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Abstract
While considerable research has explored the effect of teacher’s racial group on
educating African American students from the teacher’s perspective, little is known about
the students’ thoughts. The purpose of this study was to describe the feelings of African
American middle school males who were taught by teachers of a different race. The bases
for this qualitative study were critical race theory (CRT) and oppositional cultural theory
(OCT). Purposive sampling strategy and snowball sampling were used to recruit seven
African American middle school males for in depth semi structured interviews. The
responses of the participants were coded, the analysis method of moving from the
condensed meaning unit into themes was used. Participants’ comments were summarized
to establish trustworthiness and rich thick detailed descriptions. The results indicated that
participants wanted teachers of a different race to be aware of their personal biases,
participants wanted better teacher- student relationships, and for teachers to understand
cultural learning styles, and believed that boys would get more attention if girls and boys
were taught separately. The results of this study could lead to positive social change by
helping administrators, teachers, and support staff to bridge the equity gap in middle

schools.
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Chapter 1: Introduction to the Study
Introduction

Across the United States, there is an educational crisis among African American
middle school males who are not learning at the same rate as their European American
peers (Kimmel, 2000; Lynch, 2017). African American males are not receiving the most
effective educational opportunities to suit their learning styles (Irvine & Armento, 2001).
For example, due to this mismatch, they are being placed in special education classes
because of their lack of social skills and their misbehavior is construed as serious
academic problems by educators (Lynch, 2017; Scott Foundation, 2010).

Most of the focus of recent research has been on the shortcomings of the
educational plight of African American males (Jackson & Moore, 2008). For over 60
years, researchers have studied, and policymakers have discussed the educational
shortcomings of minority students (Gardner et al., 2014). Specifically, the focus has been
on the quality of education received to equip African American males for graduation
(Gardner & Miranda, 2001; Skiba et al., 2011). Despite this national urgency of keeping
African American male students in school and graduating, they continue to fall behind
their European American peers academically and are not learning at their full potential
(Davis, 2003). Researchers consistently show that African American males are more
likely to underperform academically (DeValenzuela et al., 2006; Paul, 2004).

The National Assessment of Educational Progress (The National Center for
Education Statistics, 2019) indicated that twelfth grade African American male students

read at approximately the same level as European American eighth-graders. For decades



(1992- 2017) European American eighth-graders scored higher than their peers.
Specifically, in 2017 reading scores for eighth grade European Americans scored 275,
while African Americans scored 249, Latinos 255, Asian/Pacific Islanders 282, American
Indian/ Alaska Native 253, and students who have English as a second language scored
significantly lower than all other groups with a score of 226. Only two years later, in
2019, the reading scores of all groups decreased by several points. For example, in 2019
European Americans scored 272 in reading, African Americans 244, Latinos scored 252,
Asian / Pacific Islanders was the only group that had no significant change, while
American Indian/ Alaska Native decreased in reading scores by 5, with a score of 248
(The National Center for Education Statistics, 2019).

Researchers have posited several possible causes of the educational dilemmas of
African American middle school males. Possible causes include: (a) transitioning to
middle school (transition trauma); (b) underachievement; (c) overrepresentation in
special education, fueled by increased school suspensions, dropout rates; (d) negative
media representation. (e) Racial mismatch, which is a challenge that may occur when
there is a difference in race / ethnicity between the teacher and student (Bailey et al.,
2015; McGrady & Reynolds, 2013; Sparks, 2015). Racial mismatch occurs when most of
the student population are of a different race or ethnicity than the teacher (Mueller et al.,
1999). While most teachers can help students learn, factors such as students’ confidence
in the teacher and the teacher’s perception of the student are crucial in addressing

learning outcomes (Hanushek & Rivkin, 2010).



Egalite et al. (2015) has reported the teachers’ perspectives concerning the
educational experiences of minority students but have failed to examine how diverse
students perceive and feel about their mismatched teachers. Given the academic dilemma
facing African American males, considerable attention may be needed to alleviate the
current conditions. The existing research has focused on the teacher's perception; the
present study examined the point of view of African American middle school male
students when teacher mismatch exists. Students' perspectives presented a personal look
into students' unique educational experiences and feelings when teacher mismatch exists.
The potential social implications of the study are designed to help educators gain insight
to assist African American middle school males’ academic success (outcomes).

Chapter 1 is organized into the following sections: (a) background, (b) problem
statement, (c) purpose of the study, (d) research questions, (e) theoretical framework, (f)
nature of the study, (g) definitions, (h) assumptions, (i) scope and delimitations, (j)
limitations, and (k) significance of the study.

Background
The Student-Teacher Diversity Gap

In 2018 the United States witnessed a change in the population. Children of color,
which include anyone not considered European Americans, age 18 and younger, now
represent the majority of the school population (Frey, 2014; Jackson, 2006). Thus, the
state-by-state diversity gap between teachers and students continues to increase. More
than any other time in the United States history, individuals who are not of the same

racial or cultural background tend to be teaching African American male students (Lewis,



2006; U. S. Department of Education, 2004; Saffold, 2007). For example, students of
color represent 51% of students in the public-school system, while 80% of the teacher
workforce are European American (California Department of Education, 2018; Lewis,
2006; Saffold, 2007; U. S. Department of Education, 2004). As a result, 40% of schools
in the United States do not have teachers of color in the classroom (the National
Collaborative, 2004). Therefore, students do not look like their teachers in some school
districts (Ahmad, & Ulrich, 2014).

African Americans represent the majority 52% in urban schools, although only
8% of the teachers are African American, and 80% of educators are European American
(Ahmad, & Ulrich, 2014). As a result, the percentage of teachers of color does not
approximate the percentage of students of color in any state, notwithstanding sizable,
diverse populations such as Hawaii and the District of Columbia (D.C; Ahmad, & Ulrich,
2014). Hence, the higher the percentage of students of color, the greater the disparity of
teachers of color (Ahmad, & Ulrich, 2014). These points were further emphasized by
Toldson (2011) who analyzed the American Community Survey (ACS) data and found
that African American males make up approximately 7.39% of the public-school student
population, while African American male teachers make up a mere 1.81% of the teacher
workforce. The more significant percentage of teachers are European American female
teachers who make up 63% of all United States teacher force, followed by 16% European
American male teachers, 7.74% African American females, and 5.81% represented by

Latino teachers (Toldson, 2011). Based on these statistics, it is more likely that African



American males are educated by European American female teachers than males or
females of color.

Studies that address low academic success among African American middle
school males consistently point to racial mismatching as a potential problem (Grady and
Reynolds, 2012). Researchers show that same race teachers and teachers of similar
backgrounds increase academic achievement (Milner, 2006; Gershenson et al., 2017;
Papageorge et al., 2016). When teachers of similar backgrounds are paired racially,
students achieve more academically (Downer et al. (2016). Higher standards are
implemented, and academic success tends to follow (Ahmad, & Ulrich, 2014). Also,
there are related implications in the findings of McGrady and Reynolds (2013), who
examined African American male students aged 11-14; the authors suggested the students
are more likely to learn if non-European American teachers educate them. Most
noticeably, Gershenson et al. (2017) suggested that African American students matched
with the same race teacher perform better academically.

A large body of literature has addressed issues in academic shortcomings of
African American middle school males related to the teacher’s perception of why they
persistently underperform. Few investigations have evaluated the student’s perspectives
or opinions. My research study is distinctive because it addresses the perceptions of
African American middle school males’ educational experiences and academic outcomes.
Findings of earlier studies generally focus on the educational experiences of African
American males from the teacher’s perceptions. Due to the disproportionate dropout rate,

the participants are usually high school students (Alexander et al., 1987). The middle



school participants from my study have an opportunity to share their point of view by
answering 15 standardized open-ended questions.

Accumulating research indicates that when a racial mismatch exists, the lack of
cultural expectation can also exist, furthering lower academics, causing psychological
discomfort, and increasing academic disengagement with the teacher of a different race
(Banks & Banks, 1993; Gay, 1994, 1997; Payne, 1995; Pollack, 1998). Ladson-Billings
(2001) suggested that students of color may feel they have to dismiss their cultural views
and embrace another. As a result, students feel alienated from their school experience,
creating a distorted view due to unfair school experiences.

Grady and Reynolds (2012) added that racial mismatch has been given minimal
attention and is the topic of the present study; the study also explored factors that impact
the achievement gap when African American middle school males experience mismatch.
Bell (2009, 2010) conveyed the importance of fostering positive experiences, valuing
African American male students’ contributions, to keep them engaged in school. Based
on the results of interviews with participants in my study I provided a clearer
understanding of the participants’ experiences. The contributions of the participants may
narrow the educational gap and aid educators in developing positive relationships in the
classroom.

The Gap in Knowledge

To fill the gap in knowledge is concerning African American males’ perspectives

of being taught by teachers of a different race, it is imperative to examine the academic

lived experiences of African American middle school males who are taught by teachers
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of a different race. To this date, most research on the educational disparity among African
American middle school males has rarely involved the direct focus and concerns of the
students’ academic perception when a racial mismatch exists. Prior research has relied on
the interactions between the teacher and students from the perspective of the classroom
teacher's perspective. No significant changes have been made in the literature,
documenting the continual failure to educate African American males in the public-
school system. Differences in the perception between teacher and student are due to
differences in community, gender, and race. This gap between the teacher and student can
negate communication and social interaction (Warren, 2010a).

The knowledge gap also addressed the role of cultural identity in the classroom.
Cultural identity plays a significant part in the academic success of African American
male students. For example, a learner’s difference in cultural identity (whom the
individual feels they can relate to on an ethnic, racial, social, and socioeconomic level)
can cause a cultural disconnect with mismatch teachers (Altugan, 2015). As a result, a
disconnect to the teacher may lead to low motivation to learn. Considering the student's
cultural identity is significant in promoting an excitement to learn (Altugan, 2015).
Cultural identity has had an impact on the success of students. Going beyond the
classroom and considering the knowledge that students are learning beyond the
classroom, such as their identity as an African American male, is essential. Previous
research has devoted more attention to the impact of the teacher’s point of view on
academic outcomes upon African American males. This research study is unique in that it

shared the educational perceptions of African American middle school males. The results



of 15 open-ended interview questions can aid educators and programs in narrowing the
educational gap, by understanding the student's viewpoint.

In the present study I examined the opinions of African American middle school
male participants. The perspectives of the participants may have the potential to help
mismatch educators, administrators, and support staff diminish the educational gap
between African American males and their peers. Each participant was asked 15
interview questions to determine their perspective on factors that impact their experiences
in middle school.

The participants' educational experience and cultural knowledge can contribute to
social change to improve the academic outcome. By connecting what they know (cultural
identity) and experiences in the classroom, the results can help educators improve
outcomes for African American males in their classroom.

Problem Statement

African American males are more likely to fall behind in all academic proficiency
levels than their European American peers (Bowman et al., 2018; Rausch & Skiba, 2004;
Roach, 2004). William (2015) discussed the problem of academic disparity of African
American males and their peers. Toppo (2016) revealed that 60% of African American
males will earn a high school diploma, and approximately four in ten will drop out before
the completion of high school, versus 80% graduation rate of European American male
students (Schott Foundation for Public Education, 2015; Orfield, 2004).

In the United States, minority students make up the majority in public schools.

However, European American teachers comprise more than 80% of the teaching force



9
(Rich, 2015). For instance, in Boston, only one Latino teacher is represented for every 52
Latino students. Also, there is one African American teacher for every 22 African
American students. In contrast, the ratio of European American teachers is one to less
than three. In large cities like New York, minority students represent more than 85%,
while 60% of teachers are European Americans (Rich, 2015). In Durham public schools
(DPS) there are 34 % of teachers with a minority background. Whereas the national
average for minority teachers in the workplace is less than 20%. The disproportionate rate
of minority students and teaching staff is problematic because it may impact academic
performance, suggested a Johns Hopkins University study (Rosen, 2015).

Even though the effects are small, the link between academic performance and
students being taught by a teacher of their race, was evident (Egalite et al., 2015). Egalite
et al.’s (2015) study suggested when European American teachers and African American
teachers examined African American students, the European American teachers were
about 40% less likely to expect the same student to graduate from high school. Milner
(2006) suggested that European American teachers’ perception that minority students do
not possess the skills to succeed (deficit thinking) impacted academic performance. In
addition to deficit thinking, was the lack of teacher/ student relationships. A lack of
teacher-student perceptions may contribute to stereotypes and prejudices due to media
exposure (Morris 2005; Staiger 2004; Tyson 2003).

Furthermore, a more diverse teaching population could encourage greater
academic success (Rosen, 2016). Dee and Wyckoff (2015) added if there are no people

who mirror the student and family then this might be a problem, because when students



10
see someone at the whiteboard who looks like them, it may help them to know they can
achieve success also (Stanford Graduate School of Education, 2015).

Purpose of the Study

It is the purpose of the present qualitative study to capture the educational
experiences, and share the voices of African American middle school males taught by
educators of a different race. In this study, I examined the varied untold educational
experiences of African American middle school males who attended a public school who
were taught by teachers of a different race.

Preliminary evidence implied chronic racial inequalities in elementary, middle,
and high school (McGrady & Reynolds, 2013). Further scholarly evidence showed that
European American educators evaluated African American students’ academics and
behavior more negatively than that of their counterparts (Alexander et al., 1987; Downey
& Pribesh, 2004; Ehrenberg et al., 1995; Morris, 2005; Sbarra, & Pianta, 2001).
However, there remained a gap in the literature as to the students' educational experiences
and perceptions of having teachers of the same and different race. This study included an
aspect that has not been heard in prior research, that of the African American student’s
perception and voice, whereas in previous studies the focus has been on the failed
graduation rate. Thus, high school males have been the participants in previous studies,
whereas un the current study middle school males shared their perspectives by answering
15 interview questions. Lastly, the study examined if racial mismatch had any effect on

achievement, the cultural meaning of behavior, and the students’ opinions.
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Research Question

RQ1-Qualitative: What is the lived academic experience of middle school African

American males when taught by teachers of different races?
Framework for the Study

The theoretical framework that supported the current basic qualitative study is
critical race theory (CRT). Specifically, critical race theory was employed to help
understand the effects race has on the educational experiences of African American
middle school male students' and the barriers African American male students experience
daily (Howard & Navarro, 2016). The major foundation of critical race theory
concentrated on the elimination of racism in American society. A basic assumption
pertinent to the study of colorblindness is that the United States had been a colorblind
society. CRT rejects colorblind meritocracy and calls for a more aggressive way to bring
forth color consciousness into the thinking of America instead (Barlow, 2016). Wingfield
added (2015) explicit racism has taken the form of colorblindness. For example, if an
individual believes they do not see color or acknowledge they do not see race, can
contribute to the continued persistence of discrimination. Instead, he urged European
Americans to become color conscious instead (Wingfield, 2015). Among current trends
in the study of colorblindness provides some insight into the reality that ignoring racial
groups can lead to the misrepresentation of reality. In addition, the color of a student’s
skin can affect (the unconscious biases) a teacher and can hinder a student’s academic
progress (Castro-Atwater, 2016). Gotanda (1991) added a different viewpoint by adding

that American society has been a society that is color conscious rather than color blind.
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The color line divides groups to distinguish dominance (Banks, 1995). Therefore, the use
of critical race theory to address racial microaggressions is important in addressing racial
inequality in the classroom. Racial microaggressions are the everyday slights, indignities,
put-downs and insults delivered to target groups (people of color, women, LGBT
population) or those who are marginalized experience in their day-to-day interactions
(Sue, 2010). For instance, in the classroom, a microaggressions can be the singling out of
students in class because of their backgrounds or the continuation of mispronouncing a
student’s name after acknowledging the proper way to say their name. The literature on
African American middle school males’ educational disparity suggested that many
factors are associated with increased dropout rates before high school graduation (Anyon
et al., 2017). For example, teachers’ perceptions of students’ behavior in areas where
teachers have weaker relationships with students (hallways and bathrooms) leads to
increased out of school suspensions and the likelihood of fewer high school graduations
(Anyon et al., 2017).

Given critical race theory’s (CRT) commitment to social change to eliminate all
forms of racism and inequality in the classroom, it is critical to utilize it as a valuable tool
to determine if racial mismatch affects the academic success among students of color. A
theoretical assumption that should be addressed is the deficit thinking of teachers’” who
assume, that students of color do not possess the skills, knowledge, or attitude necessary
to result in success academically (Milner, 2006). Several scholars have reported deficit

thinking by teachers of another race. Researchers (Hale, 2001; Milner, 2006; Thompson,
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2004) have suggested that this type of thinking was one of the most powerful forces
against students of color.

Through the lens of critical race theory (CRT) is the commitment to examine
curriculum, instruction, assessment, and desegregation in education. In addition, CRT
presents a clear explanation of the connection between teachers’ racism and their
teaching beliefs based in their own cultural background (Sleeter, 2017). CRT and the
teacher/ student relationship between African American middle school males taught by
teachers of a different race and the impact it has academically is crucial to the curent
research because of the existence of the growing numbers of minority students per
European American teachers. In addition to having teachers of a different race, Delgado
(1995b) suggested that the ultimate effectiveness of academic success existed in the
stories of African American male students.

CRT relies on storytelling as its main tenet (Delgado, 1989). Solorzano and Yosso
(2002) clarified that counter-storytelling is a form of telling stories that are not often told.
The rarity of African American middle school boys sharing their experiences and
perceptions have the power to put a human face on the challenge minorities face
academically. The perspectives of African American middle school males can destroy
negative outlooks while changing negative societal mindsets about African American
boys presented in the media. Thus, the voices of people of color are essential for a
complete analysis of the educational system to understand how they are affected (Ladson-

Billings & Tate, 1995). In this respect, Lynn and Parker (2006) suggested that critical
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race theory scholars explore the connections between students of color and their
schooling experience.

Delgado (1995b) suggested Bell’s CRT asserted that race and the meanings
attached to race are socially constructed and cannot be ignored as a powerful aspect of
human social life (Berry, 2005; Delgado, 1995b, & Henfield, 2006). This theoretical
approach is useful for theorizing and examining how race and the meanings attached to
race influence the educational context for students of color (Henfield, 2006; Solérzano &
Yosso, 2001). Bell's research approach incorporates storytelling or personal narratives,
which is useful in qualitative research design (Delgado, 1995a). Using CRT as a major
framework allowed the participants to voice their concerns, particularly those related to
race and race relations, on why African American youths progress when they were taught
by teachers who share the same race.

In addition to CRT, Oppositional Cultural Theory (OCT) exemplified by Ogbu
(1991) argued that certain minorities recognize the social injustices and lack of
opportunities and engage in oppositional behaviors, which can translate into becoming
anti-achievement oriented. OCT was useful in understanding the resistance that students
of another race may show towards the teacher and learning. Irving and Hudley (2008)
reveal a positive relationship between cultural mistrust and oppositional cultural attitudes.
Irving and Hudley (2008) further indicated that cultural mistrust is a significant predictor
of academic achievement also called academic disidentification. Academic
disidentification revealed that over time African American males were more likely to

devalue academics as a protective mechanism (Steele, 1992). For example, when
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academic disidentification was present, a student may begin to view his academic ability
compared to his peers. Thus, a student’s perception can correlate to the academic
outcomes (Cokley, 2002; Cokley et al., 2012). In addition to academic disidentification,
mistrust increases, academic outcome expectations decrease. As mistrust increases,
oppositional cultural attitudes also increase (Irving & Hudley, 2008). Oppositional
cultural attitudes clearly undermine educational expectations. Counteracting this
resistance can occur by educating and training teachers to teach African American male
students. A closer inspection of these assumptions is explained in Chapter 2.

The present qualitative study examined the opinions of African American middle
school male students on academic success when mismatch exists. Even though the topic
of gender is not explicitly addressed, it is important to note that same-gender teachers
significantly improve the achievement of boys and teacher perceptions of student
performance (Dee, 2005). Therefore, assigning same-gender teachers can produce
positive outcomes (Dee, 2005). Further, the study's results of Lavy (2004) indicated that
the gender interactions between teachers and students have statistically significant effects
on academic achievement. The effects included (a) test scores and (b) teacher perceptions
including stereotype can be powerful enough to shape the student outcomes. This
evidence suggests that the perception of the teacher can affect the performance of
students.

Nature of the Study
The present study was a basic qualitative study. The research investigated the

perceptions of study participants through subjective, generalized questioning followed by
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text analysis for overt and covert patterns, themes, or meanings (Van Manen, 1990).
According to Merriam (2009), basic qualitative research design is used to understand
how individuals interpret their experiences and the world around them, and the meaning.
Therefore, the participants' experiences and how they interpret their experiences became
very important to understand (Van Manen, 2003).

The recruitment process for participants in the study began with flyers posted in
church bulletins throughout the Southeastern, United States, through the technique of
snowballing, the use of online data collections, posting on websites and I incorporated
online recruitment. The study utilized interviews exploring the participants' shared
feelings about their educational experiences while being taught by teachers of a different
race (Polkinghorne, 2005). Participants consisted of seven students and two for the pilot
study from one county, located in the Southeastern United States, who were between the
ages of 12 and 14 years. The duration of the interviews conducted, were approximately a
half hour to an hour. To understand the educational experiences of the participants, the
data in this study were analyzed using a basic qualitative inquiry.

Definitions

Academic disengagement: A multifaceted construct, which was identified as
either behavioral, cognitive or emotional. The discipline in this study included
absenteeism as a factor for a lack of connectivity with the school. Also, when
disengagement is present, the student devalues academic obtainment; the end results may
lead to the student being at risk of low achievement or dropping out of high school

(Hancock & Zubrick, 2015).
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Achievement gap: In education, the National Assessment of Education Progress
(NAEP) defines the achievement gap as the disparity in academic performance between
one group of students who statistically perform better than another and the difference in
test score results is larger than the margin of error (NCES, 2009). The gaps can include
gaps in opportunity, preparedness, and available resources needed to learn (Center for the
Improvement of Student Learning, 2008).

At Risk: Students who have failed to master basic proficiency levels in subjects
such as math and reading by 8th grade (Moore, 2006).

Certified teacher: Teaching license or teaching credentials that allows a teacher to
legally work/teach in a specific area (Deady, 2020).

Cool pose: Majors (1992) describes cool pose as a fearless style of walking, the
clothes you wear, a haircut, your gestures or the way you talk. The cool pose shows the
dominant race that you are strong and proud despite your status in American society
(Majors, & Billson, 1992).

Chilled: The feel of hanging out. A relaxed atmosphere. (Urban dictionary, 2002)

Cultural expectations: The difference in what is expected in the classroom by
European American and African American teachers (Papageorge et al., 2016).

Diversity gap: 1t is the racial disparity between students and teachers of the same
ethnic group (Paterson, 2018).

Educators: Individuals who are skilled in teaching all students. One who goes
farther than expected to ensure classroom pedagogy and academic achievement of their

students (Merriam-Webster's collegiate dictionary, n.d.).
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Educational disparity: The disproportionate academic gap between minority
students and their European American counterparts (Ladson-Billings, 2006).

Heterogeneous mixing: The ability to adapt lessons to fit a mixed variety of
individuals (Millrood, 2002).

Microaggression: The verbal, nonverbal, conscious, or unconscious messages,
directed upon targeted groups. For example, a European American woman might clutch
her purse as an African American male walk by. The hidden message is conveyed that
African American males are criminals. (Sue, 2010).

Pedagogical content knowledge: Enables teaching and learning innovations that
are relevant and specific for the culture of the student. Recognizes the importance of
student’s race and uses that cultural knowledge to adapt diverse abilities of the learner
and the performance style of ethnically diverse students (McCaughtry, 2007).

Proficiency level: In the field of education the term can take many forms
(Standardized test, assessments, and learning standards). The level changes in direct use
of the standard used. It is not the students’ grades, instead it refers to the proficiency level
assigned by state or district assessment (The National Assessment of Educational
Progress, 2018).

Psychosocial development: The basic psychological processes of perception,
learning, and values that make up an individual capacity for interpersonal relationships
(Selman, et al., 1997; Mages, 2007).

Race based treatment: The differences in treatment of minority students, such as

lower expectations, higher suspension rates, or expelled and less likely to be placed in
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advanced academic programs (Weir, 2016). Weir (2016) suggested the differences are
based on cultural misunderstandings or unintentional acts that exhibit biases contributing
to inequality in school.

Racial mismatch: A student who is taught by someone of a different race group or
ethnicity (Grady & Reynolds, 2012).

Remote learning (Distance learning): When the student and instructor are not in
the same physical environment. Learning occurs through technology (Ray, 2020).

Scope and Delimitations

The main focus of the research problem addressed in the study was the
educational experiences of African American middle school males when racial mismatch
exists. There are several reasons for inquiring into the educational opinions of African
American middle school males. The specific focus was chosen because African American
males continue to be disproportionately placed in special education classes. The issues
include: (a) Harsher punishments for the same infractions as their peers; (b) Are not
reading on grade level (c) Middle school males drop out prior to their high school
graduation.

The identifying participants in the study included only African American male
students. The boundaries of the study consist of interviewing African American male
students attending middle school in Southeastern, United States. The participants did not
include girls or other ethnic groups. Theories/conceptual frameworks most related to the
area of study are African American male theory (AAMT) because it explains the lives of

African American males, focusing on social justice for African American boys and men.
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In addition to only recruiting African American male participants, the study is also
confined to middle schools in Eastern North Carolina.
Limitations

The potential limitations of this study was that I used participants from one region
and one school district in the Southeastern United States. Foreseeing possible limitations,
I addressed this by recruiting students from differential middle schools within the county.
Due to the uniqueness of this study, it is important to use only male participants from one
ethnic group who attend middle school. This may be limiting but necessary. The data
may be subject to personal biases due to the perceptions and students’ points of view.
Critical race theory’s educational framework suggests that racism has conscious and
unconscious components that may filter into educational institutions. As a result,
participant bias or response bias may limit the sharing of educational experiences that
might insight events that are both pleasant and uncomfortable for the participant. In this
respect, limitations can ensue if participants do not reveal specific information because it
may shed a negative light. In contrast, the findings could be subject to other
interpretations if participants have an oppositional cultural theory ideology mindset;
feeling that obtainment of education is only for their peers, this may limit the full scope
of data for the study.

Significance of the Study

A high proportion of the studies in racial mismatch in the classroom are

concerned with African American males being stereotyped (Douglas, 2007; Bell, 2009).

Several researchers believe that African American males need early positive educational
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experiences (Round-Bryant, 2008). Previous research findings show that negative
experiences of the dominant race may also affect their educational potential (Douglas,
2007; Bell, 2009; Lynch, 2011). Dee (2004) conceded that there is a racial connection
between negative experiences and academic success. Therefore, his findings argue that
African American students excel academically when educators of the same race teach
them. Nicolas (2014) asserted that nearly 82 % of public-school teachers in 2011-12 were
European American. Therefore, the odds of having an African American male teacher
from K-12 may be zero percent. Only two percent of the four million public schools’
teachers are African American male teachers (Cottman, 2010). Also, the lack of African
American teachers in the workforce contributes to a deficit in educational opportunities
for African American boys (Bell, 2017). As a result, the lack of African American male
teachers can be crucial in developing our neediest population (Nicolas, 2014).

In a recent study, Lozier (2013) added another important aspect to the puzzle of
the educational gap by investigating the characteristics of effective teachers of African
American male middle school students. The presence of teachers of the same race and
gender, in a classroom setting, can shape African American male pedagogical
performance (Brown, 2009). Positive strategies may exist when teacher’s exhibit the
following: (a) value African American student contributions; (b) know what appeals to
African American males; (c) create comfortable learning environments that celebrate
differences; and (d) are relatable and are creating culturally responsive classrooms. The
strategies can produce students who work to make their teachers proud. As a result,

teachers are fostering positive experiences for African American male students.
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This study created an understanding of the interplay between structural, cultural,
and individual factors that contribute to the academic success of African American boys;
however, a gap remains concerning the perspective of African American middle school
males. Their perspective was addressed in my basic qualitative research study.

Summary

The present study introduces racial mismatch as a key factor in the continual
academic disparity among African American middle school males. The state by state
diversity gap continues to increase. In the United States, there are 40% public schools
that do not have African Americans on staff. Teachers of color represent only 17% of the
workforce compared to 87 % European American educators. If a low socioeconomical
student has at least one African American teacher, it cuts his dropout rate by 39 %. Also
29% express a desire to attend a four-year college. Thus, the outcomes can be generalized
to support the importance of students being able to have at least one teacher who mirrors
them racially.

The problem in the study was the disproportionate academic gap between African
American middle school males and their European American counterparts. Therefore,
Critical Race Theory as a theoretical framework is chosen because of its focus on
eliminating racism of all forms. The purpose of the study and research questions
identifies the relationship between academic success and having teachers of a different
race educate you. Significant terms are clarified or defined for the understanding of the
reader. Lastly, the importance of this study may help teachers of another race reduce

inequalities in the classroom, gain an understanding of the academic experiences of
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African American males and, with time, narrow the academic gap, which can bring about
a social change.

The next chapter includes a review of the literature that is pertinent to the basic
qualitative study. The current study investigated the relationship between the educational
experiences of African American middle school males whom teachers of a different race.
The primary concern of this research is the academic impact of racial mismatch and the
existence of racial inequalities in the classroom. Also, Chapter 2 dealt with the student’s
negative school experiences, the low standards and expectations by teachers of a different
race.

Lastly, the literature provided data that was specific to male African American
middle school students. The results of this study provided a personal look through
participants' eyes as they share their feelings about being mismatched with their teachers
racially in the classroom. The literature review concludes with focus on the gap in
literature. The gap helped to provide a perspective that has been missing in the literature
by understanding how students perceive and interact with their racially mismatched

teachers.
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Chapter 2: Literature Review
Introduction

The single most pressing problem confronting the United States educational
system is the crisis of African American males’ academic achievement relative to their
peers (Davis, 2003). The Council of the Great City Schools called the issue a national
catastrophe (Palacios et al., 2017). Further, Daniel (2011) suggested if the crisis was
among non-minority students lagging behind all other students, it would be called a
national emergency. Therefore, the urgency to halt the disparity throughout African
American male’s education pipeline is imperative (Jackson, 2003).

Given the urgency of African American male success, it is essential to understand
the point of view of African American middle school male students taught by teachers of
a different race as it relates to the impact on their academic performance success.
Previous literature suggested that African American males were subject to subtle
microaggression threats of unintentional racial or discrimination in their school
experience daily (Wong et al., 2014). Allen (2013) pointed out that teachers may be
apprehensive with African American male students until they are high achievers.
Noguera (2003) identified the media and public perception of images about African
American males portrayed negatively, suggesting they are aggressive, lazy, and low
achievers. In addition to negative media perception, Eberhardt et al. (2015) provided
some insight into the perception of physical differences of groups, such as skin color and
the impact of physical differences. The study results suggested that skin color is linked to

inferences about the behavioral intentions of the racial group.
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Whether conscious or unconscious, the negative media portrayals of African
American males can seep into classroom settings Allen (2013). For example, suppose an
African American male student embraces culturally driven clothing, such as hip hop
fashion, or has tattoos and cuts in their eyebrows. In that case, those students can
experience forms of racism, including racial microaggressions, in their own schooling
experience regardless of what economic status they are from (Noguera, 2003).

In addition to media influences, a student’s family can present negative
stereotypes about their academic abilities (Wood et al., 2010). This can create a negative
feedback loop, contributing to the continual gender gap in African Americans’ male
outcomes. Negative racial stereotypes influence European American teacher response
towards African American students and lead to harsher disciplinary infractions over time
(Okonofua & Eberhardt, 2015). A controlled study by Okonofua and Eberhardt (2015)
discovered that a student’s race can influence a teacher’s reaction to behavior issues.
When African American students exhibit negative behaviors or become withdrawn,
teachers may label them as problems and enforce them to zero-tolerance policies (Vavrus
& Cole, 2002), but not addressing the root causes of the student’s behaviors (Dillard,
2019). Therefore, Okonofua and Eberhardt (2015) concluded that race could change the
way the teachers interpreted student's behavior when negative stereotypes existed and
undermine the potential relationship of the teacher and student (Wood et al., 2010). Also,
Wright (2015) drew a parallel between how teachers interpret behaviors or acting out
may depend on the teacher's race. For example, when an African American student has an

African American teacher (same race), that teacher is less likely to observe the student’s
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behavior as negative. In contrast, if the teacher is European American, the teacher is
likely to view African American students’ conduct as exhibiting misbehaviors.

Noguera (2003) concluded that African American males are subject to negative
school experiences because of the societal perceptions of African American males.
Therefore, it is crucial to close the existing gap in the literature concerning the students'
experiences and perceptions of having teachers of a different race. The purpose of the
proposed qualitative study is to address this gap, capture the educational experiences, and
share the voices of African American middle school males taught by educators of a
different race. Therefore, the present study was needed to close the existing gap in
literature, and through the lived experiences, help African American middle school males
close the existing achievement gap.

The purpose of the current basic qualitative study was to capture the lived
experiences of African American middle school males’ educational experiences when
taught by educators of a different race. The study addressed the existing gap in the
literature, the students’ experiences, and perceptions, and understand academic outcomes
when a racial mismatch exists. Given the urgency, the proposed study highlighted the
educational disparity of African American middle school males, the connection between
race, academic success, and racial mismatching. There is a need to know the lived
experiences of African American middle school male students and to what extent their
experiences with mismatch teachers contribute to their academic outcomes, teacher
perception, racial inequality, and mistrust in the classroom on African American males’

academic performance success. In hopes of gaining new ground, conversations must
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begin concerning achievement gaps, racial inequalities, and prejudices in both private and
public educational institutions (Barton & Coley, 2010). In the review of the literature, my
quest for scholarly literature led to data pertinent to the extent of racial inequality in the
classroom, the decline of African American teachers; next, the literature review focused
on a diversity of viewpoints concerning who educates African American males and the
importance of those relationships. Finally, closing the gap towards African American
student success and ending the school to prison pipeline.

Literature Search Strategy

Sage Premier was utilized for articles about current trends associated with African
American males. ERIC (Educational Resources Information Center), Proquest Central,
PsycARTICLES, PsycINFO provided the full-text and peer-reviewed articles used in the
study. Also, Google Scholar broadened the search with books, abstracts, and peer-review
papers. The effectiveness of iterative search strategies proved to yield increased outcomes
toward the advancement of the study. The process of selecting key terminology related to
African American and minorities provided a fine selection of journal articles relating to
the topic. The query of specific terms continues to evolve. Each time the responses
yielded different outcomes; those terms are documented in a research tool.

The following key terms were used: Academic barriers, African American male
academic achievement, African American males in special education, African American
middle school males, African American culture, European American teachers, critical
race theory, culturally relevant education, discrimination in the classroom, drop-out rate

and minorities, education, equal education, high-risk students, juvenile confinement,
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middle-class European American teachers, racial mismatch, racially mixed classroom,
racism and education, social justice, school reform, teacher education, and urban
education. Also, I used alternative words interchangeably to mean the same thing, e.g.,
achievement (synonym) success. The combination of search terms such as
disproportionate minority and racial mismatch, for example, are close to the topic and
provided options to further the search. Additional articles contributed to identifying,
common words that emerged in the search.

The Crisis of African American Males’ Academic Achievement

Former President Obama (2014) suggested that the United States have become
numb to the statistical facts that African American boys and young men lag in performing
in contrast to their peers in almost all academic measures. In fact, he added, by fourth
grade, the average brown student reads below proficiency level, but their counterparts do
not (Obama, 2014). Within the context of proficiency, by 8™ grade only 17% of African
American males are reading on level (Lynch, 2017). Thus, the groups that are facing
some of the most severe challenges in the 21st century in this country are boys and young
men of color (Obama, 2014). Bell (2009, 2010) posited that many African American
males enter school, lacking many of the skills necessary to function in school. Each child
enters school ready to engage in early learning experiences. When school readiness skills
are present teachers can expand and further develop the child (Kentucky Department of
Education, 2019). Evidence regarding the lack of school readiness can be seen in the
example of two students entering school (Bolar, 2017). Boy A has been in-home daycare

with an older caregiver who allows him to watch television and play outside until his
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parents pick him up. Boy B attends a Christian preschool for over a year. The preschool
curriculum prepares student B to recite the Pledge of Allegiance, identify his numbers, as
well as his ABCs. He performs appropriate mathematical equations. Due to school
readiness skills, Boy A and Boy B have two different learning experiences. When
comparing the learning experiences of the two boys, the observer of boy A and boy B can
distinguish the differences in the boys that can hinder or produce an excelling student.
Likewise, when racial mismatch exists, those educating African American males must
understand the educational disparity, recognize the differences that hinder academic
success, and discern what produces excelling students of color (Bolar, 2017).

There is a growing body of evidence that shows most teachers can help students
learn, but African American boys continue to be at risk (Milner, 2015; Noguera, 2008).
They lag behind their European American peers in academic test scores, they drop out
prior to graduation, are three times as likely to live in poverty and are 10 times as likely
to attend a high poverty school (Milner, 2015; Noguera, 2008; Kunjufu, 2010). Although
other issues other issues contribute to the disproportionate academic success among
middle school males, the transition to middle school, stereotypes, and a lack of teacher
student match may rank as prominent factors contributing to academic dilemmas. Pollard
(2020) added that having a teacher of the same cultural experiences may allow the
student to succeed because the teacher and student share similarities.

According to Ladson-Billings (1994), the first steps toward student success is
having a culturally sensitive teacher. Culturally sensitive teachers gain an understanding

of one’s own cultural beliefs first. For example, Matias (2013) suggested, if a European
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American teacher is aware of her own culture and is taught culturally responsive teaching
with African American students, the teacher may be more equipped to close the gap
between African American, Latino Americans and European American students. Matias
(2013) emphasized the importance of teachers that work in urban school communities to
understand the beauty and the difficulty of teaching in that environment before they ever
step into a classroom. Ladson-Billings (1994) mentioned, journaling as a daily routine for
a week helps European American student teachers observe that not everyone is like them.
In addition to cultural awareness, curricula aligned with African American middle school
males’ lives contribute to academic success.

A specific area of concern about African American middle school males is the
statistics, which show only 14% of African American middle school eighth grade
students scored at or above the proficient level and only 10% read on grade level
(Brewster & Stephenson, 2014). Before entering high school, the educational potential of
African American boys continues to drop at epic proportions, adding to the increasing
dropout rate. Lower high school graduations are due to a lack of opportunity (The Schott
Foundation for Public Education, 2012). A lack of opportunity gap occurs when students
have educational inequalities that limit their success chances (The Schott Foundation for
Public Education, 2012; United States Department of Education, Office of Civil Rights
2016). The majority of United States school districts, and communities, lack the
conditions necessary for African American males to succeed academically (Schott
Foundation for Public Education, 2010). The data indicated that students who graduate on

time due to their natures graduate on time due to their natural ability instead of what they
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received in public education. Statistics also show population in 2009- 2010 were African
American, only 52% of African American males graduated (Mincy et al., 2006).
According to Noguera (2003) to gain the full scope of understanding dropout rates among
ninth-grade students the examination must begin at the elementary school level. On
average, African American male high school students, read on the same level as an
eighth-grade European American student. (Noguera, 2003). The average eighth grade
student of color performs at the same level as the average fourth grade European
American student (National Center for Educational Statistics, 2003; The National
Assessment of Educational Progress, 2018). Likewise, NCES reports a four-year reading
gap between African American high school students and their counterparts (Howard,
2006). Teaching a second grader (seven years old) how to read is easier than teaching a
14-year-old high schooler how to read (Noguera, 2003). A ninth-grader who does not
have the readiness skills to begin high school successfully tends to drop out instead.
Tatum suggests that many African American males do not believe that reading for the
purpose of intellectual reasons matter (Tatum, 2005).

In reviewing the research literature on academic readiness, the percentages of
students meeting the ACT college readiness benchmark indicate the students who are
likely to be considered ready for college level course (Allen & Mattern, 2019). The 2014
College Testing Program revealed that African American male students are less prepared
for the ACT entrance exam (with a score of 17) than European American students who
scored 22.3. The persistent gap over decades continues to persist (The Journal of Black

Higher Education, 2014). For example, the highest overall gap exists in the English
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section of the test; African American males scored an average of 15.8, while European
American males scored 22.0. Also, 34 % of African American students who took the test
were ready for college-level English courses, and only 14 % were prepared for math
compared to 52 % of European American students. Based on the results of the ACT, one
in twenty African American students were college ready in all four areas (English,
reading, math, and science. European American students are seven times as likely to be
college ready in all four areas (The Journal of Black Higher Education, 2014).

The negative experiences of teachers of a different race may affect the educational
potential of their students (Douglas, 2007; Bell, 2009). For example, minority students
are more likely to be singled out or misinterpreted by European American teachers for
classroom disruptions, compared to European American male offenders (Bell, 2015).
Examples of extreme reasons must occur for European American suspensions to take
place. One of three things must be present: a gun, a knife, or bloodshed (Kunjufu, 2013).
Whereas when an African American male is suspended, it may be as minor as the teacher
not liking the way he looks at her, she does not like what he says, or she may not like that
he walks away from her. Also, most of the cases indicate that the removal from class
occurred because the student refused to say, yes ma’am, or sir (Kunjufu, 2013). Simple
directives to talk quieter, take off your hat, or alter their walk (body language) have
caused teachers to remove the student from the classroom (Kunjufu, 1995). Therefore,
teachers who are not astute to students of another cultural identity, may overreact and
implement unenforceable rules (Armento, & Irvine, 2001). Overreacting and

implementing unenforceable rules can range from the teacher falsely accusing the student
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without obtaining all the facts, making a public spectacle of them, sharing private
information, grabbing them aggressively, or making racial comments (Hucks, 2011).
African American students may be unjustly targeted for removal from the classroom and
suspended from school (Wald & Losen, 2003). In a study by Bell (2014) he addsed,
participants felt that cultural mismatch was a factor. The students who participated in the
study add that in addition to cultural mismatch, their teacher often ask them to repeat
what they are saying because they do not understand what they are saying. While
communication is the essence of instructional success, often communication is
problematic for many teachers who have ethnically diverse classrooms (Gay, 2018)

The national expulsion rate reveals that even though African American students
represent 16% of the school population and European American students represent 51%,
African American students are three times more likely to be suspended or expelled from
school. The data over time shows that African American males are suspended at a greater
rate than their peers. For example, in the year 2013 and 2014, 18% of African American
male students were suspended and 10% of female African American girls, while only 5%
of European American males were suspended, and 2% European American girls were
suspended once (United States Department of Education, 2014).

The problem with oppressive educational settings is that they can impose rules,
and maintaining control of minority students (Emdin, 2016). Too often, when these
students speak or interact in the classroom in ways that teachers are uncomfortable, they
are categorized as troubled students, or they are diagnosed with disorders such as

attention deficit disorder (ADD) and oppositional defiant disorder (ODD; Emdin, 2016).
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The Association for Psychological Science (2015) recently shared a study finding that
African American students were more likely to be labeled as troublemakers by their
teachers and treated harshly in the classroom (Smith, 2015). Also, they are labeled as less
likely to engage in the classroom, which results in their being considered academically
inferior (Emdin, 2016) academically. In addition to being labeled as academically less
engaging, damaging components to racial mismatch are the lower grade patterns among
African American males and teachers of a different race (Roscigno & Ainsworth-Darnell,
1999). For example, when a racial mismatch is present, research reports that African
American students face disadvantages compared to their European American classmates
(Downey & Pribesh, 2004; Wodtke et al., 2011). In fact, for decades, African Americans
have been rated lower by European American teachers on both their ability and behavior
(Alexander et al., 1987; Ferguson, 2003; Tenenbaum & Ruck, 2007; Tyson, 2002;
McGrady & Reynolds, 2013).

The studies of the impact of racial mismatching in the classroom tend to focus on
the ability of the teacher to teach, rather than the harmful consequences of the lack of
cultural competence of the teacher. There is a need to know what impact European
American teachers have on African American students' achievement and the students'
perceptions of these teachers. These factors are plausibly related to racial inequalities in
elementary, middle and high school (McGrady & Reynolds, 2013). The cultural fit
between student and teacher can increase a student’s academic, nonacademic
performance, score higher on standardized tests, and have favorable behavior outcomes

(Redding, 2019). Another example can be derived from the experimental data measures
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of effective teaching project, that suggests matching the student with teachers with
racial/ethnic matching to improve students’ opportunities to learn and reduce
achievement disparities is rooted in the critical role that teachers play in their students’
cognitive and behavioral development (Kraft, 2019). Further, the data analysis from the
Measures of Effective Teaching Study shows that African American students reported
feeling more engaged with the curriculum and having closer relationships when assigned
to an African American teacher than a European American teacher (Cherng & Halpin,
2016).

Finally, negative perceptions may also bring about conflict in the classroom, lack
of cooperation and underachievement (Irizarry, 2015; Birch & Ladd, 1997). Furthermore,
teachers’ perceptions can also influence the quality of teacher instruction and students’
academic potential, emotional stability, interests, and motivation (McKown & Weinstein,
2008).

In the following pages, I provide the study’s theoretical framework by presenting
substantial findings related to the current research study and its relevance to the present
research area. Lastly, I identified the research gap in the body of knowledge by
examining past experiences and identifying what is known and what is not.

The Theoretical Foundation

The theoretical foundation associated with this study employed two main theories,
critical race theory (CRT) and oppositional cultural theory (OCT). The Critical Race
Theory (CRT) movement consists of activists and scholars interested in studying and

eliminating all forms of racism and restoring relationships among racial groups. The
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movement shares many ideologies of the civil rights movement and draws from the
works of W. E. B. DuBois, Fredrick Douglas, Sojourner Truth, and Dr. Martin Luther
King. Even though CRT shares many ideologies of the Civil rights movement, it expands
its ideas on a broader spectrum that includes self-interest, economics, feelings, and the
unconscious (Delgado & Stefancic, 2012). CRT allows an examination of racism across
dominant cultural modes of expression, by challenging claims of colorblindness and other
forms of ideologies that mask European American privilege connected with the dominant
race (Solorzano & Delgado-Bernal, 2001).

CRT originated as a legal scholarship in response to Neo-Marxist Critical Legal
Studies movement in the 1970s with scholars such as Derrick Bell, Alan Freeman, and
Richard Delgado (Delgado & Stefancic, 2001). In its post-1987 form, CRT emerged from
criticisms of the Critical Legal Studied (CLS) movement; not listening to the lived
experiences of those oppressed, limits critical legal studies (Delgado, 1995a; Ladson-
Billing, 1998). Therefore, CRT began to pull away from Critical legal framework which
restricted their ability to analyze racial injustices. (Crenshaw et al., 1995; Crenshaw,
2002; Delgado, 1988; Delgado & Stefancic, 2001).

In 1995, CRT entered the educational field as a African American theorization of
race in response to institutionalized racism (Ladson-Billings & Tate, 1995). Also, it was
introduced in educational literature as an academic discipline which identified the
problem of inequalities in education (Ladson-Billings & Tate, 1995). Its focus centered
on anti-African American racism. Before the use of CRT as a tool for analyzing racial

inequalities in education, scholars of color inquired into the failure to examine race and
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culture (Gordon, 1995). Critical race theorists noted a dominant focus in the literature on
either class (Bowles & Gintis, 1976) or gender (Weiler, 1988). Within the last two
decades, the proponents in the field of education have looked to critical race theory
raising the question concerning whether proper attention was being paid towards
inequalities by other culture-centered framework (Ladson-Billings, 2003; Sleeter et al.,
2002).

CRT maintains that society is divided along racial lines comprising the oppressor
and those who are victims. The basic principles recognize that racism is part of the
culture of American society. It challenges claims of colorblindness, and Critical Race
scholars believe that people have an equal chance of advancement based on their talents.
Whereas CRT claims that racism contributes to all forms of disadvantages of a group as
well as works towards ending all forms of racism. Critical race theory aims to end any
form of oppression and ensure that all forms of racism or oppression of any form are
ended (Matsuda et al., 1993). Therefore, the use of personal narratives of African
Americans can solidify the evidence of inequality by producing valid forms of evidence
of injustices through lived experiences. Delgado (1995a) suggests that stories have the
power of destroying and changing mindsets. Thus, the voices of people of color are
essential for completing analysis of the educational system to understand how African
American males are affected (Ladson-Billings & Tate, 1995). In this respect, critical race
theory scholars explore the connections between students of color and their schooling

experience (Lynn & Parker, 2006).



38

When identifying racial inequality in the educational system, findings of earlier
studies appear to be in general agreement that student success is associated with identity
(Ross et al., 2016). For example, when African Americans identify with their cultural
heritage there is an increase in their self-esteem and academic motivation. Therefore,
developing a positive self-identity promotes African American student academic success
(Hurd et al., 2012). Whereas, being exposed to any negative race-related experiences
stagnates their academic abilities while creating further limitations (Gullan et al., 2011).

The academic success of African American middle school males tends to be
correlated with own-race teachers. Race matching between teacher and student is linked
to positive academic outcomes (Egalite, et al., 2015). Findings of earlier studies agree
with the link between one’s own race and individual success. The notion of race and
academic success is supported by the research of Harper (2012b); Some researchers argue
that when students feel valued, they succeed as much or greater than their counterpart
does (Allen, 1992). In fact, a recent study reports that having one African American
teacher in elementary school lessens the chances of high school dropout rates and
increases the expectations of African American males entering college (Jackson, 2017).

CRT has five themes that are the basis of its philosophy. (a) Critical race theorists
believe that race and racism are permanent. (b) Critical race theorists challenge the
mainstream ideologies such as class and race being the basis for oppression and how we
look at race in our society. (c¢) Critical race theorists are also committed to ending other
forms of racism (d) CRT draws on the legitimacy of the lived experiences of people who

encounter forms of racism such as, class, gender and sexual orientation (Matsuda, 1991).
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(d) CRT draws on the legitimacy of the lived experiences of people of color through
counter-storytelling by including their narratives, and family history (Bell, 1987;
Delgado, 1989, 1995a, 1995b, 1996; Olivas, 1990). (e¢) CRT focuses on the development
of pedagogy, the examination of curriculum, and research that accounts for the role that
racism plays in the United States education and the elimination of the normality of it
(Ladson-Billings & Tate, 1995; Solorzano & Yosso, 2001; Irvine, 2001).

CRT takes the position that defining racism is important. Equally important to

CRT is understanding forms of stereotypes, both conscious and unconscious. Allport
(1979) has defined stereotyping as an exaggerated belief associated with a category. Its
function is to justify (rationalize) individual conduct concerning that category. Utilizing
Allport’s definition of stereotyping, Solorzano (1997) reported three main categories that
are interchangeable among people of color. The categories include intelligence, character,
and appearance. The character of people of color is viewed in the media as violent,
irresponsible, lazy, dumb and dirty. Omni and Winant (1994) reported when one thinks of
welfare, low-income housing, low economic status, increased drop-out rates, and drug-
infested communities the portrait in mind is programmed to see people of color. Even
though these types of norms are not socially condoned, Bonilla and Girling (1973)
suggested that this form of stereotyping is used to justify low expectations, separate
classes for minorities, and maintaining segregated communities for people of color. To
further the point, in a study Markowitz and Puchner (2014) interviewed both preservice
in-service teachers; results show that teachers suggests that African American families

are difficult to deal with, are violent, deviant and give minimal care to their children’s
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education. The few of the teachers suggests that being in a diverse community is heroic,
and they are there to save people of color (Markowitz & Puchner, 2014).

Delgado (1988) states that European Americans rarely see blatant acts of racism
but may have selective perception and not hear the racial slights made in their presence
(Lawrence, 1987). Whereas African Americans perceive statements of racism all the
time. Delgado and Stefancic (1992) have raised questioned about the subtle ways that
stereotypes manifest in private situations when African Americans are not around. An
example of European Americans’ real feelings about African Americans was examined
by ABC News Nightline (Bettag et al., 1996). If a closer inspection of real feelings in
diverse settings such as classrooms and teacher lounges could be examined, Dalton
(1995) suggested the effects of macro and microaggressions on minorities would be seen.
Thus, on a professional level, subtle terminology, or coded language such as the student
is at risk or uneducable is used to describe students of color (Williams, 1992). Dalton
(1995) further asserted that if European Americans were placed in surroundings where
they do not dominate, they may begin to see themselves racially and gain a better
understanding of how they perceive people of color.

Central to the study of CRT is the cultural deficit view. The cultural deficit view
is an individualistic viewpoint that lacks minority obtainment. This model focuses on the
acculturation of students of color to the dominant cultural beliefs and behaviors. Also, the
results that emerged from the teacher model minimizes or downplays the cultural values
of the minority student and maximizes those of the dominant. Despite claims that the

model is losing ground, it continues to remain. In the review of the literature, critical race
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theory provides a framework to challenge cultural deficit theory. By looking through a
critical race lens means critiquing deficit theorizing and data that may limit voices of
color. Such deficit research sees deprivation in communities of color. One example of the
most deprived forms of racism which occurs within the United States schools is deficit
thinking. Deficit thinking takes the stance that students of color are at fault of poor
academic success because: (a) Students enter school without the cultural knowledge
needed (b) parents do not support students’ academic obtainment. These assumptions aid
in the overindulgence of cultural knowledge deemed valuable from the dominant race.
Garcia and Guerra (2004) found that such deficit thinking about family backgrounds are
shaped by sociocultural and linguistic assumptions. In addition, Garcia and Guerra (2004)
further suggested that educators believe that parents, community, and students should
conform to the already effective system. CRT can help in the distorted views of people of
color.

This theoretical approach is useful for examining how race and the meanings
attached to race influence the educational context for students of color (Henfield, 2006;
Solorzano & Yosso, 2001). Using critical race theory as a framework in education
research challenges the way race and racism impact educational practices. CRT in
education acknowledges the contradictory nature of education within schools. It refutes
dominant ideologies and European American privilege while validating the experience of
people of color. In addition, critical race theory emphasizes the importance of gaining an
understanding of how others experience racism and respond to it. It is legal

documentation of historical events that affect all members of a community regardless of
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racial identity. In effect, it allows the participants to voice their concerns, particularly
those concerns related to race and race relations. By using critical race theory, it seeks to
address concerns facing individuals affected by racism and those who perpetrate it,
consciously or unconscious (microaggressions).

Summarizing racism and its various forms are not an easy endeavor. To bring
about social change in the unfair treatment of students of color educational experience,
Romo, (2016) suggests there must be an examination of teacher programs, and the
knowledge and attitudes needed to teach diverse students (Gay, 2002). Therefore,
teacher-training programs goal is to provide candid with the understanding necessary to
equip them to become aware of their own biases to gain understanding of their students’
lives (Romo, 2016).

Culturally responsive teaching skills are needed to gain understanding of the
knowledge, attitudes and skills needed to teach a diverse population (Gay, 2002). In
addition, collaboration with the community, and teachers who are willing to work with
racially diverse students are essential components to student success (Gay, 2002). Thus,
the need to understand the effects of African American middle school males’ educational
experiences is crucial in the development of student-teacher relationships. In this respect,
Ladson-Billing (1994) and Irizarry and Raible (2011) add relevance to the importance of
establishing teacher-student relationships, and culturally responsive learning. Lastly,
critical race theory seeks to examine the educational experiences of African American

youths who are taught by teachers of a different race.
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Oppositional Cultural Theory (OCT)

Oppositional Cultural Theory (OCT) originated as the resistance model. It was
initially developed for high school students to assess why students doubt the value of
school and if they become more resistant over time? The key component of the theory
results from the perception of student’s unfair opportunity structure (Ainsworth-Darnell
& Downey, 1998). One example of an unfair opportunity structure put forth by Ogbu
(1978, 1991a) is the racial differences in school performance between individuals from
involuntary minority groups (African Americans) and those from voluntary groups.

In the context of United States history, voluntary minorities are individuals who
have come to the United States by choice. Some have come for the purpose of having a
better life (Ogbu & Simons, 1998). However, involuntary minorities, groups are
individuals who have come to the United States against their will. Ogbu and Simons
(1998) present two clear explanations that distinguishes involuntary minority groups (1)
they were forced against their will to become part of the United States, and (2) they
usually interpret their presences in the United States as forced on them by European
American’s. Academically, involuntary minorities have persistent cultural and language
difficulties in school (Ogbu & Simons,1998). Whereas voluntary minority groups usually
experience some problems in school. However, the differences in academics and cultural
and language are not long lasting (Wang, 1995).

The following experiences might be potential barriers to student success. For
example, the school performance of those who did not migrate to this country by free

choice (African Americans) and those from the dominant race who came to this country
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by free will (Europeans’) and drew a parallel between OCT and the value of schooling
(Ogbu, 1978). The potential barriers that African American’s experience regarding future
employment, racial discrimination, and the inequalities they experience being an
involuntary minority in the United States are potential barriers to success (Harris, 2006).

Students who believe that academic success is essential will move towards their
future goals and will achieve (Butler-Barnes et al., 2017). In addition to identification
with academics, during the adolescent years, African American who do not believe in
academic success, may decline in their academic persistence. The lack of persistence
among African American males’ presents concerns among scholars (Butler-Barnes et al.,
2017). For example, students who believe that academic achievement represents acting
like European American’s do not advance academically (McWhorter, 2000). McWhorter
(2000) furthers the argument by basing this behavior as culturally learned, and can be
seen in the dress, hairstyle, speech and body language of students who do not embrace
academics.

Highly crucial to academic advancement, drew a parallel between lack of
academic success and involuntary minority; to understand racial minorities lack of
academic advancement, there must be knowledge of the minorities (e.g., African
American, Mexican American, or American Indians) choice to come to the United States
on a voluntary basis or forced (Diamond & Huguley, 2014). Voluntary minorities may
have favorable outlooks in coming to the United States, compared to the homeland they
left. Whereas minorities involuntary entrance to the United States, may be viewed

unfavorable because they did not come by their will. Ogbu (1991) hypothesized that it is
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crucial to identify the relationship involuntary minorities have to institutions such as
school, compared to those who came to the United States voluntarily (Diamond &
Huguley, 2014). Thus, the involuntary minority may develop an opposition to education.

Negative school experiences could play a role in minority students’ attitudes
towards their achievement (Tyson, 2002, 2003). For example, students from the dominant
race (European American students) maintain an optimistic view of academic performance
(Ogbu, 1978). Whereas minority groups express their disapproval towards the dominant
race by resisting academic success in school (Ogbu, 1978). In addition to achievement,
Tyson (2002, 2003) associated the lack of desire to achieve with subtle transforming of
African American students’ culture. He suggested that a strong desire to transform a
student’s culture can advance inadequacy associated with being a student of color. The
most important tenet of OCT shows that the underlying rationale for resistance is the fear
of acting European (Fordham, & Ogbu, 1986).

The educational system in the United States continues to focus its attention on
trying to understand the debilitating condition facing African American boys and the
ramifications for their life outcomes (Noguera, 2003; Justice Policy Institute, 2009;
Alexander, 2010; National League of Cities, 2012). Activist Bell Hooks (2004) adds
another aspect of African American educational disparity, the relationship between
internalized messages within the home, and messages in the peer group. Hooks highlights
the problem of teachers of a different race and the internalization of messages within the

African American community. For example, evidence indicates that in the African
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American community, there is a developing fear of feminine traits developing when a
boy likes to read (Hooks, 2004).

The internalized oppression catapults African Americans to criticize those who
have otherwise succeeded (Lipsky, 2004). Therefore, if African American young men
view success as becoming closer to the stereotype of European America or intellectual
sissies, there is no wonder, few aspire to pursue corporate or executive positions. To that
end, without the encouragement from other African Americans in their peer group, many
are opting out of educational obtainment altogether (Lipsky, 2004). Due to psychological
stresses of fitting in (belonging) when caught in this emotional tug-of-war of the burden
of acting like European Americans, African American youth hide their intelligence and
would instead sabotage their success than being taunted or harassed by other African
American students (Ford, 1996; Wildhagen, 2011; Ogbu, 2004).

A basic assumption, pertinent to the study of OCT occurs from the influence of
opposition to education. Specifically, African Americans feel obligated to not “act like
European Americans.” Meaning it is the outward disregarding or outward distaining of
academic success to fit in with “being African American.” (Ogbu, 1991). A significantly
high proportion of the studies in the field are concerned with high academic aspiration of
African Americans, which in many cases supersede that of European Americans.
Unfortunately, Ogbu (1991) adds that academic aspirations do not add up to their pro
school attitude. Despite their positive outlook they still fall behind academically
(Mangino, 2013). Learning problems associated with academic disparity is not the only

limits put on African American males, but also coping with the elements of the burden of
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“acting European.” (p. 201). In addition to resistance of academic success, Fordham and
Ogbu (1986) highlighted another problem: the older the student becomes, beginning in
secondary level education (grades nine to twelve) the more aware of his academic
disparity he becomes. He becomes aware of limited African American male success in
society and his own negative educational outlook compared to his peers (Ogbu, 2003,
p.154). Therefore, African American males tends to give up their quest for education
(Ogbu, 2003). In addition to Critical Race Theory (CRT), Oppositional Cultural Theory
(OCT) exemplified by Ogbu (1991) argued that OCT is useful in understanding the
resistance that students of another race may show towards their teacher and learning.
Furthermore, oppositional culture, and increase in disciplinary problems due to racial
differences between African American students and European American teachers is due
to the lack of cultural competencies. Increased disciplinary reports exists in schools with
African American high-density population (Rausch & Skiba, 2004). In addition to
legitimizing the relationship between discipline and achievement Rausch and Skiba
(2004) reported the negativity associated with resistance to school by African American
students.

A closer inspection of these assumptions suggested Ogbu’s oppositional culture
theory, or the resistance theory is evident that the more the student grows and becomes
aware of inequality the greater the resistance to education because of their negative
experiences (Harris, 2006). For example, students who have experienced a crisis in their
academic performance may become discouraged and begin to lack the desire it takes to

learn (Ogbu, 2003). Also, certain minorities recognize social injustices and lack of



48
opportunities and engage in oppositional behaviors, which can translate into becoming
anti-achievement oriented (Fordham, & Ogbu,1986).

Irving and Hudley (2008) revealed a positive relationship between cultural
mistrust and oppositional cultural attitudes as a significant predictor of academic
achievement (Irving & Hudley, 2008). For instance, as mistrust increases, academic
outcome expectations decrease. As mistrust increases, oppositional cultural attitudes also
increase (Irving & Hudley, 2008). Thus, oppositional cultural attitudes clearly undermine
educational expectations. A closer inspection of these assumptions suggests that
counteracting this resistance can occur by educating and training teachers to teach
African American male students.

The present study raises three interrelated questions in the qualitative study: Does
the teacher student relationship of middle school African American males taught by a
different race affect the academic excellence of the student? Is there racial
equality/inequality contributing more to the progress of African American males in the
classroom? Does racial equality/inequality influence the expectations and perceptions of
the teacher who are not culturally competent? Therefore, an investigation into the
perceptions between racial equality/inequality, of students’ academics when taught by
teacher mismatch is relevant to this study (Fox, 2016; Gershenson et al., 2016).

The Dilemma of Racial Mismatch

It is critical that the nation not overlook racial inequality in the classroom. The

invisible barrier has caused decades of separate, unequal educational progress among

African American middle school males (Darling-Hammond, 2001). Shirley Chisholm, the
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first African American congresswoman in the United States, wrote that “Racism is so
universal in this country, so widespread and deep-seated, that it is invisible because it is
so normal" (Chisholm, 1970, p. 147). Therefore, the normality of racism exists even in
the classroom. Researchers continue to report resistance and fatigue (e.g., Flynn, 2015)
when talking about the subject of race (Crowley & Smith, 2015). Accumulating research
indicates that mismatch has been in the foreground for at least 25 years, but only recently
in 2019, researchers have begun to examine systematically the effect European American
teachers have on African American students' academics. For example, Battey (2019)
conducted a study of 25 middle school math classes, utilizing three different settings. The
settings included a European American teacher with matched European American
students, African American teacher matched with majority of African American students,
and lastly, European American teacher with mostly African American students. The
results pointed out that both teachers equally reprimanded the students rather than praised
them. However, after viewing video clips, researchers observed that the European
American teacher chastised African American students routinely for misconduct two to
four times as same race. Battey (2019) discovered in his study when African American
males’ students experienced negative interactions, they performed worse with a 16%
decrease in academic achievement. Moreover, Gershenson et al. (2017) discovered in
their study the long run causal effects of having a same-race teacher effects have on
academic attainment. According to the findings, if an African American has exposure to
one same matched teacher in elementary school reduces the chances of high school

dropout rates 39%. Colquit (1978) suggested that the perceptual difference between
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African Americans and European Americans poses a dilemma for teaching. Howard
(1999) reported a lack of connection and sensitivity toward students of color by their
European American teacher.

Previous studies have indicated a need for additional exploration into the
experiences of African American males in the classroom with teachers of a different race.
In the fall of 2019, 50.8 million public school student’s pre-k through 12% grade was
represented in public school (National Center for Educational Statistics, 2016).
Demographically, 7.7 million are African American students, 23.7 million European
American students, and 13.9 million Hispanic. The United States Department of
Education (2013) add the majority attending urban public schools are African American
students whereas less than 20% of public-school teachers are minorities (Goldring et al.,
2013). Furthermore, within 34 states, a demographic divide exists between teacher and
student (Boser, 2014). As a result, there is an overwhelming number of European
American teachers who are teaching minority students (Berchini, 2015; Strauss, 2015).
Cherng and Halpin (2016) addressed the subject of ethnic mismatch in teacher population
with evidence that teachers’ perceptions differ by student’s racial background.

Previous researchers (e.g., Alexander et al., 1987; Downey and Pribeshn 2004;
Ehrenberg et al., 1995; Morris, 2005; Sbarra & Pianta, 2001; 2006) suggest that all
students hope to be treated equally by their teachers, regardless of race, ethnicity, class,
and socioeconomic status. Scholarly evidence indicates African American students’
behavior and academic potential are evaluated more negatively than their peers. As

mentioned, teacher treatment of students differentiates depending on their ethnicity and
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academic status. For example, African American boys are at greater risk of being
disciplined more harshly in comparison to European American students (Gregory, et al.,
2010). Research has documented that harsher consequences are administered to African
American males as compared to their European American counterparts for less severe
offenses (Skiba et al., 2002). In a quasi-experimental method that focused on how
teachers’ perceptions of students’ academic success vary by the students’ racial/ethnic
background, it was found that teachers have higher expectations for European American
and Asian students than they do African American students (Baron et al., 1985;
Tenenbaum & Ruck, 2007). Further, the National Education Longitudinal Study of 1988
(NELS:88) found that teachers perceive minority students as putting in less effort towards
academic success than their peers (Ainsworth-Darnell & Downey, 1998). In the current
study, participants have the opportunity to candidly share their academic experiences
from their point of view as a African American male student taught by a different race.

The Decline of Minority Teachers

As mentioned, prior, the literature is replete with references to the decline of
African American teachers in the past three years. For example, nearly 82% of public-
school teachers in 2011-12 were European American, including administrators, and
support staff (Lewis et al., 2008; Nicolas, 2014). Nearly every state data from the 2012
Schools and Staffing Survey shows the decline of teachers of color (Cox et al., 2016).
African American males comprise only 2% of the teacher workforce. Congresswoman
Eleanor Holmes Norton (D-DC), co-chair of the Congressional Caucus on Black Men

and Boys asserts that two percent is not good enough (Holmes, 2014). But the odds of
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having an African American male teacher from K-12 may be zero percent. It should be
noted that the lack of African American male teachers can be crucial in the development
of middle school males. Given that 75% of Black boys live in female-headed households
(Snyder et al., 2006), policy-makers assume that African American male teachers are
more likely to be attuned to the lived experiences of their African American male
students (Lynn et al., 1999; Lynn, 2006).

While a small but growing body of literature suggests positive academic gains for
boys who have male teachers and in particular teachers of color (Dee, 2005; Ouazad,
2008). In public schools, new African American male recruits have the potential to act as
role models by helping to increase academics for African American males (Holland,
1991; Rezai-Rashti, & Martino, 2010) and father figures (Kunjufu, 2005). There can be
potential problems with a singular focus on recruiting male teachers as a policy lever to
improve the learning outcomes for boys.

Research findings show the importance of the link between African American
males and African American male teachers. To improve the crisis of African American
male students, the recruitment for African American male teachers is essential (Bristol,
2015). Thus, the lack of African American male teachers can be crucial in the
development of our neediest population (Nicolas, 2014). By understanding African
American males’ needs, an African American male teacher can shape their pedagogical
performance (Brown, 2009). Gassaway (2017) establishes a connection between the
effect of a mirror image and African American males. To illustrate the point, Gassaway

(2017) cites two examples. student A, an African American kindergartener who did not
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have a mentor or someone who mirrored him. He (student A) has difficulty in classroom
behavior and student B, a twelfth grader who had a mentor throughout his educational
experience. He (student B) receives offers to attend prestigious universities. Gassaway
(2017) concludes that the difference in student A versus student B is not grounded around
the difference in their background. The difference is that student B had a mentor at the
beginning of his educational experience, who happened to be someone who looked like
him who achieved goals. Gassaway (2017) adds that this captivated student B, to
understand that success is obtainable. Whereas student A, does not have a mentor who is
deeply committed and involved in his life, thus, the student may have diff