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Abstract
A local and national concern in education is thesigéent achievement gap between Af-

rican American and Caucasian middle school stud®spite numerous reforms, the
gap continues to show African American middle sd¢tsbadents performing lower in
reading. The purpose of this mixed methods studynéd in the theoretical perspective
of Culturally Responsive Pedagogy, was to exanmeaehers’ expectations and the rela-
tionship between those expectations and the eduahtbutcomes of African American
middle school children. Data were collected to tdgmpedagogical practices, examine
teacher expectations, and determine the relatipristiveen those expectations and stu-
dent Criterion Referenced Competency Test (CRCaiesc Nineteen middle school
teachers volunteered to take the Regalla Adapteschers’ Expectation Survey, which
guantified teachers’ expectations for student aehieent using items rated on a 5-point
Likert scale (5 =strongly agreewith high expectation statement). Pedagogy wamexa
ined through 12 classroom observations and archiasda provided CRCT scores for 650
African American students. Based on survey restiitssmean score for teacher expecta-
tions was 4.47 out of 5.00. Observations estaldishat 8 out of 12 teachers were rated
proficient in terms of instructional plans. Cortedaal analysis determined a significant
and direct relationship between teachers’ expectacores and middle school students’
scores on the CRCP & .05). The results highlight the importance ottear expecta-
tions for student achievement. The implicationssfocial change include using the find-
ings at the local site to communicate to teachersrportance of having high expecta-
tions for all students to improve the achievemengls of all middle school students and

close the achievement gap.
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Section 1: Introduction to the Study

In this study, | sought to examine and better ustd@d factors that influence the
achievement of African American middle school studeand to enhance instruction and
the level of achievement for all students. Speally; the focus was on factors that may
influence the achievement of the students, su¢heaschool culture, pedagogical as-
sumptions, and teachers’ expectations, as well@ype, quality, and duration of pro-
fessional development opportunities that are abkslto teacherslhe goal was to under-
stand the social and psychological dynamics of gegyathat influence the academic
performance of African American middle school stude

By itself, middle school is a tumultuous time fdildren. Their bodies experience
physical, physiological, and mental changes, arg become socially challenged by
their peers and surroundings (Shaffer, 2009). Tdresttion from elementary to middle
school can pose problems for children such asdbsgerest in school, lower self-
esteem, declining grades, and an increase in prob&haviors. Shaffer (2009) concluded
that young adolescents from any type of social gamknd could lose interest in school if
they experience a disconnection between their chgritevelopmental needs and the
school environment. Moreover, the Association faddfie Level Education (AMLE,
2010), in a position paper for school improvemstdted:

An education for young adolescents must be

Developmentally responsive: Using the distinctia¢une of young adolescents as

the foundation upon which all decisions about stloganization, policies, cur-

riculum, instruction, and assessments are made.
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Challenging: Ensuring that every student learnsewgty member of the learning

community is held to high expectations.

Empowering: Providing all students with the knovgedand skills, they need to

take responsibility for their lives, to addresg’sfchallenges, to function success-

fully at all levels of society, and to be creatof&knowledge.

Equitable: Advocating for and ensuring every studemght to learn and provid-

ing appropriately challenging and relevant learropgortunities for every stu-

dent. (p. 1)
The implication was that if middle schools wereeatnl accomplish the job effectively,
then adolescents should be able to navigate ttajirtavacademic and personal success.

Information from this research provides informattbat educators can use to help
African American students in middle school. Othedents can also benefit from the
knowledge and experiences of teachers as teadarstb incorporate culturally respon-
sive strategies into their instructional practidgzesent the problem the study addresses
in Section 1 along with the rationale for the imigegtion, the purpose of the study, re-
search questions and hypothesis, definition of seused in the context of this study, and
assumptions made regarding the study. The scofe study presented, along with the
delimitations, limitations, significance of the djy and a summary of the information,
are discussed at the end of this section.

Statement of the Problem
The problem is that despite the federal mandatdoo€hild Left Behind (NCLB,

2001), research, and numerous school reforms ctliex@ment gap continues to persist
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between African American and European Americanesitglin the nation’s schools. Af-
ter 40 plus years of school reform, the dispantgchievement among African American
and European American students can still be setreidifferences of performance lev-
els between students of color (e.g., African Aceen| Latino) and students from low so-
cioeconomic backgrounds (Frye & Vogt, 2010; War@01.3b). According to research-
ers, school reform has not erased the dispariacbfevement for many reasons (Flowers
et al, 2008; Milner, 2013). Gay (2010), Frye & V¢g010), and Warren (2013b) be-
lieved important factors have not been investigétedoughly (e.g., the impact of socie-
ty’s economic class system, cultural beliefs, dredgowerful relationships that maintain
the structures of equity and the status quo witfenschools) and there is a need for
diverse and sustained research and reform.

Researchers have studied many of the factors delatihe underachievement of
African American middle school students: econonétus, parent’s level of education,
societal beliefs, teacher expectations and pemeftieacher qualifications, school-
related factors, and students’ values (Frye & \&4ij,0; Gay, 2013; Warren, 2013b).
Germane to this study was the belief that teaclegéctations influence their attitudes
and behaviors, as well as the attitudes and betsofdhe students, which in turn are
expected to influence the achievement levels osthdents (Gay, 2013; Natesan &
Kieftenbeld, 2013). Simply stated, an individuagectations (i.e., perceptions) influ-
ence his or her behavior (Baron, Branscombe, & ByR012). The classic investigation

by Rosenthal and Jacobson (1968), approximatelyedfs ago, showed how this specu-
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lation could occur. In order to have a positivduahce on achievement, school reform
initiatives must take into account the expectatioithe teachers (Gay, 2012).

The only legislation for equity in education forrifan American students was
that of the 1954 Supreme Court DecisiorBadwn vs. the Board of Education, Topeka,
Kansas(Tushnet, 2008). In 1954, the Supreme Court ridddvor of the complainants
in the case oBrown vs. The Board of Education of Topeka, Kaiiashnet, 2008). The
court ruled that educational opportunities for stug of color were indeed inequitable
and demanded immediate actions by states to pregdal educational opportunities for
these students. The decision was the only pietegadlation that addressed the issue of
equity in education (Tushnet, 2008). That decisietnthe precedent that states must pro-
vide equal educational opportunities for African émean students. Yet, in spite of the
ruling, many states reluctantly adhered to thedaa others refused to fund public
schools (Tushnet, 2008).

Many factors have been used to explain the prolfetnthis study was designed
to address. As stated earlier, despite federalbgn, research, and numerous school
reforms, the achievement gap continues to perststden African American and Euro-
pean American students in the nation’s schools.es@searchers argued that the
achievement gap is the product of social inequplased on people of color (Gay, 2010;
Kunjufu, 2008; Natesan, Webb-Hasan, Carter, & Wa@11; Schmeichel, 2012).
Moreover, Ladson-Billings (2006) referred to théiawement gap as the educational

debt and concluded that nothing had prepared teawthevork and learn in the diverse
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cultural communities where the majority of studemése of color and/or came from fam-
ilies with low socioeconomic backgrounds.

The common themes expressed in the aforementi@sednch suggested there
was the need for professional development thatowtsrally relevant. More important-
ly, researchers stated that in order for studeintslor and diverse cultures to be success-
ful, teachers needed to develop a culturally relepadagogy in a classroom environ-
ment that was supportive of all students (Gay, 20l8esan & Kieftenbeld, 2013;
Sparks, 2009; Strand, 2010; Warren, 2013). Onarelser, Gay (2000), an authority on
Culturally Responsive Teaching (CRT; not to be osefl with critical race theory), de-
fined Culturally Relevant Pedagogy “as teachirgg thcorporates the cultural
knowledge, prior experiences, frames of referenamed performance styles of ethnically
diverse students to make learning encounters netegant and effective for [students]”
(p- 29). Based on the definition of CRT and thesig¢ent disparity of achievement
scores, particularly in reading, there is a neeaf#llitional research that focuses on
school culture and pedagogy that is used in thesob@m.

Purpose of the Study

The purpose of this study was to examine the isstiEmachers’ expectations and
the academic achievement levels of African Americaadle school students. There
were two major characteristics of a school’s c@tof interest to this study: (a) expecta-
tions of the teachers and (b) pedagogy observéteiolassroom. Researchers (Gay,
2010; Natesan & Kieftenbeld, 2013) indicated thast two elements influenced profes-

sional development opportunities provided to tleehers. The goal of this study was to



raise awareness about the relationship betweehdes@xpectations and academic
achievement in reading and a framework to encoulgéajegue and the implementation
of reforms at the local level to form culturallyoficient schools that will incorporate pro-
fessional development for culturally responsivel#ag. This research, like other re-
search on the subject (Gay, 2013; Natesan & Kib#kh 2013; Warren, 2013), serves as
a call to action for the collaborative efforts bétacademic and legislative communities,
as well as, the implementation and incorporatioprofessional development programs
that incorporate students’ needs in the subjetit@programs. Moreover, the objective
of the collaboration is to provide a positive ighce on the performance outcomes of
students on the standardized tests in readingaith of this study and other sites with
similar populations.
Nature of the Study

To conduct this study, | used a mixed methods amtrand the traditions of eth-
nographic study to examine the relationship ofltee€ expectations and the relationship
to students’ academic abilities and potential. pegagogy used in the classroom also
was observed. This study was designed to detenfni@achers’ expectations and behav-
iors in the classroom influence the educationalea@ments of African American middle
school students. It is important to examine thaséofs from various angles to add to the
literature.

As explained by Creswell (2009), the mixed methapisroach presents the best
of both worlds of research (i.e., qualitative amn@uwgitative research). Using this ap-

proach allowed me to make an in-depth examinatideachers’ expectations as they
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relate to the achievement of African American madsithool students in reading, and en-
abled appropriate comparisons between favorableiafayorable expectations. | used
surveys, observations, and archival data (i.e.dReé_exile scores from Criterion Ref-
erenced Competency Test, CRCT) to assess theoredhtp between teachers’ expecta-
tions and academic achievement. Although there figecontent areas measured by the
CRCT, only the reading scores of African Americaiddie school students were exam-
ined. In addition, for purposes of anonymity, CadédiviMiddle School is a pseudonym for
the site.

Research Questions and Hypothesis
Research Questions
| examined the influences of teachers’ expectatiegarding the achievement of
African American middle school students. The relaship of teachers’ expectations as
they influence the pedagogy of the teachers irtlkgsroom and the reading achievement
of African American students in middle school wasedmined. Therefore, data collected
were in response to the following research question
1. What were teachers’ expectations about the acadawility of African Amer-
ican middle school students in reading?
2. What were the teachers’ expectations about theeagiadpotential of African
American middle school students in reading?
3. What pedagogy do teachers use in the classroothdorAfrican American

middle school students in regards to reading/leagleievement?
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4. What professional development opportunities hagelters had in regards to

teaching reading in a diverse classroom?

5. Is there a relationship between teacher expecsitedagogy, and the scores

of African American middle school students in readiexile on the CRCT?
Hypothesis

Because this study was designed to obtain infoondb respond to one quantita-
tive research question, only one hypothesis wasde$his hypothesis is subsequently
stated in the null and then the alternative.

Ho: There is no significant relationship between beas’ expectations, pedagogy,
and the scores of African American middle schoatishts in reading on the
CRCT.

Hi: There is a significant relationship between teashexpectations, pedagogy,
and the scores of (Natesan et al., 2011) AfricareAcan middle school students in read-
ing on the CRCT.

The next section presents the conceptual framewdrich guided the development of
this study.
Conceptual Framework

Dewey’s (1938) theory on democratic conceptionsduacation stated that the
“culture of a given school has many subgroups (ce# and societies) which dominate,
influence, and affect the perceptions of its mersibgr. 1). The research concerning the
achievement gap has been thorough, but additiesabrch of the cultural tenets as relat-

ed to the expectations of the stakeholders in¢hed was necessary (Gay, 2010; Lorri,



9
2009). Five characteristics of school culture wdemntified. First, culture is dynamic; it
follows the constructionist theory of change arh&formation, as culture is ever chang-
ing and the influences of culture are many, fotanse, social, political, economic, gen-
der, and racial (Flowers, 2008). Secondly, cultsmaultifaceted. Culture was not just
ethnicity; culture was the influence of social,eapolitical, gender, and economic status,
as well as those individuals who inteettvithin a given community (Natesan &
Kieftenbeld, 2013; Warren, 2013). Nieto (1999)j@per in Culturally Responsive
Teaching (CRT), explained that embedded cultureiméise context of the given envi-
ronment, for example, the school’s culture. Thettogharacteristic of culture was that
culture was a combination of social, political, @wbnomic factors. The fifth characteris-
tic of culture was the interaction among members @aiso sharedommon goals and
physical environment. If educators were to affégtlent achievement then they must
take into account the present social atmosphevedier to sustain positive school reform
(Fryge & Vogt, 2010; Gay, 2013; Warren, 2013a).

In the same way, | viewed the culture of a schedha primary factor in the
achievement of African American middle school studeThe culture of the school was
interpreted and internalized by the teachers aneratakeholders in the school and was
a contributing factor to the pedagogical assumpgtemd expectations of the teachers
(Natesan & Kieftenbeld, 2013; Schmeichel, 2012 €ambination of a school’s cul-
ture, along with pedagogical assumptions and eatieas and professional develop-
ment, optimally contributes to and makes up cullyrasponsive teaching. Moreover,

culturally responsive teachers should be able ¢@agea in specific behaviors to make
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learning encounters more relevant and effectiveéHerethnically diverse student (Au,
2009; Lorri, 2009; Natesan et al, 2011; Sheets92Wharren, 2013a). A more detailed
discussion of these specific behaviors of cultyredsponsive teaching follows in the lit-
erature review.

Operational Definitions

The following definitions were used in this study:

Culturally proficient professional developmeReefers to instances when teachers
have participated in long-term system wide divgrgaining. This type of training for
teachers focuses on the content of instructionvilastembedded in the teaching practic-
es; that acknowledges the culture, intellectuakemces, and perspectives of students in
a collaborative nature; and employs a reflectivpiiry-oriented approach (Sheets, 2009;
Warren, 2013a).

Culturally responsive teachingylakes learning encounters more relevant and ef-
fective for the students using cultural knowledy#or experiences, frames of references,
and performance styles of ethnically diverse sttalé®heets, 2009).

Pedagogical assumption§hese types of assumptions were those made #imut
potential of the students to learn by teachersrdiga their family background, econom-
ic status, ethnicity, and/or race (Sheets, 2009).

Pedagogical expectationRefers to the desired performance goals for stgdant
the learning situation (Sheets, 2009). It includhesuse of culturally responsive teaching

strategies to reach those desired goals.
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Reading achievemeniccording to the State Department of Educatiddil(®,
reading achievement was defined as the passing s€&00 on the CRCT.

School cultureGay (2013) defined school culture as the accutimmaf norms
and values of the stakeholders in the school. Gdigated that the school’s culture is the
personality of the school. The composition of tbleo®l’'s culture includes unspoken ex-
pectations, traditions experienced in the schaw, @anwritten rules. The individual
stakeholders’ patterns of behavior, beliefs, arndasacombine to form an expression of
the beliefs, experiences, and values (i.e., cylwfréhe whole school.

Teachers’ expectationdlatesan and Kieftenbeld (2013) defined teacheyste
tations as unconscious racial biases and beliathers have in regards to their students’
ability or potential. Researchers, (Castro-Atwa2®08; Regalla, 2013; Natesan &
Kieftenbeld, 2013), contend that factors such hsieity, socioeconomic status (SES),
culture, and/or race influence teacher’s expeatataf students.

Assumptions

As previous research indicated, there were fathatsaffect the achievement of
African American middle school students. The achiegnt gap exists regardless of fac-
tors such as gender, inequality, racism, paremskg¢ground, socioeconomic status, and
attitudes of students (Walker nee Haynes, 201dgkhowledged those findings and used
the following assumptions.

1. This study is an examination of school cultureaontext of professional devel-

opment of teachers’ expectations and pedagogy.
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2. |recognized that there were other variables tffatateaching and learning at
the site.
3. Teachers surveyed supplied accurate informatiota Brathe achievement of
students, obtained by using official reports, wareurate.
Scope
The goal of this study was to provide a framewarkdiscussions that would lead
to a positive impact on the long-standing dispasitgchievement of African American
middle school students in the content area of repdlthough the population of this re-
search focused on African American middle schaadsits, generalizations can be made
to students of diverse ethnic backgrounds and mdtand to those students of low socio-
economic backgrounds. This study is also a calktan for teachers to view CRT as a
reflective practice. | served in the role of papant observer. The role of participant ob-
server allowed me to employ a concurrent transftuaatrategy that used a mixed
methods research design (Creswell, 2009). Furthermesearch supports the belief that
a mixed method approach to research is supermistogle method approach (Teddlie &
Tashakkori, 2009). In turn, |1 used both quantie@wnd qualitative data to give dimension
to the problem, to serve as an advocate for staderd teachers, and to understand better
the phenomenon of the achievement gap, as wdtleasritderachievement of African
American middle school students.
Delimitations
This study was conducted at a middle school locet¢de suburbs of a large

southern city. The demographics of the school lténagged over the past 12 years; the
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school and community were once 90% working clagefggan Americans, but they have
since changed to approximately 80% African Ameri¢aresently, approximately 40% of
the students receive free or reduced lunch. Ip#st four years, 35 teachers have trans-
ferred to other schools within the district (XYZ @ay School District, 2012). This study
was limited to schools, teachers, and studentshalve similar characteristics as those
included in the sample of this study.

Limitations
All research has limitations (Creswell, 2009). Liations for this study were:
1. The need for longitudinal research in the field] #me collection of data over
a 60-day period.
2. The recent elimination of reading as a separatdeawgr class may have an
impact on the students’ reading/lexile scores @ GRCT.
3. The findings can be generalized to schools withlamstudent and staff de-
mographics.
4. The population was smalh & 6), including six classroom teachers who were
observed.
Significance of the Study
At Caldwell Middle School, Language Arts and Regdsgores have increased
from 8% to 10% per year for the past 3 years, lyetschool has not met Annual Yearly
Progress (AYP; State Department of Education, 20l school failed to meet AYP in
two subgroups: math special needs and studentlatter. Due to NCLB legislation

(2002), the state labeled the school as “needsovapnent” and the school was under
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corrective action by the State Department of Edanatnformation collected from this
research could not only affect educational prastingerms of professional development
and pedagogical assumptions, but also serve ageat af change for teachers. The data
can be used to help improve the quality of eduoadiforded to all students, especially
African American middle school students. If handdggbropriately, information obtained
from this study can be a first step towards thatifieation of a systematic approach to
help improve the achievement levels of the studentscan go beyond the local site lev-
el. It is my hope that information and experieneewed from this study will not only
improve educational practices, but will also ackasgent of change for school districts
to improve the quality of education afforded tostlidents in diverse classrooms across
the nation. Concerns for student achievement andasémprovement go beyond the lo-
cal site level.

Summary

This research examined elements of school cultuck as teachers’ expectations
about the academic ability and potential of theidents and the pedagogy used in the
classroom. Moreover, how these elements relatdaetachievement of African Ameri-
can middle school students in reading was the pyirftgus. In Section 2, | compare,
contrast, and examine research related to thegsst@ection 3 presents the research de-
sign and methodology, and the procedures for tHeatmn of data. Section 4 presents
the findings from the study. Lastly, Section 5 deps conclusions based on the findings

and presents the implications and significancénefresearch as it relates to social change
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of educational practices to lessen the differe¢@shievement in reading between Afri-

can American and European American students.
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Section 2: Review of the Literature
Research Strategy

In order to identify relevant and recent literat(2609 to the present) related to
the research questions and hypothesis, | used ptsnaed key words such ashieve-
ment gapAfrican Americansminority middle school students, teacher percetion
teacher expectations, and professional developnBatause of these keyword searches,
| found additional keywords in the abstracts oicéet teacher expectations, school cul-
ture, and culturally responsive teachingised several databases: Google Scholar,
ProQuest, Sage publications, ERIC, and EDhoserl #tanned each article for discus-
sions relevant to the four key concepts of thisaesh study: achievement gap of African
American middle school students, school culturagher assumptions and expectations,
and professional development. It was not until ilate my inquiry that more literature
became available on culturally responsive teacf@igjT), and at that time, CRT became
a prominent key word and source of information.

Introduction

The purpose of this study was to examine and betteerstand the issues of
school culture as related to teachers’ expectatosacademic achievement levels, par-
ticularly for African American middle school studenAccording to Eccles and Roeser
(2011), there are two major characteristics oftebets culture, the pedagogical assump-
tions, and teachers’ expectations of studentsoperdnce outcomes. Eccles and Roser

(2011) concluded that these two elements influeticegrofessional development op-
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portunities provided to the teachers. In this reyithe academic achievement gap be-
tween African American and European American sttglendiscussed. Next, | present
studies that investigated the achievement gap obciidture, later culturally responsive
teaching, pedagogical assumptions, and teachepscéations. A summary of research is
presented discussing the importance of continucofegsional development for teachers
and the last part of this section is a summaryefihformation presented.

Persistence of the Achievement Gap

There is no argument that an achievement gap éesigeen African American
and European American students, nor are there angisnwith the observation that the
number of minorities in the United States has iaseel while the number of European
Americans has decreased (Crouch, 2007; UnitedsS@#asus Bureau [USCB], 2010).
The two largest groups of minorities in the Uniftdtes are African Americans and His-
panics (United States Census Bureau, 2010). Aaogitdi the USCB (2010), minorities
accountedor about a third of the population in the Unite@dt8s, with 102.5 million
people categorized as minorities. By the year 26 number of minorities in the Unit-
ed States will be higher than the number of Europggaericans (USCB, 2010). For in-
stance, in 2008, 66% (or 228.2 million) of Amergg@opulation was European Ameri-
can, 15.4% (or 46.9 million) Hispanic, and 12.4%3@.6 million) African American. By
the year 2050, this pattern is expected to chahgejs, the United States population will
be composed of 46% European Americans, 30% Hispabi®o African Americans, and
approximately 9% other ethnic groups (USCB, 20liD}he state where this study took

place, 65.4% of the population was European Ameyi8@% African American, and 8%
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Hispanic. The school district in which this studgsaconducted had a total enrollment of
108,262 students and 6,465 teachers and parapoofalss As of September 2013, Euro-
pean American students made up 43.7 %, African Araerstudents 31.2%, Hispanic
students 16.9%, Asian students 4.8%, and Multiatetudents 2.7% of the district’s en-
rollment (XYZ County School District, 2014). Based the school’s Title | school-wide
plan the enroliment in 2012 was 826 students, o€lwtEuropean American students
made up 13%, African American 73%, Hispanic 12%]tivacial 9%, and Asian 1%. A
total of 16% of the enrollment received specialadion service, 11% received instruc-
tion through the Advanced Content (AC) program, @8 of the student enroliment
received free or reduced lunch.

The changes in the demographics of the populatitime United States present
challenges for the public school system (Croucl9,720As a result of changing de-
mographics, Crouch (2007) suggested school syst@nikire more bilingual teachers,

(b) hire more teachers who are certified to teaclieh as a Second Language (ESOL),
(c) hire more teachers who are able to instruatesits from diverse backgrounds, (d) use
effective strategies to address the gaps amongmisich terms of test scores, high school
completion rates, dropout rates and college adonssites; and (e) have schools develop
outreach programs for parents and families in tmaraunity. According to Crouch

(2007)

Achievement gaps between student groups will haee-eore-serious economic

implications. Minorities have historically been @ndepresented in such profes-

sions as science, medicine, and engineering. \W&mbn-Hispanic European
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American population shrinking and the entry-levelkiorce increasingly made

up of minorities, the nation could face seriousrsges in many critical profes-

sions. (p. 25)

Similarly, researchers (Flowers, 2008; Ford, 2@B&dner, 2007; Kunjufu, 2008) have
concluded that the past and present educatior@inefwere not working to solve the
persistent problem of the achievement gap, speadlifitor students of color. Chudowsky,
Chudowsky, and Dietz (2010) argued that all stugleatze an opportunity to maximize
their potential in the schools. The investigatiooudsed on the academic achievement of
African American middle school students. Resulbsrfra study conducted by the Nation-
al Assessment of Educational Progress (2009, 2H@¥ed that there was a persistent
achievement gap between African American and E@opgenerican students.

Levels of educational attainment continue to platngenation. While there was
an increase in the graduation rates of African Aocagis in the years 2004 and 2009 (see
Table 1), it is still apparent that the graduatiates for African American students con-
tinued to lag behind European American studentS.(Department of Education, 2013;
Georgia Department of Education, 2009). The impéthese findings is far reaching.
For instance, President Obama (2006) linked theamgment of high school graduation

rates to the restoration of America’s political @wbnomic standing in the world.
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Table 1

Graduation Rates in Georgia in 2004, 2009, and 26} Race/Ethnicity

2004 2009 2011
African American 6606 72.6% 37%
European American 71.8% 83.1% 51%
Hispanic American 4%.6 69.0% 8%

Note. Statistics from the (United States Departnoéitducation, 2013).

The achievement gap has been a longstanding anpleo education problem in
the nation. For instance, national progress inaverrg the achievement gap separating
African American and European American studentéestdrom the late 1980s’ until
2004 (Magnuson & Waldfogel, 2008). Furthermore,Nlagional Assessment of Educa-
tional Progress (NAEP, 2009) reported no significdrange in the reading achievement
gap between European American and African Amerstadents or between European
American and Hispanic students from 2004 to 2008v{pey, Dion, & Donahue, 2009).
Additionally, Lee (2006) predicted that less th&9®of students who were poor or Afri-
can American would achieve proficiency in readigghe year 2014. This prediction
was supported by data, which showed that in th& 2@@demic year, the state still strug-
gled with the achievement gap, where 84% of Afridamerican students were proficient
in reading, compared with 93% of European Amerstaidients (State Department of Ed-
ucation, 2008). At the district level, 91% of Afic American students met or exceeded

standards in Reading on the CRCT, compared with 88European American students.
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These statistics are both alarming and challeniggzguse achievement gaps are im-
portant measures of educational and social progifes® nation and schools (Au, 2009).

Despite more than 45 years of major education me$and multiple state and lo-
cal initiatives, the achievement gap remains orth@hation’s most challenging prob-
lems for educators and policymakers (ESEA, 196%2028tate Department of Education,
2010; NCLB, 2002; United States Department of Elana2007). Even though some
gains had been made, these legislative respondasohaerved to resolve the discrepan-
cy in achievement between students of color (Afgican American, Hispanic, Native
American) and European American students, as wdletween students from disadvan-
taged backgrounds and students from affluent backgls (State Department of Educa-
tion, 2010; United States Department of Educatafi)7).

Designed to improve the academic outcomes of ecmadijndisadvantaged and
students of color, President Johnson signed intahi@ ESEA in April 1965. This federal
statute is reauthorized every 5 years. The legisidtargeted resources to help ensure
that disadvantaged students had access to a goabitic education” (ESEA, 1965, Sec-
tion 201). Among other resources, the act provideds foreducators' professional de-
velopment, instructional materials, resources fapsut educational programs, and pro-
motion of parent involvement (ESEA, 1965, 2010; NBCR002).

In comparisornio ESEA, the focus of NCLB is accountability, teackhualifica-
tions, and testing to measure progress (Karwasasek, 2006; NCLB, 2002). It spe-
cifically required states to set standards, devakgessments, and establish annual meas-

urable benchmarks, and school districts were heddansible for its implementation
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(State Department of Education, 2010; NCLB, 2008 LB redefined the federal role in
K—12 education by requiring states and districtsake specific actions. While these ac-
tions may or may not have demonstrated how wetlesits were achieving, school dis-
tricts were accountable to demonstrate AYP in digshe achievement gap (State De-
partment of Education, 2009). The state of Geargdaced AYP indexes with College
and Career Readiness Performance Index (CCRPI).

Achievement scores of student sub-groups and beargisnof standardized test-
ing determined AYP (State Department of Educatifri,0). Although, NCLB(2002) has
challenged schools to closely examine test regulisrms of race, socioeconomic status
and gender, NCLB was considered a theory developithdut any theoretical frame-
work or background specific (Lee, 2006). Essentjdliere was little evidence that
NCLB reform had made a difference. As reported bg Tivil Rights Project, there were
no academic outcomes that were significantly rdladeNCLB, and there were no chang-
es in the achievement gap between African AmerieasHispanics as well as the poor
and their counterparts (Lee, 2006). The reform&Haled. The race, socioeconomic
status, and gender continue to plague the suppreséachievement among students of
color and students. While these issues have bedress®d, the findings were mixed and
debatable. Researchers Gay (2013), Natesan &eiedid (2013), andWarren(2013),
suggested the need for policies to improve theityuafl education that African American
children received once they were at school, thraeghicing class sizes, improving
teacher quality, reducing school segregation, aaogeasing accountability. Ironically, at

the same time research indicated that studentsatidr in smaller schools with student-



23
teacher ratios, students of color attend largeoaishwith higher student/teacher ratios
than European American students. Magnuson & Watf(®P09) contend that other fac-
tors influence the achievement gap include povéglth, early-childhood learning,
teacher quality, and strength of curriculum. DafdiHammond (2006) suggested that ste-
reotypes suppressed student achievement, and ettishbuld consider social psycho-
logical factors that might affect students’ pereams regarding their ability to perform
well. Darling-Hammond (2006) suggested that addélstudies be conducted on the
impact of stereotypes regarding students’ perceptad their ability to perform within
the context of Teachers’ expectations and assumgpabout students of color.

Researchers asserted that understanding the inéistareotypes had on the
achievement of students of color, had the potetdilielp educators and narrow the
achievement gap. These researchers also suggeatdete instructional practices used
by teachers in middle school could improve the estment of African American middle
school students. (Bleicher, 2011; Flowers, 2008; &#.3; Nateasan & Kieftenbeld,
2013; Payne, 2008; Walker nee Haynes, 2011) Fumibrey, there was a need for addi-
tional research on the relationship of school e¢aland achievement outcomes of African
American students in middle school (Gay, 2013; \&far2013b; Sheets, 2009).

School Culture

In the United States, and the state in whichghisly was conducted, educational
reform measures had influenced the priorities ef¢thools to the point where the focus
of education was on standardized tests (State Bepat of Education, 2010). All across

the United States, public schools were concernedtahe overall achievement of the
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students, as well as the achievement level of sulpgrof students (e.g., males versus
females, students with special needs, English Laggl.earners, racial/ethnic groups,
economically disadvantaged) as measured by statdated tests (Lee, 2006). Research-
ers Flowers (2013), Ford (2008), Nateasan & Kiddelth (2013), and Sheets (2009),
concluded that teachers and school districts wetaggyin to the pressures of standard-
ized testing and scripted curriculum. McGuire (2088d Flowers (2008) both argued
that there were five key elements necessary teaelpositive, long-lasting school re-
form. These five elements were school context,destdp, school culture, change effort,
and external factors.

Schoen and Teddlie (2008) concluded that teachedgrstanding of a school’s
culture provided solutions to achievement outcoriiésrefore, the focus of this study
was the culture of the schools. Throughout theditee, there were many definitions of
school culture. | acknowledge the differences amdlarities of the definitions, and agree
with the research of Schoen and Teddlie (2008)gtladol culture is different from cli-
mate. Schoen and Teddlie (2008) summarized thabscllture was four-dimensional:
(1) Professional orientation, (2) Organizationalisture, (3) Quality of the learning envi-
ronment, and (4) Student-centered focus. RencR#8) defined school culture as the
accumulation of norms and values of the stakehslofethe school, and a school’s cul-
ture was the personality of the school. Renchl@®@? also contended that a school’s
culture was composed of unspoken expectationstitiasl experienced in the school, and
unwritten rules. The individual stakeholders’ patteof behavior, beliefs, and values

combined to form an expression of the beliefs, agpees, and values (i.e., culture) of
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the whole school. The culture of a school wasaaitfor the personal, social, and aca-
demic/intellectual development of the students staff (e.g., teachers, administrations)
at the school. Busch, MacNeil, and Prater (2008hdd the culture of a school as the
school’s internal characteristics that distinguéhdrom other schools, as well as influ-
enced the behavior of the stakeholders in the dchoo

Researchers for many years had discussed theissueunding the achievement
of African American middle school students in alpematic format (Milner, 2013;
Sleeter, 2010; State Department of Education, 204#iyen 2013). The discussion usual-
ly focused on the comparison of achievement betwdaoan American students and
European American students, and concluded that thas an achievement gap between
the two groups of students (Sleeter, 2010; Wa2éth3a). There was a great deal of sta-
tistical data on the achievement of African Amemnisaudents. However, there was not a
lot of information available that specifically lo®lat the impact of culture on the
achievement of the African American middle schdotlents, and even less on the teach-
ing expectations as they relate to the achievegemt Therefore, additional research will
be necessary.

Researchers had identified several propertiegdagathe relationships between
school culture and the achievement level of stugldrte literature suggested a positive
relationship between school culture and achievemeattome (Bleicher, 2011; Gay,
2013; Warren, 2013a). The discussions of the inapa#g of school culture and academic
performance began in the 1930s, but researchensezlahat it was not until the 1970s

that interest in the relationship of student outesrand school culture increased. Re-
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searchers in the ZTentury have reported that the culture of the scimfluences stu-
dent learning and the behavior of students in theals (Chen, 2007; Gay, 2012; John-
son & Stevens, 2006; Ross & Horner, 2007; Sle@&t]l; Warren, 2013a). Schools had
begun to use school culture as the paradigm todtelfents and teachers obtain positive
outcomes. For example, Ross and Horner (2007) tegbtinat some schools had used
school culture to help improve the behavior andlan@c performance of the students,
improve teachers’ perceptions about their levededf-efficacy in the classroom, and to
decrease levels of teachers’ stress.

There were many operational definitions for schmdture. Chen (2007) indicat-
ed that school culture could be measured by theedeagf stability (e.g., employee and
student absences, attrition rates for teacherstmdnts) found in the school, as well as
the structure of the school (i.e., class size, remalb students enrolled). Renchler’'s
(2008) work led him to conclude that the leaderthaschool shaped the school’s cul-
ture. Renchler (2008) found several methods thigieldepromote a positive learning en-
vironment in the school: no discrepancy or contietween the actions of teachers and
the mission of the school; communications that vesfective; ceremonies; rituals; cul-
tural networks; and shared values. Renchler ask#rée effective schools were the ones
that established and maintained a culture that efedtive communications to set goals
that all stakeholders in the school value and ptenfoollaboration among teachers, stu-
dents, and staff at schools is a part of schodlicell Researchers Reibman, Hansen, and

Vickman, (2006) concluded:
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collaborations [in the school] created a schodiuralthat supported a student
body with global awareness, financial, economigiess, and entrepreneurial
literacy, civic literacy, and health and wellnesgareness. These emerging con-
tent areas are critical to the future successuafestts at the workplace and in their
communities. (p.74)

A school’s culture that promoted excellence cold @reate an environment that rein-
forced lifelong learning, increased the probabidifythe students learning how to over-
come challenges and attain success in their chzzgeers (Reibman, et al., 2006).
Chen’s (2007) research in the field has led hirnaioclude, “more comprehensive studies
that address the mechanism through which schaubtd, school safety, and student ac-
ademic achievement interact, in the large contégiverse student racial and socioeco-
nomic background is still wanting” (p. 29).

Sleeter (2011) explained how the focus of edunaticeform in the United States
had changed over the years, from focusing totallyhe teachers in the 1960s to a shift to
effective schools in the 1980s, and a continueddamn the schools in the 1990s. In the
21 century, these educational researchers showeththaiterest was on improving the
schools as measured by students’ performance ndastdized tests. However, others
(Milner, 2012; Sleeter, 2011; Warren, 2013b) haticated that research had begun to
focus on the perceptions teachers have of studentgfficacy to teach students. Similar-
ly, Baron, Branscombe, and Byrne (2009) found tiadiective efficacy influenced what
individuals decided to do as a group, the degresdfoft they put into it, and their will-

ingness to persist even when the group had noupsatithe desired results. Sleeter
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(2010) argued that these nonstructural factore@sthool could help students improve
academically and teachers attain greater effeas®m the classroom.

Researchers Gay (2010) and Milner (2012) identidied focused on the elements
of school culture, pedagogical assumptions, teatk&pectations, and professional de-
velopment. These researchers called for more r@ds@&athe area of professional devel-
opment of a teacher’s perceptions and efficacgliation to school reform and student
achievement. There were two characteristics ofgotwdture assessed in this study: ped-
agogical assumptions and teachers’ expectationsordimg to O’Day and Quick (2009),
these two aspects influence the professional dpustat provided to teachers.
Pedagogical Assumptions and Teachers’ Expectations

Pedagogythe study (or art or science) of being a teadsagenerally used to re-
fer to strategies of instruction or style of instran, and in Greek it literally translates to
lead the child (National Board for Professional dreag Standards, 1998). It was in-
volved in this study because any instructionaltsgywould involve a human being in
some way, and there were inherent assumptionssigrer uses. For example, Flowers,
(2008) and McGuire (2008) stated that many actchbol reform were based on the as-
sumption that there was no discrimination, biagrejudices within the community or
the educational community. However, these reseesadmncluded that these beliefs were
at odds with society. Based on an extensive reoiesgsearch, Rogers and Oakes (2005)
contended that reform statutes such as NCLB fadedcognize the biases of educators,

values, and beliefs of society, and certainly thpact on student achievement.
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Dewey'’s (1938) classic theory on democratic conoagh education spoke to
the existence of society and culture. He suggdbedhe culture and society of a given
school had many subgroups (cultures and societiesh dominated, influenced, and
affected the perceptions of its members. An indiaits perceptions influenced his or her
words, thoughts, and deeds; for instance, whatsamsand thought of others, as well as
behaviors (Baron, et al., 2009). In order to hawsitpve school reform, school leadership
and student achievement needed to be connectashaedstood by the larger community
outside of the school. Rogers and Oakes (2005edrthat school reform that was ex-
pected to make a difference would include the imp&throader social conditions, cul-
tural norms, and power relations that sustainedtstres of segregation and inequality
and resisted change, both in and outside scho@s220). Consequently, more examina-
tion and research is necessary in order to havaimgfal and effective school reform.

In response to society’s social ills (e.g., ramdifference, intolerance, hatred,
discrimination), Dickinson, (2003) called for a négpe of learning to occur. She recog-
nized that this was an arduous task. Dickinson eaheal for a type of learning that re-
quired what she described as an emotional rebighrgled in patience, collaboration on
a deeper level, and concern for others. Payne |Zi8td that research historically
argued the need for insistence of higher expectsitod students and teachers. Payne
(2008) concluded, “as we adapt and flex our instondo meet the needs of these stu-
dents, cognitive strategies, and support need totbgrated with insistence and expecta-

tions” (p. 49).
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In the same way, through discussions with colleagunel students, teachers can build an
understanding of the discipline and facilitate astjion of the relationships, by using
relationship-building activities between teacherd atudents (Payne, 2008; Vagle,
2008). In addition, researchers suggested thatduglctations that were communicated
consistently and regularly to students will hacbaifive effect on the achievement of cul-
turally and linguistically diverse students (Chd-&e, 2006; Payne, 2008). | contend that
because of the changing demographics of the styndgniiation, teachers remained un-
prepared to teach students of increasingly divieas&grounds.

Research suggested that teachers needed traming uses of multicultural in-
structional strategies (Camp & Oesterreich, 2018ibg-Hammond, 2008; Gay, 2010;
Sleeter, 2011). Some researchers believed thedichiers used a multicultural curriculum,
then students would be able to excel equally, theisonal lives enriched, and they
would be in a better position to improve the quabt life for themselves and others
(Fink, 2006; Flowers, 2013; Gay, 2011; Gardner,2Q@@ndsman & Lewis, 2006). Fink
(2006) believed it was necessary for the UnitedeStt put money behind its need for
change. For example, Fink indicated that moneyeb#acated to help attract and retain
the best candidates for teaching in the schoola@efisas the need for education to come
out of the hands of the judicial branch of governm€&ink (2006) also contended that
there were incentives for state and local governsienintegrate schools and foster me-
diocrity. “We as a nation have muddled too longrdhe issues of the achievement gap.

Undo the hardwiring of our educational system, geize, and address the inequities”
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(p.23). Subsequently, Gardner (2007) suggestedsthatols and teachers needed to un-
derstand and value a student’s culture.
Teacher Expectations

In general, research supported the statementahahérs had low expectations for
minority students (Kunjufu, 2008). A cogent examgdenes from the literature related to
the under representation of African American stasl@ngifted programs across the
United States (Vigil, 2006). One contention wasdhsign of assessment and identifica-
tion instruments of gifted programs largely did rd#ntify students of diverse back-
grounds (Lohman, 2006; Vigil, 2006). Because ofwal, social, and political communi-
ties in a school district, a large number of mityostudents, particularly African Ameri-
can middle school students, were not identifieditied due to cultural, social, and polit-
ical communities in the school district (Ford, 2008jil, 2006). As a result, more often
than not, teachers used the term underachievee(addevement) to describe African
American and Spanish-speaking students (Vigil, 2006

Another prediction made was that the future popaedf America would be ap-
proximately 30% Spanish speaking by the year 2Q&X0B, 2010). Spanish is expected
to continue to become a majority language in theddrStates. Yet, few elementary
school systems required students to take instruati®&panish (Kober, Chudowsky,
Chudowsky, & Dietz, 2010). Hispanic students weleeled as underachievers, minori-
ties, disadvantaged or at risk students and in metdnces, these negative labels placed

students at a disadvantage (Kober, et al., 201@sicer & Saenz, 2009)
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Students with special talents and gifts come framowus ethnic and diverse
backgrounds. Both Gardner (2007) and Vigil (20G8)tended that many minority lan-
guage children had special talents that were valitkdn their own cultures. Unfortu-
nately, teachers often than not ignored those t&ldime lack of identification of African
American students in gifted programs has long lzeissue. However, little progress
was made to identify and teach gifted studentsutitically diverse backgrounds or to
encourage educators to accept that the traditfmogiram and identification did not
work. Vigil (2006) pointed out that the proportiohculturally diverse students in classes
for those with mental disability exceeded the prtipa placed in gifted classrooms or
programs. In addition, there was an overrepresentaf African Americans in special
education programs and encouraged the use premanrtearly intervention strategies.

Other speculations have been made regarding ther uepresentation of African
Americans and other minorities in gifted programshie schools. For instance personal
and social factors such as peer pressure, thetoedfiliate with friends being greater
that the need of academic achievement, feelin@pélessness and the lack of parental
support have been shown to influence the achievelaegls of African American stu-
dents (Schmeichel, 2012). Researchers arguedithatienal factors also have shown to
have an impact of the achievement of these studergs identification practice, expecta-
tions of teachers, poor resources in the schoelfaative teachers, and poor relationships
with teachers). These researchers also found tildersts expressed concerns regarding
the lack of relevancy of the curriculum to cult@feAfrican American student (Ford,

2008; Gay, 2010; Warren, 2011).
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Jackson (2005) conducted research that identiietbfs that influenced the mo-
tivation and competence of African American midsiddool students.
Those factors were:
e Lack of focus in schools on the learning procesktha strategies that
motivate and accelerate learning,
e The distance many teachers feel from African Anarimiddle school
students because of cultural differences,
e The misconceptions educators have about the ingbaate on the ability
of African Americans, and
e The impact of culture on the achievement of Afridganerican middle
school students, by connecting to the student, &kimg instruction mean-
ingful and relevant to learning and achievemeng{p.
Gay (2010) explained that these critical factofienced the perceptions of many teach-
ers about their students. She noted that it wakatkeof understanding and knowledge of
culture that affected instruction and the achievanoé students. Gay (2010) believed
this was important because teachers who receivethpate training were more likely
to help all of their students maximize their poigrthrough nurturance, understanding
learning, and the interrelationship of culture &watning, than were teachers who had not
received training in culturally responsive instiantl strategies.
Vigil (2006) reviewed the literature and made saroeclusions regarding why
there were under representation of minorities engifted program in public schools from

a teacher’s perspective. Vigil (2006) stated tiAegi&ns are often selected based on stere-
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otypes , Caucasians are selected by the middle b&saviors [often] associated with
high intelligence, as well as African American-Ameans’ lack of middle class behaviors
that teachers often associate with higher intellogé (p. 20). The social implications of
this were enormous. Perceptions and attitudes adran society have contributed to
the lack of positive student outcomes for all shideeven with well-meaning education-
al reform statutes (Flowers, 2013). Educators aidymakers can exert control and
apply the knowledge obtained from research toweald problems, and teachers can
learn how to use instructional strategies that weitirally responsive to their students.
Professional Development

Several researchers (Darling-Hammond, 2008; Flov28%3; Sleeter, 2013)
agreed that the most important predictor for studancess was the quality of the teach-
er. These researchers also found that highly efeet¢achers taught low achieving stu-
dents and levels of student achievement increages much as 53%. The National
Board of Professional Teaching Standards (1999 ucted extensive research and iden-
tified the characteristics of high quality teachétgyh quality teachers:

e were committed to students and their learning
e knew the subjects they taught and how to teachethobjects to students
e were responsible for managing and monitoring stutdarning
e thought systematically about their practice andried from experience
e were members of learning communities
Most school districts provided some type of prof@sal development opportuni-

ties for the staff (Camp & Oesterreich, 2010; Flosy@013; National Dropout Preven-



35
tion Center/Network, 2009). However, research sstggethat few of these opportunities
were effective in helping to change teaching pcasti According to the National Drop-
out Prevention Center/Network (NDPC/N),

Often times, professional development is fragmeatatishort-term, and

rarely focused on curriculum content or teachirgcpces. Only 30% of

teachers participated in professional developmetntiges that required

in-depth study of a specific field. Content andadiom are very important

for effective professional development (p. 1).

Work conducted by the NDPC/N (2009) also enaldheddentification of key el-
ements of successful professional development anogyr Effective professional devel-
opment had a positive impact on student outcomas: key elements of successful pro-
fessional programs were identified : (a) supparrfithe administration for continuing
collaboration to improve learning and teaching,|@my term professional development
programs that are embedded within the schoolcdlidborative study of student learn-
ing, and (d) active learning activities that carulked in the classroom (e.g., practice,
feedback, and practice (NDPC/N, 2009). This stugypsrts my belief that effective pro-
fessional development programs must also be cilifuesponsive to the needs of the
students.

Inherent in the discussions of the achieveme#tfiotan American middle
school students was the subject of equity, pedagbgssumptions, and teacher expecta-
tions (Milner, 2012; Payne, 2008). According to MNetional Staff Development Council,

these factors appeared to be directly relatedaib development, how teachers collabo-
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rate, learn, and think (Camp & Oesterreich, 2018eter, 2011; Wei, Darling-Hammond,
& Adamson, 2010). These researchers shared sindass that called for more opportu-
nities for systematic staff development that wdlecéve of a school’s population, well
informed on the cultural differences, and assumegl éxpectations for all students. Re-
search suggested that it was important that ndemehers become involved in profes-
sional development activities early in their casedén addition, individual schools, not
districts, should provide relationship buildingjtove awareness and education of the
student population (Camp & Oesterreich, 2010; DgriHammond, 2008; Sleeter, 2011,
National Dropout Prevention Center/Network, 2009ren, 2013a). One school district
created a monetary incentive for teachers to stayiority schools (e.g., schools with
low standardized test scores). Contrary to whakt E2006) suggested, teachers rejected
the opportunities of monetary incentives. Thusrdfte years, the district dismantled the
incentive program because the incentive was ingfecdid not work; and teachers fled
priority schools despite the monetary incentivesféssional development opportunities
are needed to provide teachers with the tools ¥eldp an understanding and demon-
strate their appreciation for students who werteckht (Gay, 2013; Sleeter, 2011; War-
ren 2013; Sleeter, 2011). If schools were to prewdminars and learning opportunities
early in the teachers’ career, they would be lgs$yito leave the school or the profes-
sion (National Dropout Prevention Center/Netwo1¢02).

Researchers concluded that continued studieshimos$ culture and the cultural
backgrounds of students had a positive effect ad@mic outcomes. These researchers

also suggested that an increase in student outcocecesred when teachers made choices
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for instruction (Warren, 2013b; Schemeichel, 20@ay, 2013; Schoen and Teddlie,
2009). Others suggested that teachers: (a) foctiseoientification of strategies which
motivated and supported learning; (b) create bedggween the cultural experiences of
the students and the skills and content for whiely needed to become proficient; (c)
teach for understanding across all content ardagjuide students through the self-
discovery process; and (e) design performance taskslemonstrated and assessed stu-
dent learning (Gay, 2012; Sleeter, 2011; Warret 33D,

Summary

Although researchers suggested the need to re@trezcultural differences of
students, many schools have ignored or unknowinglye not considered culture as a
factor in the performance outcomes of studentsekample, researchers discussed the
perception that African American (and other mingrgtudents were not gifted; thereby,
excluding these students from the club of rigoplesation and achievement that gifted
programs. In spite of the suggestions of reseasdhet effective teachers should use in-
structional strategies (i.e., pedagogy) and plarctintent to enable students to make
connections with the knowledge of school and thness, too many school leaders have
ignored these data.

It is clear from the review of liteua¢ that culture does play an important role in

the achievement of students. One theme emergedthemesearch: assumptions teachers
made about the instructional strategies they sadleshd used in the classroom (e.g., any

instructional technique could be effective forstlidents) and the expectations they held
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about their students (e.g., all minority studenésenat risk for academic failure) have

shown to influence student outcomes.
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Section 3: Methods

Introduction

The purpose of this study was to examine and betteerstand the issues of
teachers’ expectations and the academic achievdmesi$ of African American middle
school students. There were two major charactesisti a school’s culture that were of
interest to me: (a) expectations of the teachad (ln) pedagogy observed in the class-
room. Flowers (2008) indicated that these two el@smfluenced professional devel-
opment opportunities provided to the teachers.ddads of this study were to provide (a)
awareness about the relationship between teaaguettations and academic achieve-
ment in reading and (b) a framework to encouragdue and the implementation of
reforms at the local level to form culturally pr@@&nt schools that will incorporate pro-
fessional development for culturally responsivelbéag. This research serves as a call to
action for the collaborative efforts of the acadelamd legislative communities for the
implementation and incorporation of professionalalepment that mirrors the needs of
the students at this site and other sites withlamstudent and teacher demographics.

After approval from the Institutional Review Bodit&B), the first step for me
was to collect data that yielded a measure ofdhelters’ expectations about their stu-
dents’ academic ability. The second step was totifyethe teachers’ expectations about
their students’ academic potential. The third $tepused on the instruction of African

American middle school students, that is, to idgr&nd understand the pedagogy used in
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the classroom for these students. The final stégriadned the relationship between the
teachers’ expectations, pedagogy, and the readorgs of African American middle
school students on the CRCT. In this section, larghe specific methods used to fulfill
the purpose of the study. First, a descriptionexmanation of the research design is
presented. The section also includes a descripfitie population along with the sam-
ple. The remaining text of this section is a dggmn of the instruments used and the da-
ta collection procedures, along with data analysisl a summary of information dis-
cussed in this section.

Research Design

| used a mixed methods research design to conldeichvestigation. This method
captured the best of the qualitative and quantgadipproaches. The goal was to obtain
findings that could be generalized to the popatatind at the same time develop an in-
depth understanding about the impact of teach&meaations on the academic
achievement levels of African American middle sdsiadents. The plan was to use a
sequential implementation strategy. In this regtrd,initial data collection included
guantitative data followed by qualitative data. Fatance, initially, all applicable teach-
ers received the appropriate survey and six teashere randomly selected to participate
in the observation phase of the study that occurrélde classroom. Specific details
about the procedures to collect and analyze datdiacussed in the Data Collection sec-

tion.
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Research Questions

| examined the influences of teachers’ expectatiegarding the achievement of

African American middle school students. The relaship of teachers’ expectations as it

influences the pedagogy of the teachers in thesiasn and the reading achievement of

African American students in middle school was daired. Therefore, data collected

centered around the following research questions:

1.

What are teachers’ expectations about the acadamlity of African American
middle school students in reading?

What are the teachers’ expectations about the agagmtential of African
American middle school students in reading?

What pedagogy do teachers use in the classroothdorAfrican American
middle school students in regards to reading aenmnt?

What professional development opportunities hagehters had in regards to
teaching reading in a diverse classroom?

Is there a relationship between teacher expecwtmdagogy, and the scores of

African American middle school students in readsnghe CRCT?
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Hypothesis
This study was designed to obtain informationetgpond to one quantitative re-
search question; only one hypothesis was testad.hipothesis is subsequently stated in
the null and then the alternative.

Ho: There is no significant relationship between beas’ expectations, pedagogy,
and the reading/Lexile scores of African Americadde school students
on the CRCT.

Hi: There is a significant relationship between teashexpectations, pedagogy,
and the scores of African American middle schoatishts in reading on
the CRCT.

The conceptual framework that guided the developrokthis study is explained in the
next section.
Population

Selection of participants occurred at Caldwell MeSchool. The population for
this study was the teachers of African Americandt@dgchool students. The school is
located in an area that has experienced markedglapiac changes. For instance, the
surrounding community was once predominantly (9@8king class (i.e., not middle
class) European American and has changed to appatedy 70% African American
working class (State Department of Education, 200@gr the past three years, approx-
imately 45 European American teachers and 22 Afrfsmericans teachers have trans-
ferred from the school to go to other schools wileeepopulation is majority middle-

class Caucasians. The district ranks high in Sehicl&chievement Test (SAT) scores
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and on the Criterion Referenced Competency Testsg®epartment of Education,
2010). Although the school's Language Arts and ireadcores have increased approxi-
mately 8% to 10% per year for the past 5 yearsstheol has still failed to meet AYP
requirements in two particular subgroups. Spedlficatudents who were from economi-
cally disadvantaged backgrounds and a number déstsa with special needs have not
met the standards on the CRCT. As a result, CaldMidtle School had failed to meet
AYP and received needs improvement status by #ie ébtate Department of Education,
2010). Subsequently, the state has replaced aadehAYP index with CCPRI College
and Career Readiness Performance Index, but hafhaoted the criteria for students to
meet standards via the CRCT. Caldwell Middle Sclaal not met performance goals
for the year 2012.

Although, I am no longer employed at the siteave maintained a professional
relationship with the faculty. For this reason &mdthe purpose of transparency my rela-
tionship in this setting was an observer-participan
Sample

The school serves a diverse and rapidly changingpdeaphic population due to
the gentrification of the greater metropolitan aaed the spread of suburbia. Approxi-
mately 45% of the students receive free or redlimech. There were 60 faculty mem-
bers in the school: 44 academic classroom teactiend)ich 18 were European Ameri-
can and 20 were African American, and six of La@scent. In the connections (i.e., art,
music, physical education, technology) there wete¢eschers; four were European

American and two were African American. As of AugR613, eleven teachers held gift-
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ed endorsements. Each of these teachers taugatshtone advance content class. The
school had three administrators, the principal, wilas African American, and the two
assistant principals, one was European Americahitamother was African American.
The two counselors were African American. The sthag five support staff members:
attendance clerk, bookkeeper, nurse, secretarycam@us police; three of these staff
members were African American and two were Euroggaerican. The school provides
instruction to sixth, seventh, and eighth gradeestiss. There were approximately 900
students in the school.

Instrumentation

Teachers’ Expectation Survey

All of the teachers who taught reading in the rfredsthool ( = 12) were given
an opportunity to complete the teachers’ expeatatiavey. The questionnaire used for
this study was an adaption of the teachers’ expientaurvey used by Regalla (2013).
The adaptation of this survey was the instrumermhoice to assess teachers’ expecta-
tions about the academic abilities and academienpial of the students (see Appendix
A). Regalla used a version of this instrument &eas teachers’ expectations about stu-
dents from low socioeconomic backgrounds who a#gdrsthool in Costa Rica. The in-
strument yielded information about the expectati@agshers hold about the academic
ability and potential of their students. As indeaxtby Regalla this instrument had ac-
ceptable levels of reliability and validity. This@stionnaire consists of nine items. The
first eight items asked the participants to respionelach item via a Likert-type response

scale with responses ranging froms&@ngly agregto 1 (strongly disagreg All of these
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items were worded in the same direction, extteph 7 (“I expect that many of these stu-
dents will quit school in high school”; Regalla,13&). That is to say, withem numbef’
scoring would be done in the reverse. For instanié, this item, the range of the re-
sponses would be (strongly agre which would be rated dgstrongly disagreg

which would be rated as five. In this manner, #&ufts would show that the higher the
rating, the more positive the expectation (Reg@id,3). The ninth statement was an
open-ended item added to give participants an dppity to expound upon their re-
sponses or add any other information that they edatd provide.

Observations

The six randomly selected middle school teachers two per grade level) were
given an opportunity to participate in two 30-mimatassroom observations. The pur-
pose of the observations was to identify the peggpased in the classroom. Specifically,
the ways in which teachers promoted student grawthlearning were observed. The
aspects of the teachers’ behaviors that were obde(&) curriculum planning and deliv-
ery (b) differentiated teaching behaviors, anda@ommodations for individual differ-
ences. According to VanTassel-Baska (2010), “Eifedieachers thoroughly plan and
organize for instruction. In planning and struatgrinstruction and activities, teachers
have an explicit set of high expectations for stugerformance and communicate the
importance of learning” (p. 5). Students diffetténms of their readiness to learn, learn-
ing styles, abilities, and interests. Thereforeyould be important for teachers to utilize

different instructional strategies that respondethé needs of the students.
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Each teacher who volunteered to participate irentadions signed a letter of con-
sent (see Appendix B). At that time, teachers vassegned a numerical code and re-
ferred to as such to ensure the confidentialitthefparticipants. Then the teachers re-
ceived a copy for their records and | kept a cdphese research procedures are con-
sistent with ethical practices, and no informaticas revealed about the identity of the
teachers (American Psychological Association, 2009)

| randomly selected six teachers to participatin@éobservation section of the
study. Teachers designated a time that was cormvefioiethem and told me what time
was conveniertb come to their classroom without interfering witieir work schedule or
instruction. At the time of the observation, | agasked the teacher for permission to ob-
serve him or her in the classroom with the studEm80 minutes. In the event a teacher
decided not to participate in the observationakphaf the study, | thanked the teacher
and then randomly selected another teacher foppaortunity to participate in the study.
Only one teacher opted out of the observationdlgfahis study (for health reasons).

Teachers who agreed to participate in the stughyesi a consent form. Teachers
were briefed in regards to the study and assuré@d obnfidential nature, along with an
explanation of how the study adheres to ethicadtpras and the rights of participants.
For instance, the teachers received informatiotapeng to their opportunity to with-
draw from the study at any time without penaltyeTonsent form explicitly stated spe-
cific details as required by the university IRB cEaarticipant received an assigned
number to place on their questionnaire and refawe$ such during the observation

phase of the study so that their individual idésgiremained confidential. Those mem-
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bers of the faculty participating in the study liged a copy of the consent form for their
records. After the study, a copy of the consennfowas placed in a secure file cabinet at
the home office of the researcher. After five yededa from this study will be shredded
and properly destroyed.

Criterion Reference Competency Test (CRCT)

Information collected from the school about thedstuts’ performance came from
the state’s portal of student assessments (CR@¥eisubject area of reading). The
CRCT measures how well students acquired the slildsknowledge as related to the
State Performance Standards (State Departmentumfaidn, 2009; 2013). Educators in
the state can also obtain information on the perésrce outcomes of students through
the state portal. Performance on the CRCT is asddssm scale scores that range from
650 to 900 (GPS) in each content area and graeé Btudents’ level of performance
described from their scores on the CRCT will in€luthe of the following: (a) 1 indi-
cates does not meet the standard, (b) 2 indicadessnthe standard, and (c) 3 indicates
exceeds standard, and Lexile scores. In order totana the highest level of confidenti-
ality, CRCT data for reading was collected forstilldents at the site, regardless if the
teacher participated in the study. No attempt waderto identify which teacher taught
which student. The relationship between teacheqseetations and CRCT scores in read-
ing were assessed. The independent variable wasableers’ expectations and the de-

pendent variable was the student’ level of perforoesof the CRCT score in reading.
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Data Collection Procedures

Data collection occurred in three ways, which p#ed the triangulation of data.
These procedures also helped to verify the accuwhthe information that enabled ap-
propriate comparisons to be made. As such, the/ stacurred in four phases: (1) prepa-
ration phase, (2) questionnaire phase, (3) obgervphase, and (4) data analysis and
close out phase. First, permission by the IRB ofd&ta University was obtained, along
with permission of the school district, principdltbe school, and members of the faculty
who participated in this study. The research siéatgd approval for the study after ap-
proval was obtained from IRB and the formal appicaprocess was completed. A letter
of agreement was obtained from the school distsavell as the principal. | then met
with the teachers of the school on a day designagegte principal. At the same time,
teachers were given information regarding the stluhyng regularly scheduled depart-
ment meetings at the school in an effort to solioltinteers to participate in the proposed
study.

The approximate time needed to complete the quesire was ten minutes. Up-
on completion of the questionnaire, teacher questoes were returned to a mailbox at
the site designated for surveys and consent forimsn, | was able to collect and store
the documents in a secured file cabinet in my hoffiee. Data will remain secured until
the requisite five-year period has lapsed. At timag, all of the information pertaining to
the study will be shredded and properly discartlgshn completion of the question-
naires, six teachers were selected using a Randonbbrs Table to participate in the

observational phase of the study. In order to gigdte in any phase of the research, all
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participants had to show agreement by signing témsent form (see Appendix B). | met
the teacher in his/her classroom to conduct therobason.

At the time that participants completed the questaire, they also completed a
short demographic sheet to collect background méion to describe the sample (see
Appendix A). Data collected did not contain infota that would reveal the individual
identities of participants. The same assigned nusnt®cess used for the questionnaires
was also used to code the data sheets for thevalbiess of the teachers in the classroom
to protect confidentiality. All information is kept a secure file cabinet in my home.

| then polled and visited teachers who agreedttgpate in the observation
phase of the study on one of the three days prdwigehe teacher. This process helped
me to identify an optimal time to visit the classms. A list of three preferred dates also
enabled me to visit the teachers’ classrooms with@uor her knowing exactly when |
would visit. In this manner, my intentions wereotaserve the teachers’ behaviors as it
naturally occurs. | observed participants in ortdecollect data in three categories: (1)
curriculum planning and delivery, (2) differentidteeaching behaviors, and (3) accom-
modations for individual differences (VanTasseldBa<t al., 2007; Van Tassel-Baska &
Wood, 2010)

Data Analyses

In accordance with protocol of a sequential mixegthod research, qualitative
data was collected after the quantitative datayamalThis process consisted of inputting
Reading scores of African American middle schootishts (only the scores of students

in a de-identified database) and teachers’ resjgaiosthie survey into a computer soft-
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ware program (i.e., Statistical Package for tha&@&rciences, SPSS). Correlational
analysis (i.e., Pearson Product Moment correlataefficient) were performed to deter-
mine if there was a relationship between the exgtiects teachers hold about their stu-
dents’ academic ability, academic potential andr tGRCT scores in reading. A descrip-
tion, summary, and data analysis were preparedanducted for the Teachers’ Expecta-
tions Survey (Regalla, 2013). The probability les£l05 (i.e., p< .05) was used to de-
termine if a relationship is significant or not.

Secondly, all qualitative data was analyzed basealcoeptable research practices
(Creswell, 2009; Creswell et al., 2011). For ins&n

1. Transcribed data and typed field notes fronolieervations

2. Reviewed data to identify a general feel fortghpe of information provided
from the participants. A determination concerning impression, tone, depth, and mean-
ing of the information was made

3. Conducted analysis with the organization ofdata into chunks to identify the
substance of the information obtained. Coded apellied information with concepts
used by the participant

4. Began the analyses by organizing the informatiemchunks to discover the
substance of the data collected. The categorieshemaes reported served as the major
findings of the study.

5. Constructed a narrative that reflected the méttron obtained from the teach-

ers
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6. The significance of the data or interpretatibthe data was included in the re-
sults to validate the teachers’ responses to eaestign asked in the survey

7. Verified (i.e., validated) the accuracy of trealcollected through member
checking (i.e., asked the teachers at post obsemgateetings if the major points rec-
orded were an accurate reflection). | analyzed@dlitative data (i.e., item number nine
on the Teachers’ Expectation Survey, and infornmadiotained during the observation) in
this manner.

As indicated previously, observational data wadyaea through the same quali-
tative techniques. There were three categoriesdagpfor collection of data and report
findings. Observations consisted of three aspddtseateachers’ behaviors: (a) curricu-
lum planning and delivery, (b) differentiated teimghbehaviors, and (c) accommodations
for individual differences. | reported descriptiarfshe themes, patterns, and essence of
the participants’ responses as related to theses.afdl data were stored in a secure file
cabinet in my home. It is my plan to keep data sstéor the requisite period of five
years; all data will then be shredded and apprtgyiaiscarded.

Specific Research Questions and Data Analyses

The procedures to analyze and review data relatduetresearch questions are
subsequently presented.

Research Question What are teachers’ expectations about the acadsulity
of African American middle school students in reaf As previously stated, data analy-
sis were performed using best practices for qualgaesearch (Creswell, 2009; Creswell

et al., 2011). The goal was to describe and expésichers’ expectations about the aca-
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demic ability of the students. Information for tihKesearch question was collected from
the Teachers’ Expectation Survey (Appendix A) alt asfrom the observations of the
teachers in the classroom.

Research Question ¥Vhat are the teachers’ expectations about théeacia po-
tential of African American middle school studemseading? Information for this re-
search question was obtained from the Teachers&apons Survey and in the observa-
tions of the teachers in the classroom. The focas v describe and explain the teachers’
expectations about the academic potential of thigican American middle school stu-
dents. Quantitative and qualitative data analysae werformed (e.g., respectively, de-
scriptive statistics and correlational, and idecdifion of patterns, themes, etc.).

Research Question 8Vhat pedagogy do teachers use in the classroothdi
African American middle school students in regaaodeeading achievement? Information
for this research question was collected from thgeovations made in the classroom. As
stated previously, | collected information as retato the behavior of the teachers in
three areas: (a) curriculum planning and delivésydifferentiated teaching behaviors,
and (c) accommodations for individual differencéar{ Tassel-Baska, 2009; Van Tassel-
Baska & Wood, 2010).

Research Question ¥hat professional development opportunities heaehers had
in regards to teaching reading in a diverse classfo\When participants completed the
demographic portion of the data sheet they weredagkindicate the number and type of
professional development opportunities they hacged as related to teaching reading

and with diverse groups of students. | performealitative analysis and identified the
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patterns, themes, and the essence of the partisipasponses. This information was re-
viewed, summarized, and used to prepare a respoiisis research question.

Research Question 5 there a relationship between teacher expeastpedagogy,
and the scores of African American middle schoatishts in reading on the CRCT? To
respond to this research question, correlationallyars were performed to determine if a
relationship (i.e., positive or negative) existetvieen teachers’ expectations, pedagogy
observed in the classroom, and the scores of theafsf American middle school stu-
dents in reading as measured by the CRCT. Thes$gsasavere used to identify the ex-
istence of a significant positive or negative relaship. The probability level of .05 was
used to determine if the relationship was signiftaar not. In this manner, the hypothesis
was tested to determine whether the null hypotredsisild be rejected or accepted.

Summary

The reasons | conducted this study was to exaamdegain insight into the issues
surrounding teachers’ expectations and the achiemthavels in reading of African
American middle school students. Four objectivesevidentified that helped achieve the
purpose of the study. The first objective was tibecd data that would yield a measure of
teacher expectations about the academic abiliidseapectations of their students. Sec-
ondly, the objective was to observed pedagogy bygdtle teachers in the classroom.
Thirdly, professional development activities in aiiteachers have participated related
to culturally responsive teaching that may affbet achievement in reading scores of Af-
rican American middle school students were idesdifiLastly, the relationship between

the variables of interest (i.e., teachers’ expemtat demographics of the teachers) and
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the reading scores of African American middle sé¢istadents on the CRCT was deter-
mined.

This study used a sequential, mixed methods relsekasign that involved teach-
ers who work at a middle school where the majmfitthe students were African Ameri-
can. Data collection consisted of three differeatbctollection procedures:

1. Teachers’ Expectation Survey (Regalla, 2013)

2. Observations in the classrooms

3. Reading scores of students on the CRCT.

These three different methods enabled a trianguapproach to confirm, corroborate,
and cross-validate the findings obtained from stugly (Creswell, 2009). | performed
gualitative and quantitative analyses of informatollected for each research question
and tested the hypothesis as indicated. The netibegresents the findings from the

data collection.
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Section 4: Findings

A sequential, mixed methods research design istmatg(a) focuses on the type
of research questions that necessitates an undéirsgan the real-world context that
presents multilevel and cultural perspectivesg(hploys rigorous quantitative research
that looks at the frequency and magnitude of atcocisand rigorous qualitative research
that examines both the meaning and understanditigeafonstructs, (c) utilizes multiple
data collection techniques, (d) integrates thesdéfit methods so that they can draw upon
the strengths of each other, and (e) frames tltly stithin a theoretical or philosophical
perspective (Creswell et al, 2011). As such, it deiermined that this design would be
the best method to ensure that the purpose otuldy svas fulfilled. Recall that the pur-
pose of this study was to examine the issues oh&¥a’ expectations and the academic
achievement levels in reading of African Americawlaie school students.

Therefore, the study was developed to addressdsearch questions and test one
hypothesis. Findings from the study are presemtebktail in this section. First, the de-
mographics obtained to describe the sample aremiess. Next, the analyses and results
for each research question are presented. Thetathghat was used to test the hypothe-
sis are discussed. Finally, the results are sunzerand conclusions and recommenda-
tions are given in Section 5.

Demographics

Caldwell Middle School had 44 academic teache94pachers agreed to partici-

pate in the study. These teachers represent 44Pe @icademic staff. As shown in Table

2, the majority of the participants were female.9%) and African American (63.2%).
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Table 2 also shows that the average age of thedeawas 42.2 years of age with a
range from 28-55. Participants were also asked(fhenumber of years they had been
teaching, (2) number of years teaching in the aiirsehool, (3) number of schools they
worked prior to teaching at the current school highest degree obtained, (5) grade that
they currently teach, and (6) content area that thach. Results from these data are sub-

sequently presented.

Table 2

Frequency and Percentages of Participants’ SexgRaed Age

Frequency Percentage (percentage)
Sex
Male 4 21.1
Female _15 _78.9
Total 19 100
Race
African American 12 63.2
European American 4 21.2
Multiracial 1 5.2
Hispanic 1 5.2
Other 1 5.2
Total 19 100
M Range
Age 42.2 28-55

As shown in Table 3, the average number of yearseachers taught was 13.68,

and the average number of years they had taugheiourrent school was 7.63. Most of

the teachers had taught in at least one other Ephiooto teaching in the current school

(see Table 3). Figure 1 shows the highest degeetetithers had obtained.
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Figure 2 depicts the grades that they teach is¢heol, and Figure 3 depicts the
specific content areas that these teachers teacbabe seen, most of the teachers had
earned a master’s degree (36.8%); more teache@%3éeach eighth grade than any
other grade.
Table 3

Descriptive Statistics of Participants’ TeachingpExiences and Level of Education

Number of Years: N Minimum Maximum Mean Standard Deviation
Teaching 19 2 23 13.6 7.18470
Teaching in

Current School 19 1 17 7.63 4.12594
Teaching in

Other Schools 17 1 5 2.23 1.34766

Results showed that most of the teachers had earnester’'s degree and two of the

teachers (20.5%) had earned doctorate degreeBi(gae 1).

Highest Degrees Earned
40 36.8
35
30 26.3 26.3
25
20
M Percentage
15
10.5

10

5 E

0 T T T

Bachelors Masters Education Specialist ~ Doctorate of
Education

Figure 1.The percentage of teachers who have earned heglueation degrees,= 19.
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Figure 2depicts the grade levels that the teachers testtteischool that served as the
setting for this study. As can be seen, 10.6% ®12) of the teachers teach two grades
and 21.1% teach all three grade levels (iB..78, and &"). The majority of the teachers
(36.8%) teach 8grade. In terms of the grades teachers teachoassin Figure 2, some
faculty teach two grades and four (21.2%) teacthatle middle grades (i.e 67", and

8th) ]

Grade Levels Taught

40

36.8

35

30

25

211 211
20
W Percentage
15
10.5
10
53 5.3
5 . .
0 T T T
6 7 8

6and 7 7 and 8 6,7and 8

Figure 2 Percentage of teachers who teach the middle bghades, = 19.
All teachers at the site were required to teaeklirg in the content area. Each
participant teaches a specific content area (st)aed reading. The focus of this study is

on the subject area of reading. Five teachers ¥@6t8ught English and Language Arts.
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Figure 3.Depicts the specific content areas that teacleisel sample taught. In sum it
can be said that the typical participant in thiglgtwas female, African American, aver-
age age of 42 years, and had taught an average.6fyars. Most of the teachers had
varied experiences teaching at other schools fwiooming to the current school. Partic-
ipants’ patterns of responses for the subject smggest that most of the teachers in this

sample are most likely to teach English and Langusgs (26.3%) or Mathematics

(22.2%).
Subject Areas Taught by the Teachers
30 22.2
25
20
15
10 W Percentage
5.6 5.6
N N
0 T T
Science Science & Math Science & Social
Math Social Studies
Studies

Figure 3.Percentage of teachers who teach the specifigdctidreas in the school that
served as the setting for the study.

Professional Development
This study also needed information from the pgréints about their professional
development activities. Of particular relevanceevtre professional development activi-

ties that they engaged as related to culturallgaesive teaching and/or teaching reading.
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As such, participants were asked to respond tdehe Please list how many and the
type of professional development activities that have engaged regarding culturally
responsive teaching and/or teaching reading.
The majority of the participants (68.4% orri3) provided comments; 31.6% (0&16)

of the participants did not provide a comment Sigire 4).

Percentage of Participants Who Responded
to the Professional Development Question

80

68.4
70

60 -

50 -

40 -

W Percentage
30 -+

20 -

10 -

Comment No Comment

Figure 4 Percentage of the sample who either made comrteettie professional devel-
opment question or did not make a comment to theepsional development question.

When patrticipants were asked to list the numbdrtgpe of professional devel-
opment activities that they engaged as relateditarally responsive teaching and/or
teaching reading, their responses were variedinstaince, 13 (or 68.4%) of the 19

teachers responded to the item.
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Table 4 presents the results obtained from thigcgeants’ responses in the

words of the participants. As shown in Table 4eéhfor 23.1%) of the teachers who pro-
vided comments (g 13) admitted that they had not engaged in anfepsional devel-
opment activities that involved culturally respasesteaching or teaching reading. One
participant (or 7.6%) listed the number of profeasil development activities, but did not
specify the type. The majority of the teachers wdgponded (61.5% or+8) indicated
that they had engaged in culturally responsivegasibnal development activities. Four
teachers (30.7%) reported that they had engagefassional development activities
that involved teaching reading. It should be ndted three of the teachers indicated that
they had engaged in professional development &esuvihat focused on both culturally
responsive teaching and teaching reading (see fAab&ticipant Number 7, Participant
Number 5, and Participant Number 15).
Table 4

Number and/or Type of Professional Development Esmpees with Culturally Respon-
sive Teaching or Teaching Reading as ReporteddP#mticipants

Professional Development Activities
Culturally Responsive

Teaching culturally diverse students (Participakt)#

Anti-defamation league trainer; Cultural proficigrtcainer in the county (Partici-
pant #2)

Helping Black boys succeed in academics (Partitigag)

Within the school-Gifted certification within thadt year (Participant #8)
Attended a middle school conference session onralitiversity (Participant #7)
Two Teaching children in poverty; 2 multiculturakues in education (Participant
#5)

Two multicultural classes in undergrad and gradpabgrams (Participant #4)

=

ogkw

~
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Professional development activities cont.

8. I mentored underrepresented males at the high sehdamiddle school levels. |
have also presented at several workshops relaina$ésroom management strat-
egies for urban classrooms (Participant #3)

Reading

Teaching Reading to Black adolescent males (Ppanti#7)
Three Series of RISS workshops (Participant #5)

Read 180 (Participant #15)

Reading ESL (Participant #11)

PowpbdPE

Miscellaneous

1. One participant simply indicated “None” (Particip#i9)

2. Nonein ___ County, | did have some professionatbtigpment activities in ____
county (Participant #14)

3. None here in Georgia but one in Florida (Partictp&lB)

4. Approximately 3-5 (Participant #10)

In sum, it can be said that the majority of thechesis (n= 9 or 69.2%) reported that they
had engaged in professional development activitiasinvolved being culturally respon-
sive to their students or teaching reading. Ouhefnine teachers who indicated that they
had engaged in professional development activittiesiltural diversity or teaching read-
ing, three teachers (33.3%) reported that theyemgiged in professional development
activities that involved both cultural diversitydateaching reading. Data and results were
obtained to address the research questions anthédsypothesis for this study are sub-
sequently presented.
Teachers’ Expectations

Teachers’ expectations were assessed with theh@esad&Expectation Survey

(Regalla, 2013). This instrument was used becdysevided information about teach-

ers’ expectations as related to the students’ awadabilities and academic potential (see
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Appendix A). This questionnaire consists of nireis. The first eight items ask the par-
ticipants to respond to each item via a Likert-typgponse scale with responses ranging
from 5 (i.e., “stronglyagreé€) to 1 (i.e.,“strongly disagreé). All of these items are
worded in the same direction, except item numbeers€‘l expect that many of these
students will quit school in high school” Regal#13). That is to say, item number sev-
en was scored in the reverse. The results wergrissito show that the higher the rating,
the more positive the expectation (Regalla, 20IBg ninth statement was an open-
ended item added to give participants an oppostiaaiexpound upon their responses or
add any other information that they wanted to pevi
Academic Ability

Items 2, 3, 5, Gand 8are those, which assess teachers’ expectations tisor

students’ academic ability (see Table 5). Teachegéctations about their students’ ac-
ademic potential was assessed thratgyhs 1, 4, and Results showed that teachers’
expectations about their students’ academic abydibged from ratings of 14 to 24 with a
mean level of 18.94. Teachers’ responses showedethehers believed that their stu-
dents were capable of at least average acadeniarmpance in readin¢question 2), M=
4.47 and capable of learning the material presantetass (i.e., question #3)1 = 4.47;

that is, relatively high expectations in these tweas; see Table 5.
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However, as seen in Table 5, the teachers’ regsmgygested that they do not believe
(i.e., relatively low expectations) their studerfes: were motivated to do their best in
class (i.e., question ¥5M = 3.21, (b) work very hard to do their best inssldi.e., ques-
tion #6),M = 3.26, and (c) think that education is import@et, question #3M = 3.5.
Overall, patterns from the participants’ respormseggest that the teachers have moderate
expectations for their studentd € 18.9).
Table 5

Teachers’ Expectations about Their Students’ Acacl@oility

Question N Minimum Maximum Mean Std.
Deviation

| believe that these students

are capable of at least

average academic

performance in reading. 19 4.00 5.00 4.47 51299

Most of these students are
capable of learning the
material presented in class. 19 4.00 5.00 4.47 51299

| believe that the students
are motivated to do their
best in class. 19 2.00 5.00 3.21 .97633

| believe that most of these
students work very hard to
do their best in class. 19 2.00 5.00 3.26 9911

| believe that these students
think that education is very
important. 19 2.00 5.00 3.52 .96427

Group 19 14.00 24.00 18.94 2.79829
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Academic Potential

Three questions were used to assess the teaelkpesitations about their stu-
dents’ academic potential. As seen in Table 6,aldeachers held slightly lower expec-
tations about their students’ academic potenlita(11.89) than they did about their stu-
dents’ academic abilityM = 18.94 see Table 5). However, it seems that the majofity
the teachers tend to agree (53% er 10) or strongly agre87% or n= 7) with the
statement that their students would perform acackiyias well as their European
American students; 10% & 2) disagreed with this statement. Most of the teexhe
strongly agreed (26.3% or= 5) or agreed (47.4% or = 9) with the statement about
their belief that their students have the skillsessary to attain success in the school.
When teachers were asked to respond to the statefhexpect that many of these stu-
dents will quit school in high school”, the majgrif the teachers disagreed (68.4% or
= 13) or strongly disagreed 15.8% o= 3); 15.8% neither agreed nor disagreed with

this statement.
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Teachers’ Expectations About Their Students’ Acac@otential
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Question N
Deviation

| believe that the students

will perform academically

as well as their Caucasian
American peers. 19

| believe these students have
the skills necessary to be
successful in school. 19

| expect that many of these

students will quit school
in high school. 19

Group 19

Minimum Maximum Mean
2.00 5.00 4.15
2.00 5.00 3.73
3.00 5.00 4.00

8.00 14.00 11.89

Std.

.89834

1.14708

0D@O

.91180

Open-Ended Item

Item Number Qasked participants to add any other commentshiegtwould like

to make or further explain any of their responsassults showed that 47.4% (or 9)

of the participants added comments (see Figur&/en the open-ended items were ana-

lyzed, three themes were revealed which explaiaetbfs this sample believed influ-

enced student outcomes: (a) importance of cultetalancy, (b) individual differences,

and (c) importance of a supportive environment.sefendings are consistent with past

research and will be discussed further in the segtion. For example, Van Tassel-Baska

et al (2007) found that there are individual difleces in terms of their readiness to learn,
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learning styles, abilities, and interests. Themfdrwould be important for teachers to

utilize different instructional strategies that iduespond to the needs of the students.

Percentage of Comments and No Comments

53 52.6

52

51

50

49

48 H Percentage

47 -

46 -

45 -

44 -

Comment No Comment

Figure 5.Percentage of participants who added commentslignabt add comments for
the open-ended item, which asked for additionarimftion.

Results showed that participants in this samppeessed the views that positive
student outcomes were dependent upon students inesngupportive environment (see
Table 6). As seen in Table 6, 55.5% of the pardictp shared statements, which ex-
pressed a need for students to have a supportweement. One teacher stated that Af-
rican American students could do just as well gsaher students “if they are positively
encouraged, pushed, and motivated,” (Participahj.#ther types of support teachers

mentioned was support for the students in genpaagntal support, motivators in their
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lives, and effective teaching. Furthermore, ongigpant believed that cultural relevance
was important for positive student outcomes, aneettothers acknowledged that there
were individual differences that would influencad#nt outcomes.

Table 7

Participants’ Responses to the Open-ended Itemmggkachers to Add Comments:
Identified Themes

Importance of Cultural Relevance

It is very important that all faculty members shibgb through cultural proficiency train-
ing. Being culturally responsive is vital in megfithe needs of various ethnicities’ cul-
tures. (Participant #2)

Individual Differences

When teaching | do not see color, | see a studéhtanneed to learn and it is my job to
provide that to them. When | teach if you ask mddscribe my students | would use ad-
jectives that describe their behavior. For examplg current group is talkative, slow in
completing assignments, and do not use my blogti¢Reant Number #6)

My responses were more focused on students iraghéwo years. This group has the
sense of entitlement and would rather be giverattsvers than search and learn about it.
Their parents are also great enablers. Prior wetiears, I've taught some challenging
students who could perform and wanted to succ&adti€ipants #4)

All answers do not consider poverty as this isstegsathe outcomes.
(Participant #5)

Importance of a Supportive Environment

| believe African American students can do jusivadl as any other student if they are
positively encouraged, pushed, and motivated. iif@eint #15)

| believe these students are capable of equalghehibut lack the support from outside
sources. (Participant #9)

There are some students that are motivated betlaexsdave parents that encourage
them to aspire for success. (Participant #13)
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Table 7 cont.

Importance of a Supportive Environment

| believe that all students can be successfuley thant to be, if they are willing to do the
work. Some students don’t have the academic skitke moment but they can be suc-
cessful with the right influences and motivatoRarticipants 14)

If students are given the opportunity to incredsertskills, they will have more confi-
dence to succeed. Kids need to be taught acadéitiscte be successful in school. (Par-
ticipant #12)

Classroom Observations
Six teachers were randomly selected and giverpportunity to participate in

two 30-minute classroom observations. | am cedibg the state as a Teacher Support
Specialist. Having this endorsement means, thaisogealified to assess, coach and
evaluate teachers. | also served as a lead teacdenember of the School Improvement
team at the site for eight years. Having obsereadhers many times in the past, | was
primarily interested in the identification of thegagogy teachers used in the classroom.
Specifically, the ways that the teachers promaidestt growth and learning was ob-
served. Three aspects of the teachers’ behaviaes elserved:

1. Curriculum planning and delivery,

2. Differentiated teaching behaviors, and

3. Accommodations for individual differences.
As seen in Table 8, teachers were rated in thrgs:wa) ‘emergimg” (i.e., very little evi-
dence demonstrated, rated on a scale of 1-Bjoferational” (i.e., evidence demon-
strated two or more examples, rated on a scale6)f dnd (c) “proficient” (i.e., evidence

demonstrated and integration showing significandesvce four or more examples, rated
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on ascale of 6-8 As seen in Table 8, the higher the rating, tloeenproficient the teach-
er is considered. See Appendix C Teacher Observ&tom.

Table 8

Assessment Components on the Teacher Observation Fo

Emerging Operational  Proficient

Curriculum Planning and Delivery 1 2 3 85 6 6 7 8
Differentiated Teaching Behaviors 1 2 3 8 6 6 7 8
Accommodation for Individual Differences 1 3 4 5 6 6 7 8

Curriculum planning and delivery rated the observation of two aspects of cur-
riculum planning and delivery: (1) organization/ieymentation of instructional plans,

and (2) use of technology resources.

W Emerging

2 Operational

M Proficient

Figure 6 Number of teachers who were observed to be ietherging, operational, and
proficient stages of development in the curriculpianning and delivery areas: Organi-
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zation/implementation of instructional plans (co@sdC1) and Use technology resources
(coded as C2).

As can be seen, the majority (66.6%ncr 8) of the teachers were rated as proficient in
terms of organization/implementation of instrucabplans. This means that when | ob-
served the teachers they showed significant evelehtour or more examples of organi-
zation and instructional planning. Finally, | rat@dst (41.7% on = 5) of the teachers as
proficient in the use of technology resources, sareee rated as operational (33.3%nor
=4), and a few were rated as emerging (25% oar3).

Differentiated teaching behaviors (strategieEhe second observation was made
in the area of differentiated teaching behaviorss{mategies). Teachers were rated in
three categories, namely: (a) differentiation emtd®y process, (b) differentiation evident
by content, and (c) differentiation evident by asseent. Figure 6 shows the pattern of
the observations made in these areas. As can hetheemajority of the teachers (50% or
n = 6) were rated as operational in the differentiaBoident by process category (coded

as D1), with 33.3% (on = 4) rated as proficient, and 16.7% (or 2) rated as emerging.



72

B Emerging
11 Operational

M Proficient

Figure 7. Number of teachers who were observed to be ietherging, operational, and
proficient stages of development in differentiatieaching behaviors (strategies): Differ-
entiation evident by process (coded as D1), Diffeagion evident by content (coded as
D2), and Differentiation evident by assessment ¢doas D3).

In the category of differentiation evident by cantécoded as D2), the majority of the
teachers (45.4% or = 5) were rated as proficient, with 36.4% < 4) rated as operation-
al and 18.2%r( = 2) rated as emerging. Finally, in the category ffedentiation evident

by assessment, (coded as D3), the majority ofehehiers were rated as operational (50%

orn = 6), with 25% ( = 3) rated as proficient and 25% € 3) rated as emerging.

Accommodation for individual differencéihe third category used to assess teachers’
pedagogy in the classroom was evidence of accomtmadar individual differences.
Teachers were rated in four categories for thisgmment: (1) evidence of learning mo-

dalities (coded as Al), (2) evidence of learningd@d as A2), (3) evidence of knowledge
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of cultural/ethnic backgrounds (coded as A3), af)ceidence of global awareness (cod-
ed as A4). Figure 8 is used to depict the resudts this measure. The majority of the
teachers were rated as proficient in the categofig®\1) evidence of learning modali-
ties (54.5% or n = 6), (b) evidence of learnindesty(54.5% or n = 6), and (c) evidence of
global awareness (63.6% or n = 7). In the categbgvidence of knowledge of cultur-
al/ethnic backgrounds (coded A3), the majorityra participants (72.7% or n = 8) were

rated as operational; see Figure 8.

9

B Emerging

2 Operational

M Proficient

Figure 8 Number of teachers who were observed to be ietherging, operational, and
proficient stages of development in accommodatownfdividual differences: Evidence
of learning modalities (coded as Al), Evidenceeairhing styles (coded as A2), evidence
of knowledge of cultural/ethnic backgrounds (codsdA3), and Evidence of global
awareness (coded as A4).

Three major findings were revealed as relatetiegedagogy in the teachers’
classrooms. First, the pedagogy observed in tlehées’ classrooms as related to cur-

riculum planning and delivery was proficient. Sedignin terms of differentiated teach-



74
ing behaviors, some teachers are more proficiemt tdthers are. For example, in two ar-
eas (i.e., differentiation evident by process aiffér@ntiation evident by assessment) the
teachers were rated as operational, and in the éing.a they were rated as proficient (i.e.,
differentiation evident by content, coded as D2)alty, the accommodation for individ-
ual differences results indicated that the teaclvere proficient in three areas (i.e., evi-
dence of learning modalities (coded as Al), evidasfdearning styles (A2), and evi-
dence of global awareness, coded as A4). Basedaeonbiservations made, it appears that
there is room for growth in the evidence of knowgedf cultural/ethnic backgrounds
(coded as A3).

Data Analyses: Responses to the Research Questions

Four qualitative research questions and one ga#é research question guided
the design and implementation of this researclorindtion was obtained so that each
guestion could be addressed. Since there was amigiive research question, one hy-
pothesis was tested. Results pertaining to thesareh questions and hypothesis are
presented next.
Research Question 1

This question asked: What are teachers’ expeoswabout the academic ability
of African American middle school students in ree The Teachers’ Expectation Sur-
vey (Regalla, 2013) was used to obtain informasibaut the sample’s academic ability
and potential.

Teachers’ responses showed that teachers belieaktheir students were capa-

ble of at least average academic performance dingaand that most of their students
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are capable of learning the material presentethsscHowever, the teachers’ responses
showed that they tend to disagree or feel neuvehtd the statements that said their stu-
dents: (1) were motivated to do their best in glé&swork very hard to do their best in
class, (3) think that education is important. Isvadetermined that the overall patterns
from the participants’ responses suggested thaetmhers have both favorable and un-
favorable expectations for their students (seed &hl
Research Question 2

Research question 2 asked: What are the teachgrsttations about the academ-
ic potential of African American middle school sénds in reading? Three questions from
the Teachers’ Expectation Survey (Regalla, 2013¢wseed to assess the teachers’ ex-
pectations about the academic potential of thaolestts. Findings showed that the major-
ity of the teachers tended to agree or stronglgagrith the statement that their students
would perform academically as well as their Europ@enerican students. Similarly,
most of the teachers strongly agreed or agreedthatistatement about their belief that
their students have the skills necessary to astaicess in the school. Finally, it was not-
ed that the majority of the teachers disagreedrongly disagreed with this statement: |
expect that many of these students will quit sclibigh school (see Table 6). There-
fore, the response to this statement is that tehtrs had relatively high expectations
about their students’ academic potential.

Additionally, teachers were also given an oppatyuto add any comments that
they wanted to share on the topics being discuSdezr responses indicated that they

believed there were other factors that could infeeestudent outcomes. For instance,
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they stated that it was important for informatiarthe classroom to be culturally relevant
for the students. Teachers also reported that there individual differences that needed
to be acknowledged. Finally, the third factor teashindicated was important for positive
student outcomes was a supportive environmentl{abke 6).

Research Question 3

The third research question was: What pedagogdgatthers use in the classroom
of their African American middle school students&®for this research question was
obtained from the classroom observations. Spedifiacabservations were made in three
categories: (1) curriculum planning and deliveB), differentiated teaching behaviors
(strategies), and (3) accommodation for individiifilerences. In terms of the pedagogy
used in the classroom, | made three major obsenatlJsing the Teacher Observation
Rubric (Appendix D), it was determined that the ggpahy observed in the teachers’
classrooms as related to curriculum planning atigetg was proficient.

Another observation was that, in terms of difféiaed teaching behaviors, some
teachers are more proficient than others are. ¥amele, in two areas (i.e., differentia-
tion evident by both process and assessment) dlcbeées were rated as operational, and
in the third area they were rated as proficieset (differentiation evident by content, cod-
ed as D2). The accommodation for individual differes results indicated that the teach-
ers were proficient in three areas (i.e., evidesfdearning modalities, evidence of learn-
ing styles, and evidence of global awareness).Basdhe observations, it seems that
there is room for growth in the evidence of knowgjedf cultural/ethnic backgrounds.

This finding was supported from the open-ended centeimade by the teachers. The
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participants reported that there were individuéfiedences and other factors that would
influence student outcomes. The implication is teathers would need to know about
the differences and at the same time become knge#die about various strategies that
would serve to address the needs of all of thattestts. In essence, the sample admits
there is no one method that would fit the needsficof the students.

Research Question 4

This question asked: What professional developropportunities have teachers
had in regards to teaching reading in a diversesot®m? Participants were asked to list
the number and type of professional developmenmtiaes they had engaged as related
to culturally responsive teaching and/or teachemyling. Results showed that more
teachers (61.5%) had engaged in professional dewelot activities related to cultural
responsiveness than in teaching reading (30.7%)Table 4. Three teachers admitted
that they had not engaged in any professional dpwetnt activities that involved cultur-
ally responsive teaching or teaching reading. ttasknown if these teachers did not
want to participate in professional developmenthaf nature or no courses were availa-
ble or convenient for these teachers to particigatdy three teachers indicated that they
had engaged in professional development activitiasfocused on both culturally re-

sponsive teaching and teaching reading.



78

Research Question 5 and the Hypothesis

This question asked: Is there a relationship betweachers’ expectations, peda-
gogy, and the scores of African American middleostistudents in reading on the
CRCT? In order to respond to this research questamelational analysis was needed.
Pearson Product Moment Correlation coefficientsswaaiculated using the Statistical
Package of the Social Sciences (SPSS). The prdigdéilel of .05 was used to deter-
mine if a relationship was significant or not. Agyiously stated, teachers’ expectations
were measured with the Teachers’ Expectations $yRegalla, 2013), pedagogy was
measured by classroom observations, and the sgbties students in reading were ob-
tained from the State Department of Education (2013

The only significant relationships that were rdedahat were relevant to re-
search question five were:

1. Teachers’ expectations about the academic poteritthkir students and the per-
centage of middle school students in the schadhi® 2012-2013 academic year
who met the standards on the CRCT in Reading,86, p=.02. Results showed
that 52% of the  graders, 66.1% of thé"Graders, and 52.1% of th® §raders
met the state’s standards on the CRCT in Readiagedchers’ expectations
about their students’ academic potential increasedlid the percentage of stu-
dents who met the state standards on the CRCTadiRg see Table 9.

2. Teachers expectations about the academic poteftia¢ir students and the per-
centage of middle school students in the schadhi® 2012-2013 academic year

who exceeded the standards on the CRCT in Reading/97,p = .05 Results
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showed that 46.2% of th&'@raders, 27.7% of thé"Graders, and 43.7% of the
8" graders exceeded the state’s standards on the @RR&ading; see Table 8.
3. Teacher expectations about the academic abilitgef students and the percent-
age of &, 7", and & grade students in the school for the 2012-2018eic
year who exceeded the state’s standards on the @RR&adingr = -.926,

p <.01 6ee Table 9).

Table 9

Significant Correlations Revealed for Teachers’ &otations and Middle School Stu-
dents’ CRCT Scores in Reading

Correlations

Expectations about Academic Potential
Students Met

Pearson Correlation .868
Sig. (2-tailed) .02
N 6
Students Exceeded Expectations about Academeniait
Pearson Correlation 797
Sig. (2-tailed) .05
N 6
Students Exceeded Expectations about AcademiayAbi
Pearson Correlation -.926
Sig. (2-tailed) .01
N 6

The only significant relationships obselrveere those between teachers’ expecta-
tions and middle school students’ scores on the TR@®Reading. There was no signifi-
cant correlation revealed between pedagogy (asurezhby classroom observations

made by me). Since there was only one significarmetation between the three variables
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(i.e., expectations, pedagogy, and CRCT scoregadiRg) the null hypothesis was not
rejected. It was determined that there was onltigdaupport for the hypothesis.
Supplemental Analysis

Given the importance this study places migssional development opportunities, it
was determined that there was a need to see @ tix@s an effect of professional devel-
opment opportunities and any of the key variabAssseen in Table 10, there was a sig-
nificant relationship between professional develeptropportunities (i.e., independent
variable) and the percentage of students who didneet the standards for their grade on
the CRCT in Reading, F (1,3)63.00, p <.02.
Table 10

The Relationship between Teachers’ Professionakement Opportunities and Stu-
dents’ Scores on the CRCT in Reading

ANOVA
Sum of Squares df Mean Square F
Sig
Students Did Not
Meet Standards Between Group 52.920 1 52.920 63.000
.01
Within Groups 1.680 2 .840
Total 54.6000 3

The next section of this research will presentrarsary of the study, conclusions made
as a result of the findings obtained from the itigasion, and offer recommendations

based on the findings obtained from the research.
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Section 5: Summary, Conclusions, and Recommendation

This study was designed to address a persistebtgonan education. The prob-
lem is that despite the federal mandate of NCL&estequirements, research, and nu-
merous school reforms, the achievement gap corgitaupersist between African Ameri-
can and European American students (NCLB, 2002rdIs a difference in student out-
comes for students of color (e.g., African Americkatino) and students from low soci-
oeconomic backgrounds (Frye & Vogt, 2010; Warréii,3b). Therefore, the purpose of
the research was to examine the relationship bettezehers’ expectations and the aca-
demic achievement levels of African American midsitdool students. In addition, there
were two major characteristics of a school’s c@tof interest to this study: (a) expecta-
tions of the teachers, and (b) pedagogy observétticlassroom. Researchers (Gay,
2010; Natesan & Kieftenbeld, 2013) indicated thatse two elements influenced profes-
sional development opportunities provided to tlaehers.

The goals of this study were to provide (a) awassrabout the relationship be-
tween teachers’ expectations and academic achietemesading, and (b) a framework
to encourage dialogue and the implementation ofmne$ at the local level to form cul-
turally proficient schools that will incorporategbessional development for culturally
responsive teaching. This research, like otherarebeon the subject (Gay, 2013; Natesan
& Kieftenbeld, 2013; Warren, 2013a), is a call tti@n for the collaborative efforts of
the academic and legislative communities. There lb@ag need for the implementation

and incorporation of professional development thators the needs of the students at
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this site, and other sites with similar student seatther demographics, while positively
affecting student achievement on the standardiz&d tn reading.

| used a mixed methods approach to examine thectaions of the teachers,
pedagogical behaviors, and the academic achieveshém students in the subject area
of reading at the research site. The mixed methpgsoach presents the best of both
worlds of research. As such, the design enabledeearcher to make an in-depth exam-
ination of teachers’ expectations as it relatehéoachievement of African American
middle school students in reading, and enabledogpiate comparisons between favora-
ble and unfavorable expectations. | used survdyserwations, and archival data (i.e.,
reading scores from the CRCT) to assess the re#itip between teachers’ expectations
and academic achievement.

Four qualitative research questions and one ga#ié research question guided
the development and implementation of the curres¢arch. There was also one hypoth-
esis tested as related to the fifth research questirhese research questions were: (1)
What are teachers’ expectations about the acadamiity of African American middle
school students in reading? (2) What are the teaceepectations about the academic
potential of African American middle school studemt reading? (3) What pedagogy do
teachers use in the classroom for their African Aca@ middle school students in re-
gards to reading achievement as measured by th& €R&€) What professional devel-
opment opportunities have teachers had in regartisathing reading in a diverse class-

room? And (5) Is there a relationship between teaekpectations, pedagogy, and the
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scores of African American middle school studentseading on the CRCT? The hy-
potheses (i.e., null and alternative) that wertetkwere:

Ho: There is no significant relationship between beas’ expectations, pedagogy,

and the scores of African American, middle schoadients in reading on the

CRCT.

Hi: There is a significant relationship between teashexpectations, pedagogy,

and the scores of African American, middle schoadients in reading on the

CRCT.

Data were collected in three ways. First, allne&f teachers who taught reading in
the middle schooln(= 12) were given an opportunity to complete the teexlexpecta-
tion survey. The questionnaire used for this stidg an adaption of the teachers’ expec-
tation survey used by Regalla (2013). This questire consisted of nine items. Second-
ly, the researcher also randomly selected middieadeachers (i.e., two per grade lev-
el) to give them an opportunity to participatewotthirty-minute classroom observa-
tions. This data collection technique was used¢ntify the pedagogy used in the class-
rooms. Specifically, the strategies teachers’ usgq@tomote student growth and learning
were observed (Van Tassel-Baska, 2009; Van Tassstd@8& Wood, 2010; VanTassel-
Baska, Quek, & Feng, 2007). Data were recordeélated to three aspects of the teach-
ers’ behaviors: (1) curriculum planning and delw€P) differentiated teaching behav-
iors, and (3) accommodations for individual diffeces. The third data collection tech-
nique used for this study was archival data thaviged student outcomes from the state

mandated Criterion Reference Competency Test (CRChe subject area of Reading.
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The CRCT measures how well students acquire this skid knowledge as related to the
State Performance Standards (State Departmentuwfaidn, 2009, 2013). The focus
here was with the determination of whether or hete was a relationship between
teachers’ expectations and CRCT scores in readlimgindependent variable was the
teachers’ expectations and the dependent variaddeve student’ level of performance
of the CRCT score in reading.

Background information was collected from the sEEmphe sample can be de-
scribed as 19 teachers, the majority of whom wengafe (78.9%) and African American
(63.2%). The mean age of the teachers in this samas$ 42.2 years, the youngest being
28 and the oldest was 55 years of age. Furtherrtteeegverage number of years teachers
had taught was 13.68 years and the average nurhipeais they had taught in the school
that served as the setting for this study was ye&Bs. Finally, most of the teachers had a
master’s degree (36.8%) or above (i.e., educatigmeatialist, 26.3%, EdD 10.5%). These
teachers taught sixth through eighth grade students

A summary of the results from three key varialdaseeded here. Information
about the type and number of professional developaivities teachers had engaged
was also an important variable for this study. étatt from the findings showed that the
majority of the teachers(= 9 or 69.2%) reported that they had engaged irepsabnal
development activities that involved being cultlyaésponsive to their students or
teaching reading. Out of the nine teachers whaatdd that they had engaged in profes-

sional development activities in cultural diversatyteaching reading, three teachers
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(33.3%) reported that they had engaged in profeasaevelopment activities that in-
volved both cultural diversity and teaching reading

In terms of teachers’ expectations about thedletts’ academic ability, results
showed that teachers’ expectations about theieststdacademic ability ranged from
ratings ofl4 to 24 with a mean level of 18.9%achers’ responses showed that teachers
believed that their students were capable of at lmgerage academic performance in
reading (question #2M = 4.47 on a five point scale, and capable of iegrthe material
presented in class (i.e., question #3) 4.47; that is, relatively high expectations ie-th
se two areas; see Table 4. However, teachers’ mespondicated that they do not believe
(i.e., relatively low expectations) their studerfes: were motivated to do their best in
class (i.e., question ¥5M = 3.21, (b) work very hard to do their best inssldi.e., ques-
tion #6),M = 3.26, and (c) think that education is import@et, question #8 M = 3.5.
Overall, patterns from the participants’ respormeggest that the teachers hold both fa-
vorable and unfavorable expectations about thedestts.

Observations in the classroom showed that thenta{66.6% orn = 8) of the
teachers were rated as proficient in terms of aegdion/implementation of instructional
plans. This means when | observed the teachersstimyed evidence demonstrated and
integration showing significant evidence of foumoore examples. Finally, the research-
er observed most (41.7% o= 5) of the teachers as proficient in the useeohhology
resources, some were observed to be operation8%38rn = 4), and a few were ob-
served to be emerging (25%ror 3). Overall, there were three major findings frdra t

data collected as related to the pedagogy in tnehtrs’ classrooms. First, the pedagogy
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| observed in the teachers’ classrooms as relatedrticulum planning and delivery was
proficient. Secondly, in terms of differentiated¢ting behaviors, it seems that some
teachers are more proficient than others are. ¥amele, in two areas (i.e., differentia-
tion evident by process and differentiation evidenassessment), the teachers were rat-
ed as operational, and in the third area they waesl as proficient (i.e., differentiation
evident by content). Finally, the accommodationifalividual differences results indi-
cated that the teachers were proficient in threasafi.e., evidence of learning modalities,
evidence of learning styles, and evidence of glabareness). Based on the observa-
tions, it appears that there is room for growtkhe evidence of knowledge of cultur-
al/ethnic backgrounds.

Specific responses to each research questionygaodhesis were constructed
based on the results from the study. The firstanesequestion asked; What are teacher’s
expectations about the academic ability of Afriéanerican middle school students in
reading? Teachers’ responses showed that teaaklergdal that their students were ca-
pable of at least average academic performanasanting, and that most of their students
are capable of learning the material presentethsscConversely, the teachers’ tended
to disagree or feel neutral toward the stateméatissaid their students: (a) were motivat-
ed to do their best in class, (b) work very harddadheir best in class, and (c) think that
education is important. Findings revealed that#aehers’ expectations about their stu-
dents’ academic ability were both favorable andauafable expectations.

The second research question was: What are tbleeiesa expectations about the

academic potential of African American middle sdnstadents in reading? Results indi-
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cated that the majority of the teachers tendedjteeaor strongly agree with the state-
ment that their students would perform academicalyvell as their European American
students. Similarly, most of the teachers stromagjyeed or agreed with the statement
about their belief that their students have thésskecessary to attain success in the
school. Finally, it was noted that the majoritytloé teachers disagreed or strongly disa-
greed with this statement: | expect that many eséhstudents will quit school in high
school (see Table 5). Therefore, the responsadatiitement is that the teachers had rel-
atively high (i.e., favorable) expectations abdwiit students’ academic potential. When
teachers were given an opportunity to provide &t comments, they expressed their
beliefs about factors that would have a positivpast on student outcomes: (1) infor-
mation in the classroom should be culturally refgfar the students, (2) individual dif-
ferences need to be acknowledged, and (3) a sungptearning environment.

Teachers also reported that there were individiffdrdnces of students needed to be
acknowledged.

The third research question was: What pedagogdgatthers use in the classroom
of their African American middle school students2drms of the pedagogy used in the
classroom, | made three major observations. ltdedsrmined that the pedagogy ob-
served in the teachers’ classrooms as relatedrtwglum planning and delivery was
proficient. Observations of differentiated teachbeaviors revealed that some teachers
were more proficient than others were. For exampleyo areas (i.e., differentiation ev-
ident by both process and assessment), the teagbsrgated as operational, and in the

third area they were rated as proficient (i.efedéntiation evident by content). Teachers
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were observed to be proficient in accommodationrfdividual differences (i.e., evi-
dence of learning modalities, evidence of learrstydes, and evidence of global aware-
ness). However, based on the observations, th@esaepto be room for growth in the
evidence of knowledge of cultural/ethnic backgraurfsupport for these findings was
obtained from the open-ended comments made bg#ohérs. As previously indicated,
the teachers reported that there were individdédrd@inces and other factors that would
influence student outcomes. The implication hetbas teachers would need to know
about the differences and at the same time becowwlkdgeable about various strate-
gies that would serve to address the needs of #ikear students.

Research question four asked: What professionaldement opportunities have
teachers had in regards to teaching reading inexsk classroom? Findings showed that
more teachers (61.5%) had engaged in professi@valabment activities related to cul-
tural responsiveness than in teaching reading ¥8D.Three teachers admitted that they
had not engaged in any professional developmenitas that involved culturally re-
sponsive teaching or teaching reading. Only theaehers indicated that they had en-
gaged in professional development activities tbati$ed on both culturally responsive
teaching and teaching reading.

Finally, the fifth research question asked: Is¢herelationship between teachers’
expectations, pedagogy, and the scores of Africaerican middle school students in
reading on the CRCT? In order to respond to tresarch question, correlational anal-
yses were performed. Significant relationships adad that were related to this research

guestion were as follows: (a) Teachers’ expectataout the academic potential of their
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students and the percentage of middle school stside the school for the 2012-2013
academic year who met the standards on the CR&Eadingr = .86,p = .02. Results
showed that 52% of thé"&raders, 66.1% of thé"Graders, and 52.1% of th® §raders
met the state’s standards on the CRCT in Readimng rd&lationship was positive; that is,
as teachers’ expectations about their studentsteamis potential increased, so did the
percentage of students who met the state standartfe CRCT in Reading. (b) Teach-
ers’ expectations about the academic potentidiaf students and the percentage of
middle school students in the school for the 20Q23academic year who exceeded the
standards on the CRCT in Reading, .797,p = .05. Results showed that 46.2% of the
6" graders, 27.7% of thé"graders, and 43.7% of th¥ §raders exceeded the state’s
standards on the CRCT in Reading. And, (c) Teaekpectations about the academic
ability of their students and the percentage'dgf#', and &' grade students in the school
for the 2012-2013 academic year who exceeded #te'sstandards on the CRCT in
Readingy = -.926,p < .01. Patterns from the findings showed thahadeachers’ ex-
pectations about the academic ability of their etid increased, so did the percentage of
students who exceeded the state’s standards &@RB4 in Reading.

The significant relationships observedev#iose between teachers’ expectations
and middle school students’ scores on the CRCTeiadihg. There was no significant
correlation revealed between pedagogy (as meabyreldssroom observations made by
the researcher) and students’ performance on ti&TGR Reading. Since there was only

one significant correlation between the three \deis (i.e., expectations, pedagogy, and
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CRCT scores in Reading) the null hypothesis wagejetted. It was determined that
there was only partial support for the hypothesis.

Engagement in professional developmentities was viewed as important for the
positive student outcomes. As such, and Analysiasfance (ANOVA) was performed
with professional development opportunities asitkdependent variable and students’
scores on the CRCT in reading. The goal was tamate if professional development
opportunities affected any of the key variablesfEhwas a significant relationship be-
tween professional development opportunities ang#rcentage of students who did not
meet the standards for their grade on the CRC&ading. The more exposure teachers
had in professional development activities, thedetlie number of student who did not
meet the standards on the CRCT in readmng (02).

Conclusions

There are two aspects of a school’s culture of@steto this study: (a) expecta-
tions of the teachers, and (b) pedagogy observéteiolassroom. Some researchers have
indicated that these two elements influenced psideal development opportunities pro-
vided to the teachers (Gay, 2010; Natesan & Kibfkeéoh 2013). The goal of this study
was to provide: (a) awareness about the relatipriséiween teachers’ expectations and
academic achievement in reading, and (b) a frameteoencourage dialogue and the
implementation of reforms at the local level tonfioculturally proficient schools that will
incorporate professional development for culturadlgponsive teaching. This research
and other related investigations (e.g. Gay, 20Eebdan & Kieftenbeld, 2013;Warren,

2013a) support a call to action for the collabeaefforts of the academic and legislative
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communities for the implementation and incorporatd professional development that
mirrors the needs of the students in schools atchessation. The ultimate goal would be
to affect positive change in student achievemeartjqularly in the subject area of
reading.

Results obtained from this study were supportiveasiclusions made in previous
research. For example, according to VanTassel-Betsila(2007), teachers who are ef-
fective in the classroom are able to thoroughlyaarge and plan for classroom instruc-
tion. Furthermore, these researchers stated thex ¥gachers are well organized and
structure their instruction activities, they aresnitkely guided by high expectations for
their students. At the same time VanTassel-Baslacalleagues stated that teaches are
then able to communicate to their students abautithportance of learning” (p. 5).

Similarly, past research has also provided evidénaestudents do not learn the
same way, nor are all students ready or able ta [@éan Tassel-Baska & Wood, 2010;
VanTassel-Baska, Quek, & Feng, 2007). Findings friemstudy showed that teachers
themselves reported that there were individuakdsifices that they needed to be aware of
and become knowledgeable in strategies that waellgl &l of their students learn. It was
concluded that, it is important for teachers téizdidifferent instructional strategies that
would respond to the needs of the students.

Findings from this study also led to the conclasiconsistent with past research,
that teachers’ expectations about their studemtsrical for the success of the students.
Just as classic and current research has shoteaciiers believe that their students have

the ability and the potential needed to succeedean&ally, then the students are more
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likely to attain positive student outcomes (BaBranscombe, & Byrne, 2013; Rosenthal
& Jacobson, 1967). While teachers in this studyl@t favorable expectations about
their students’ ability to attain at least averagademic performance, they were more
likely to disagree, or feel neutral about stateménat asked about their motivation to
achieve and about their students’ belief that etloicavas important. Teachers had rela-
tively high (i.e., favorable) expectations abouwditistudents’ academic potential. When
teachers were given an opportunity to provide &t comments, they expressed their
beliefs about other factors that would influenaedsnt learning: (a) information in the
classroom should be culturally relevant for thedetits, (b) individual differences need to
be acknowledged, and (c) a supportive learningrenment. Teachers also reported that
there were individual differences that needed tadlenowledged.

Conclusions made about the teachers’ pedagogywdssa the classroom by the
researcher were: (a) as related to curriculum ptenand delivery, teachers were profi-
cient, (b) observations of differentiated teachiepaviors revealed that some teachers
were more proficient than others, and (c) teacthver® observed to be proficient in ac-
commodation for individual differences (i.e., evide of learning modalities, evidence of
learning styles, and evidence of global awarenéis)ever, based on my observations,
there appears to be room for growth in the evidefi¢mowledge of cultural/ethnic
backgrounds. Support for these findings obtainethfthe open-ended comments made
by the teachers. Teachers reported that thereingiredual differences and other factors

that would influence student outcomes. The implicahere is that teachers would need
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to know about the differences and at the same lti@eme knowledgeable about various
instructional strategies that would respond torteeds of all of their students.

Teachers in this sample had engaged in more iofed development activities
related to cultural responsiveness than in teacat@ading (30.7%). Three teachers admit-
ted that they had not engaged in any professiomnaldpment activities that involved
culturally responsive teaching or teaching readirtgee teachers indicated that they had
engaged in professional development activitiesfttaised on both culturally responsive
teaching and teaching reading. Finally, it was aahed that there was a significant rela-
tionship between teachers’ expectations aboutdhdeamic potential of their students
and the percentage of middle school students i2@12-2013 Academic Year. Signifi-
cant relationships revealed that were relatedisorédsearch question were as follows:

1. Teachers’ expectations about the academinpatef their students and the
percentage of middle school students in the sdondhe 2012-2013 academic year who
met the standards on the CRCT in readpyg .02. As teachers’ expectations about their
students’ academic potential increased, so dighéineentage of students who met the
state standards on the CRCT in reading

2. Teachers’ expectations about the academic patentheir students and the
percentage of middle school students in the sdondhe 2012-2013 academic year who
exceeded the standards on the CRCT in Reading05;

3. Teacher expectations about the academic abifiitiyeir students and the per-
centage of 8, 7", and &' grade students in the school for the 2012-2018exoic year

who exceeded the state’s standards on the CRC&adiRg,p < .01.
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Since there was, only one significanttreteship observed between teachers’ ex-
pectations and middle school students’ scores ®CRCT in Reading, and no signifi-
cant correlations revealed between pedagogy anerstsi performance on the CRCT in
Reading, the null hypothesis was not rejected. Sgeeific hypothesis asked if there
were significant relationships between three vdemli.e., expectations, pedagogy, and
CRCT scores in Reading). The conclusion was theasamly partial support for the hy-
pothesis. The next part of this section will preserd discuss the recommendations that
were made because of the findings obtained instiidy.

Recommendations

Recommendations related to implicatiarssbcial change, future studies, and
pedagogy is presented in this section. First, MeEnd&94) stated, “Judge me by my in-
tentions, not my circumstances” (p.23). Anotheevaht conclusion Mandela made was
that “Education is the most powerful weapon on \Wwhjou can use to change the world”
(p- 32). Mandela, along with other educators artymakers, recognized well over 50
years ago that all students deserved an opporttmdttain a quality education. For ex-
ample, over 45 years ago, President Lyndon Johsigoed into law Elementary and
Secondary Education Act (ESEA) in April 1965.

The ESEA law was designed to improvedtedemic outcomes of economically
disadvantaged students and students of color. Tikapiece of legislation is known as
NCLB. The legislation had originally allocated rasces to help ensure that disadvan-
taged students and students of color had accesquality public education (ESEA,

1965 section 201.) Even though some gains haverba€ee legislative initiatives have
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not served to resolve the discrepancy in achievébetween students of color and
White students. This study was designed to obtdormation from teachers about fac-
tors that would lead to improved student outconse\fnerican students. | recommend
more collaboration between educators, researcaedseducational policy makers that
would perpetuate success for all schools (i.edesits and teachers) across the United
States.

Research supports the theory of cultyra$ponsive teaching (CRT) and that high
expectations bring about positive academic outcqi@ay, 2010). | recommend that
schools implement ongoing opportunities for diseusand collaboration on the subject
of culturally responsive teaching. The SoutherndPivLaw Center (2014) has designed
programs to address these issues. The Center gevebdership teams to participate in
reviews of information and research findings. Dssians and resolutions are developed
and shared with all who care to listen. In additibms recommended that the schools par-
ticipate in this process and those teachers, mgrantl other stakeholders in the commu-
nity are included in these discussions. To helpifaie the process of collaboration and
participation, | have included a suggested realisngn the appendices (see Appendix
D).

High expectations from teachers and §igamt others in the lives of the children
have been shown to have a positive effect on theatmnal outcomes of students.
Therefore, it is necessary that we ensure thataitators become aware of their expecta-
tions, which they do communicate to the studengsichiers should hold high expecta-

tions for all students. Not all students are exerglstudents (i.e., students who earn A’s),
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however all students should be expected to pertirtheir highest level (i.e., maximize
their potential). My hope is that information frams study would serve as an agent for
change in school districts to expand and improeagtinality of education afforded to all
students in today’s diverse classrooms. Simildhéoquote Mr. Mandela made earlier
was one made by Dr. Martin Luther King “[people sla...not be judged by the color
of their skin but by the content of their charat{er 53). Let our expectations be bound
by our belief in our expectations for excellencet us become culturally responsive in
all we do, so that we encourage the learners tantli@nd build dreams for the future.

Moreover, findings from this study arepiontant to all stakeholders in the schools
in order to meet the global challenges of th& @ntury. Individual teachers, administra-
tors, principals, district leaders, professiongamizations, school boards, colleges, and
universities may use these data to implementsapgort systematic pre-service and
professional development opportunities and conferetased on the perception and ex-
pectations we, as educators, have for childreuimschools. It is important that we pay
attention to the data that reflects the signifiaationship between teachers’ expecta-
tions and the performance outcome of students.rkdommended that the information
and results from this study be presented to theecfaiculty and staff at the school. At-
tendees should be divided into small groups (perthgpdepartments) in an open forum
for discussion. To facilitate discussions, | sug@eguiding question, such as, “How can
this information increase student outcomes in ragdher’s) individual classes?” Other
actions that should be taken and questions thathmagsked include, but are not limited

to:
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1. Review your own cultural beliefs and behaviors sa gan broaden your cultural
responsiveness to other students’ cultures.
2. Understand the impact of culture on individuals apstems and discuss why it
matters.
3. Develop a diversity perspective, that is, undesthe developmental process of
becoming a culturally responsive educator.
4. Understand the importance of a culturally respanpierspective and pedagogy.
5. Understand what happens when we are NOT culturadigonsive.
In addition, the Southern Poverty Law Center hasaula, literature, and videos for
schools to utilize for anti-bias curriculum wheeat¢hers integrate the knowledge into
individual classrooms. The center also offers @eifenal development in the do’s and
don’ts of teaching Black history, as well as ahivet school climate, classroom strategies
and reflective teaching (Southern Poverty Law Qer2@14). In order to meet the grow-
ing global challenges, as a nation, continue teetihe highest expectations for all of our
students.

In terms of recommendations for future s#sdit is recommended that researchers
continue to do longitudinal studies on the perfanogoutcomes of students and the ex-
pectations teachers have for students on the $utealevels and districts. Additionally,
studies are needed to examine teacher expectabohsit they become cognizant of the
expectations they hold for their students. As llectfupon the findings from this study, |
re-examined my own personal ideas and valuesidvasl that many teachers had low

expectations of their students. However, afterstusly | find that it is not just the low
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expectations of outcomes, but expectations conugpotential, self-efficacy of students
held by teachers that are critical to the succéstudents. These additional concerns
about the expectations of the students need tadessed. If students do not believe that
they can achieve, then they will not do so (Barbal.e 2013).

Additional research is also needed orettpectations teachers hold for other eth-
nic groups as well as gender. This would lead ¢oned for more research on cultural
and social values that could influence the edunatidhe students. | question whether
teachers were effectively teaching reading in thigext areas. However, | found that
teachers were effectively teaching reading andttieat should continue to incorporate
reading skills with content area instructional &gies. My beliefs have changed because
of this study about the expectations of teachers @dhave an impact on the perfor-
mance outcome of students, but not about the exfpeas students hold. As an educator,
| believe | have an impact on individual performarmeitcomes, and that the persistent
achievement gap may be impacted by self-esteemilfeeficacy of both students and
teachers.

Because of these deliberations, my messgagll stakeholders in the schools (i.e.,
parents, students, teachers, administrators, stio@otls, officials in the state and federal
departments of education) is we need to look airttiwidual needs of the students we
teach. In order to teach effectively, we need tatiooie to gather data on performance
outcomes of both teachers and students as wdikadistrict to analyze the achievement
gap. Attention should be given to race or ethnjadgnder, and socioeconomic levels. We

cannot continue to ignore these variables nor shael silence the conversations that
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may be difficult to hold because the status of atioa in the United States is in jeop-
ardy. Conversations are needed to foster the ceubhag will be needed to bring about
positive change, and the education for all studesgardless of race, ethnicity, gender, or
socioeconomic levels. As mentioned previously,dlaso a need to discuss issues relat-
ed to self-esteem and self-efficacy. Educators neede the information that has been
garnered from research. There has to be a conndmiwveen what we know and what
we do. We are not using all of the knowledge thatvailable. If earnest efforts are made,
the nation we will once again be a nation wherdestts are prepared to attain success,

and that their futures, and the future of the matwill be unlimited.
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Appendix A:
Teachers’ Data Sheet: Demographics and Survey
Part A
Before you begin, would you please provide theotwlhg information? This information

will be used to describe the sample of the stuthad® do not sign your name.

Sex: Male Female Age Réueitity

Number of years teaching Number ofsysaching in this school

How many schools have you worked prior to teachintpis school?

Highest degree obtained Whdegto you

teach?

What content area do you teach?

Please list how many and the type of professioaatkbpment activities that you have
engaged regarding culturally responsive teachinljoairReading.

Part B
Please answer the following questions about Afd&arerican students you have taught.
Please refer only to this group of students wheswaning the questions.
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Please use the scale below to respond to each @ thllowing items. You can place
an X in the appropriate space to indicate your response

Strongly Agree Agree Neither Agree Disagree 1Rihp
Nor Disagree Disagree
5 4 3 2 1

1. I believe that the students will perform acadentycas well as their Caucasian
American peers.
Strongly Agree Agree Neither Agree nor Dise__ Disagree
Strongly Disagree__
2. | believe that these students are capable of st éeeerage academic performance
in reading.
Strongly Agree Agree Neither Agree nor Disa_ Disagree
Strongly Disagree_
3. Most of these students are capable of learningnidwerial presented in class.
Strongly Agree Agree_ Neither Agree nordgige__ Disagree
Strongly Disagree_
4. | believe that these students have the skills macgto be successful in school.

Strongly Agree Agree_ Neither Agree nordgige__ Disagree
Strongly Disagree__

5. | believe that the students are motivated to do thesst in class.

Strongly Agree___ Agree_ Neither Agree nordgige__ Disagree
Strongly Disagree_

6. | believe that most of these students work verglttardo their best in class.

Strongly Agree Agree_ Neither Agree nordgige__ Disagree
Strongly Disagree__

7. | expect that many of these students will quit £t high school.

Strongly Agree___ Agree_ Neither Agree norddige__ Disagree
Strongly Disagree_

8. I believe that these students think that educatiomery important.
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Strongly Agree Agree_ Neither Agree nordgige__ Disagree
Strongly Disagree_

9. Please add any other comments that you would dikeake or further explain any
of your responses.

Thank you very much for your time and information!
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Appendix B: Teachers’ Consent Form

Dear Teachers:

Your presence indicates your interest and agreetagydrticipate in this study
that was explained to you in a recent staff meetffag are being asked to participate in
the study because you teach in this middle scHd.study that will be conducted to
obtain information about teachers’ expectationsfgasional development, and student
achievement of African American Middle School Stotde The purpose of this study will
be to examine and better understand the issuesusuling the academic performance of
African American middle school students.

Your participation is strictly voluntary. You wille free to opt out of the study or
withdraw from this study at any time without anynp#ies. Information collected in this
study will be confidential and no information wilé collected that could be used to iden-
tify you as an individual. You will be assignedamerical code and will be referred to
by that number throughout the duration of the st{iRly 001). As required by ethical
practices in research for human participants, farmmation will be revealed about you as
an individual unless required by law.

You will be asked to complete a data sheet (i@mabraphics and survey) that
will not require more than 15 minutes of your timdter you have completed the data
sheet you will be able to anonymously return themrme in a secure envelope. You may
also be asked to participate in two classroom easens. The researcher will record in-
formation about the pedagogy you use in the classr@®bservations are scheduled for
30 minutes each. Again, you are not obligated ttighpate in any aspect of this study if
you do not wish to do so.

No risks are anticipated as a result of your pigaiton in this research beyond
any that you may experience as you complete youk waca regular business day. In-
formation gathered during the course of the projetttoecome part of the data analysis
and may contribute to published research repodsaesentations. This study will be
important because it enables information to besctdld from teachers that could be used
to help identify effective strategies and profesaiacdevelopment to bridge the achieve-
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ment gap of African American middle school studelitgou would like to hear about
the findings of this study please let me know amdllischedule a time to meet with you.
The information you will share will be valued, juige your time and considera-
tion. Please feel free to contact me, Gloria Kimgvis, if you have any questions regard-
ing the study. My telephone number is xxx.xxxx.xxgmail address is
XXXXXXXX@WALDENU. Your signature on this form indiates that you understand
the nature of the study, potential risks to yoa @srticipant and how | plan to keep your
identity confidential. Additional concerns can liEleessed by Walden University at
IRB@waldenu.edwr 612.312.1210. Your signature will also signtiat you are 18

years or older and that you have agreed to volimfaarticipate in the research that will
be described to you. No compensation will be remdior your participation in this
study. If you would like to hear about the findirfgsm this study, please let me know
and | will schedule a meeting with you.

Please keep a copy of this consent for your recandsreturn one to me in the
envelope provided.
Walden University Approval #08-27-13-0053002 Expifs/26/2014.

Participant’s Signature Date

Researcher’s Signature Date
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Appendix D: Teacher Observation Form

116

Identification #:

Date: Time:

Observation Number 1

2 3

Teacher Observation Researcher Gloria D. King Lewis

I. Curriculum Planning
and delivery

Emerging: very
little evidence

Operational:
evidence demon-

Proficient: evi-
dence demon-

demonstrated strated two or strated and inte-
more examples | gration sowing
significant evi-
dence four or
more examples:
Circle the numerical value | 1 2 4 5 6
with 1 being the lowest 6 7 8
Organization/implementation 1 2 4 5 6|6 7 8
of instructional plans
Use of technology resources1 2 3|4 5 6|6 7 8
1 2 34 5 6|6 7 8

Total of |

Il. Differentiated Teaching
Behaviors(Strategies)

assessment

Differentiation evident by | 1 2 4 5 6|6 7 8
process

Differentiation evident by

content 1 2 4 5 6|6 7 8
Differentiation evident by | 1 2 4 5 6|6 7 8

Total of Il

[1l. Accommodations for
Individual Differences

Evidence of learning modal
ties

T
=
N
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Evidence of learning styles | 1 2 34 5 6|6 7 8

Cont.ll
Evidence of knowledge of | 1 2 3 4 5 6|6 7 8
cultural/ethnic
Backgrounds
Evidence of global 1 2 34 5 6|6 7 8
Awareness
Total of Ill

|
IV. Narrative notes and

other observations

e —
V. Overall Observation

Rating

VI. Teacher Review Com-
ments

| have received a copy
of the observation
Participant’s
Signature(optional)
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