibilities. The domain
consisted of questions that assess teacher accuracy, maintaining accurate records,
communicating with families, contributing leadership to the school and community,
developing professionally, and showing professionalism (Chelsey, 2004). Performance
on each element and the four domains was measured at levels of unsatisfactory, basic,
proficient, and distinguished. The TPA evaluators were adequately trained so that their

judgments were accurate, consistent, and based on evidence (Chelsey, 2004). “This
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consistency of judgment on the part of trained evaluators is an essential guarantee of the
reliability of the teacher evaluation system as a whole” (Chesley, 2004, p. 95).

The UTPI has been in existence for over 20 years and has demonstrated accurate
predictions of certain traits associated with teacher success (Chesley, 2004). This
instrument was designed to ask the appropriate questions to determine if a candidate
embodies the enviable characteristics of a successful teacher. This assessment was based
on the 11 dominant themes identified by Gallup organization (Chelsey, 2004). These
themes were grouped into three behavioral subscales. The Intrapersonal subscale consists
of the commitment, dedication, concept, and positivity themes (Chelsey, 2004). The
Interpersonal subscale consists of the themes, empathy, individualized perception, caring,
and input. The Extra-personal subscale consists of initiator, involver, and the stimulator
theme. The characteristics demonstrated in each of the eleven themes are desirable, but
not all inclusive of what constitutes a good teacher (Chelsey, 2004). Responses from
each of the eleven teacher themes contains five open-ended questions are evaluated and
scored as either correct or incorrect, using assigned values of either 0 or 1 (Chelsey,
2004). Teacher candidates can earn a composite score of a low 0 to a high of 55 on the
UTPI (Chelsey, 2004).

The Praxis series is the Educational Testing Services (ETS) replaced the National
Teaching Exam (NTE) (Chelsey, 2004).

This series contains three assessment components: Academic Skills Assessment, Subject

Assessment, and Teacher Assessment. The Praxis series is designed to be comprehensive
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and inclusive but is limited to what can be covered in a finite number of questions. ETS
describes the Praxis Series as a set of rigorous and carefully validated assessments that
provide accurate, reliable information for use by state education agencies in making
licensing decisions, or for use by local education agencies in making teacher selection
decisions (Chesley, 2004).

The first component of the Praxis series was designed to measure proficiency in
the basic skills of reading, writing, and mathematics through criterion-referenced or
objective-referenced format (Chelsey, 2004). Forty-one states, which include the District
of Columbia and the U.S. Virgin Islands, have established teacher certification/licensure
requirements that include achieving a certain level of success on the Academic Skills
Assessment portion of the Praxis Series Test (Chelsey, 2004).

Utilizing the TPA score as the measure of teacher performance produced a
statistically significant relationship between the UTPI score and the TPA score (r =.144)
as well as each of its four domains (r =.120, r =.130, r =.129, and r = .143 respectively)
(Chelsey, 2004). The statistically significant relationship found suggests that the UTPI
can predict a teacher’s performance (Chelsey, 2004). However, Chelsey cautions that the
UTPI was in place in the school before the TPA was developed. “The TPA may have
been developed to measure what the UTPI identifies” (Chelsey, 2004, p. 136). Therefore,
some amount of unintended alignment may have occurred.

The second research question addressed the predictability of teacher performance

on the Praxis instrument (Chelsey, 2004). Chelsey found no significant statistical
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relationship between the Praxis Series scores and any of the TPA measures. This was
attributed to the lack of alignment: the TPA is attempting to assess something that the
Praxis Series is not designed to detect. Although this study did address an area that needs
clarity, the instruments assessed proved difficult to compare due to difference in what
they were designed to measure.

The instruments, practices, and effectiveness to predict the success of urban
teachers is critical to improving teacher quality and students achievement (Chelsey,
2004). Urban selection practices and instruments should incorporate an assessment of
teachers’ ability to navigate the cultural mismatch that often occurs in urban classrooms.
There is a gap in the research regarding the attributes and importance of the cultural
competencies teacher candidates display during the teacher selection process and how to
best capture this data (Chelsey, 2004). This dissertation study provided empirical
research about the importance school administrators place on the cultural competence of
new teacher candidates and the attributes they associate with cultural competence and
what part of the selection process they typically assess those attributes.

White-Smith (2004) studied principals’ perceptions of teacher characteristics that
support improved achievement in high performing, low-income, minority students by
examining their hiring practices. Four questions guided this qualitative case study. First,
what are principals’ perceptions of good teaching? And how do principals assess teacher
quality? Second, what do principals look for when hiring teachers? And what other

factors influence their hiring practices? Third, how is professional development used to
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support and enhance teacher quality and sustain the effort of student achievement?
Fourth, to what do principals attribute their ability to retain staff members that they
believe are quality teachers?

Purposive sampling of public school administrators who successfully educate
poor and historically underserved minority students was used in the White-Smith (2004)
study. Extreme or deviant case sampling was the specific approach used in purposefully
selecting these particular sites due to their unusual ability to maintain high test scores
despite the large minority and poor populations they serve (White-Smith, 2004). Three
schools were selected from the National Center of Education Statistics (NCES) database
which houses test score statistics. These were the only schools that met the sampling
frame of a high minority, low-income, high achieving, and public school in California.
Data was collected from a site visit to each school and 2-3 hour semi-structured
interviews, and NCES student achievement data (White-Smith, 2004).

Four themes emerged in the White-Smith (2004) data findings. First, defining
and assessing good teaching includes high expectations, student assessment and
engagement, supporting strategies, various methods of delivery and instruction, and
rewards that encourage students to participate in the learning process (White-Smith,
2004). Second, hiring high-quality teachers includes the process and district/union
limitations, screening candidates, personal characteristics, and professional characteristics
(White-Smith, 2004). Third, developing excellence in teachers includes district training,

site-based professional development, and challenges (White-Smith, 2004). Fourth,
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retaining high-quality teachers was composed of leadership, school environment, and cost
of living (White-Smith, 2004).

White-Smith (2004) found that good teaching goes beyond delivery, it gets down
to connecting with each and every student and validating all students as learners. She
also found that the hiring process is different for each principal. The process is
influenced by restrictions from districts, unions, and NCLB and the amount of autonomy
principals have over hiring decisions (White-Smith, 2004). Principals found interviews,
transcripts, and demonstration lessons were used. The personal traits that were most
desired were self reflection, risk taking, commitment, sense of humor/ good feelings, and
hard work (White-Smith, 2004). This study produced an in-depth look at the selection
perceptions of urban principals, however, the lack of generalizability calls for further
research that can be used as a guide for the masses of urban principals as they select

quality teachers.

Summary of Literature Review
Selecting quality teachers has become a national initiative for improving
student academic achievement. According to NCLB, principals are accountable for
staffing schools with quality teachers (certified in content area taught) to improve student
achievement. As the literature indicated, improving teacher quality is the most promising
tool for improving urban student achievement and closing the achievement gap that exists

between urban students and their non-urban peers. The literature on the shortage of
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quality teachers in urban schools validated that a lack of quality teachers has negatively
impacted student achievement. More concerning is that among those who are deemed
quality in the traditional context, some may not be effective teaching in an urban context.
The cultural distinctiveness of the urban students often does not conform to traditional or
multicultural pedagogy. Many urban youth are part of the Hip-Hop culture. Selecting
urban teachers that can deliver cross-cultural pedagogy to the Urban Hip-Hop culture
effectively possess a unique set of skills, cultural competence, has been rarely empirically
researched.

The three sections of literature are (a) distinctiveness of the Urban Hip-Hop
culture (b) teacher quality & cultural competence, and (c) teacher selection. The sections
of literature that focused on cultural competence and the youth culture in the urban
context was rich with qualitative in-depth descriptions of the culture of urban students
and the competencies teachers that teach urban students need to possess. The research
did not provide a set of attributes of cultural competence. Instead descriptions of
culturally relevant pedagogy and how effective teachers interact with their students
emerged. There was a lack quantitative research on specific attributes of the urban
culture and cultural competence. Some of the descriptions that emerged in this section
overlapped those attributes of quality teachers. A gap in the research exists between
cultural competence and the urban culture specifically.

The section also provided a snapshot of the disconnect that occurs in urban

classrooms. This disconnect occurs due to the cultural mismatch that occurs in most
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urban classrooms. Students from the Urban Hip-Hop culture not only have a unique
culture, but have unique motivators that current literature in education has failed to
research or address. Their street-tough attitudes are difficult to penetrate and are in
opposition to the American educational system. According to the literature urban
teachers need to understand that in this culture being smart is a negative thing and often
associated with selling out or acting white. The distinctiveness of the culture is often
mistaken as deficits. If teachers are unable to reach urban students by penetrating their
tough exterior, respecting the culture and learning about and bringing the positives into
the classroom, urban student achievement will continue to be lower than their peers in
surrounding areas. Educators can no longer blame the students, their families, or their
environment for the gap in academic achievement until they address urban teachers’
ability to cross-cultural boundaries and connect with the Urban Hip-Hop culture.

The literature in the teacher quality section of this critical literature review
focuses on the challenges districts have hiring quality teachers, the impact that research
says teacher quality has on student achievement, attributes of quality urban teachers, and
more specifically the cultural competence attribute that is imperative to urban teacher
quality. According to researchers, the shortage of quality teachers in urban districts is not
due to a lack of desire but dysfunctional hiring practices. Urban districts’ inability to
make offers to teacher candidates in a timely fashion forces candidates to accept offers
from suburban and rural districts. Urban districts inability to staff schools with quality

teachers is having a significant effect on student academic achievement. This coupled
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with the lack of urban cultural training provided in pre-service programs has negatively
impacted teachers’ ability to connect with students and therefore successfully teach them.
Few teacher preparation programs train teachers on the distinct urban culture and equip
them with culturally relevant pedagogy. It is worth repeating that there is a student in
New York that has never been south of New Jersey. Most likely, this student will not
relate to the “southern black” culture included in pre-service training. But they have a
culture and so does the student in Chicago that has never been down south. The common
factor tying urban youth together is the common Hip-Hop culture. Until teachers are
knowledgeable about this culture and able to deliver culturally relevant lessons they will
continue to fail the students in most need.

Literature focusing on teacher quality and its challenges provided empirical
evidence supporting the need to improve the quality of teachers in urban schools, as a
means to improve student achievement. This section of the critical literature review
provided a set of overlapping urban teacher quality and cultural competence that were
utilized in this study. The gap in this literature was the difference in teacher quality
between urban teachers and their counterparts.

The section on urban teacher selection described the role principals play in the
teacher selection process and research on ways to predict success and effectiveness. It
supports the notion that urban principals know how to select teachers that will connect
with students from the Hip-Hop culture. Although they haven’t been trained to, or read

literature about selecting teachers for this distinct culture, some know what predictors of
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success they seek. As the leaders of this process urban principals can inform researchers
and policy makers of the process they use to select teachers. In the absence of training
that addresses the unique Urban Hip-Hop culture, Haberman’s theory that selection is
more important than training is critical. This study hoped to capture the process urban
principals use to capture and assess the additional skills that urban teachers need to
effectively reach and teach urban students from the Urban Hip-Hop culture.

The body of literature on teacher selection was light on theory and heavy on
empirical research. The empirical evidence validated that administrators play a major
role in the teacher selection process and use a variety of procedures to make their
decisions. The interview is most commonly used. There was a lack of knowledge
regarding policies or formal procedures from the districts guiding principals on how to
interview or select teachers. Researchers suggest that school districts that do initial
screening do so to provide principals with a pool of teachers to select from. There is a
lack of research on the attributes deemed important when selecting urban teachers that
are culturally competent.

This study intends to explore three gaps in the empirical research and literature.
The first gap is caused by the lack of research and knowledge about the Urban Hip-Hop
culture of students in today’s’ urban public school. Education’s reluctance to embrace the
Urban Hip-Hop culture has left the field with little knowledge, research, and empirical
evidence that describes the culture through an educators’ lens. The second gap is a result

of limited research on the attributes associated with and reliable methods to assess and/or
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measure the Urban Hip-Hop cultural competence of effective teachers. Few researchers
have investigated the importance or attributes principals associate with cultural
competence of K-12 teachers. The third gap in research is due to a lack of evidence of
effective selection procedures that will improve administrators’ abilities to select urban
teachers who are culturally competent.

Given the significant absence of research in these areas, a qualitative study whose
purpose is to understand how urban principals describe the new and distinct Urban Hip-
Hop culture and how urban principals select teachers that demonstrate urban hip-hop
cultural competence is warranted. In short, the literature in this critical review
illuminates areas of knowledge that need to be developed. Chapter Il describes the
specific methodology used to investigate how urban principals describe the Urban Hip-

Hop culture and select teachers who are competent in the Urban Hip-Hop culture.
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Chapter 3: Methodology
Introduction

Chapter 111 outlines and details the methodology and methods that were utilized
for this qualitative research study. Qualitative research methods were selected for this
study both because the researcher did not know a priori what would be found and because
the researcher wanted to generate data rich in detail and embedded in context (Maxwell,
1996). An interpretive qualitative study is the most effective methodological design used
to understand how urban principals describe the Urban Hip-Hop culture and how they
select teachers that are effective. This approach was used so the concepts that are
constructed emphasize what is happening on the scene, rather than simply developing
formal theory. The nature of this methodology allowed the flexibility needed to
understand the new and unique Urban Hip-Hop culture (Charmaz, 2006).

Maxwell (1996) asserted that there are five particular research purposes for
qualitative studies. The purpose for conducting this study was to understand the
particular context within which the participants act, and the influence that this context has
on their actions (Maxwell, 1996). This study sought to understand how urban principals
perceive the Urban Hip-Hop culture and the influence that this urban culture has on the
urban teacher selection process. Readers should care about the results of this study
because the cultural distinctiveness of the urban student, which often does not conform to
traditional or multicultural pedagogy, may give us insight into the causes and possible

resolutions for repairing the academic achievement gap. Urban youth culture of today
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desires to destroy convention, induce shock, and scorn authority (Chang, 2005). This
urban cultural paradigm shift has left urban educators with new issues and the need for
new and more relevant skills and techniques to effectively educate urban students.
Selecting urban teachers who can deliver cross-cultural pedagogy to the Urban Hip-Hop
subculture effectively has rarely been empirically researched (Haley, 2001; Ladson-
Billings & Darling Hammond, 2000). This research provided the field of K-12 school
administration with empirical data describing the Urban Hip-Hop culture and how
principals go about selecting teachers that will effectively teach and reach urban students
from this culture. The results of this study are valuable to educators, because as the
research asserted, teachers that deliver culturally relevant pedagogy are more effective
and increase test scores (Haley, 2001; Ladson-Billings, 1995; Phuntsong, 1999).

One of the strengths of using a qualitative research methodology is that it
articulates the participants’ perspective; it reflects part of the reality that the researcher is
trying to understand. Qualitative research not only addresses physical events and
behavior that are taking place, but it also addresses how the participants make sense of
these and how their understanding influences their behavior (Maxwell, 1996).
“Qualitative researchers are interested in understanding the meaning people have
constructed, that is, how they make sense of their world and the experiences they have in
the world” (Merriam, 1998, p. 6). This epistemology typically uses the inductive research
strategy, which allows researchers to build toward theory and a rich in-depth description

from processing understanding gained from the field (Merriam, 1998, p. 7). Qualitative
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research was used to conduct this study because it provided the field with a much-needed
theory regarding the Urban Hip-Hop Culture (UHHC) and urban principals’ teacher
selection processes. The dearth of information, research, and theories about the new and
growing Urban Hip-Hop Culture made this study a perfect fit for a qualitative
epistemology. In short, this qualitative research addressed the complexity of social
interactions as expressed in the daily life of urban principals and the meanings they
attribute to these interactions (Marshall & Rossman, 1999).

This chapter is divided into four sections that will discuss the research design and
the plan for implementing and executing the plan. The first section describes the
paradigm of inquiry and includes the research questions which outline what the
researcher intends to learn from this study. The second section of this chapter will
describe the research design and procedures: (a) conceptual framework, (b) methodology,
and (c) data collection methods. The third section discusses data analysis techniques and
conducting ethical responsible research. The final section of this chapter will explain the

ethical precautions necessary, to limit risks to the study participants.

Paradigm of Inquiry
Epistemology
The epistemology of a study is determined by how a researcher knows what they
know and how they construct meaning. It seeks to explain and understand the kinds of

possibilities and human knowledge that are in the world; based on how they view,
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understand, and know the world they live in (Murphy, 2007). It is a theory of knowledge,
which is concerned with the nature, creation, dissemination, and scope of knowledge in
particular areas of inquiry (Klein, 2005).

The following section provides an in-depth description of this study’s
constructivist epistemology. It will also situate the researcher in relation to the
participants and guide analysis and interpretation of their experiences.

Constructivism

Constructivist researchers assume that all knowledge is built from the prior
knowledge of the participant. There are no 'givens’, neither objective empirical data or
facts, nor inborn categories or cognitive structures. The idea of a correspondence or
reflection of external reality is rejected. Constructivist researchers engage in an intensive
learning process where new knowledge and information is achieved. Qualitative research
and data analysis in particular have the power to be transformative learning tools through
their ability to generate new levels and forms of meaning, which can in turn transform
perspectives and actions (Kraus, 2005).

The constructivist view holds that each person constructs her/his own unique
perception of the world (Crotty, 2003). According to Crotty (2003), the various
perceptions are equal in importance; and everyone’s experiences and views are important.
The goal is to find what is common amongst the various experiences and views. Data
analysis techniques in qualitative research are thus guided by an epistemology reflective

of a paradigm that attempts to acquire “social knowledge” (Krauss, 2005).
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Constructivism emphasizes the inter-subjective relationship between researcher
and participants. This approach will also allow the data to be interpreted and to arrive at
some inter-subjective meaning.

Basic Interpretive Research

A basic interpretive qualitative study will be used to investigate how urban K-12
principals make meaning of the new phenomenon of the Urban Hip-Hop Culture
(Lichtman, 2010). Data collected using the basic interpretive approach are typically
collected through interviews, observations, or document analysis. The data collected for
this study was collected through interviews and inductively analyzed to identify the
themes and patterns that cut across the data (Lichtman, 2010). “A rich, descriptive
account of the findings is presented and discussed, using references to the literature that
framed the study in the first place” (Merriam, 1998, p. 7).

This study used the interpretive approach, referred to as the generic approach, for
this qualitative research. This approach means that the researcher takes a generic
viewpoint and has not adopted any one approach to conducting research (Lichtman,
2006). The purpose of selecting a generic approach is to use the qualitative
methodology, interviews, to collect and analyze data (Lichtman, 2006). Another reason
for selecting basic interpretive approach is because the goal of researchers using this
design is to understand how participants make meaning, including inductive strategies
with a descriptive outcome (Lichtman, 2006; Merriam, 2002). The researcher of this

study served as a filter to make meaning of the Urban Hip-Hop cultural phenomenon.
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The basic interpretive or generic qualitative approach was used to conduct interviews for

this research study.

Research Questions

The intent of this study was to learn and understand how urban principals describe
the Urban Hip-Hop Culture and how they select teachers with Urban Hip-Hop cultural
competence. The purpose of this study was to generate a descriptive understanding
and/or description of the Urban Hip-Hop Culture. This understanding could help
prescribe remedies for the phenomenon under investigation. The research questions
investigated what actually happened in terms of observable (or potentially observable)
behavior or events (Maxwell, 1996).

The research questions that guided the research design and provided the link to
the theoretical constructs and grounded literature are:

1. How do urban principals describe the Urban Hip-Hop Culture of their

students?
a. What contributes to the distinctiveness of this culture?

b. What characterizes students from this culture?

2. What teacher selection methods do principals utilize to select teachers that are

effective with students from the Urban Hip-Hop Culture?
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a. What attributes do urban principals look for during the teacher
selection process that indicates a candidate has Urban Hip-Hop
Cultural Competence?

b. What methods do they utilize to assess relevant attributes during the

selection process?

The research questions addressed the knowledge sought and were directly tied to
literature reviewed in Chapter 2. The researcher reviewed and synthesized literature
related to how principals conceptualize the Urban Hip-Hop Culture attributes that
characterize them, and how they select teachers that will be effective with the Urban Hip-
Hop Culture. They collected data without bias and allowed a framework to develop from

the data.

Research Design and Procedures
In qualitative research most sampling is neither probability sampling nor
convenience sampling but falls in a third category: purposeful sampling or criterion-
based sampling (Maxwell, 1996). “This is a strategy in which particular settings, persons,
or events are selected deliberately in order to provide important information that cannot
be gotten as well from other choices” (Maxwell, 1996, p. 70). The four primary goals of
purposeful or criterion-based sampling are (a) achieving representativeness of the

settings, individuals, or activities selected, (b) adequately capture the heterogeneity in the

139



population and represent the entire range of variation, (c) deliberately examine cases that
are critical for the theories that you began the study with, or that have subsequently
developed, and (d) establish particular comparisons to illuminate the reasons for

differences between settings or individuals (Maxwell, 1996).

Sampling Strategy

The population for this study was mid-Atlantic urban public high school
principals. Criterion sampling was used to choose participants for this to ensure that all
individuals studied represented people who have experienced the phenomenon under
investigation (Creswell, 1998). Twelve urban high school principals from mid-Atlantic
urban public school districts, with over 30% of students participating in the Free and
Reduced Lunch program. Schools with over 60% non-Caucasian student population
were targeted and invited to participate in this study. Seidman (1998) indicated that
saturation might be obtained with a sample size of ten to twelve.
Although saturation was reached after ten interviews, two more principals were
interviewed because they contributed to the diversity of the sampling pool. For the
purpose of this study these principals will be called interviewees or study participants,
and not informants or conversational partners (Lichtman, 2006). Interviewees were
currently leading a school with a student population that has over 60% non-Caucasian

students in a mid-Atlantic city public school system. Charter, magnet, and private school
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principals were not excluded from consideration. The research design described in this

section was granted IRB approval (#070717).

Data Collection

According to Marilyn Lichtman (2006) the researcher is the primary instrument of
data collection and analysis in qualitative studies that use interviews. “Unlike an
experimental study where scientific scales or measuring instruments are often used, when
doing qualitative research it is up to the researcher to decide what information to gather”
(Lichtman, 2006, p. 12). According to Marshall and Rossman (1999) the strengths of
interviewing are (a) fosters face to face interactions with participants, (b) useful for
uncovering participants’ perspectives, (c) data collection in natural setting, (d) facilitates
immediate follow-up for clarification, (e) useful for describing complex interactions, (f)
facilitates discovery of nuances in culture, (g) provides flexibility in formulating
hypothesis, (h) provides context information, (i) facilitates analysis, (j) validity checks,
and (k) triangulation. Marshall and Rossman further noted that there are two data
collection strengths of interviews: (a) they are good for obtaining data on nonverbal
behavior and (b) communication facilitates cooperation.
The weaknesses in interviewing that Marshall and Rossman (1999) pointed out are (a)
data are open to multiple interpretations due to cultural differences, (b) dependent on
cooperation of small group of key individuals, (c) fraught with dilemmas, (d) difficult to

replicate, (e) especially dependent on openness and honesty of participants, (f) overly
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artistic literary style can obscure the research, and (g) highly dependent on the ability of
the researcher to be resourceful, systematic, and honest.

Face-to-face interviews were held in the participants’ school or at another
mutually agreed upon location to ensure privacy and reduce distraction. With permission
from the participants, interviews were audio recorded. When the interview was
complete, the interviewer took notes to record non-verbal cues and recorded what worked
and did not work while conducting the interviews. Once each interview was complete
and the conversation was transcribed, the researcher shared a copy of the discussion with
the principals to review and confirm its contents.

One benefit of qualitative research, and the reason this type of study is being
conducted, is the understanding that the process is flexible, liquid, and/or growing. It
provides researchers the ability to gather data in untraditional ways and to revise the plan
for collecting data. “The purpose of conducting an interview is the same no matter
whether you use a structured and formal style or select an unstructured, conversational
style” (Lichtman, 2006, p. 117).

Interviews

A semi-structured interview was used. This type of interview involves
developing and using a general set of questions and format that the researcher followed
and used on all participants. “While the general structure is the same for all individuals
being interviewed, the interviewer can vary the questions as the situation demands”

(Lichtman, 2006, p. 118).
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The interview questions for this study were developed based on the researchers’
experience in urban schools, and the literature reviewed. Merriam (1998) suggested that
interview questions should serve as a guide that allows the interviewer to collect in-depth
data. Merriam recommended a pilot interview to try out questions developed in the
research protocol. A field test of the protocol was conducted with a high school
principal. The field-test of the interview protocol provided an opportunity to further
develop interviewing skills, measure time needed to complete the interview protocol,
measure time to complete transcription and coding in order to gain feedback on the
research design. This prompted small modifications to the interview protocol; which
included changing the order of questions, eliminating demographic questions that can be
answered from school or district websites, defining culture for the purpose of the
interview protocol, and the addition of probing questions that focuses on minority
students. See Appendix A for the complete interview protocol and Appendix B for a
crosswalk of how the interview protocol addresses each research question.

Recruitment of Participants

Ten participants were initially selected to participate in the study. The researcher
used personal associations with principals or relationships with others to identify
principals. These connecting people are known as gatekeepers (Straus & Corbin, 1998).
In this instance a gatekeeper would be asked to approach a principal and encourage the
principal’s participation. Each principal received an e-mail that acted as a letter of

invitation. This letter explained the type of research being conducted, the purpose of the
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study, and how the empirical evidence will contribute to the field of education and
improving urban student achievement. Once principals agreed to participate in the study
they were sent a Doodle.com e-mail message to obtain their availability. Doodle.com is a
website that polls potential meeting/event participants regarding their availability and
preferences for scheduling their interviews (Creswell, 2003).

Twelve urban high school principals made up the sample for this study. Inan
effort to secure a minimum of ten principals for the sample, fifteen e-mail requests for
participation were sent. After the ninth interview was complete, four follow up calls
were placed to schedule interviews. All four principals responded and accepted the
invitation to participate. The researcher chose to interview three additional principals to
capture data from a diverse sample. The sample of twelve urban high school principals in
this study represented diverse gender, age, years of experience, ethnicity, school size,
school income level and ethnicity of the student body.

Each participant was interviewed in his or her office. The interview took between
30-45 minutes and included 10 demographic questions, 6 questions about their students’
culture, and 6 questions about their teacher selection process. Before each interview
began the interviewer received verbal confirmation that it was okay to record the
interview. Principals were asked to sign a (see Appendix C) form, after a brief
explanation of how the interview would be conducted, and confidentiality. After the

interview recordings were transcribed, a copy was sent to each member of the sample to
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confirm the contents of the interview. Table 2 provides a summary of the demographic

information collected.

Table 2. Sample Demographics

% of non-
Student % of
Principal Age Gender Ethnicity Caucasian
Population | FARM
students
Principal A | 50-60 yrs | Male Black 401 21% 83% Black
6% Hispanic
1% Asian
Principal B | 50-60 * Male White 337 6% 61% Black
7% Hispanic
7% Asian
Principal C | 30-40* Male Black 1109 7% 100% Black
Principal D | 40-50 Female Black 1484 25% 97% Black
Principal E | 50-60 Female Black 2672
Principal F | 50-60* Male White 2047 19% 34% Black
28%
Hispanic
10% Asian
Principal G | 40-50* Male White 840 31%- 99%
50%
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% of non-

Student % of
Principal Age Gender Ethnicity Caucasian
Population | FARM
students
Principal H | 30-40 Male White 950/100
charter
Principal | 30-40 Female Black 1007-1016 | 44% or
53.6%
Principal J | 30-40* Female Black 1237 14% 93%
Principal K | 40-50* Male Black 1030 51% 100%
Principal L | 50-60* Male White 2893 22% 43% Black
25%
Hispanic
6% Asian

Data Analysis

Once interviews were conducted the interview data was transcribed, reviewed by

the sample participant, and entered into a Mac (apple) based qualitative analysis software

program called The Utilizer. Qualitative research requires decisions about how the

analysis will be done, and these decisions should influence, and be influenced by, the rest

of the research design (Maxwell, 1996). To avoid a typical pitfall in qualitative data
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analysis, this researcher did not let unanalyzed field notes and transcripts accumulate.
Instead, the researcher reviewed (with the principal), organized, and began the analysis
process of field notes and transcripts after each interview, making the task of final
analysis much less difficult and discouraging.

Lichtman’s (2006) three C’s of analysis (coding, categorizing, and identifying
concepts) were utilized in this study. Lichtman (2006) broke down this process into six

steps:

Raw Data
Interview 1

Raw Data
INtErView 2 | em—)py =P ( Categories —>‘

Raw Data
Observation

Figure 2. Lichtman’s (2006) Three C’s of data analysis: Codes, categories, and concepts.

The first step in the data analysis process is to do initial coding. “The key feature
of most qualitative coding is that it is grounded in the data (Glaser & Strauss, 1967); that
is, it is developed in interaction with, and is tailored to the understanding of, the
particular data being analyzed” (Maxwell, 1996, p. 79). This step of the data analysis

process involves going from the responses to some central idea or phenomenon of the
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responses. This second step is revisiting initial coding. This step involves collapsing
redundant codes from the long list developed during initial coding. Modifications of
codes are based on an examination of what has been collected and new raw data
(Lichtman, 2006). Maxwell (1996) considered coding the main categorizing strategy in
qualitative research. The third step is creating an initial list of categories. Once the
researcher has modified the codes, it is time to organize them into categories. During this
phase the researcher examines the data for salient categories of information.

The fourth step is to modify the initial list of categories. During this step the
researcher may decide that some categories are less important than other, or they may see
that two categories can be combined. It is important to remember, during this step, that
the goal of the three C’s is to move from coding initial data through identification of
categories to the recognition of important concepts (Lichtman, 2006). The fifth step is to
revisit the categories and subcategories, with researchers exercising their judgment and
deciding how they will organize the categories and data. The final step is to move from
categories into concepts (themes). During this step researchers identify key concepts that
reflect meaning they attach to the data that was collected. “They (key concepts) represent
an analyst’s impressionistic understandings of what is being described in the experiences,
spoken words, actions, interactions, problems, and issues expressed by participants”
(Corbin & Strauss, 2008, p. 51).

There are three levels of abstraction when concepts are pulled from the data.

Coding is the basic or lower level abstraction, because it involves the basic unit of
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meaning. Categorizing is the second level of abstraction. This level makes meaning of a
group of codes. The third and highest level of abstraction is concepts or themes (Corbin
& Strauss, 2008). As the level of abstraction moves up the conceptual ladder, the broader
and more explanatory the concepts become.

Unfortunately, they also lose some of their specificity as they move toward
greater abstraction and conceptualization (Corbin & Strauss, 2008); however, if the
conceptual pyramid is carefully constructed, the higher-level concepts rest on a solid
foundation of lower-level concepts. These lower-level concepts refer back to the details
and power of description of the data. The researcher keeps lower-level concepts in any
explanation of higher-level concepts, in an effort to never get too far removed from the
data and to provide all of the detail that adds interest and variation to phenomena we are

studying (Corbin & Strauss, 2008).

Ethically Responsible Research
All methods of research require ethical responsibility to protect the anonymity
and limit the impact of the study on sample participants. Subjects gave written consent to
participate in interviews and to allow the researcher to audio record the interview (for
transcription purposes only). Conducting ethically responsible research is a priority for
this researcher. “The most important aspect of the interviewer’s approach concerns
conveying the attitude that the participant’s views are valuable and useful. This may,

however, evoke ethical dilemmas for the interviewer” (Marshall & Rossman, 1999, p.
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108). Creswell (1998) supported this and stressed that to gain support from interviewees,
researchers should convey that they are participating in a study, explain the purpose of
the study, and not engage in deception about the nature of the study.

The ethical issues do not stop with data collection and analysis; they also extend
into the actual writing and dissemination of the final research report (Creswell, 2003).
The researcher used fictitious names when writing the final research report, for each
participant in order to protect their confidentiality. The list of real names and
pseudonyms were kept in a locked separate location from the transcribed interviews.
Finally, all comments made “off the record” by interviewees were deleted from analysis

by the researcher.

Statement of Subjectivity

The researcher was an urban elementary public school teacher for over 7 years
and has been a member of the urban hip-hop culture since it began in the 1970s in
Queens, New York. As an African-American that is part of the culture, the research
questions in this study provided new data and information about the younger (high school
age) generation of the urban hip-hop culture. The researcher's training in early
childhood education involved field placements of children in elementary schools where a
majority of students were from the urban hip-hop culture. This training, however, was not
in the mid-Atlantic region were this study was conducted, but in the southeastern-Atlantic

region where there is different regional sect of the urban Hip-Hop culture. This proximity
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to the culture is both a limitation and served as a strength during the data collection
process.

To limit the bias that may have been caused by being a member of the culture
being studied, the researcher did not label the culture of the students or call their culture
the urban hip-hop culture during interviews. Membership in the culture was a strength
during the interview process. The researcher was able to utilize knowledge and
experiences (both personal and professional) to ask probing questions that provided data

related to the questions for this research study.

Summary

A major benefit of this study is it describes the impact of this new and distinct
culture on urban schools and how they approach their students. Another benefit is
providing the field with empirical evidence about how urban principals selecting urban
teachers who can deliver cross-cultural pedagogy to the Urban Hip-Hop subculture
effectively. Finally, this qualitative research addresses the complexity of social
interactions as expressed in the daily life of urban principals and the meanings they
attribute to these interactions.

This chapter outlined and detailed the methodology and methods that will be
utilized for this qualitative research study. The constructivist interpretive qualitative
methodology used in this study was used to gather the most accurate and descriptive data

possible to emphasize what is happening on the scene. The purpose of this study was to
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understand the particular context within which urban principals act, and the influence that
this context has on their actions. This study sought to understand how urban principals
perceived the Urban Hip-Hop Culture and the influence that this new urban culture has
on the urban teacher selection process. The next chapter discusses the findings from this

study.
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Chapter 4: Results
Overview

The purpose of this study was to explore the urban principals’ description of the
new and distinct Urban Hip-Hop Culture, including how urban principals select teachers
that demonstrate Urban Hip-Hop cultural competence. An interpretive qualitative
research design was used to explore the perceptions of twelve urban principals. Two
main research questions were formulated based on the problem that was identified in the
previous chapters:

1. How do urban principals describe the Urban Hip-Hop Culture of their students?

2. What teacher selection methods do principals utilize to select teachers that are

effective with students from the Urban Hip-Hop Culture?

Chapter IV contains the results of the study. This chapter will be divided into
three sections: (a) description of the participants, (b) description of the data analysis
procedure, and (c) the presentation of the findings. Finally, the chapter ends with a

summary of the results.

Respondent Demographics
The following section describes the sample of principals that participated in the
study and the schools they lead. The twelve participants served as the source of data and

analysis for the study. Table 3 contains a brief summary of the participant demographics.
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Table 3. Summary of Respondent Demographics

N=12 Percent

Gender

Male 8 67%

Female 4 33%
Age

30-40 3 25%

41-50 4 33%

51-60 5 42%
Ethnicity

African American 7 58%

Caucasian 5 42%
Years of Experience

1-5 years 5 42%

6-10 years 2 17%

11-15 years 1 8%

Over 15 years 4 33%

The school demographic information captured includes the size of the school,
percentage of students participating in the Free and Reduced Meals program, and the

percentage of non-Caucasian students. Table 4 provides a summary of this information.
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The table demonstrates the scope of the various types of schools the principals from the
sample lead.

Table 4. Summary of School Demographics

N=12 Percent

Size- # of Students

0-500 2 16.5%

501-1000 2 16.5%

1001-2000 5 42%
2001+ 3 25%

Income Level-% of students that received Free and Reduced Meals N=12 Percent

30-40 4 31%
41-50 4 31%
51-60 5 38%

Ethnicity- % of Non-Caucasian Students

60% - 75% 2 17%
76% - 90% 1 8%
91% - 100% 9 75%
Type of District N=12 Percent
Urban- Inner city 6 50%
Suburban- Bordering the city 6 50%
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Data Analysis

Each study participant identified him- or herself as an individual in a leadership
position within his or her organizations, and each participant also confirmed that he or
she has served in a leadership capacity for at least 1 year. Additionally, each participant
confirmed that he or she practices servant leadership. Of the individuals who were
interviewed, 11 work for organizations located in the Southern region, 2 participants
work for organizations located in the Midwestern region, 1 participant works for an
organization located in the Eastern region, and 1 participant works for an organization
located in the Netherlands. A summary of these results is shown in Figure 1.

Once the data collection process was complete, the next step was member
checking the accuracy of the interview transcript and the deletion of any identifying
information from the interview. The interview transcriptions were sent via email to each
principal so they could member check the interview by reviewing and either revising or
confirming the content of the interview transcription. All the principals in the sample
approved the transcription of their interviews. The next step was to delete all identifying
statements, names, locations, and other information from the interview transcriptions.
Principals’ identities were coded, by assigning each principal a letter from A to L. After
the transcripts were void of any identifying information a master file was created of the

data collected through the interviews.
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Lichtman’s (2006) method of analysis (coding, categorizing, and identifying
concepts) was used in this study. Lichtman (2006) articulated six steps in this process.
The first step of the data analysis process was initial coding.

This step of the data analysis process involved the examination of the responses of the
participants. The Key Words In Context (KWIC) and word repetition method was used
initially to develop themes. Word-based techniques are useful at early stages of theme
identification. These techniques are also fast and efficient ways to start looking for
themes (Ryan, 1999). Data was filtered using keywords. This list was then organized
into four categories of key words: teacher selection tools and criteria (TS), cultural
competence (CC), description of the senior high school (SHS), and descriptions of the
student youth culture or Urban Hip-Hop Culture (UHHC). The code included the
abbreviation of the category and number for each keyword. Each key word was then
given a number (i.e. TS1= interviews, TS2= resumes, TS3=professional experience, etc.).
The data were filtered using keywords in the Mac (apple) based software called The
Utilizer. Once data were sorted they were revisited in some detail. Two Committee
members reviewed the transcripts and approved the coding index with the suggestion that
sub-codes be developed. The data were then re-organized by code and sub-codes.

The second step was revisiting the results of the initial coding and sorting the
data. The researcher applied the cutting and sorting method to remove the coded data
from the interview transcript format and arrange it so all passages were grouped with

related information. This step also involved collapsing redundant codes from the long list
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developed during initial coding. Modifications of codes were based on an examination of
what was collected as well as new raw data (Lichtman, 2006). The codes were then
organized into a number of categories. Maxwell (1996) considered coding the main
categorizing strategy in qualitative research.

Steps 3 though 5 involved the categorization of the data and the development of
themes. The third step was the creation of an initial list of categories. During this phase
the researcher examined the data for salient categories of information. The fourth step
involved the modification of the initial list of categories. During this step the researcher
finalized the categories by prioritizing which categories were less important than others,
and/or whether two categories could be combined. The fifth step was to revisit the
categories and subcategories. This step involved the exercising of judgment in deciding
how the data was organized into categories. The final step was to move from categories
into concepts (themes). This step involved the identification of key concepts that
represented the perceptions and opinions of the participants in the study. The following

section will contain the findings of the study.

Results
This section is a presentation of the themes that emerged from the data and the
categories, and codes that each entail. The themes that were generated in the study
represented the highest abstraction of data, in which the data reported reflected the

experiences and perceptions of the entire sample as a whole. Table 4 provided a
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summary of the codes that were used. To support and further demonstrate the importance

of the themes and codes, participant statements from interviews have been included.

Table 5 provides a summary of data codes and categories.

Table 5. Summary of Data Codes and Categories

Codes Category Theme
Diverse

Technology Characteristics of The urban Hip-Hop
Distrust the urban Hip- Culture is diverse and
Profanity hop Culture distinct

Legal concerns

Neighborhood
Poverty

Racism

Parental Upbringing

Entitlement

Caring relationships

Neighborhood and

poverty were the
Perceived

perceived cultural
cultural factors

factors Influencing
outside school

urban Hip-Hop

Culture
Effective urban
teacher Having the ability to
characteristics build a caring
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Effective transfer of learning

Belief in students

Flexibility

relationship, effective
instruction/ pedagogy,

and high expectations

Love for the job are effective urban
teacher attributes

(cultural competence)

Interviews and non-

structured
Effective teacher
Interview conversations are
selection
Non-formal discussions effective teacher
methods
Resumes selection methods

Demonstrations used by principals

Theme 1: The Urban Hip-Hop Culture is Distinct/Diverse

Several categories of codes focused on characteristics of the Urban Hip-
Hop Culture were compiled to create the theme The Urban Hip-Hop Culture is Distinct/
Diverse. The central codes from this theme that emerged from the data included: distinct/
diverse, technology, profanity, legal concerns, and cynicism and distrust. The secondary

code, Technology, was applied to all statements regarding students’ interest in
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technology. Throughout the interview, principals spoke of the fascination this culture has
with various technology platforms. Members of this culture appear to prefer to
communicate using technology, such as Facebook, the internet, cell/i-phone, twitter, etc.
This characteristic is not unique to the Urban Hip-Hop culture; it may be attributed to
their generation and not their culture. It also appears that Technology gives this culture a
window to the broader global world, beyond their neighborhoods. The Language/
Profanity coded data focused on the distinct language used within this culture and their
usage of profanity.

Urban principals often spoke of how teachers need to be tolerant of students who
swear and curse (as long as it is not directed at the teacher). Profanity is part of their
daily language, unlike mainstream culture, where profanity is used sparingly and
typically in informal company. Participants also discussed legal issues members of this
culture experience or are concerned with. Whether it is experienced personally or
through their heroes, celebrities, family, or friends; these [legal] issues are part of the
urban students’ everyday existence. Unlike their suburban peers, urban students and
minors are part of, or are aware of, “the system.” The “system” includes America’s legal
system, educational system, welfare system, and financial system.

Their lack of trust stems from the historical way the urban, low-income, minority culture
has been treated and discarded. Cynicism and Distrust is the final code that will be
discussed from this category. Cynicism is not unique to this culture; rather it can be

applied to a generation. However, the distrust the Urban Hip-Hop Culture experience is
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unique. As stated in the review of literature, this is an oppositional culture, which does
not buy into the “system.”

This theme developed because no single description can epitomize Urban Hip-
Hop Culture. This theme addresses research question one, How do urban principals
describe the Urban Hip-Hop Culture of their students? The codes and categories that
make up this theme pertained to descriptors used by urban principals to describe the
students who walk through their doors daily. The diversity of the culture pertains to their
income levels, households, parent education level, interests, ethnicity (i.e. African, West
Indian, Latino, etc.), the issues they deal with, their interests, and their dispositions.
Participant E shared his description of a distinct/diverse Urban Hip-Hop Culture.

The culture of the students here is multi-faceted. We range from the upper-upper-

middle class to the very, very poor. We have students’ who live in homes that

may be worth a million, and we have students who live in Section 8, we have

students that are homeless, we have students who are in foster care, and we have

students whose parents are dead who may live with relatives.
Participant L simply responded with, “I think it's a big term. We have everything here, as
they say, from soup to nuts, and we have kids that are privileged [parents make $3
million a year] . . . to kids who are homeless.” Figure 3 contains a visual representation of

the category, characteristics of Urban Hip-Hop Culture.
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Codes (reduced to) Category

Primary: Distinct/ Diverse

Secondary: Technology

Language/ Profanity (Distinct) Characteristics
Of the Urban

Legal Concerns Hip-Hop Culture

Distrust/ Cynicism

Figure 3. Characteristics of urban Hip-Hop culture.

Some of the participants in this study had a difficult time describing Urban Hip-
Hop Culture because he or she perceived no single description existed according to them,
Participant B said:

I think it’s [Urban Hip-Hop Culture] more diverse, from socio-economic,

ethnically, racially, very diverse, it's more of a cosmopolitan, worldly approach.

We also include, or I brought in a significant number of foreign exchange
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students; we've always had at least 15 or more exchange students from all over

the world.

Participant E described her student body with the following statements:

One is the child from a two-parent household, who’s very grounded, participates

in extra-curricular activities, has honor-roll status . . . one is the potential first

generation college student, who’s got the single parent, who might have barely

graduated from high school, but doesn’t really know how to navigate education . .

. you have your regular average kid whose parents are working really hard, single

parent, two parents, and the parents are good but work so hard that their children

are neglected . . . and that’s about 30% of our population . . . you’ve got the
random white child that comes in . . . assimilate and do it quite well, because they
recognize that ‘I live in a black neighborhood and I got to survive’, or ‘this is who

I am because I’ve been with the same group of kids since first grade, so this is all

I know.’

Participant D and E shared that technology was a big part of the Urban Hip-Hop
Culture. Participant D said: “Our students, they are the millennial hip-hop, go-go,
Facebook-ing, My Space, attention deficit disorder, visual, auditory, tactile, need to be
entertained, culture.”

Participant E provided similar descriptions:
You have children who were born in the era of technology, electronics, and color.

| asked my assistant principals just the other day in our training session that I did
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for them, "What difference does it make if a teacher gives a student a handout in
color or in black and white?", and if you don't know . . . see the level of
engagement if it's color, and they use the color; these kids never saw a black and
white TV.

Participant C the following statement when describing the Culture of their students:
| can't really tell, but I would say it's very similar, the schools that I've visited that
are similar to our size and population, very similar, i-Pods, cell phone, texting,
YouTube, MySpace, the whole attention deficit, but not really, just real

stimulated, that's my students culture.

Participant D described the Urban Hip-Hop Culture as comfortable with profanity:
Participant D said: “Swearing is a form of language for them, and that's not something
that they need to be put out for all the time, you redirect it, you don't call me every time a
student swears.” Participant C shared a similar view, “They've got to understand that
swearing is a form of language for them, and that's not something that they need to be put
out for all the time, you redirect it, you don't call me every time a student swears.”
Participant H provides another example of this cultures use of profanity; I suspended
many students last year when | was an Assistant Principal, sort of my cut off was if you

cussed out your teacher, and many of the cuss outs were ‘You white bitch.””
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Another code that falls in this category is the legal concerns with which many
students encounter.
Participant H discusses how his students have legal issues, but isn’t convinced that
students from the Urban Hip-Hop Culture get the same treatment as their suburban and
wealthy peers:
Legal issues, we've got a ton of kids in court issues, legal system, lots of kids
getting arrested for things that doesn't seem like [a major offense], I'm not sure
my private school kids would have been arrested for the same activities, and they
end up being on like a short [leash], not having a lot of leeway to mess up at all;
like | have a kid who rode on the subway, he got caught, he got arrested, he came
in here, and he got suspended for cussing his teacher, and now he's got a box on
his ankle, he's not doing the right thing, but should he have a box on his ankle, I'm

not sure.

The code, culture of cynicism, also emerged from the data. Participant A stated:
Because when you come to an inner city urban environment, there is usually a
distrust and there’s kind of a cynicism, cynicism, um, because people are
accustomed to people promising things and coming in and out of their lives and

not really making good on those promises.
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Participant L gave an extensive example by sharing an incident that demonstrated the

lack of trust the Urban Hip-Hop Culture has for school leaders and white people in

general:
We had a kid the other day, he was walking, an ED kid, he was the one where
mom and dad died, been raised by grandmother who's also dying, I said, "Richard
where you going", he goes, "Where am | going? One of your white cracker ass
Assistant Principals suspended me." | said, "What?", and he goes, "You heard
me”. . . he actually had to do five more hours of community service before he
went to court on Wednesday . . . [so] | said, "Look, I can get you a ride down
[there]." He said, "Motherfucker, how are you going get me down there", I said,
"I'll get the police officer”, he said, "Look, I'm not falling for that, I've been in the

back of enough [police cars].”

Participant L used humor and compassion to try to make the student feel comfortable and
trust him. He stated:
| said, and I shouldn't have said it, but | said, "Hey, Richard, how about if | take
my white cracker ass around back, pick up my white cracker ass pick-up truck
and take you down there", and he's going, "l ain't riding in no white cracker ass
pick-up truck . . . So then I said, "Here, I'll tell you what, the DASH bus is right
there, take you right down there. . . Here's $2.00, he says, "Motherfucker, I'll be

walking down the street someday, and you go, 'Hey, Motherfucker, don't you owe
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me $2.00?" So, I'm thinking, Richard it's a gift, Richard take it as a gift. And
then, bless his heart, he's ED as can be, he goes, "l was taught to be aware of
white men bearing gifts.”
Table 6 contains a summary of all the codes from the category, Characteristics of Urban
Hip-Hop Culture.

Table 6. Codes for Characteristics of Urban Hip-Hop Culture

Participants

Offering
Codes Experience
Distinct/ Diverse 9
Technology 8
Language/ Profanity 5
Legal Concerns 5
Cynicism/ Distrust 4

Theme 2: Neighborhood and Poverty were the perceived cultural factors influencing
Urban Hip-Hop Culture.

Several categories of codes focused on the Perceived Cultural Factors outside the
school were compiled to create the theme; neighborhood and poverty were the perceived
cultural factors influencing Urban Hip-Hop Culture. The central codes from this theme

that emerged from the data included: Neighborhood, Poverty and Oppression, Violence
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and Gangs, Parental Upbringing, Transiency and Entitlement. Figure 4 contains a visual
representation of the category, perceived cultural factors outside school. The primary
cultural factors outside the school codes created from data are Neighborhoods and
Poverty and Oppression. The secondary codes are Violence and Gangs, Parental

Upbringing, Transiency, and Entitlement.

Codes (reduced to) Category

Primary:  Neighborhood

Poverty & Oppression Perceived Cultural Factors

Outside School

Secondary: Violence & Gangs

Parental Upbringing

Transiency

Figure 4. Perceived cultural factors outside school.
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The primary codes in the ‘cultural factors outside the school’ category were
supported by research in the literature review of this study (Children’s Defense Fund,
2004; Connell, 1994; Haberman, 2001; Howard, 2001; Kitwana, 2002; Kozol, 1991,
1995; Majors, 1992; McDermott & Rothenberg, 1999; Ryan, 1999; Trent, 2007; Viadero,
& Johnson 2000; Weis, 1988; West, 1994). The impact of the neighborhood on the Hip-
Hop culture is partly responsible for the street-tough attitude urban students often display.
Students must be tough to survive their neighborhoods, and as in other cultures, they do
not leave their culture at the door. Therefore, urban teachers must find ways to break
through this street-tough attitude in order to connect with the students and ultimately
teach them effectively. The effects of poverty have been well researched and have been
deemed a major cause of the academic achievement gap between urban students and their
suburban peers (Ambrose, 2008; Children’s Defense Fund, 2004; Connell, 1994;
Haberman, 2001; Kitwana, 2002; Kozol, 1991, 1995; Lippman, et al., 1996; Majors,
1992; McDermott & Rothenberg, 1999; Ogbu, 1983; Ryan, 1999). This culture was born
out of poverty as a way to deal with oppression. The Urban Hip-Hop Culture is an
oppositional culture that due to poverty does not “buy in” to many American systems,
such as, the legal system, educational system, financial system, and other governmental
systems.

The theme that was developed from the codes previously discussed is
Neighborhood and Poverty are the Perceived Major Cultural Factors Influencing Urban

Hip-Hop Culture. This theme also addresses research question one: How do urban
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principals describe the Urban Hip-Hop Culture of their students? The codes and
categories that made up this theme pertained to descriptors used by urban principals to
describe the outside cultural factors that influence the culture of their students. The
major outside factors of the culture pertained to their income levels, households, parent
education level, interests, and ethnicity (i.e. African, West Indian, Latino, etc.). These
issues influence their interests and their dispositions. The Urban Hip-Hop Culture is a
product of the environment in which it was born. It is only logical that the common
neighborhood or environmental issues directly impact the students, the culture they bring
to schools, how they view their education in connection to their world or neighborhood,
and how they interact with school staff and others who are not part of their culture.

This theme is consistent with the literature that asserts the world/culture urban
students leave and return to daily often leaks into schools and classrooms and exacerbates
the cultural mismatch between student and teacher (Delpit, 1995; Haberman, 2000;
Haley, 2001; Ladson-Billings, 2001; Ingersoll, 1993; Ogbu, 1995; Ross, 2002 Weiner et
al., 2000; Wenglinsky, 2004). The cultural factors outside urban schools vary because
urban communities are sometimes territories claimed by groups of natives or gangs
(Chang, 2005; Dimitriadis, 2009). The territorial nature in urban communities also
becomes a problem when two communities are in conflict with one another (Chang,
2005; Kitwana, 2002; Price, 2006; Roach, 2004; Taylor & Taylor, 2004). The

participants of the study believed that both factors which are both cultural and territorial
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factors affect Urban Hip-Hop Culture. Participant G believed different cultures of a

neighborhood can produce divisions and factions.
You do have conflicting neighborhood issues, we do see arguments over things
like that; but then because they go into their other communities, which are
different and diverse, they have their own rules and procedures in their
communities; some of those fights, arguments, conflicts, do overlap into school.
The issue of poverty, where the kids, their homes, their households are unstable,
they don't have basic necessities like clean uniforms, we have to provide all of
that for them, uniforms, clothes, shoes, coats, all of those things, the basic
necessities, they don't have many of them, and so we have to, in addition to
making sure they're educated, we are constantly having to scaffold to make sure

they have what they need.

Participant B believed that neighborhood issues influence Urban Hip-Hop culture;
Participant B explained: “I think the neighborhoods that they come from . . . . They said
it, they said we speak here differently, we act differently, we dress differently, because
we said you come to school, you dress for success.” Participant B also spoke at length
about the influence of neighborhood issues, possibly influencing Urban Hip-Hop culture.
Participant B also spoke at length about the influence of neighborhood issues, possibly

influencing Urban Hip-Hop Culture.
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We just had two young men who were in here for disciplinary reasons, and they
were speaking incorrectly, in terms of grammar, and they said, “Well, you know,
it's difficult, because we have to speak a certain way to hang out in the
neighborhood versus here [school], and your expectations, sometimes we don't
flip back [adjust to our school culture] quick enough.” So that's a significant
impact, and the fact that students stay here after school longer, because it's safe,
and they know that this is a way to change the culture that they're coming from.

So that's significant.

Poverty and oppression also emerged as primary codes from the data. Participant
C elaborated:

Their culture is not unlike any war-torn country; they come from a culture that has

not placed a premium on education; from a culture that is suffering due to severe

poverty and colonialism and capitalism, and racism and all those “isms,” so our

kids are victims of [this] and I'm aware that I'm left of center for most people --

but our children are victims of America, to be most specific.

Participant C later added:
Yeah, urban blight, and there are a million and one different things that fall
beneath urban blight -- there's drugs, there's gang activities, there's poverty, there's

illiteracy, there's the unraveling or dismantling of the black family, there are so
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many different things that go on that create an urban blight sort of situation,
there's joblessness, there's a lack of employment, there's a lack of adult literacy,
you know, all these are factors that make our adults not as effective as they could
be with our children; a lot of times, | keep on saying children are a product of
what adults have or haven't done, so our children didn't design themselves, they
are the result of a parent who might have to work 2 or 3 jobs and make ends meet;
they're equally the result of a parent who might not work, but who just doesn't do
the parenting job; they're the product of parents who work really hard to do what
they think is good parenting, but just isn't; they're a product of everybody in
America wanting to have the trappings of success, and so they go around, there's

faster money, but much more dangerous money, all these things come into play.

Participant J spoke about the influence of different [types of] parental upbringing
on Urban Hip-Hop culture; Participant J said:

Most of the parents are working parents, who [have] some education, some

uneducated, who move into large homes that they are having trouble paying for,

so they're working a lot; and so when | go home, | may, because it's the

misconception because I live in this big house, the parents are there, and we're

eating dinner together, and we're having this and having that, but it's actually not

happening with all of our families, and we see more of that, we see more of
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shared housing, they're going home to houses where they believe that education is

the key, but not knowing how to get involved with the child in the school.

Participant F described another type of parent by whom our Urban Hip-Hop students are

being raised:
Well, I think the cultural things outside the school that really [sic] impactful here,
is (@) we have a very high mobility rate . . . and are coming from other districts,
and maybe this is their fifth school, and maybe they're not invested in knowing
that this is going to be their last school. That's significant, and also just the
amount of poverty we have in our neighborhood in terms of parents not being
home, multiple families living together, kids living with relatives instead of their
parents, or on their own, | have quite a few kids who are on their own at 17, 18

years old, and that's the biggest cultural stuff that we deal with.

Participant D noticed a sense of entitlement in the Urban Hip-Hop culture.
Participant D spoke about “nouveau riche:”

There's also this other unique dynamic in this neighborhood of the (how do | say

this), the ‘nouveau riche’ or the ‘first generation college and I got a little bit of

money, so | feel like I'm entitled to something.
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Table 7 contains a summary of all the codes from the category, perceived cultural factors

outside school.

Table 7. Codes for Perceived Cultural Factors Outside School

# of participants

Codes to offer this

experience
Neighborhood issues/divisions 5
Poverty & oppression 5
Violence & gangs 4
Parental upbringing 3
Entitlement 1

Theme 3: Having the ability to build a caring relationshop, effective
instruction/pedigogy, and high expectations are effective urban teacher attributes
(cultural competence).

Several categories of codes focused on the Urban Hip-Hop cultural competence
attributes. They were compiled to create the theme, Having the Ability to Build a Caring
Relationship, Effective Instruction/ Pedagogy, and High Expectations are Effective
Urban Teacher Attributes (cultural competence). This theme addressed research

question two, What teacher selection methods do principals utilize to select teachers that
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are effective with students from the Urban Hip-Hop Culture? This theme demonstrated
the attributes that principals associate with Urban Hip-Hop Culture and therefore assess.
The central codes from this theme that emerged from the data included: understanding
the Urban Hip-Hop culture, caring relationship, effective instruction and pedagogy, belief
in students, flexibility, ‘love for the job,” collaboration, and risk-taking. Participant F
explained,
| tell our teachers all the time that | need teachers who can teach, | mean, it's not
like the parents are keeping the good kids at home, and only sending us the bad
ones, | need teachers who can teach the good ones and the bad ones; so we've
made a conscious effort to really, in our hiring practices, to go after teachers who
have a sense of cultural diversity, and who have more than one way to teach

different Kkids,

The theme that emerged from the interview data, Having the Ability to Build a
Caring Relationship, Effective Instruction/ Pedagogy, and High Expectations are
Effective Urban Teacher Attributes (cultural competence), supported research literature
regarding teacher quality attributes (Chelsey, 2004; Goldhaber & Anthony, 2003;
Haberman & Post, 1998; Ladson —Billings, 2001; Ryan, 1999; Ross, 2002; Sachs, 2001;
Williams, 1999), and other codes appeared to be additional skills that teachers needed to
be effective in urban classrooms. Attributes such as building relationships, high

expectations, and love for the job have traditionally been associated with effective
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teaching. Participants from this study also described an urban culture heavily influenced
by the hip-hop world.

The data on building relationships suggest that it is a mandatory attribute of
effective and/or high quality urban teachers. Although there are a number of attributes
associated with high quality teachers, most effective teachers do not poses them all. The
attributes needed to be affective vary with the needs of the students. The results from this
study propose that one attribute that must be demonstrated to be effective in urban
classrooms is building relationships. For example, an expert or practicing scientist may
be an effective teacher in private and/or suburban schools due to their expertise and
ability to deliver content knowledge. This same teacher, despite his or her expertise, may
not be successful in an urban school if they are unable to build relationships with
students. The lack of relationship between teacher and urban student limits, and in some
cases, prevents the teacher from connecting with student from the Urban Hip-Hop culture
in a way that will allow them do deliver content effectively. Data from this study
indicated that building relationships is a significant component of effectively educating
students from the Urban Hip-Hop culture. Itis also an indicator to urban principals that a
teacher candidate may have Urban Hip-Hop cultural competence.

Three primary teacher characteristics emerged as effective within the Urban Hip-
Hop Culture. The three qualities included (a) the ability to build a caring relationship

with their students, (b) effective pedagogy, and (c) belief in students or high expectations.
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For the first quality, the participants in the study believed to be effective in urban school

setting, teachers needed to create a relationship with their students. Participant D said:
| hired a teacher who graduated from Morehouse, [he] has dreads down to his
butt, and is very attuned to the students that you're describing; he's gotten them to
come out [audition for school plays] . . . the casting is extremely diverse, it's
growth, it's tripled in size . . . the only way to get at that is through staffing . .. no
offense to the person he replaced - but, you know, I went from having someone
who had 20 or 25 white students in the drama club putting on some pretty
traditional plays, to all of a sudden, looking at 60 or 70 kids . . . I'm looking for
ways to enfranchise kids in the school . . . they're kids who before would have
never done that [audition or participated in a school play], but they related to him

... S0 now they're seeing the whole school a little differently.

Participant A provided similar response on the importance of building a caring

relationship,
When you are working in urban [schools], as we said as a teacher, you have to
understand these kinds of realities . . . meaning they have to believe, often times

before they perform for you, in your class; that you genuinely care.

Participant B also believed ... developing relationships and how they develop, and is

very important, especially in an urban culture to be effective teachers in urban settings.”
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Participant E suggested that building relationships is a mandatory skill for urban teachers:
If you are the kind of person where it wouldn't matter if you had the skills just
because you can't build a relationship with children, it's not just here [that you
should not work], you should not be allowed to go anywhere [in urban districts] if
you're not willing to forge a relationship with kids to the point where you can
teach them, where they can respect and trust you to provide instruction on a daily

basis.

Participant G explained how relationship building is an attribute that is assessed when
selecting teachers: “I want to hear that okay, there are some [Teach for America (TFA)
teachers] here, everybody has to grow, everybody has to move, and | have to continue to
re-evaluate student data, re-evaluate my pedagogy, my building of relationships.”
Another theme that emerged with regard to effective teacher characteristics in
urban schools was the ability to communicate effectively the lessons to his or her
students. Participant K said:
If you are a rock star in terms of your ability to deliver content and you present
rigorous materials, and students will respect the fact that this guy might be square
as all get-out, but he comes every day prepared, I'm looking forward to what he's
going to present, and how he's going to present it. So that's the work-around,
when you are really dynamic in terms of I'm going to come and I'm going to give

you some really high level stuff.
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Participant | also spoke about the importance of strong pedagogy in order to be an

effective teacher in urban settings.
They should have a solid background in their pedagogy; and be very open to
utilizing various instructional strategies to make sure that the kids get it; and they
need to understand that [using] the ‘lecture mode only’” method is not a part of our
culture, that they don't get it that way; and they need to be able to understand that
it's hard work, like they can't have a perception that kids should already know it,
they always have to act in the mode that what if they don't know; and so that
comes with not just the basic lesson plan, but it's the scaffolding of the plan,
where they have different layers to it, and understand that it's not a cookie cutter

approach to anything here.

The last important teacher characteristic that emerged from the data was belief in
students and setting high expectations. Participant E said,

| had a teacher who was talking to me about how all children, no matter which

ability level or which ability level you would find them, need to be approached

from rigorous instruction, because they can all do it, and you have to provide it in

such a way that you make the lessons relevant enough for them to want to do it,

but at the same time, you're providing them rigorous instruction that will

challenge them, and she just went into this whole piece.

181



Participant K also believed that urban teachers needed to believe that children have the
ability to learn and excel in class, “They have to have a belief in efficacy, they have to
believe these children cannot not just learn, but achieve in high levels.”

Figure 5 describes the codes that make up this category and theme.

Codes (reduced to) Category

Primary:  Understanding of urban culture

Caring Relationship

Instruction/ Pedagogy Urban Hip-Hop

Culture Attributes

High expectations

Secondary: Flexibility

Love for the Job

Figure 5. Teacher quality attributes.
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Participants stated the importance of teachers’ ability to understand their students’
culture. Participant E stated:

... wherein the conflict is such about the way in which they are treated, they’re
usually not talking about a teacher not teaching, they're not talking about a teacher
not giving assignments, usually when they come in to me, they're talking about
the way they're treated; so a lot of the times, I'll go in to see if there's a cultural
conflict, is it that you don't understand who they are, and a lot of the times, that's

where it is...

Participant C discussed how African-American teachers are not exempt from needing

cultural competence.
| think one of the things that happens, is a lot of assumptions get made, and these
assumptions lead people to say things, or speak in a fashion that has them
completely out of line. I'm not from [here], so I talk to parents, and I tell them, |
say, look I'm not from here, so | put that out there, because one, just because I'm
black and I'm of the same age as a lot of the parents, everything's not the same;
there's a Northern culture, there's a [local urban] culture, so | don't want to walk in
assuming that I know everything about them, because I'll be just as guilty as my
teachers who are [look] even less like the parent; so it's a soft skill, it's a social

skill to be able to walk in and have a conversation; and no matter what you think
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deep down inside, because I've met parents that | didn't enjoy . .. so you have to
just identify what the parents want for their kid, and dismiss every other judgment

call that you'll make.

Participant C shared what he wants his teachers to know about the culture of their

students:
| think one of the biggest things is what they're leaving to get to school, they'll
walk from home to school; they have to understand all the things that occur before
they even walk in this door at 8:45, because it's a reality that a lot of people the
world over, don't experience ... they understand the kids are coming in here and
they all didn't leave home where mom made them breakfast, and put their lunch in
a bag, and kissed them on the forehead, and the lights were on, and all the
brothers and sisters and daddy was home, they're not coming from that world; so
once they understand that, and the difference is there's a cultural difference
between our students and our teachers, because a lot of our teachers don’t come
from that world; they come from a world where dad was calling their kids sport,
and the whole Leave it to Beaver world, and that's not where our kids are coming

from. So, that's the first thing to understand.

Having the ability to develop caring relationships with students emerged as a code

from data. Participant G said: “They need to know how to build relationships with
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students and other constituents.” Participant J spoke at length about the importance of

building caring relationships with students.
The ability to form relationships; again, if we get a chance to walk down, you'll
see a teacher kind of an action where the relationship that he's built with these
children has totally shifted our culture, and he's actually a youthful teacher . . . it's
really about the energy and the engagement, the relationships, the ability to
engage them in the lesson, and make it meaningful to their lives... They have to
know that you care and understand that I'm not just standing up to get a paycheck,

and they know the difference.

Participant C stated that, “Humanistic skills, you've got to know how to build
relationships, they've got to make connections to what they're talking about to the real
world, and make it seem relevant and connected,” When asked if effective teachers do
something different regarding students culture, the response was:
Technical skills, best practice, some of it is knowing your population, and
knowing and understanding, it's almost kind of indescribable-- but it is intangible
-- trying to find ways to hook them in by knowing their styles and knowing what
they like and having relationships with them, and using what they like and what

hooks them in, and infusing that into your instructional practices.
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The data also revealed that effective urban teachers need to set high expectations
and believe that their students can do well. Participant C said:
While that is true and it's traumatic and it's sad at the same time, there's a beauty
in the resiliency of our kids, and so we don't need people to be missionaries and
come and say, I'm going to do for these poor, these downtrodden, because they're
not broken, the system is broken that's been dealing with them, the best thing we
can do is educate them so they can fight the power. So, once they understand
where our kids are from, then they have to understand that we're not looking for a
pity party, we still want high expectations, we want you to push our kids, we want

you to challenge our kids.

Participant H explained how the administrative team began to build a culture of high

expectations:
Definitely, that's what we're doing now. The thing is what I'm trying to tackle this
school year . . . is building a culture of high expectations, and so with that,
constantly reinforcing academic excellence, constantly making it in front of them,
every day all their life, honor roll; so we did a really big assembly for the first
quarter, and instead of inviting the honor roll students, I invited the whole school,
because they need to see it, if you can't see it, you can't envision yourself there.

Participant K believed that urban teachers must believe in their students to be effective.
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They have to have a belief in efficacy, they have to believe these children cannot
not just learn, but achieve in high levels. | don't know if you're familiar with Jeff
Howard's work in efficacy, but that's the camp that | come out of in terms of how
can we push our kids to do very rigorous material, and master rigorous content.
Teachers don't always genuinely believe that. They believe in the same way of a
bell-shaped curve, well you're going to have a percentage of our kids that get A’s,
the majority will get C’s, and then some will get D’s and B’s; and | believe that
taught the right way, teachers are deliberate, teachers are strategic, the number of
kids who can master the content and earn an A, increases tremendously when
teachers have that belief and have that expectation that failure is not an option.
Participant C stressed the importance of effective instruction/pedagogy and “a love for
the job,”
I notice that the students were not engaged in the instructional process, and so
then, | went and observed other teachers . . . and you saw which teacher students
liked, and what teachers engaged the students in their instructional strategy, so
that's how I noticed that there are some teachers who have the capability of doing
it, and others who don't.
Participant H believed that taking risks is important to be an effective urban teacher, “I
would look for someone that had something else to give, too, but only if instruction is

strong, so it would have to be someone that really talked a lot about instruction, and
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trying new practices, and taking risks.” Participant H shared what teacher candidates
should know about effective instructional methods and pedagogy:
They need to know that they need to meet them where they are; they have to
know how to deal with children that have been a product of their environment in
terms of not having their basic needs met; they should have a solid background in
their Pedagogy; and be very open to utilizing various instructional strategies to
make sure that the kids get it; and they need to understand that the lecture-mode

only method is not a part of our culture, that they don't get it that way.

Participant D believed that teachers need to be flexible to be an effective urban
teacher and reinforced the need for high expectations.

They need to know that they need to be flexible in their instruction; it's not a lot of

sit and get, our students don't do sit and get, they don't do it well at all, so they

need to be flexible.

Participant B explained why teachers need to be flexible to be effective with the
Urban Hip-Hop Culture:

Well, you can teach people to teach, but you can't teach them to care; so the major

thing is the focal point has got to be on caring. | can teach you to teach, but if you

don't care, | don't want you, because if you're going to be very rigid, and say, this

is my rules come hell or high water, and there's no such thing as a legitimate

excuse, | have a real problem with that; | have a real problem for the teacher who
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holds the line, because he's holding the line for the institution . . . that's not why
you're here, you're here to teach the students, teaching doesn't necessarily just
mean grades, ... so if a kid misses a deadline by XX amount of time, that doesn't
mean you give them a zero and you don't even look at the paper; that attitude
versus I'm going to give you feedback, your grade is going to be reduced, or you
purposely broke the rule, |1 gave you whatever, the object is to do the assignment,

not to give them an excuse not to do it.

Participant A gave an example of principals’ perception about collaboration with
regard to being an effective urban teacher, “It requires a high degree of collaboration.
It’s not like you just go in your room and lock your door,” Participant K also spoke about
the importance of collaboration with regard to being an effective urban teacher. | see
teachers paint themselves in a corner by some of the statements and rhetoric that they use,
or interpret feedback, a teacher has to be open and able to receive feedback to improve
their practice; you heard the old term, being a reflective practitioner . . . teachers can't
work in isolation, they have to be open to the idea of teaming and working with their
colleagues to achieve common goals.

Participant G shared how a teacher could demonstrate dispositions or skills that
would indicate they will be successful:

They could be looking at the bar graph of data, and where 1 show them first

advisory data, and say, you know, | wouldn't be satisfied with the number of Ds
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and Fs there, and | would probably talk to a colleague of mine that is teaching the

same thing to see if their results are different, and what they might be doing

differently; this is a person | know is going to collaborate, this is a person that |

know is willing to look at him or herself for the answers, this is a person that

obviously is looking at instruction is the tool for shifting.

Table 8 contains a summary of all the codes from the category, effective urban teacher

characteristics.

Table 8. Codes for Effective Urban Teacher Characteristics

Codes

# of participants
to offer this

experience

Caring relationship
Understanding of urban culture
High Expectations

Instruction/ Pedagogy
Flexibility

Collaborate

Love for the job

Risk-taking

Dedication

12

12
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Theme 4: Interviews and non-structured conversations are effective teacher
selection methods used by principals.

Several categories of codes focusing on the teacher selection method were
compiled to create the theme Interviews and Non-Structured Conversations are Effective
Teacher Selection Methods Used by Principals. The central codes from this theme that
emerged from the data included: interview, resume, teacher demonstrations, and informal
methods (that include role playing, non-structured discussions, and reviewing
performance data). Participants used interviews as a teacher selection tool in various
ways. Some used panels, some included students on their interview panels, some
followed district interview protocol, some had group interviews, and others turned
interviews into informal discussions. This method was used most often to assess the
cultural competence of teacher candidates. Resumes were also discussed as a teacher
selection tool used to assess teacher candidates. Resumes gave principals insight into the
amount of experience and exposure candidates have with the culture of students.
Although teacher demonstrations were discussed, most shared that it is not always
feasible due to time and location. Many suggested they wanted to use the teacher
demonstration method to assess the cultural competence of teachers more frequently.
The informal/non-traditional methods included non-structured discussions, role playing,
subtle clues, and reviewing performance data. Principals used these methods when

traditional teacher selection methods were not effective ways to assess teacher candidate
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cultural competence. Figure 6 contains a visual summary for the category, teacher

selection methods.

Codes (reduced to) Category

Primary:  Interview

Resume Teacher Selection

Methods

Secondary: Demonstration

Informal/ Non-traditional

Figure 6. Teacher selection.

Based on the category, Teacher Selection Methods, related codes emerged into
the theme Interviews and Non-Structured Conversations are Effective Teacher Selection
Methods Used by Principals. This theme also addressed research question two: What
teacher selection methods do principals utilize to select teachers that are effective with

students from the Urban Hip-Hop Culture? The codes comprising this category and
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theme focused on data that described what cultural competence attributes the participants
look for during the teacher selection process. Interviews are used to assess the cultural
competence of prospective teachers. Interviews and resumes were primary selection
methods used by principals. The secondary methods were teacher demonstrations and
informal and non-traditional methods, such non-structured discussions and reviewing
performance data. This theme supported research regarding teacher quality attributes
(Chelsey, 2004; Goldhaber & Anthony, 2003; Haberman & Post, 1998; Ladson —Billings,
2001; Ross, 2002; Ryan, 1999; Sachs, 2001; Williams, 1999); however, the attributes
were delivered from a different lens due to the distinct context of urban schools. The
primary codes from this theme were interviews and resumes. The secondary codes were
teacher demonstration and non-formal/traditional methods, such as body language, subtle
clues, data analysis, and unstructured and informal conversations. Participant G primarily
used interviews to assess if the applicant is appropriate for the school.
The process for me now in the interview was, not that, yes this person has it or
doesn't, but does this person fit in terms of being able to grow, and yet
recognizing the areas that are important to great teaching; and that's a process that
| need to look at and continue to collaborate with colleges and these programs, so
that we develop programs that are meeting the needs of urban districts, as
opposed to wait until they get here, and realizing | have to be a methods teacher, I
have to be a student cooperating teacher, those are the things we're having trouble

with.
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Participant B used resumes to assess applicants:

| look extensively at their transcripts, as well as resumes to assess, and work
experience. | don't necessarily say that you have to have a certain amount of
years before you're accepted, but | would like to have someone with some

experience.

Another selection method used by the participants in the study was teacher
demonstrations. Participant G said, “So we're going to move to the model teaching
demonstration, that’s a fact.” Participant C used this and other methods of selecting
teachers: “when I interview teachers, I throw out a whole bunch of scenarios, I do role
playing, [and] | do modeling.”

Participant E used interviews during the selection process. Participant E asked a
series of questions to understand if applicants can be successful in the urban school
setting.

| ask any candidate who comes before me, is what do you know and believe about

teenagers . . . and when they answer that question, they talk about the adolescence

and all that; I say okay, what do you know and believe about teenagers who may
come from different spectrums, that bring so many talents and so many problems
and whatever, what do you know about them and what can you do to help them; if

they respond correctly, and if they're responding from the heart, because | don't
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want to know what Gardner said about the learning styles, | don't want to hear all
that, | want to hear what's coming from your heart, what's coming from your head
about how you can teach and reach them.
Participant E found that non-structured interviews are an important part of assessing a
candidate’s cultural competence.
Just from their conversation, because when you're interviewing people, you really
have to have a conversation, you just can't ask open-ended questions, you've
really got to converse with those people, you've got to give them examples, and
you've got to ask them questions, and allow them to ask you questions, and you've
got to listen to what they're saying; and before they leave, as I've said, | cannot
have an educator come before me who is lost, and I’'m not trying to give them

some direction.

Participant F supported that interviews are an effective way to assess a teacher’s ability to

connect with urban students.
I'm asking them some of their beliefs and things like that, but I'm also spending a
lot of time painting a picture of what my classrooms look like, because | don't
want you here if that's not what you want, and I tell them that right up front . . . |
can't get you new students, | can get a new teacher for them, but I can't get you
new students . . . | need people who are willing to teach the kids that are here; and
that's a big staple of how we interview and select teachers, and also select the

teachers.
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Participant C used resumes to assess the appropriateness and qualifications of prospective
teachers in their school.
| look at the resume, resume is a big piece of it, where have you worked; like
people who've done tutoring for Teach for America, or if they say tutoring, then |
want to know where did you tutor, not just you tutored, tell me about your
tutoring, what type of student it was . . . or where else did you work besides
teaching; we get a lot of career changers, because [of] alternative certification
programs, so where did you work before, what did you do before; so the resume is
a big piece of it; if you just went to college, and came here, depending on what
you did outside of college, is a matter of concern.
Participant H shared his perception about resumes.
| spend a lot of time looking at the resume, not just at what's in it, but the way that
it's written; if a resume is poorly written or sloppy, then I think that's . . . the first
sign and I'm nervous.
Participant A described how demonstration was used during the selection process,
“We will set up simulated teaching sessions. Where they will have thirty minutes in the
classroom or a, you know, a class period in the classroom. Just almost like you are the,
you are the substitute for this period.” Participant L discussed how teacher

demonstrations are part of his school’s teacher selection process.
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Well, we've gone to demonstration teaching portfolios now. We look for mostly
the experience, a brand new kid coming out [teacher candidate that has recently
graduated], like I said before, | would want somebody with a variety of
experiences student teaching wise, have they worked in a multi-cultural facility . .
. I don't know, you want to say it's a knack, but there is no such thing as a knack;
you get a feeling, if you hire your teachers based on feeling, and [then] that's the
worst possible indicator of success. Now we're looking at examples, we're asking
all teachers to teach a demonstration lesson, if we can; like teachers we're hiring
now are for stated vacancies, we can do that, or videotape yourself and send us a
videotape. One thing you can do is let the kids look, and if we can involve Kkids in

the process, because kids will tell you, they know just like that.

Several non-formal methods were also used by the participants in the study to
assess the cultural competence of applicants. Participant H used body language and the
tone of the applicant’s voice in selecting teachers.

In the language, you can tell the way they say, | just want to give back and come

and help students in poverty, you know, stuff like that is; and | think more than

anything, it's the tone of how they say things, because I think you can say it in
certain ways that you're like, okay, | see what you're saying, because obviously
everyone in here, that's why we're here; but to kind of go on about it, is like, okay;

so, | would look for someone who, but someone who's, ideally for me right now,
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someone who is interested in doing that; someone who had experience and could
show me that they moved students.
Participant K also used informal methods, particularly in terms of subtle clues about the
applicant:
| had to look for the subtleties, does this one look like superficial things like how
a person was dressed, that they would have an easier time appealing to kids; some
of these things are not politically correct in terms of how I judge people.
Participant D revealed how role-playing was used during interviews to guide the
decision-making process,
When | interview teachers, | throw out a whole bunch of scenarios, | do role
playing, | do modeling; last year, | even got creative and had a couple of students
sit in on interviews that were sitting in here, because some of the more mature
students, and one raggedly student, | shouldn't say that, one challenging student,
because | needed to get their opinion about, do you think that this is somebody
who's going to make it or not. | try to use a couple of different strategies to find
out if they have competencies to working.
One participant also revealed using data in the decision making process in hiring
teachers in their school. Participant | said:
The actual data, analysis piece, are they familiar with it, how do they utilize it,

those types of things, because I'm really data driven, and that's how | use my
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decision making; if 1 don't have it, I'm not a touchy-feely person, so if you don't
have anything to support it, it's nothing.

Participant G explained why he switched from the traditional interview method to a non-

structured and non-formal interview or discussion. He shared his goals and an honest

description of what he/ she feels the students need:
I mean, last year it was so frustrating, to be honest with you, | kept delivering an
interview process that | thought was good, but yet, | wasn't getting the kind of
teachers that | wanted, and the same hurdles seem to happen, which is | don't want
to fight with you, if you're not on board with things, go find a place that's a better
fit; so | literally pulled like 25 candidates into the library, and said, look our
vision is to become the highest performing school, there are three ways you can
do that, you've got to know and love your content, you've got to know how to
deliver pedagogy so it's differentiated for every learning style in that room, and
you have to know how to build relationships with kids so they trust you and want
to work hard for you, and if you don't believe that, please leave now, because I'm

going to fire you anyway.

Table 9 contains a summary of all the codes from the category, assessment methods.
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Table 9. Codes for Assessment Methods

Participants

Codes Offering
Experience
Interview 10
Resume 8
Demonstration 3
Non-structured Conversations 3
Role-playing 2
Survey 2
Portfolio 1
Data 1
Summary

The purpose of this study was to explore the urban principals’ description of the
new and distinct Urban Hip-Hop Culture including how urban principals select teachers
that demonstrate Urban Hip-Hop cultural competence. Twelve principals were
interviewed to gain an understanding of their perceptions about the topic. The results of

the analysis produced four categories: (a) characteristics of Urban Hip-Hop culture (b)
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perceived cultural factors outside school, (c) effective urban teacher characteristics, and

(d) selection methods.

From these four categories, four themes emerged from the data:
1. Urban youth culture is distinct/ diverse.
2. Neighborhood and poverty were the perceived cultural factors influencing
Urban Hip-Hop Culture.

3. Having the ability to build a caring relationship, effective transfer of learning,

and belief in students are effective urban teacher attributes (UHHCC).

4. Interview and data are effective teacher selection methods used by principals.
The study findings provide a description of the culture, external influences, the attributes
teachers look for when selecting urban teachers, and the methods they use to assess these
attributes.

In response to the first research question, What teacher selection methods do
principals utilize to select teachers that are effective with students from the Urban Hip-
Hop Culture, principals described a culture that was not deficient, but was oppositional
and had a strong distrust of America’s social systems. This description provides the field
with possible causes for the behaviors and attitudes of students from the Urban Hip-Hop
Culture that have negatively impacted urban student achievement. The data also
provided answers to the sub-question (1a), what contributes to the distinctiveness of this

culture? Principals shared descriptions of their students’ legal issues; the impact of
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poverty, racism, and violent environments has had on them. These attributes, coupled
with their language that is often not school appropriate and often laced with profanity,
support the notion that the Urban Hip-Hop culture is distinct because so many students
from this culture grapple with issues that their peers in suburban, rural, and private school
peers may not.

Limited data were focused on the second sub-question (1b), what characterizes
students from this culture? Principals did not provide specific characteristics of students,
such as their style of dress and hair, mannerisms, and behaviors. Instead, the descriptions
were broad and could be applied beyond physical characteristics that may only apply to
specific neighborhoods and/or regions. They described students from the Urban Hip-Hop
Culture as a distinct and diverse culture that has a strong connection to technology uses
inappropriate language and profanity, deals with legal concerns and neighborhood issues,
suffering from poverty and its impact, and a strong distrust of the American public school
systems.

In response to the second research question, What teacher selection methods do
principals utilize to select teachers that are effective with students from the Urban Hip-
Hop Culture?, principals looked for established teacher quality attributes such as having
an understanding of the students culture, the ability to build relationships, and high
expectations for all students. Some of the unique teacher qualities that were discussed
were having a high tolerance for profanity, the ability to be flexible, and knowledge of

the Urban Hip-Hop Culture. The answer to the sub-question, What attributes do urban
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principals look for during the teacher selection process that indicates a candidate has
Urban Hip-Hop Cultural Competence?, comes in the form of attributes urban principals
associated with urban teacher quality and the ability to reach the culture of their students.
These attributes include the ability to build relationships, effective transfer of learning,
flexibility, tolerance for profanity, and an understanding of the students’ culture. The
ability to tolerate profanity is a unique quality that teachers of other cultures may not
need to demonstrate.

The answer to the sub-question, What methods do they utilize to assess relevant
attributes during the selection process?, brought up little discussion about formal
methods that districts utilize and that is often covered in pre-service and professional
development training. Many shared their willingness to try informal and non-traditional
methods to assess teacher candidate’s cultural competence with the Urban Hip-Hop
Culture. These methods include, but were not limited to, group interviews, non-
structured and informal discussions, personal questions to get at a candidates exposure
and/or willingness to learn about the Urban Hip-Hop culture. Chapter V will discuss the

implications, conclusions, and recommendations based on the findings.
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Chapter 5: Analysis of Results
Overview

Today there is growing concern that urban teacher quality requires unique
attributes in order to reach students of the Urban Hip-Hop Culture. This culture has
inspired many low-income, minority urban students to adopt a tough street attitude that is
difficult for educational practitioners to reach. Considering that academic achievement
occurs as a result of teachers’ ability to implement practices that indicate knowledge of
the students’ culture, social class, and race (Haley, 2001; Ladson-Billing & Darling-
Hammond, 2000; Ross, 2002; Rousseau, 1999), teachers must be aware of students’
diverse and unique cultural backgrounds. The absence of the Urban Hip-Hop Culture
(UHHC) in diversity and multicultural training and professional development has left
teachers entering urban schools with a disadvantage as they attempt to cross cultural
boundaries with the oppositional and distinct Urban Hip-Hop Culture. The purpose of
this study was to research urban principals’ description of the new and distinct Urban
Hip-Hop Culture and how urban principals select teachers who demonstrate Urban Hip-
Hop Cultural Competence.

The “hip-hop” culture was born from the frustration of young African-Americans’
struggle to navigate the urban economy and culture in which they are oppressed. It then
further developed out of the need to survive and navigate obstacles that low-income

people of color endure daily in America. “These oppositional practices have been lived
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out and elaborated upon over the years, and constitute core cultural elements in the urban
Black community today” (Weis, 1988, p. 185).

The problem this study sought to investigate was that urban areas typically
represent the cultural diversity of the entire nation (Rousseau, 1999); however, there is a
lack of diversity amongst the teachers who teach in these diverse urban classrooms. If
America’s schools are to provide equal education opportunities for all children, they will
have to address the mismatch that occurs between students and teachers’ culture in urban
classrooms (Rousseau, 1991). “Hip-Hop Culture continues to be discouraged in many
school districts and schools across the United States. It is seen as a cultural phenomenon
that impedes educational growth and achievement by the dominant culture and schools
are agents of reproduction for the dominant culture” (Gause, 2001, p. 25).

Principals described the culture of their students and the practices they use to
select teachers who have Urban Hip-Hop Cultural Competence. Urban Hip-Hop cultural
competence begins with the recognition that the culture, although new, is not deficient. It
is a true culture that should be acknowledged and considered, if not included, in diversity
and multi-cultural training, curriculum and education. The results from this study and the
empirical evidence it is grounded in suggest that Urban Hip-Hop Cultural Competence is
a teachers’ ability to deliver culturally relevant pedagogy, engage and motivate a
sometimes oppositional and high-poverty student population, build relationships by
penetrating street-tough attitudes, and demonstrate general knowledge and a willingness

to learn about the culture. Conducting a qualitative study allowed me to collect data that
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was geographically representative of the sample. Geography had a significant influence
on the findings. The richness of these findings would have been lost in a quantitative
study. Although I began the study with a constructivist epistemology, the data was
analyzed from a post-positivist perspective. This resulted in the inclusion of frequency
tables and the use of letters versus pseudonyms to protect sample members identity. The
post-positivist lens from which the data was analyzed is due to my proclivity to
positivism coupled with my understanding that we are all biased and that observation is
fallible and has error.

This research provides education to practitioners, administrators, policy makers,
practitioners and researchers with a preliminary glimpse of the Urban Hip-Hop Culture
and selecting teachers who demonstrate Urban Hip-Hop cultural competence from the

urban high school principals’ perspective.

Summary

The questions guiding this study were:

1. How do urban principals describe the Urban Hip-Hop Culture of their
students?
a. What contributes to the distinctiveness of this culture?

b. What characterizes students from this culture?
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2. What teacher selection methods do principals utilize to select teachers that are
effective with students from the Urban Hip-Hop Culture?

a. What attributes do urban principals look for during the teacher
selection process that indicates a candidate has Urban Hip-Hop
Cultural Competence?

b. What methods do they utilize to assess relevant attributes during the
selection process?

This study is grounded in four theoretical propositions that address teacher quality
attributes, cultural competence and its impact on the academic achievement gap between
urban students and their rural and suburban counterparts. This framework is best
described using four theoretical propositions that apply to the education of the new and
distinct Urban Hip-Hop Culture.

The first theoretical proposition is that the Urban Hip-Hop Culture is distinct and
often perceived as deficient. This culture is a new and oppositional culture born out of
oppression and poverty (Chang, 2005). These traits, coupled with street-tough attitude,
dictate that many in this culture adopt these characteristics to survive their urban world.
Connecting the urban world of survival to the academic world of learning has proven to
be very challenging for urban teachers.

The second theoretical proposition is that the cultural mismatch between the
student and teacher limits urban student academic achievement (Delpit, 1995; Haberman,

2000; Haley, 2001; Ingersoll, 1993; Ladson-Billings, 2001; Ogbu, 1995; Ross, 2002
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Weiner et al., 2000; Wenglinsky, 2004). The literature revealed that academic success
occurs as a result of teachers’ ability to implement practices that indicate knowledge of
the students’ culture, social class, and race (Haley, 2001; Ladson-Billings & Darling-
Hammond, 2000; Ross, 2002). An urban teacher who does not acknowledge the culture
of urban hop-hop and believes the current youth culture is in need of repair may not have
the ability to overcome the cultural mismatch in their classroom.

The third theoretical proposition is grounded in the concept that quality urban
teachers are essential to improving academic achievement in urban schools (Wenglinsky,
2004). Ingersoll (1996) supported the concept that the achievement gap between urban
and other schools is due to the lack of quality teachers in urban schools. Many
researchers believe that cultural competence is an important teacher quality attribute that
can improve academic achievement.

The fourth theoretical proposition is that improving academic achievement in
urban schools will involve selecting effective urban teachers who are able to deliver
culturally relevant pedagogy in order to bridge the cultural mismatch that exists between
student and teacher (Haberman, 1987, 2000, 2002; Haley, 2001; Ladson-Billings, 1995;
Phuntsong, 1999). Each theoretical proposition suggests the urban teacher selection
process needs to screen for quality teachers, as well as those who are competent in the
cultures they teach.

This chapter presents an analysis of the findings in this study. Four Themes

emerged from urban principals’ description of the Urban Hip-Hop Culture and how they
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select teachers that have urban cultural competence: (a) the Urban Hip-Hop culture is
distinct/diverse, (b) neighborhood and poverty were the perceived cultural factors
influencing Urban Hip-Hop culture (c) having the ability to build a caring relationship,
(d) effective instruction/pedagogy, and (e) high expectations are effective urban teacher
cultural competence attributes, and (f) interviews and non-structured conversations are
effective teacher selection methods used by principals. The subsections of the theme, the
Urban Hip-Hop culture are distinct/ diverse, are (a) distinctiveness and diversity of the
Urban Hip-Hop culture (b) use of technology, (c) use of language/ profanity, (d) legal
concerns, and (e) distrust/cynicism. The subsections of the theme, neighborhood and
poverty were the perceived cultural factors influencing the Urban Hip-Hop Culture are
(a) neighborhood, (b) poverty and oppression, (c) violence and gangs, (d) parental
upbringing, and (e) transiency. The subsections regarding the effective urban teacher
cultural competence attributes include (a) understanding the Urban Hip-Hop Culture (b)
building relationships, and (c) hip-hop cultural competence/ teacher quality attributes.
The subsections of the interviews and non-structured conversations are effective teacher
selection methods used by principals theme included (a) interviews, (b) resumes, (c)
classroom demonstration, and (d) informal/ non-traditional selection methods. Each of
the four emergent themes will be discussed through the four-part conceptual framework.
The conceptual framework is grounded in literature focusing on cultural mismatch, the
distinctiveness of the Urban Hip-Hop Culture, urban teacher quality attributes, and urban

teacher selection.
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Findings

The findings in this study revealed that urban principals are aware of the Urban
Hip-Hop culture and that, consciously and/or unconsciously, they assess candidates’
cultural competence during the teacher selection process. The principals in this study
gave broad descriptions of their diverse student populations’ culture and offered specific
attributes they associate with Urban Hip-Hop Cultural competence. The principals also
described methods and tools they used to assess teacher candidates during the teacher
selection process. This section will revisit the literature review while discussing the

relevant themes, which arose from the data and how it addressed the research questions.

The Urban Hip-Hop culture is Distinct/Diverse
The literature on the Urban Hip-Hop culture revealed that due to broad appeal, its

major impact on mainstream/popular culture and the environment in which it was born,
the Urban Hip-Hop culture is distinct from other American sub-cultures. The Hip-Hop
culture has emerged as one of the most distinctive and controversial musical genres and
cultures of the past decade (Gause, 2001). It’s emergence as a component of Black
culture, now permeates the experiences of different racial/ethnic groups in the urban
culture. The main cultural influence and leaders of the Hip-hop culture, remain largely

Black. One reason that Urban Hip-Hop culture is distinct is because it is also often seen
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as one that is in need of repair. This may be due in part to the strong influence of the
Black culture, which has traditionally been viewed as deficient.

This lack of acknowledgment and respect for the Urban Hip-Hop culture of urban
students has limited its inclusion in any literature and curriculum regarding diversity and
multicultural education. In addition to the impact of rap music, the lack of
acknowledgment and respect for the Urban Hip-Hop culture can also be attributed to the
generalization, in the world of education, that all African-American children are products
of the southern Black American culture and/or post-civil rights movement. This can be
described as a culture heavily influenced by Christianity, the effects of slavery and Jim
Crow, and the lack of a homeland and native culture that other immigrants cherish and
celebrate (Hooks, 1994; Kitwana, 2002; Kozol, 2000; Ogbar, 2007; Ogbu, 1981). This
generalization has ignored the child who lives in New York, who is from a family who
has never been south of New Jersey. That student would not consider himself or herself
part of the southern post-civil rights culture. The common culture of the students in New
York, Chicago, Detroit, and Los Angeles urban ghettos is they are not part of the
southern Black culture that values soul food, civil rights, quilts and traditions, and the
strength of family and prayer.

Dimitriadis (2009) found that while young people didn’t verbalize it (out of
respect), they seemed to resist the ways Martin Luther King, Jr. is used as a symbol for
all Black history, representing all that is nonviolent and passive. He suggested that the

history of King, Malcolm X, and others, seemed, in large measure, outside the school
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curriculum and popular texts in which these young people were invested (Dimitriadis,
2009).
The common culture of students in urban schools across the country is the Urban
Hip-Hop culture. Price (2006), explained
As a product of urban neglect and a descendant of the civil rights, Black Power,
and Black Arts movements, Hip-hop arose as a unifying force for young people of
all races and ethnicities who had two major things in common: an experience with
Black expressive culture (whether through birthright or adoption), U.S.- born
Blacks, first-and second-generation Latin-born folks, first and second-generation
of people of Caribbean descent, and whites united under the rubric of the
Universal Zulu Nation [pioneers in the hip-hop movement] to breed hip-hop. (p.

19)

Price (2006) believed that to better understand Hip-Hop Culture, it is imperative
to revisit the political, social, economic, and cultural developments that the early Black
innovators faced. “Through this panoramic view of life via the eyes of the innovators
[pioneers of hip-hop culture], we are more equipped to contextualize the need and the
desire for something such as Hip-Hop, a cultural movement with the aim of empowering
disenfranchised, ostracized, and oppressed youth” (Price, 2006, p. 19).

Technology is also a driving force in the Urban Hip-Hop culture. Principals
described the culture as very connected to technology and focused on technology’s ability
to allow students to communicate with peers and gain exposure to a broader global
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community. With all of the attention the digital divide has gotten, this data was
unexpected. Apparently, urban students have found ways to stay connected without
computers in their homes. They utilize and have become dependent upon cellular
phones, school and library computer access, and other personal devices that allow them
internet access. Principals also discussed the issues and challenges that surround this
cultures’ use of technology. Some principals were in the process of developing fair and
effective school policies to control or limit student access to online and cellular
technology in schools. The principals expressed concerns of the impact of cellular phones
in their schools. One principal shared a story about a teacher being photographed, by a
student, while using the restroom and subsequently having the photo posted on YouTube.
Other principals commented on parental concerns regarding technology. Some principals
felt it was unfortunate that in some cases the only time parents came to the school was to
retrieve their child’s cellular phone or hand held device. Other principals understood
urban parents’ demand to allow their child to have a cellular phone, as cell phones have
become a safety measure post 9/11, and a necessity as the students commute through
dangerous neighborhoods and return home from school to unsupervised homes.

There was discussion about the language, slang, and use of profanity by students
from this culture. Principals mentioned the need for the tolerance of profanity that is not
directed at an individual. There was a general consensus that profanity was not enough
of an offense to discipline students in urban schools. One principal went, as far as to

state, that unless the student directly used profanity toward the teacher or another
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adult/student maliciously, he/she did not think they should be sent to his/ her office.
Principals did not go into depth regarding the slang students used, only that the terms
differ according to region of the city and neighborhood.

The legal issues and concerns of students from the Urban Hip-Hop culture were
discussed. Issues ranging from arrest, ankle bracelets (used for monitoring), and
probation play a bigger role in this culture than in any other American youth culture. The
incarceration rates of students from the Hip-Hop culture (which is primarily made up of
low-income and under-achieving minority students), is much higher than the national
average. According to Quigley (2010), while African-American juvenile youth comprise
16% of the population, they comprise 28% of juvenile arrests, 37% of the youth in
juvenile jails and 58% of the youth sent to adult prisons (Quigley, 2010). Bridges (2009)
attributed the over-representation of Black males in prisons as one factor stifling the
achievement, aspirations, and efficacy among the Hip-Hop culture. “For example, 80% of
New York City’s drug users were white in 1989; however, 92 % of those arrested in drug
busts were Black or Latino [in 1989]” (Ogbar, 2007, p. 166). Ogbar also shared the
findings of the United States Commission on Civil Rights research that revealed that
African-Americans constituted 14 % of all drug users, but constituted 35 % of those in
drug arrests, 5% of those convicted of drug-related offenses, and 75% if those imprisoned
for drug-related crimes (Ogbar, 2007). “The biggest crime in the U.S. criminal justice
system is that it is a race-based institution where African-Americans are directly targeted

and punished in a much more aggressive way than white people” (Quigley, 2010, p. 1).
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Violence and legal issues will continue to be an issue for the Urban Hip-Hop
culture as long as urban areas continue to be plagued by these social issues. Legal issues
are often created by the underground economy in urban areas (Ogbar, 2007). Low-
income residents in urban ghettos often invest and participate in the underground
economy of their local area, because the national economy has little regard or respect for
them or their situation. The Urban Hip-Hop culture has been influenced significantly by
the American prison system. Many of the cultures’ slang, fashion, and street-tough
attitude were developed in prisons and eventually brought to the neighborhoods (urban
ghettos) when prisoners were released (Ogbar, 2007). The legal issues and influence
from prisoners and former-prisoners are often the most publicized aspect of the culture.
In fact, serving time in prison or committing acts of violence in the drug trade give youth
in the Urban Hip-Hop culture, street credibility and boost or improve their standing in
their community; thus, glorifying their criminal act as a rite of passage. American media
deems hip-hop rap stars, actors, and athletes from this culture as leaders and role models,
and profit from their sensationalized legal issues (Ogbar, 2007).

Principals also described the Urban Hip-Hop culture as one that distrusts
American social systems. This distrust often translates into disengagement. This, in the
case of education, results in low-academic achievement. The culture’s street-tough
attitude is due to stressed urban environments and is expressed through resistance and

lack of faith in the very social systems that are designed to improve their quality of life.
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Students’ personal experiences and historical events have contributed to the urban
culture’s disbelief that education can level the playing field in careers and economically.
Kitwana (2002) and Munn-Joseph (2007) argued that this Hip-Hop culture is a new
“platform” that enables many hip-hop stars to speak about their community plight and
educate both Black and White youth. “This ‘education’ consisted of highlighting the
disillusionment of the promise of “equality for all”” as well as providing alternative
perspectives of history not presented in formal schooling” (Munn-Joseph, 2007, p. 42).

The Urban Hip-Hop culture’s lack of trust is demonstrated in the lack of value
they place on education. Formal education will not help them progress in the
underground economy prevalent in their world, so more value is placed on street
credibility than on academic achievement. Regardless of educators opinions about the
culture of their students, it must be acknowledged that the youth sub-culture particularly
Hip-Hop Culture is influential in the “schooling” of young people (Gause, 2001, p. 18).
“Popular [hip-hop] culture is a dominating force in our society and we must acknowledge
its effects and usages in the educational process” (Gause, 2001, p. 7).

The Urban Hip-Hop culture is distinct/diverse emerged as a theme from the data
and is grounded in the literature and research related to the conceptual framework
literature related to the distinctiveness of the Urban Hip-Hop culture. Most of the
characteristics that make the Urban Hip-Hop culture distinct are supported by the
literature on the effects of oppression and poverty. The effects of poverty and oppression

coupled with the oppositional nature of the Urban Hip-Hop culture makes it diverse and
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in many ways distinct from its suburban and rural counterparts. “The notion that younger
generations do not have a tradition of history rooted in oppression is a common theme
and dominant representation of young African-Americans” (Dimitriadis, 2009, p. 100).
Dimitriadis (2009) explained,
Oppositional behaviors may consist of uncaring attitudes towards school, peers
and the wearing of inappropriate clothes to school or in the general public.
Specified behaviors, which could take on any form, are exhibited to contradict the
beliefs, attitudes, preferences, and practices of the White mainstream society in

favor of expressing the cultural characteristics of the Black community. (p. 129)

The data that supports the distinctiveness and diversity of the Urban Hip-Hop
culture also addressed the research question, How do urban principals describe the
Urban Hip-Hop culture of their students? Data from this study provided a preliminary
description of the Urban Hip-Hop culture of the students they serve. Principals described
a culture that was not deficient, but was oppositional, had a strong distrust of America’s
educational and social system, requires respect, and performs best when they have a
relationship with their teachers. They describe the culture of their students as diverse in
terms of their income levels, academic achievement, and ethnicity. This description is
supported by literature focused on the impact of poverty, cultural mismatch, and the
paradigm shift in the urban youth culture (Chelsey, 2004; Claycomb & Hawley, 2000;

Connell, 1994; Gause, 2001; Haley, 2001; Kitwana, 2002; Ladson-Billings, 1995;
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Lippman et al., 1996; Majors, 1992; Price, 2006; Stanton-Salazar, 1997; White-Smith,
2004).

Several attributes used to describe the Urban Hip-Hop culture support its
distinctiveness. A finding that was unique to this study was that urban principals
acknowledge, respect, and purposefully select teachers for the Urban Hip-Hop culture.
Although, it has been established that teachers of diverse students should be culturally
competent, this is the first study suggesting the inclusion of the Urban Hip-Hop culture.
Another unique finding that contributes to the distinctiveness of the Urban Hip-Hop
culture is the impact of legal issues. The perception that the Urban Hip-Hop culture is
negative and deficient is partly due to how the media constantly ties the culture to the
issues, crime, and violence. Another unique finding from this study is discovering the
strong ties the Urban Hip-Hop culture has to technology. Many educators focus on the
digital divide when they associate urban students with technology, yet these students find
access to technology for communication purposes.

The principals described students’ use of technology as a tool to communicate,
access information, and participate in social media. This type of technology includes
hand held devices, wireless internet, and cellular phones. It is accessible to urban and
low-income students because it is less expensive than the cost of a home computer with
internet connectivity and can be accessed in schools, libraries, and through their peers.
Although this finding was not an expected outcome, it is reflective of research and

literature on this generation of students, across cultures (Park, Sinha, & Chong, 2005;
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Tekyi-Annan, 2005). The findings from this study contribute to the literature and inform
educators that urban teachers need to know and understand the distinct Urban Hip-Hop
culture.
Neighborhood and Poverty as Perceived Cultural Factors Influencing Hip-Hop
Culture

The literature on this culture describes students who have a street-tough attitude,
which allows them to survive their environment and navigate the neighborhood, and/or
impoverishment in which they live. The Urban Hip-Hop culture does not believe that
“book smarts” are “sexy “or “cool” (if you “sound white” or “smart” you are deemed
weak which can also make you a target). Instead students from this culture have adopted
a “don’t snitch” mentality (regarding legal issues), and don’t trust the system or “the
man” (white people in control). Chang (2005) described the environment in which the
Hip-Hop Culture was born and provided a glimpse into why students from this culture
believe in and behave the way they do. In short, he identified the culture as oppositional.
Due to severe distrust caused by slavery and “Jim Crow,” African-Americans and those
living in poverty no longer buy into the “American Dream” or the American justice
system. Systems such as public education, welfare, and Medicaid designed to help
families in poverty are under constant scrutiny for inequities and injustices in the Black
community.

Ogbu (1981) described this in his research on voluntary and involuntary

immigrants. Ogbu asserted that voluntary immigrants (even Black immigrants from
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Africa and the Caribbean) value education because when they scrutinize the level of
service or supplies they are given, they compare it to that received by their families and
countrymen in their home country. Involuntary immigrants (descendants of African
slaves) see blatant inequities because they can only compare it to what their more affluent
and Caucasian counterparts have. This dilemma contributes to the Urban Hip-Hop
culture of distrust, underground economy, and lack of value it places on education.
When the involuntary immigrant considers the history of treatment in this country, in
many cases the promise of what a good education or hard work can accomplish has little
evidence and too few success stories. This paradigm shift is described as moving from a
post-civil rights culture to a Hip-Hop culture that no longer values some of the ideas of
assimilation possessed by previous generations of African-Americans. The Hip-Hop
Culture is synonymous with the urban Black youth culture. It was created and is led by
post-segregation and post-civil rights generation of African-Americans born between
1965 and 1984 (Kitwana, 2002; Price, 2006).

Principals also perceived the neighborhoods and communities of students from
the Hip-Hop Culture as having a major influence on the culture. The unsafe, high
poverty, high crime, and violent worlds that many urban students navigate through have a
significant effect on the Hip-Hop culture; how they interact with social systems and other
cultures, and more importantly their motivation and goals. “The ‘ghetto’ or the ‘hood’
(low-income urban neighborhoods) is drug infested and violent, thus, producing a street

culture specific to the expressiveness of Hip-Hop Culture. The lack of economic

220



opportunity forced many to turn to a life of crime” (Gause, 2001, p. 127). Urban
principals explained that understanding the culture of their students, involved knowledge
and understanding about the world in which they live. There are three major challenges
for teachers who lack knowledge about the Urban Hip-Hop culture: a) makes selecting
and delivering culturally relevant pedagogy almost impossible, b) connecting what
students learn in school to their world, and c) making personal connections with students
that develop into relationships.

Violence and Gangs were also outside factors that urban principals believe
influence the Urban Hip-Hop culture. Price (2006) explained,

From the very beginning of hip-hop, violence has plagued the community . . . Yet

by the mid-1980’s and into the 1990’s, the effects of urban decay and the realities

of class-based disparities led youth to engage in urgent, emotionally charged, yet

mindless acts of violence against one another. Born of the inner-city cries for

assistance and equity, hip-hop was unable to escape the brutal clutches of these

violent acts and violent crimes... (p. 79)
The role violence and gangs play in the culture parallels is unfortunately proportioned to
the role it plays in most urban communities and urban students’ lives.

Another factor outside the school identified by principals was parental upbringing.

Again, this may be due to a mismatch between schools’ sense of proper parental
upbringing and that of parents in the Hip-Hop culture. According to Munn-Joseph

(2007), some parents understand that a major aspect of their parenting practice in the
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post-Civil Rights era was preparing their children to negotiate the contradictions of living
in a society that by law guarantees Civil Rights to all but in practice, access to these
rights are often not realized. These parents also realize, however, that in addition to
making sure they have the Civil Rights enjoyed by the citizens of this country, their
children should also be able to exercise their human rights. In this case, being able to
exercise one’s human rights would mean being accepted on ones’ own terms and not
encouraged to assimilate to school cultures as their own generation did (Munn-Joseph,
2007).

Some Black parents identify with Hip-Hop culture and understand the role it has
played in constructing their perspectives on addressing the dynamics of race and race
relations in their lived experiences and their children is schooling. Parents who come to
school and defend their children do not want their children or themselves to conform to
the status-quo of society. Instead they want them to develop their own individuality
grounded in their culture, no matter how hybrid it may be (Munn-Joseph, 2007). He
further remarked,

Parents in the hip-hop culture sometimes demonstrate transformational resistance
in that their hip-hop worldview demanded that they be who they are without
conforming to others’ prescribed definitions, that they recognized the societal
structures that acted to perpetuate deficit views of Black families, and that they
recognized the contradictions in relationships among Blacks and other

racial/ethnic groups. (p. 130)
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An example of a recognized contradiction is when a parent comes to school and explains
he/she has told their child that if another child hits them they should to hit them back.
Although they are aware that this is not acceptable in school, a parent of a child that lives
in a low-income and high crime area knows that their child may need to fight to avoid
being labeled weak and thus become the target of gang recruiting or bullying. This
cultural mismatch between the rules in the student's home and his school, have impacted
the teacher-parent relationship and may explain the lack of parent involvement in
schools.

The theme, Neighborhood and Poverty were the Perceived Cultural Factors
Influencing Urban Hip-Hop culture emerged from the data and is grounded in the
literature and research related to the conceptual framework theory that the Urban Hip-
Hop culture is distinct. The Neighborhood and poverty were the perceived cultural
factors influencing Urban Hip-Hop culture theme contributes to answering the research
questions, How do urban principals describe the Urban Hip-Hop culture of their
students? The findings from this study provide descriptors of Urban Hip-Hop culture of
their students from the principals’ perspective.

The principals’ perceptions of the Urban Hip-Hop culture included a description
of the significant impact that poverty and violence in urban neighborhoods has had on the
Urban Hip-Hop culture. This description provides empirical evidence supporting

research the literature focused on the field of education with possible causes for the
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inappropriate behaviors and negative attitudes often associated with students from the
Urban Hip-Hop culture. Although the research described the barriers in urban
classrooms and academic achievement, this study connected these barriers to the lack of
descriptors discussed in parallel literature and research on this culture. This study,
however, provides a description through the lens of educational leaders for the first time.

The impact of poverty and violence on the culture of urban students has been well
documented and researched. The descriptions from principals of the outside factors that
influence the Urban Hip-Hop culture were parallel to the research critiqued in the
literature review. This study, however, indicates that effective teachers are not only
knowledgeable about this aspect of the culture; they are able to deliver pedagogy that
connects with the students’ world. Teachers who understand the impact of poverty on a
student’s ability to learn do not necessarily translate this knowledge into actions,
behaviors, or attributes that will not only allow them to connect with students from a
different culture, but also to connect their world in ways that will motivate them and
improve academic achievement.

In summary, poverty and violence were a major part of the Urban Hip-Hop
culture. Whether lived or exposed to violence and crime, the Urban Hip-Hop culture is
often stereotyped as behaving like thugs. The principals in this study did not describe the
Urban Hip-Hop culture as violent or glamorizing criminals. Instead they described a

culture that deals with disproportionately more legal issues than any other demographic.
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Effective Urban Teacher Attributes
The urban teacher quality research included in the literature review supported
most of the findings of this study. Martin Haberman’s description of quality urban
teachers included cultural competence, building relationships, effective and culturally
relevant instruction and pedagogy, and high academic expectations for all students.
These attributes suggest that a teacher has knowledge of his/her students’ culture and the
ability to overcome barriers caused by the cultural mismatch that often exists between

urban students and teachers.

Cultural Competency

The literature on the cultural mismatch that occurs in most urban classrooms
revealed that the cultural difference between urban students and their teachers might be
having a negative effect on urban student academic achievement. In most urban schools
with low-income students, the teacher is no longer a part of the culture (even if they grew
up in similar circumstances), because in most cases teachers are not low-income, they are
considered middle class. The mismatch in culture has more to do with the economic
status and age difference, than ethnicity. All African-American teachers are not from
low-income families. Many older [post-civil rights culture] African-American teachers
have difficulty connecting with students from the Urban Hip-Hop culture because the

culture is as foreign to them as it is to their Caucasian counterparts.
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Although the teacher quality attribute, understanding the culture of your students,
was found in the literature reviewed for this study (Delpit, 1995; Haberman, 2000; Haley,
2001; Ingersoll, 1993; Ladson-Billings, 2001; Ogbu, 1995; Ross, 2002 Weiner et al.,
2000; Wenglinsky, 2004), this study sample gave a slightly different view of the true
meaning of understanding your students’ culture. Often in education, African-Americans
are associated with the southern black culture. During Black History Month, the
traditions and culture that is celebrated in most schools is that of the southern Black
culture which gave birth to the Civil Rights Movement. The culture described in this
study indicates a paradigm shift in the cultural identity of urban students. Many students
do not have family from the south and may have never visited the south. Therefore, they
do not identify with this culture. So, teachers delivering culturally relevant pedagogy that
focuses on the traditional African American southern culture are often unsuccessful in
connecting with students. This culture, as described by principals, is street-tough and in
many cases oppositional. Teachers who want to understand the culture of their students
must understand that the culture may not be what they learned regarding the culture of
African-Americans in their teacher preparatory classes. The culture of many African
Americans students has changed.

The cultural mismatch is exacerbated by the street-tough attitude some urban
students pose. The data from this study revealed that violent neighborhoods and poverty
have made it necessary for urban children to be street-tough in order to survive their

environment. Penetrating students’ tough exterior is only possible if teachers are

226



knowledgeable, respectful, and/or are open to the Urban Hip-Hop culture. The urban or
Urban Hip-Hop culture is not included in diversity and multicultural pre-service teacher
education because it is not a respected culture in the field of education (Popplewell,
2010). “For an academician to come into schools and conduct research without an
understanding of the youth [from the Urban Hip-Hop culture] and their perspectives is
disrespectful and will often be met with resistance by the students” (Williams, 2007, p.
63). The attributes revealed in this study provide teachers with the ability to bridge the
cultural divide in their classrooms and improve academic achievement.

The results from this study do not imply that teachers need to become members or
experts on the Hip-Hop culture, but knowledge about the historical context, attitudes and
beliefs, diversity, and oppositional disposition can be helpful in delivering effective and
culturally relevant pedagogy. Dimitriadis (2009) suggested that the struggle to open
space for Urban Hip-Hop culture in education, offers a key counter to much work in
pedagogy and popular culture, which inherently will explore the complexity of the
popular culture not on its own terms, as noted, but as a resource for teachers to scaffold
traditional curricula.

Principals discussed the relationship between cultural competence and urban
teacher quality. Most stated that teachers of students from the Urban Hip-Hop culture
need cultural competence in the same regard that teachers on a Native American
reservation needs to understand the culture of the students they teach. The notion that

teachers need to be culturally competent has recently become popular in education. This
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study, however, explored the notion that the Urban Hip-Hop culture must be
acknowledged and therefore needs to be included in the cultural competency training
urban teachers receive, an attribute evaluated during professional observations. “The
need for institutions of higher education to produce culturally proficient teachers, leaders,
and educators is of most importance as we near the twenty-first century” (Gause, 2001).
The results of this study imply that including the Urban Hip-Hop culture in multicultural
and cultural competency research and training may further indicate that like other
specialty areas identified by additional and unique skills and expertise, it is associated
with effectiveness with a given population of students. Certification and/or licensure and
may be necessary to assure competency in this specialty area.

Principals perceived that effective urban teachers feel it is their duty to
understand their students culturally, regardless of whether they identified with
Hip-Hop Culture and/or rap music (Gause, 2001). Gause (2001) described the
culture of Hip-Hop as a powerful cultural movement, which shapes and forms
multiple identities. Educators must understand that Hip-Hop constitutes itself as
knowledge, complete with its own discursive forms, citing its own traditions.
Price (2006) suggested that it is imperative to revisit the political, social,
economic, and cultural developments that the early innovators faced when making

an effort to understand the new and sometimes controversial Hip-Hop Culture.
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Building Caring Relationships

Principals identified the ability to build caring relationships as an attribute of
significant importance to improve academic achievement. The literature on teacher
quality, in all environments, typically included that ability as important to quality
teaching. What is unique about this attribute for urban teacher quality is that it is
perceived to be a mandatory attribute. For example, a former NASA scientist might be
successful delivering science content in a private school; this expertise may not translate
to success in an urban school. While urban students value effective instruction and
content knowledge, a relationship is necessary in urban classrooms. As a result of their
urban environment, many students have a resiliency and street-tough attitude that often
requires a teacher who is willing and able to build relationships. Ellis (1997) described
resiliency as the ability to rebound from adversities having the potential to cause serious
psychological harm and maintain competent functioning in the face of major life
stressors. “The establishment of strong relationships was also found to be an important

protective factor for resilient children” (Ellis, 1997, p. 22).

Respect

Ambrose (2008) found that teachers of high-poverty students in high-performing
schools believed that developing professional relationships with students was a
distinguishing characteristic at their schools. The teachers also revealed, they valued the

relationship they formed with students (Ambrose, 2008, p. 168). Ellis (1997) provided
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further evidence that education is highly interpersonal and the quality of the interpersonal
relationship between teachers and students makes a difference in who succeeds and who
fails in school. “School improvement initiatives ignoring this fact are missing a critical
variable important to students and shown to be related to the school problems of student
absenteeism, discipline, and academic achievement” (Ellis, 1997, p. 85). Ellis (1997)
also found that respect from teachers is important to students. Perceptions of teacher
respect are related to student success in school. “In their own words, students said they
would not come to school if they felt disrespected, that without respect they want to
rebel, and they would work harder if they have the respect from their teachers (Ellis,
1997, p. 86).
Culturally Instruction and Pedagogy

The literature focused on the importance of delivering culturally relevant
instruction and pedagogy. Traditional instruction and pedagogy has been focused on the
majority culture that holds the most power in America. “The fact remains that
mainstream America is “ignorant” about education that is culturally relevant and the
impact of that education on today’s classrooms” (Gause, 2001, p. 123). There is little to
no research that discusses instruction and pedagogy relevant to the Urban Hip-Hop
culture. “Hip-hop is ignored by the formal school curriculum; in fact it is banished to the
margins. This banishment continues to privilege an official culture, which a majority
does not find the resources to sustain desirable identities and high expectations” (Gause,

2001, p. 38).
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Principals discussed the importance of culturally relevant pedagogy. The
background and environment of the students were perceived as essential factors to
consider when teaching in urban classrooms. Principals also shared that urban teachers
must understand the culture of poverty and its effects on student motivation and
achievement. When describing effective urban teachers, principals noted teachers who
acknowledged the culture of urban students and made obvious attempts to learn about
and incorporate the culture into the classroom and instruction were most effective. “Poor
academic performance and excessive discipline problems are attributed to the boredom
that some young Black males (from the Urban Hip-Hop culture) experience from a
perceived irrelevant educational curriculum” (Gause, 2001, p. 123).

Younger teachers were often discussed when describing effective instruction that
includes culturally relevant pedagogy. “Any visit to any prestigious university will find
privileged young people (of any race) able to engage in spirited debates about the merits
of the latest hip-hop beef or who qualifies to be the hottest new rap artist” (Ogbar, 2007,
p. 136). The ethnicity of the teacher seemed to be of less importance than age. Ogbar
(2007) explained that consumers of hip-hop are overwhelmingly white and middle-class
and the Black consumers range from poor to upper middle class. “By the 1990’s, hip-hop
was the dominant force in popular culture as the culture spread to all facets of society

within the United States and abroad” (Price, 2006).
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High Expectations

Principals perceived teachers with high expectations are more likely to be
successful with urban students than those who think urban students are from a culture that
is in need of repair. Teachers from high-performing schools in low-income areas believe
that low-income students could perform as well as their peers when expected to do so and
when they received support at the school to enable them to perform well at school
(Ambrose, 2008). Quality teachers reject the notion that students from low-income
backgrounds could not achieve at high levels (Ambrose, 2008). “They (teachers of high-
poverty students in high-performing schools) also communicated how they held high
expectations for students; they relayed they worked with students one-on-one and in
grade-level meetings to make these high expectations for student achievement known
(Ambrose, 2008, p. 168).

Ambrose’s (2008) research uncovered similar findings when researching how
teachers from high-performing schools in high-poverty areas overcame barriers to student
achievement. Although Ambrose’s sample included rural principals, the themes
uncovered were similar. “These included, (a) maintain high expectations for all students,
(b) reject deficit notions about low-income students, (c) provide quality instructional
practices, (d) provide supplemental instruction for students in reading and mathematics,
(e) develop school-wide literacy programs, and (f) maintain a positive school climate”

(Ambrose, 2008, p. 180).
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Urban principals also discussed the need for urban teachers to be flexible and
have “a love for the job.” O’Bannon (1993) found that effective teachers are flexible and
employ a variety of teaching methods to meet the needs of each individual student.
Successful teachers and schools must equip themselves with necessary skills and the
capacity to adapt and change in order to make a difference in the academic lives of their
students and this includes understanding and embracing “popular culture” (Gause, 2001).
This is in contrast to urban teachers who believe urban students of color should assimilate
to the schools’ culture, rather than have the school culture and their instruction adjusted
to meet the needs of urban students. Currently, teachers who do not adhere to school and
district rules are at a crossroads. They have little room to adjust their teaching methods
to meet the needs of their students, including their lives, families, and environment. “The
presence of highly dedicated and hardworking faculty and staff underscore these schools’
rejection of deficit notions, treated students a unique individuals, and worked toward
increasing the achievement of low-income populations” (Ambrose, 2008, p. 145).

Several principals also shared that teachers who love their job were often successful
because they went above and beyond to meet the needs and learn the culture of their
students, delivered culturally relevant pedagogy, and had high expectation of their
students’ academic achievement.

In summary, the themes, Having the Ability to Build a Caring Relationship,
Effective Instruction/Pedagogy, and High Expectations are effective urban teacher

attributes (cultural competence), emerged from the data and are grounded in the literature
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and research related to the conceptual framework theory that the Urban Teacher Quality
includes unique attributes associated with the Urban Hip-Hop culture in addition to
traditional teacher attributes. These themes provide clear attributes which urban
principals associate with Urban Hip-Hop Cultural Competence. Additionally, these
themes provide empirical evidence that cultural competence, building caring
relationships, delivering effective instruction/ pedagogy, and high expectations are
effective urban teacher attributes for students in the Urban Hip-Hop culture.

The findings in this study produced attributes that are reflective of the research
literature that identify characteristics and attributes of quality teachers. Teacher quality
attributes such as having high expectations, collaboration, understanding the culture of
the students, and delivering effective pedagogy, can be associated with quality teachers of
urban, suburban, and rural public schools (Ambrose, 2008; Bartolome, 1994; Chang,
2005; Chelsey, 2004; Delpit, 1995; Gause, 2001; Goldhaber & Anthony, 2003; Guyton,
1994; Haberman, 1987, 2000, 2002; Haley, 2001; Haberman & Post, 1998; Hooks, 1994;
Ibrahim, 2004; Ladson —Billings, 1995, 2001; McDermott & Rothenberg, 1999,0gbu,
1991; Phuntsong, 1999; Ross, 2002; Ryan, 1999; Sachs, 2001; Straus, 1998; Williams,
1999; Williams, 2007). The ability to build relationships with students from the Urban
Hip-Hop culture is an attribute that was stressed by all principals in this study. The
importance placed on selecting teachers with this attribute implies that this attribute is
mandatory to be an effective and culturally competent teacher in urban schools. The

notion that building relationships is a required attribute of effective urban teachers may
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not be applicable to suburban or rural student cultures. The need to have a relationship
with teachers may be unique to the Urban Hip-Hop culture. For example, if a prestigious
high school that students test to get into have a teacher that is an expert and practitioners
in their field teach a class, he/she may be effective. If this same teacher brings that
expertise to an urban classroom, they may not experience the same success if they are
unable to build relationships with students from the Urban Hip-Hop culture. This finding
has many implications for further research.

The findings from this theme addresses the research question, What teacher
selection methods do principals utilize to select teachers that are effective with students
from the Urban Hip-Hop culture? Principals in this study assessed teacher candidates’
attributes that they associate with urban teacher quality and Urban Hip-Hop cultural
competence. Principals make selection decisions after assessing a teacher candidates’
ability to; a) build relationships, b) understand the Urban Hip-Hop culture, c) deliver
culturally relevant and effective pedagogy, d) set high expectations of all students, e) be
flexible, and f) tolerate some inappropriate language or profanity. Finally, all urban
teachers said that part of their process of selecting effective teachers is assessing a
candidates’ love for the job.

Effective Teacher Selection Methods Used by Principals

Research on urban teacher selection acknowledges that selecting teachers who are

effective in urban classrooms is paramount to improving academic achievement and

closing the achievement gap. High performing schools exert great effort when selecting
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quality teachers by being extremely discerning in their hiring. Principals in this study
described their formal and informal teacher selection methods used to assess the cultural
competence and urban teacher attributes. “The dilemma we face is how we select
teachers. Selection is currently based upon traditional measures that are no longer
adequate” (Teske, 1999, p. 16).

The formal teacher selection methods principals discussed have been validated
through extensive research, most of which is represented in the review of literature for
this study. Principals used traditional methods such as interviews, resumes, and
classroom demonstrations. Resumes were commonly used as a preliminary screening
tool to filter the candidates who would be invited for interviews. Resumes which
demonstrated exposure, experience, or competency in the Urban Hip-Hop culture were
preferred. Principals assessed resumes that demonstrated an ability to connect with the
culture of their students by considering the organizations, volunteer work, and the
candidate’s personal, professional, and educational background.

The most common method used in teacher selection is the interview. Principals
discussed the use of district-wide structured interviews used as well as more informal
methods of interviewing that includes unstructured interviews and group interviews.
Principals considered, and some are moving towards, classroom demonstrations as a
method for assessing candidates during the teacher selection process.

The informal discussion was the most commonly used non-traditional teacher

selection method. Principals described attempts to analyze teacher candidates through
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candid discussion with the goal of revealing more personal beliefs and attitudes. These
discussions also allowed principals to assess candidates’ comfort level with urban
environments as well as their Urban Hip-Hop cultural competence. Although there is a
significant amount of literature on alternate methods and tools that can assess aspects of
teacher candidates that indicate effectiveness, the participants in this study utilized more
traditional methods like interviews. The type of interviews they described, however,
were not traditional and in some cases were not formal.

The findings in this study indicate that urban principals utilized discussions,
whether formal or informal, structured or non-structured, individual, group, or personal,
to learn and assess less quantifiable attributes that they associate with Urban Hip-Hop
cultural competence and teacher quality, such as respect for the students, flexibility,
tolerance for profanity, and exposure to the Urban Hip-Hop culture. Although, research
supports the finding that principals often use interviews, this study suggests that
interviews in the form of non-structured and informal discussions may be the most
effective method for measuring less quantifiable attributes. The use of informal
discussions as an interview method is unique and has major implications for further
research.

Summary of Findings
The findings in this section provide a general description of the students in the Urban

Hip-Hop culture and the methods urban principals utilize to select teachers with Urban
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Hip-Hop cultural competence. The following list summarizes and highlights the findings
in this section:

e The Urban Hip-Hop culture is distinct and diverse.

e The culture uses technology to communicate, get information, and gets access
from affordable hand held devices.

e The use of profanity and in inappropriate language in schools is common.

e Legal concerns and issues are prevalent in this culture, whether students are
exposed to the legal system personally, through family, friends, their community,
or through artists in the form of song lyrics, videos, and the glamorization of
incarceration.

e Students’ behaviors often demonstrate their distrust for American social systems
(including education) and cynicism regarding the equity with which the American
Dream can be achieved through traditional methods such as education

e Urban principals describe the culture as being significantly impacted by violence
and poverty.

e Urban teachers must have an understanding of the Urban Hip-Hop culture to be
effective and improve academic achievement.

e Building caring relationships with students is a required attribute of urban cultural

competence and mandatory to achieve urban teacher quality.
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e Urban Hip-Hop cultural competence includes attributes such as the ability to
deliver culturally relevant pedagogy and having high expectations for all students,
support research and literature on teacher quality of non-urban students.

e Teachers who are flexible, tolerate some degree of inappropriate language, and
love their job, are demonstrating Urban Hip-Hop cultural competence.

e Urban principals mainly utilize interviews and informal and non-structured
discussions to learn and assess less quantifiable Urban Hip-Hop cultural
competence attributes.

e Teacher demonstrations (as a teacher selection tool) appeal to urban principals,
but are difficult to fit into their hectic and unpredictable schedules.

e Principals assess the Urban Hip-Hop cultural competence attributes of teacher
candidates during the teacher selection process.

e Urban principals prefer to select or hire teachers who demonstrate Urban Hip-Hop
cultural competence because they are deemed more effective than teachers who
do not possess the same attributes.

Implications for Further Research, Policy, and Practice
There are several implications for further research on the Urban Hip-Hop culture
and effective ways to improve academic achievement. The lack of acknowledgement
that the Urban Hip-Hop culture is a true American sub-culture has left a gap in research
on diversity and cultural competence. “The literature on popular culture and education,

though, falls short as the youth of today have begun to rally around a specific aspect of
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popular culture: Hip-Hop” (Williams, 2007, p. 57). Research on the relationship between
the Urban Hip-Hop culture and teacher effectiveness is needed. Conducting another
round of interviews, interviewing teachers in the same building as sample participants, or
conducting the study in another region of the country, using the interview protocol from
this study, would provide additional data, provide comparative data, and extend the
findings from this study. The following sections will discuss the implications of this
research in five areas:
e Understanding the Urban Hip-Hop culture.
e Understanding how to effectively teach the Urban Hip-Hop culture.
e Understanding how to prepare teachers with Urban Hip-Hop cultural
competence.
e Understanding how to prepare principals with Urban Hip-Hop cultural
competence.
e Understanding how to select teachers with Urban Hip-Hop cultural
competence.
The implications for research, practice, and policies in each of the four areas will
be discussed in the following section.
Understanding the Urban Hip-Hop culture
The findings of this study suggest additional research that provides a description
of the Urban Hip-Hop culture from the perspective of the urban teacher, urban student,

and other stakeholders in educational and urban communities. Further research is needed
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on the culture’s interaction with students and a) the legal system, b) technology, c) high
poverty and violent neighborhoods, and d) an education system and a society they
distrust. Understanding these distinct characteristics of the Urban Hip-Hop culture would
build on the findings from this study by providing educators with a broad and potentially
global description of the Urban Hip-Hop culture through the lens of educators in various
roles and from researchers from both inside and outside of the Urban Hip-Hop culture.
Such studies should utilize methodologies that generate and develop theories and best
practices for educating the distinct Urban Hip-Hop culture. Although this study
contributes to a new body of knowledge focused on educating the Urban Hip-Hop
culture, it only provides a glimpse into a complex and evolving culture whose impact has
been felt around the world.

Today, implications for understanding the Urban Hip-Hop culture are mainly
research-based. Further research needs to evolve into practice and policies that are
grounded in a well-established body of knowledge and empirical evidence on the Urban
Hip-Hop culture. This will provide the field of education with an in-depth view and
description of the nation’s Urban Hip-Hop culture and potential sub-cultures. As such,
applied and action research studies will help to paint a vivid picture of this culture and its
manifestations among different student subpopulations.

Understanding How to Effectively Teach within the Urban Hip-Hop culture

This study provides implications for research, policy, and practice on how to

effectively teach the Urban Hip-Hop culture. Research on the Urban Hip-Hop culture
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that can generate identifiable and measurable Urban Hip-Hop cultural competence
attributes that are predictors of success in urban classrooms is desperately needed and
crucial to improving urban academic achievement. Instrumental in closing the
achievement gap will be empirical evidence that generates reliable instruments for
assessing teacher Urban Hip-Hop cultural competence as well as characteristics, skills,
and attributes that can serve as predictors of success. Research that contributes to the
expansion of Urban Hip-Hop cultural competence theories can initiate policies and
practice of preparing, selecting, training, evaluating, and licensing of urban teachers. The
lack of understanding as to how to successfully educate students from the Urban Hip-Hop
culture leaves a gap that needs to be filled with qualitative and quantitative studies. A
significant contribution in research would instruct us as to how to teach students from the
Urban Hip-Hop culture, taking into account their legal issues, engaging in inappropriate
language and the use of profanity, and demonstration of a street tough attitude and
distrust for the educational system.

Quialitative research methods such as case studies and classroom observations can
provide in-depth data regarding the culture and provide an objective observation of the
process, methods, tools, and methods for teacher urban youth immersed in the Hip-Hop
culture. Desperately needed is quantitative research that can expand and/or validate
characteristics and descriptors of the Urban Hip-Hop culture, identifiable attributes and
measurable competencies, selection and evaluation tools, and methods and best practices

that can improve academic achievement of urban students. More research using diverse
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samples from various school levels and urban areas is also needed to highlight
similarities and differences within the Urban Hip-Hop culture.

In the area of understanding how to effectively teach the Urban Hip-Hop culture
there are implications for urban teacher practices. Findings from this study imply that
urban teachers should gain knowledge about the Urban Hip-Hop culture. This can be
achieved through discussions with students, exposure to the culture, literature, and the
media. Due to the newness of the culture, movies about and from this culture may
provide a current and broad perspective on best practices for dealing with the unique
attributes of the culture that serve as cultural barriers and contribute to the achievement
gap.

Teachers should also work diligently to build relationships with urban students.
This does not need to come in the form of friendship; it can instead begin with connecting
with students through their culture and connecting the students’ world to academics and
pedagogy. This study also indicated a need for urban teachers to a) become more
flexible, b) develop a tolerance for inappropriate language and profanity, c) set high
expectations, d) incorporate their use of technology into the classroom, and e) understand
their students’ distrust of the educational systems. Empirical evidence is needed to
inform how teachers navigate the Urban Hip-Hop culture and deal with the unique issues
and concerns of their students.

The findings from this study also have implications for the practice of urban high

school principals. There are implications for professional development, teacher
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evaluation, and teacher selection practices, which need to be adjusted for teachers of
students from the Urban Hip-Hop culture. Principals who consider this can provide
professional training that is culturally relevant and will help teachers connect their
classrooms to their students’ worlds.

As principals evaluate teachers, they need to consider the teachers’ understanding
of how to teach students from the Urban Hip-Hop culture and a teachers’ Urban Hip-Hop
cultural competence as criteria of effectiveness. This may require principals to give urban
teachers credit for attributes and methods that are not recognized or included on district
evaluation tools and in their practices. A teacher who may be considered off task by
district and school policy, but is able to engage students and connect Shakespeare to
leaders and/or artists from the Urban Hip-Hop culture, may be effective with the Urban
Hip-Hop culture and should be evaluated as such. Based on these findings there are
implications for further research on whether urban principals do this consciously and/or
subconsciously. This would then lend itself to research that would investigate how they
take Urban Hip-Hop cultural competence into consideration when they do their formal
observations. These observations often require the use of evaluation tools that may not
include the assessment and/or consideration of the Urban Hip-Hop cultural competence
attributes they demonstrate. Hence, conclusions about the best way to teach in an Urban

Hip-Hop culture could be reached by inductive reasoning.
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Understanding How to Prepare Teachers for Urban Hip-Hop culture Competence

Although this study did not focus on teacher preparation, the findings have
implications for further research and possible changes in practice and policies for
preparing urban teachers. Research can lay the foundation for changes in the preparation
of teachers and policies teacher preparation programs use to determine whether a
candidate is admitted and a pre-service teacher graduates. The changes to the current
practice of preparing teachers should include developing and implementing urban hip-
hop cultural competency attributes (e.g. building relationships, understanding the Urban
Hip-Hop culture, tolerance for inappropriate language, and flexibility). These attributes,
which are in addition to (not in lieu of) traditional urban teacher quality attributes,
include the additional Urban Hip-Hop cultural competence attributes urban teachers need
to engage urban students: cross-cultural boundaries, building relationships, and
improving academic achievement. Further research that contributes to the understanding
of how to prepare teachers on the Urban Hip-Hop culture may also contribute to the
recognition that the Urban Hip-Hop culture is a sub-culture of the African-American
experience. This would be evident by its inclusion in teacher preparation programs,
alternate route to certification programs, teachers’ and pre-service teachers’ exposure to
culturally relevant pedagogy and professional development, and recognition as national
and state education licensure and certification criteria. This acknowledgement and

inclusion of the Urban Hip-Hop culture can develop into a specialization license in urban
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education and begin the process of closing the academic achievement gap that currently
exists.

Teacher preparation policies and practices that are designed to guide the criteria
used to determine that pre-service teacher programs are effectively preparing urban
teachers who demonstrate Urban Hip-Hop cultural competence need to be researched and
implemented. The certification policies, which drive the licensure programs, should take
into consideration changes in teacher preparation and alternate route programs.
Understanding How to Prepare Principals for Urban Hip-Hop Cultural
Competence

There are a number of implications for the practice of preparing principals with
Urban Hip-Hop cultural competence. Due to the limited inclusion of this culture in
multicultural and diversity courses, research, and literature, films and television shows
can provide future urban school leaders a snapshot or glimpse into the world and culture
of the urban student. Televisions shows, such as The Wire focused on urban school issues
for an entire season. The 2010 season of The Wire should be mandatory viewing for
anyone that plans to teach in urban schools and working towards urban hip-hop cultural
competence. Novels such as “The Coldest Winter Ever by Sistah Souljah” provide
literature that can further exposure aspiring principals to the culture, its literary classics,
and a reference for urban educators. Movies such as Tuskegee Airman and Roots can
help urban principals understand the distinctiveness of the Urban Hip-Hop culture and

oppositional behavior. The media can provide an immediate and inexpensive way to
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infuse hip-hop cultural awareness, and hopefully competency, into the preparation of
urban principals.

Programs preparing urban school leaders should provide opportunities for
community tours through local urban school districts to expose principals to the
challenges their students face daily to survive. Interacting with the urban community will
also help future urban principals understand the needs of their students and what
attributes their teachers need to poses to effectively cross cultural boundaries that the
cultural mismatch between urban students and their teachers often creates. Further,
aspiring urban principals should be required to complete extended field placements in
urban schools under the guidance of successful urban principals who can help guide them
to cultural competence in an urban hip-hop environment.

Understanding How to Select Teachers with Urban Hip-Hop culture Competence

There are implications for the practice of selecting urban teachers who are
effective and exhibit Urban Hip-Hop cultural competence. For instance, the practice of
screening for attributes associated with Urban Hip-Hop cultural competence may
improve urban teacher quality. The practice of modifying methods and tools to include
screening for teachers who understand the Urban Hip-Hop culture and how to effectively
reach and teach them, will also be needed. Assessing the qualifications of the teaching
staff should include their need to have Urban Hip-Hop cultural competence.
Demonstrating Urban Hip-Hop cultural competence might include a) high expectations,

b) a high tolerance for profanity, c) flexibility, d) understanding of the effects of poverty
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and violence, e) building a relationship with students, and f) delivering culturally relevant
pedagogy.

There are also implications for the development of policy that mandates urban
principals and district human resource representatives to conduct initial screenings to
create small teacher candidate pools from which principals select, and understand how to
select effective teachers that have Urban Hip-Hop cultural competence. Any policy
regarding criteria urban teacher candidates must demonstrate (through experience,
exposure, education, or test scores) needs to include Urban Hip-Hop cultural competence.
This type of policy will be a significant first step in promoting equity in teacher quality
and improving the effectiveness of the urban teacher selection process.

There are implications for further research in all the areas previously mentioned
from the perspective of the student, teacher, and educational leaders who are (and those
who are not) part of the Urban Hip-Hop culture. Evidence gathered through various
lenses would generate rich empirical data that can shape urban education and teacher
practice, and contribute to closing the academic achievement gap. Further research in all
areas can also influence America’s ability to put effective teachers, with Urban Hip-Hop
cultural competence, in schools that service low-achieving, and often low-income,
students.

Limitations
The purposes of this study were to research urban principals’ description of the

new and distinct Urban Hip-Hop culture and how urban principals select teachers who
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demonstrate Urban Hip-Hop cultural competence. A description of this culture through
the educators’ lens was sought by interviewing urban principals as they describe their
students’ culture and the teacher quality attributes they seek and methods they use to
assess their cultural competence. Principals described the culture of their students and
the practices they use to select teachers who have Urban Hip-Hop cultural competence.
The geographic selection of the sample created another limitation, by providing findings
based on a predominately African-American hip-hop culture.

Due to the small sample size, the results cannot be generalized to another context (Straus,
1998). The implication of this limitation is that qualitative research with a larger sample
or quantitative research that is more generalizable is recommended.

Another limitation in this study is the self-reported description of the principals’
teacher selection method. Research that provides objective and diverse perspectives of
the urban principals’ teacher selection process is indicated. In an effort to give an open
and objective interview the term Urban Hip-Hop culture and/or Urban Hip-Hop Cultural
Competence was not used. These terms were avoided because they were terms developed
from this study and could be perceived to have various meanings. Instead all questions
were asked about their students’ culture. The researcher has defined the student culture
Urban Hip-Hop based on the literature. Discussions after the formal interview regarding
the research topic and labeling today’s urban students’ culture Urban Hip-Hop culture,
suggested that more in-depth data might have been collected if the terms Urban Hip-Hop

culture and/or Urban Hip-hop cultural competence were used. The limitation of

249



excluding the term Urban Hip-Hop cultural competence from the interview protocol may
have prevented the collection of valuable data or skewed or biased the data gathered.
This limitation did not prevent urban principals from providing an in-depth description of
their students’ culture (the Urban Hip-Hop culture) and how they select teachers who are
effective in their schools. Another limitation was that the researcher conceptualized
Urban Hip-Hop culture as a Black culture when it is actually more broad.

The final limitation and strength of this study is the researcher’s inability to separate her
personal experiences with the culture.

The data was analyzed through the point-of-view of an urban educator and an
individual with extensive exposure to the Urban Hip-Hop culture. The implications of
these limitations indicates that someone outside of the culture’s point-of-view should
conduct further research using various methodologies, tools, and samples to develop a

comprehensive description of the most influential youth culture today.

Conclusion
The findings from this study support the research literature on teacher quality and
teacher selection. The literature reviewed for this study painted a distinct image of the
Urban Hip-Hop culture and highlighted the unique struggles they navigate and methods
they utilize to select effective teachers. The gaps in the literature also supported the need
for this study and became the foundation of the purpose for this study. The data spoke to

the distinctiveness of the Urban Hip-Hop culture. It allowed educators to look at the
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traditional methods and descriptions through the urban lens. Interestingly, urban
principals seemed to acknowledge and accept the culture of their students. Gause (2001)
believed,
The American public education system is defined as a White middle class
institution, tailored for the White middle class and not germane to the life of
African-Americans. This thought is supported by the lack of effort to incorporate
the achievements and experiences of African-Americans in the school curriculum,
which sends a negative message toward young Black students about the

importance of their educational development. (p. 122)

While Gause’s explanation may apply today to educators in higher education,
researchers, districts, some national organizations, and state and federal agencies, a shift
from the post-civil rights and traditional southern African-American culture to the Urban
Hip-Hop culture has taken place at the local school level. This shift has not only
occurred in the urban youth culture, but now affects a broader domestic and international
youth culture. The findings of this study indicate that practitioners in the field should
acknowledge, respect, and incorporate the Urban Hip-Hop culture into the school culture
and pedagogy. This implies that urban principals have reached beyond their traditional
preparation, professional development, policies, and practices to develop an

understanding of this unique culture. This understanding has translated into the practice
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of understanding the culture, identifying Urban Hip-Hop cultural competence, and
selecting teachers who are effective.

Urban principals have witnessed and are experiencing the realities of the Urban
Hip-Hop culture. They understand that today’s Urban Hip-Hop culture is not the same as
it was in the beginning (1970s) or at the height of its crossover appeal (1990s). Today’s
Urban Hip-Hop culture includes youth from varied socio-economic households and
ethnicities. This culture no longer only includes low-income African- American and
Latino students.

Hip-Hop’s greatest potential though, is to be a catalyst for racial and social-class

healing and reconciliation. As an expression catering to a variety of communities

both around the country and around the world, Hip-Hop is positioned to begin
conversations addressing ways to mend both racial tensions and social-class

disparities. (p. 18)

There are regional fractions of the culture that have varied taste in music, clothing,
language and other characteristics. Although Hip-Hop articulates the experiences and
conditions of African-Americans living in a spectrum of marginalized situations ranging
from racial stereotyping and stigmatizing to struggle for survival in violent ghetto
conditions, it is not only confined to this demographic (Gause, 2001). The spread of this
culture provides further evidence of the urgency with which educators need to research

and acknowledge today’s diverse and distinct Urban Hip-Hop culture.
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Hip-hop was born from black adolescents who made the decision not to seek
assimilation into the dominant structures of the social system; rather, they adopted
"cultural inversion." This cultural innovation, in which group solidarity, advancement,
and identity take precedence over individual achievement and/or mobility, occurred when
young Black males’ cultural expressions were rejected and were often demonstrated
through oppositional behaviors against the White American culture (Fordham, 1982;
Gause, 2001). Although this youth culture has a global impact and is no longer shunned
by mainstream America, educators have maintained a perspective that this culture is
deficient and its inclusion can be translated into encouragement for some of the negative
aspects of the culture. Urban principals in this study made no mention of the need to
change the culture or repair its deficiencies. Ogbar asserts that what some may want to
interpret an income level/class chasm is actually a generational one (Ogbar, 2007).

Like jazz in the 1920’s or rock and roll in the 1950’s, hip-hop has been maligned,

attacked, and blamed for various social and cultural dangers to American youth . .

. Like the young people of the 1920’s and 1950’s, those of the hip-hop generation

have not en masse devolved into barbarians or sociopaths. (p. 176)

Ogbar (2007) also asserted that economics and educational structural forces influence
crime rates more than rap lyrics. Education equity and excellence can be manifested in
urban public schools through a more progressive educational agenda that addresses the

concerns and needs of today’s Urban Hip-Hop culture (Bridges, 2009).
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Educators’ inabilities to acknowledge, respect, and incorporate this culture into
American popular culture and culturally relevant pedagogy demonstrates how educators
need urban teachers who act as change agents for American urban schools. This cultural
barrier is just one obstacle urban teachers face as a result of the cultural mismatch
between the urban teacher and student. It is asserted that cultural aversion is still a
response of the Urban Hip-Hop culture in the school context, and that it has widespread
implications in that it reinforces and encourages "non-learning.” The findings of this
study suggest that urban principals understand this aspect of the Urban Hip-Hop culture;
therefore, they select teachers who demonstrate an understanding of cultural aversion and
demonstrate the ability to overcome this social barrier.

Teacher education programs and selection criteria that are not focused on
privileged perceptions of the dominant culture (Gause, 2001) are needed. “The future
vision of schooling from a postmodernist perspective is that of deconstructing taken-for-
granted meanings and knowledge, which would allow for the recognition of multiple
voices and knowledge, which would all for the recognition of multiple voices schools
will allow for multiple identities” (Gause, 2001, p. 27). Bouknight’s (2009) research
supports the need for teachers to become more racially aware in order to provide a
racially affirming and respectful environment. Bouknight (2009) attributed the lack of
engagement and low-academic achievement to teachers’ inability to connect with
students due to a lack of racial awareness and thus their inability to form trusting and

respectful relationships with students from minority groups.
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The most significant findings of this study are the importance urban principals’
place on selecting teachers with the ability to build relationships with students from the
Urban Hip-Hop culture, and principals’ use of non-structured and informal discussions to
assess urban hip-hop cultural competence.

Although building relationships is an established teacher quality attribute, it is a
mandatory attribute of urban hip-hop cultural competence. This unique finding may have
a significant impact on urban teacher preparation and selection.

Principals use of non-structured and informal conversations with candidates
during the teacher selection process, introduced a method that educators may want to
investigate further. Although there is a significant amount of research on the
effectiveness of using interviews as a teacher selection method, there is a need to research
the use of non-structured and informal conversations to assess less quantifiable urban hip-
hop cultural competence attributes. This would provide a time-efficient and cost-
effective teacher selection method. Continued research would provide further empirical
evidence to support this implication and to develop discussion techniques and identify
predictors that indicate a teachers’ level of urban hip-hop cultural competence.

American institutes of education (at all levels) deny the educational value of the
culture of African-American and other students of color through misrepresentations
and/or total exclusion of the culture. “Youth subculture, particularly Rap Music/Hip-hop
culture is influential in the ‘schooling’ of young people. Popular culture is a dominating

force in our society and we must acknowledge its effects and usages in the educational
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process” (Gause, 2001, p. 7). There is little to no doubt that Black people are
disproportionately poor, sent to prison, or have low-academic achievement. Yet, if one
looks at life expectancy income, educational attainment, poverty rates, teenage birthrate,
and infant mortality rates, the Hip-Hop culture (generation) is the most affluent
generation of Black people in U.S. history (Ogbar, 2007, p. 128). If this culture is
recognized and understood, there is a greater potential for academic success among
students from the Urban Hip-Hop culture. If teachers build relationships, understand the
distinct influences of poverty, violence, and unequal representation in the judicial system,
they can influence urban students who understand and embrace the importance of
academic achievement.

The findings of this study suggested further prosperity for the Urban Hip-Hop
culture if educators embrace and respect this distinct culture. The role of education in the
Urban Hip-Hop culture needs to be intensified, if it is to have a positive effect on urban
students and teach them to critically analyze their culture. Education could be a major
factor in neutralizing negative aspects of the Urban Hip-Hop culture. Education’s
influence on the future leadership of this culture is crucial to closing the academic
achievement gap and improves the cultures view on education. Teachers need to
challenge students to become productive citizens by participating in American’s political
and academic structures. Principals need to understand the culture of their students and
develop methods of assessing the cultural competence of teacher candidates during the

teacher selection process. Practicing urban principals have acquired knowledge about the
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Urban Hip-Hop culture that they need to share. Engaged with stakeholders at every level,
principals have a unique vantage point of the culture they serve. Principals have
discarded formal and more structured methods for selecting effective teachers, for
methods that are less formal and allow them to look for Urban Hip-Hop cultural
competence attributes they associate with effective urban teachers.

Ogbar’s (2007) research dispelled the notion that hip-hop’s incredibly violent
lyrical landscape actually foments real violence in the lived experiences of the Hip-Hop ¢
culture. “Violent crimes such as murder, rape, and assault, as well as robbery and arson
declined among whites and Blacks as rap lyrics became more violent in the 1990°s”
(Ogbar, 2007, p. 129). “ By the time raps about killing and misogyny had become
standard in hip-hop . . . the number of people murdered in New York City (the birth place
of hip-hop) fell a staggering 75 percent . . . .a rate similar to that city’s murder rate in
1963” (Ogbar, 2007, p. 130). He further explained that,

Critics [of Hip-Hop] have simply ignored the data revealing the incredible strides

that young Black people have made under considerable challenges. These anti-

Hip-Hop crusaders have carelessly and disingenuously demonized a generation of

Black youth as endorsing criminality, anti-intellectualism, laziness, and

immortality. (p. 135)

The damage from this situation would be comparable to a Muslim student in a

conservative Christian school believing Islam is an evil and violent religion. “African-
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Americans of the Hip-Hop generation have graduated from high school, college,
graduate, and professional schools at rates higher than any generation of Black people in
U.S. history. As elections in 2002 and 2004 demonstrate, they also vote at rates higher
than any similarly aged Black generation in history” (Ogbar, 2007, p. 176). This is
further supported by the election of the first African-American president of the United
States of America, who has admitted to purchasing and listening to music from the Hip-
Hop culture for his personal iPod.

Although hip-hop artists from abroad did not understand or recognize all the
social, political, economic, cultural, or religious references included in the U.S.-based
Hip-Hop that was imported into their country for consumption, what they did understand
was the common reality of oppression and the urgent sounds of oppressed people (Price,
2006). “From the well-developed Hip-Hop Community of France, to Japan’s “Nip-Hop”,
to Australians and New Zealand’s Maoris, hip-hop has become a veritable global
movement” (Ogbar, 2007, p. 181). The global appeal and influence of the urban hip-hop
coupled, with its ambitious penetration into white youth culture had become largely
successful by the early 1990’s,” (Ogbar, 2007). The findings from this study and the
impact of the Urban Hip-Hop culture indicates a great need for further research on how
American public schools interact with and educate students from this distinct and diverse

culture.
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Appendix A
Interview Protocol
Leslie J. Ward- Urban Hip-Hop Culture Dissertation- GW 2009
Revised September 20, 2009

Introductory statement- Thanks for taking the time to talk with me and share your
expertise on this topic. This interview should not take more than an hour. I will be asking
questions about the culture of your students and how you go about choosing teachers who
can reach your students. As we go through the questions if there is one you need me to
repeat, or clarify, please let me know (or if | go too fast). Is it okay if | tape record this
interview?
This set of questions will be about your background:
Demographic Information

1. How long have you been an administrator?

2. What administrative positions have you held?

3. How many schools have you worked in?

4. What type of schools were these?

5. What is your age?

6. Would you describe your school system as urban, suburban, or rural?

7. How large is your student population?

8. How many teachers are on faculty?

9. What grade levels are included in your school?
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10. How many students per grade?

This set of questions will be about your students:

Describing the Students’ Culture

1. How would you describe your students’ culture? (main)

2. How is the culture of your students different from student populations in other
schools and/or other school systems? (main)
<<Come back to Yes/No Probes if any information later in interview indicates
they may have changed their mind or have more to share>>

Describing the Culture’s Distinctiveness

3. What cultural factors outside of the school create unique issues for your students?
(main)
4. Please describe any issues or discrepancies that occur when your students’ culture

and the culture of the school or school system interact? (main)

Describing Student Characteristics

5. Describe the students who come to your school, who walks through your front
door? (main)

6. What programs or initiatives have been put in place to address students’ needs?
(main)
Possible Probes- dispositions, attitudes, characteristics

Organize responses and/or ask questions in conceptual categories
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This next set of questions will be about your teacher selection process:

Attributes in a Successful Teacher Candidate

7.

What do teacher candidates need to know about the student culture at your school
to ensure successful classrooms once they are hired? (main)

What dispositions or attitudes do effective teachers have that allows them to
connect with student’s and parents/families? (probe)

What skills do effective teachers have that allows them to connect with students
and parents/families? (probe)

How important is it that a teacher candidate demonstrate urban cultural
competency?

What methods or evaluations do you use to assess the cultural competency of

teacher candidates?

Assessing Teacher Candidates During the Teacher Selection Process

10.

11.

12.

During your selection process, how do you assess the ability of teacher candidates
to meet your students’ particular culture and needs? (main)

Please describe a situation in which the teacher candidate demonstrated the
dispositions, knowledge, and skills required to meet your students’ needs? (main)
Probe: Great, can you please provide another example as well.

What have you or your administrative team done to create a school climate that
addresses the needs of your student(s)? (main)

Describe a situation in which a teacher was hired that wasn’t effective? (probe)
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Follow-up-/Central Themes

Professionalism of Urban Hip-Hop Culture teachers

Teacher Culture

Urban issues

Thank you for your time in answering these questions. Is there anything further you
would like to add that came up for you that I didn’t ask you already? Would you like a

copy of my findings.
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Appendix B
Cross Walk

Interview Questions

Research Questions

Theoretical Framework

1. How do urban
principals describe the
culture of their students?

2. What teacher selection
methods do principals utilize
to select teachers that are
effective with students from

Effectively teaching
urban students
involves culturally
relevant pedagogy

Selecting teachers
with cultural
competence is more
than or as important

the Urban Hip-Hop Culture? | and cultural as teacher training.
awareness.
1A. What | 1B. What 2A. What 2B. How do | Researchers Researchers
contribute | characterizes | attributes do they assess Ogbu, Delpit, Haberman, Sachs,
s to the students urban relevant Lippman, Guyton, Baskin & Ross,
distinctive | from this principals 100k | a4 es Stanton-Salazar, Norton, Ingersoll,
ness of culture? for during the during the Hooks, Guyton, Claycomb, Levine
teacher !
this selection teacher Bartolome, Chang, | & Quinn, Cohen,
i Munn-Joseph
culture? process that selection Ibrah PN, Chelsey
b 2 rahim, Teske,
indicates a process: Kozol, McDermott
candidate has '
Urban Hip-Hop
Culture?
1. How would you describe your student’s X X
culture?
2. How is the culture of your students X X
different from student populations in other
schools and/or other school systems?
3. Please describe the first time you realized that | X X
you or your faculty needed to learn more about
the distinct/ specific culture of your students.
4. Please describe any issues or discrepancies X X
that occur when your students’ culture and the
culture of the school or school system
interact?
5. Describe the students who come to your
school, who walks through your front door? X X
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1A. What 1B. What 2A. What 2B. How do Researchers Researchers
contribute | characterizes | attributes do they assess
sto the students urban relevant Ogbu, Delpit, Haberman, Sachs,
distinctive from this principals attributes Lippman, Guyton, | Baskin & Ross,
ness of culture? look for during the | Stanton-Salazar, Norton, Ingersoll,
this during the teacher Hooks, Bartolome, | Claycomb, Levine
culture? teacher selection Kozol, Chang, & Quinn, Cohen,
selection process? Munn-Joseph, Chelsey
process that Ibrahim, Teske,
indicates a Guyton,
candidate has McDermott
Urban Hip-
Hop Culture?
6. What programs or initiatives have been put
in place to address students’ needs? X X
7. What do teacher candidates need to know
about the student culture at your school to X X
ensure successful classrooms once they are
hired?
8. How important is it that a teacher candidate
demonstrate urban cultural competency? X X
9. What methods or evaluations do you use to
assess the cultural competency of teacher X X
candidates?
10. During your selection process, how do you
assess the ability of teacher candidates to meet X X
your students’ particular culture and needs?
11. Please describe a situation in which the
teacher candidate demonstrated the
dispositions, knowledge, and skills required to X X
meet your students’ needs?
12. What have you or your administrative team
done to create a school climate that addresses the X X

needs of your students?
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Appendix C

Informed Consent

The

WASHINGION o<;

Informed Consent Form

The Distinct Urban Hip Hop Culture: Urban principals' description of the culture and how they select
teachers with cultural competence?

IRB #070717
Investigator, Leslie Ward, 202 .994 3094
Sub Investigator, Dr. Mirginia Roach, 202.994.3094

You are invited to take part in & research study being conducted by Leslie Ward at George Washington
University in the department of Educational Leadership. You are being asked to take part in this study
becauss you are a mid-Atlartic principal of a school in or in close proximity to an uthan area. Please
read this form and ask any questions that will help you decide if you want to be inthe study. Taking part
is com pletely voluntary and even if you decide you want to, you can quit at anytime.

The purpose ofthis study isto provide the field of education with empirical data that will introduce
educators to this distind culture. This study will also describe the process urban principals use to select
teachersthat are effective and able to successfully navigate the urban hip hop culture by crossing
cultural boundaries. The results of this study will be used to inform K-1 2 educational leaders that
participate in or develop policy for, the urban teacher ssledion process.

If you choose to patticipate, you will be interviewed for approxim ately 1 hour at a mutually agreed upon
location offthe premises of your employer. The interviewwwill be audio-recorded with your consant. | will
he asking questions about the culture of your students and howyou go about choosing teachers who
can reach your students. The risks of participating in this Sudy are minim al, but there is a small chance
that someone outside ofthe research team could find out that you took part inthe study or somehow
conned your nam e with the information we colled about you. Several steps are being taken to reduce
this risk. Firgt alphanumeric coding linked to a key stored in a separate and secure location. Secondly,
data stored in an electronic form at will be encrypted and sored in a password secured system accessed
solely by the researcher. Finally at the completion ofthe dissertation the all identifying data (both
electronic and hard copies) will be destroyed.

Participation in this interview is strictly voluntary and all responses will e coded and confidential.
Paticipating in the interviewis giving consent to include your responses in the study. |fyou feel

em otional discomfort during the interview can withdraw from the fudy or choose not to answer a
gquestion at any time during the interview: If you feel the need to talk to someone ahout the emotions you
are feeling please contact Dr. Virginia Roach forinformation about George Washington University's
professional services (woach@owu.edu or 202.994 3094). If you have any questions regarding your
rights as a participant in human research call George Washington University' s Office of Hum an Research
at 202-994-2715. Participants have not waived any rights by agreeing to participate. Atthough you will
not henefit directly from participating in this sudy, society will benefit greatly from equitable education
that leads to dosing the achievement gap between urban sudents and their rural and suburban peers.

| have read the Terms of Agreement in this Informed Consent Form.

Study Participant Date
A FPRODVY RD
DONOT SIGN AFTER EXPIRATION DATE OF: 12/2/10 e e ™

-FYWW.000006P 45
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