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ABSTRACT
FROM TRI-CULTURAL CONFLICT TO TRI-CULTURAL CONNECTION:
HOW SUCCESSFUL URBAN SCIENCE EDUCATORS BECOME
CULTURALLY CONNECTED
FEBRUARY 2010
MARLINA N. DUNCAN, B.S., WESTFIELD STATE COLLEGE
M.A., CAMBRIDGE COLLEGE
Ed.D, UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by: Allan Feldman
Urban districts suffer from a severe shortage of qualified sciendeetsac
Therefore, many new science teachers will need to take positions in urbatsdigth
little or no exposure to urban communities. As a result, prospective teachers find it
difficult to learn how to negotiate the cultural contexts of urban teachingeGoestly,
it is essential for teacher preparation programs to begin to examindttiralacontexts
of urban science teaching to understand how to support the personal and professional
well being of novice urban science educators.
Through in-depth phenomenological interviews this research documents the experience
perceptions, and beliefs of veteran urban science teachers and how they navigated
pathways to successful teaching careers. Results focus on how the cultisalfleve
teacher socialization (personal, institutional, and societal) shaped thetiondato the
teaching profession. In addition, the analysis of the data suggests that prapheation
programs need to be reconceptualized to include a specific focus on culturabiytele
and responsive pedagogy, teacher identity development, and how to develop community

networks and connections. This restructuring is key for novice urban teachigito e
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increase their cultural sensitivity, or align their own cultural belistesys in-order to

develop the necessary skill set to become successful urban science teachers.
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CHAPTER 1

INTRODUCTION
“We do not really see through our eyes or hear through ears, but through our
beliefs” - Lisa Delpit
The number of teachers needed to fill K-12 public school classrooms is substahtial a
growing. Every school day, nearly a thousand teachers leave the field oftpachi
Another thousand change schools, many in pursuit of better working conditions, and
these figures do not include the teachers who retire (Ingersoll, 2003). A conserva
national estimate of the cost of replacing public school teachers who have dropped out of
the profession is $2.2 billion a year; if the cost of replacing public school teadhers
transfer schools is added, the total reaches $4.9 billion every year (Natioted f0e
Education Statistics, 2002). Complicating matters, the demand for teacherev &,
with most acute need in locations serving poor, minority youth in urban areas and
teachers new to the profession are far more likely to leave than are their mor
experienced counterparts (Darling-Hammond, 2002). The largest 100 urban school
districts in the U.S. educate approximately 40% of all non-white students and 30% of the
students from low income families yet; teacher demographics in thgseuldran areas
do not come close to matching the student population (National Center for Education
Information, 2005).
In addition, science has often been identified as a field suffering frameteshortage.
Concern over shortages of science teachers and their impact on the statecef sci
education have reached new heights (Calabrese-Barton, 2001). The most compelling

aspect of the effects of poor science instruction in urban districts is the wideities



between the education of African American and Caucasian students, as shown by
attainment on national and local tests, dropout rates, and post school success in the labor
market in STEM fields. For example Berliner (2006) compared the relativerparice

of African American, Hispanic, and Caucasian students using data from the Third
International Mathematics and Sciences Study (TIMSS). When the data were
disaggregated by race, and each racial group was scored as an individual stanktry
differences were evident in the outcomes of White, Black, and Hispanic student

Berliner noted “in science the scores of White students in the US were excgendy b

three other nations. But Black American school children were beaten by evéey sing

nation, and Hispanic kids were beaten by all but two nations”. (p.B3).

Results such as these are a clear indicator of an educational systenopipaessive to

minorities, especially in urban schools.

High profile reports from groups such as Commission on Mathematics and Science
Teaching for the Zicentury, the National Academy of Sciences, and the National
Research Council have all directly tied shortages to the quality of sciencaiedwand
in turn to the future well-being of the economy and the survival of the nation (NCEI,

2005).

In response, a wide range of initiatives have been implementecitit reew candidates
into teaching. Among these are career-changer programs, sti€loaps-to-Teachers,"
designed to entice professionals into mid-career switchesad¢bibg, and Peace Corps-
like programs, such as Teach for America, designed to lurébése and brightest” into
under-staffed schools (Viadero,1996). Many states have institutesinadive

2



certification programs, in which college graduates can postpone somié af their
formal education training and begin teaching immediately (icel& Harste, 2005).
Some school districts have resorted to financial incentives, suesigrisg bonuses,
student loan forgiveness, housing assistance, and tuition reimbursemest
recruitment (Ingersoll, 2003). These initiatives have often beget&t to the field of
science. Despite these initiatives, identifying the probleneadher supply and demand
is still among the most important issues in urban schools, Buaiso among the least
understood. One theory for urban teacher shortage is a case @igadisignosis and a
wrong prescription, and that while policy efforts may be worthwliiey alone are not

solving the teacher-staffing problems schools are facing (Ingersoll&aP2006).

The data show that, consistent with the conventional wisdom on teslcbeages,
demand for teachers has steadily increased (Hussar, 1998). Moréamiyathe data
document that substantial numbers of schools have experienced d#§cfitiding

gualified candidates to fill openings, especially in science (Berry, 2001).

While it is true that student enrollments are increasing, theade for new teachers is
primarily due to teacher turnover each year. The imagehbaddta suggest is one of a
"revolving door", an occupation in which there are relatively largedlin, through, and
out of schools (Ingersoll, 2001, 2003). Moreover, while it is true thehésaetirements
are increasing, the overall amount of turnover accounted for gment is relatively
minor when compared to that resulting from other causes, sych dssatisfaction and
teachers seeking to pursue better jobs or other careers (geldaste, 2005). Indeed,

teaching is an occupation that loses many of its new memébégrearly in their careers;
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between 40 and 50% leave the field altogether in the first fives y@arthe job (US
Department of Education, 2002). Although this picture applies to a vadge of

teaching fields, some important differences exist. As repoligdthe National

Commission on Mathematics and Science Teaching for tfifeC&htury, science
teachers have about the same rates of turnover as other tehchhdigre is not an
overwhelming surplus of newly prepared science teaching candi@@@8). The new
supply of science teachers in the pipeline is not sufficient éntaugover the losses of

teachers due to pre-retirement turnover.

For example, the data indicate that more than 45,000 math and s@achers left
teaching just after the 2004-2005 school year (National Education iassogc 2006).
Only about 11,000 of these departures were due to retirement. Morevibaras many
of these teachers, almost 24,000, indicated that job dissatisfactsoa major factor in
their departures (Ingersoll & Perda, 2006; National Education Assmti 2006). This
has large implications for fixing the problem. It means that moistmust not focus
solely on teacher recruitment, but also on teacher retention.iintetens, if the nation
were able to recruit 30,000 new math and science teachers, aeRr&sish pledged in
his 2006 State of the Union speech, this will not solve the problemrd than 45,000
math and science teachers simultaneously leave teaching. age that comes to mind
is a bucket rapidly losing water because of holes in the bottomngaudre water into
the bucket will not be the answer if the holes are not first patchiee first step to
patching the holes of the science teacher bucket is to evileadgperiences of science

teachers in urban districts.

Researchers in the literature tend to correlate high tedcthrever in urban districts



with the following factors; 1) pre-service and novice teachergetiing enough or the
right type of practical training in real settings that vaballow them to be properly
prepared to be successful teachers of the urban poor, 2) lack of Icaluaaeness
among teachers who seem to have cultural backgrounds vastly diffevanttheir
students, 3) the lack of a sense of community or a sense of bel@amgorgy culturally
diverse students, and 4) lack of training on culturally responsive pggago
(Delpit&Dowdy 2002, Irvine, 2003, Ladson-Billings,2001). Unfortunately, theonitsj

of teachers in urban poor areas are white. Therefore theseteamed to understand
issues of representation and how their whiteness shapes the wagethstudents of
color and those in poverty (Irvine, 1990). Consequently, the problem is nothatly t
teachers need to be competent in their subject matter and teawhihgdologies, but
they also need to address the personal and social realties dn@adass and their

pedagogical implications.

Statement of Problem

By 2020, it is projected that one child in two will be of color and labeled a minority,

with many living in poverty (National Commission on Teaching and Amerfeatsre,

2003). Taylor (2003, p9) attributes “the browning" of America, in contrast to the
whitening of the teaching force, as the primary indicator for the need for aehets to
become more culturally aware. "As America grows more culturally siyeso does the

need for a more qualified, diverse and culturally skilled teacher workf(idegling-
Hammond 1994, p185). The cultural education of novice educators is not a priority in all

teacher preparation programs and is not seen as crucial during the induction process a



urban schools (Duncan-Andrade, 2005). Urban school districts often place the most
inexperienced teachers in the most difficult and challenging schools asdolas

(Ingersoll, 2001). Rarely are new teachers provided support to help them succeed

through the challenging first three years of teaching (Ingersoll, 199%) oftbn leaves
beginning teachers feeling like failures and their self-confidenceesbditiconsequently,

only the strong and most determined survive (Colbert &Wolff 1992). Therefore, the

urban teacher shortage will continue to be a problem unless improved means of
understanding, supporting and training new teachers are developed and adopted by urban

districts.

In addition, new teacher support and training needs to include steatedielp novices
create a cultural balance among the cultural contexts of tepcAlthough there has
been very little research in this area, a growing literatareultural relevance provides
insight into the importance of these relationships. The literatuggests that the
combination of diverse students in Eurocentric schools results in actaiffcultures
(Ladson-Billings, 1995). Although schools endorse societal beliefsecnng equal
treatment and equality of educational opportunities, certain peaciiech as the hidden
curriculum, tracking, and discriminatory discipline practicesiardirect conflict with
those beliefs (Irvine, 1992). The conflict between a school's beliefsts practices is
characterized on the classroom level by a lack of understandidgerse students'
cultural values, norms, styles, and language (Tobin et al., 2001)cdrfisct appears to
be related to the lack of qualified teachers in urban schools. béclcultural
synchronization'because of misunderstanding, missed communications, and low or no

teacher interaction can result in novices having a negative ngaekperience early on



(Irvine, 1992).

Given the staggering numbers at which new teachers leaveeltheitfis important
to examine the experiences that can result in either confidemtecomfort as a
professional or a sense of isolation and despair as a frustratezke.nQuiltural
contexts do matter but the question is; how do teacher educatorsbanddistricts
prepare urban novice science teachers for the cultural contextbari science

teaching and ensure that it has an impact beyond the initial year?

Purpose of Study

Many new science teachers will need to take positions in urbdawolscwithout
working with teachers of diverse urban students prior to taking ffeesgons. With
little or no exposure to teachers of urban youth, either as sttedatters or through
an examination of current research which rarely focuses omle siecondary content
area, prospective teachers will find it difficult to learn himawnegotiate the cultural
contexts of the teaching profession. Therefore it is essdaotialcience educators to
begin to examine the cultural contexts of urban science teathihglp understand
how to support the personal and professional well being of novice saelcators.
A current demand for increasing and retaining the supply of quedtycators,

administrators, and policy makers reinforces the need for this typecafcas



Significance of Study

This study is significant because results focus on how successful vetaraarse

negotiate the tri-cultural spheres of socialization (personal, institutiamelsocietal) in

the teaching profession, and how this process shapes their induction into the teaching
profession. In addition special attention is paid to the relationship between tlaveter
teachers’ image of self in response to school and local community cultureinihgthe
commonalities and differences in the teachers’ experiences will helpsecttee

understanding of how to better prepare teachers to work in urban districts.



Research Questions

The following research questions were the focus of this study:

1. How do veteran urban science teachers negotiate the tri-cultural spheres of
teacher socialization (personal, intuitional, and societal) in order to maintain
successful careers as urban science teactidos/2 from tri-cultural conflict to
tri-cultural connection)

2. What strategies do urban veteran science teachers use to gain addessome
legitimate participants in the school and local community culture in which they

work?



CHAPTER 2

REVIEW OF LITERATURE

This literature review provides models, ideas, and principles thahetitle impact of
culture on teacher socialization and pedagogy. The central theimibss literature
review are presented in three sections. Section I: Cultural &plar New Urban
Teacher Socialization; Section Il: Improving Cultural AwarenesAmerican Schools--
Culturally Relevant and Responsive Pedagogies; Section IIl: Mdwiowgp Tri-cultural
Conflict to Tri-Cultural Connection in Urban Science Education.

These concepts are important because of the unique charaxgaistovice teachers in
urban districts and how culture mediates or conditions the sociafizatocess. The
lack of attention devoted to the interface between teacher gat@hi and cultural
systems suggests insight must be provided from other disciplinesciaty cultural
anthropology and sociology to gain a full understanding of the relatioo$taplture

and socialization.

Section I: Cultural Spheres of New Urban Teacher Socialization

Cultural Anthropology

For the purpose of this reviealture will be defined as the shared learned patterns of
behaviors and interactions, cognitive constructs, and affective unénga that are
learned through a process of socialization (Bourdieu, 1973, AtwadeCickett, 1996,
Connerly and Pedersen, 2005). These shared patterns identify the mehzbeustural
group while also distinguishing those of another group. It is a wayeofihd gives

people a sense of who they are and how they should behave (Gay, 2000% Sarves
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as the median through which all human activity is transmitted and interpreted.

In K.A. Akoto's bookNation Building (1992)hhe expands this definition to frame
culture as a tool used to interpret the world around us. He destirdoésnction of

culture as:

1. A lens of perception or cognitive framework in which to view the world.
2. Defines standards of evaluation by which to measure worth or
legitimacy, beauty and truth.
3. Defines the conditions and/or means that motivates or stimulatesmder

(institutional and individual) of society and prescribes sanction feruplive

digression.

4. Defines collective and individual identity, roles, and

responsibilities.

5. Provides a common language or means of communication.

6. Provides the basis for social organization.

7. Conditions the mode of production

8. Delineates a process for perpetuation of the culture. (pg. 31-32)
Akoto asserts that cultural functions provide the framework, in which identity is
developed and affirmed. Individuals are best nurtured when participating ih socia
institutions (education, work place, etc.) that reflect the values consistartheiit
familiar experiences of that individual. Therefore, it is a smoother ti@m$ar
novice teachers to assimilate into a school distiiat is similar to their K-12
experience. Unfortunately, urban novice educators are usually not famiihaurban
school culture, not a member of the local community culture, or socioeconomic

11



groups of the students they teach; as a result their ability to transition in and out of

these cultural environments becomes a challenge (Boyd et al, 2005; Nieto, 2004).

This cultural change results in a “cultural conflict” and the novice is unalassimilate

and adapt to the new environment. The field of educational anthropology is concerned
with the general concept and nature of acculturation. Although acculturatiaral/us

in the direction of a minority group adopting habits and language patterns of the
dominant group, acculturation can be reciprocal--that is, the dominant group can also
adopts patterns typical of the minority group. Assimilation of one cultural group into
another may be evident by changes in language preference, adoption of common
attitudes and values, membership in common social groups and institutions, and loss of
separate political or ethnic identification (Schmomer, 1994) Becauseugatglgstem is

in a continuous process of change, its dynamic nature implies varying degceasgé

in culture over time (Bellah et al., 1985). Cultural change can occur from any of the
following events; innovation in the culture, borrowing of ideas from other cultures,
modernization, cultures in contact, and/or environmental alterations (Spinder, 1977).
Culture is in constant motion; therefore change does not represent a shiftaftiorntost

active, but a shift from one sort of change to another. (Ogbu,1995).

Treated as a group phenomenon, anthropologists refer to acculturation as cultural
change resulting from direct, continuous contact of two distinct and autonomous cultural
groups (Kottak, 2005). Reciprocal changes take place and subsequent alterations of
original patters occur in one or both cultures (Kottak, 2005). Acculturation can be
voluntary or involuntary. The nature and degree of acculturation depends on how

different the original culture is from the culture of the host. According to Born (1970)
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the more unrelated and opposing the two cultural systems, the greater fregfuency
intercultural conflicts. As a newcomer to a culture, one is required to copéfeiith |
changes thereby modifying life patterns (Born, 1970). The acculturation of nengom
involves a long-term process of cross-cultural adaptations. Thus, acculturatioa ca
conceived to be the process of cultural learning imposed upon urban novice educators
during the induction phase. As a result, making teacher socialization the acaurturati
into the teaching profession.

Teacher Socialization

"While urban schools do not necessarily require of their teachers a difetenft
skills or competencies than suburban or rural schools, theynterti@mand that
teachers be cognizant of the particular contextual and culturelbies that
pertain to the urban setting" (Montero-Sieburth, 1989 pg. 333).

In this next section | define cultural socialization and concentratéree primary forms
of cultural contexts that contribute to the self-identity formation of urban tesache

The term socialization is used by sociologists, social psycisblagd educationalists to
refer to the process of learning one's culture and how to liverwittfiClausen 1968). It
is the process by which individuals acquire the values, interestsdagmy skills, and
culture of the group, which in this case is the teaching profession (FeWaarser &
Floden, 1986). Whether messages are verbal or non-verbal, what is communicated affec
members' perceptions of their new environment (Sleeter, 2001). Socializatipnisess
of learning about an organization or new environment. It is an ongoingamye
between the newcomer and veterans (Zeichner and Gore, 1990). Asr@cedqrocess,
the newcomer negotiates his or her role, while the organizaton sarrounding
community provide important information to the newcomer that helgseisdcialization

process (Berry, 2001). It is on-going throughout the individual's candér the
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organization. The information exchange allows the novice to lean teptabte values,
norms, and required ways of thinking and acting that allow him or hmartwipate as a
member of the profession (Abelson, 1986). The views of newcomersrared by and
reinforced by the interactions with veterans of the professioriptia community, and
beliefs and values the novice brings from previous life experience (Irvine, 2001).
Professional socialization, has an influence on teacher quality angeuity.
Socialization leads to identification with the local school commuanity persuading the
teacher to take on the school's goals and missions. Socializatidhefdreginning
teacher can determine whether the first year as a profesgomauccess or a failure.
Thus, the process is an important one not only for the new teachersbuforlthe

school community.

In the following section, | will focus on three key cultural comserelated to the
development of novices' socialization: personal culture, institutionalreufschool
culture), and community culture. This design is based on the teamtialization
research that supports a model in which both individuals and instituticase s
socialization patterns (Zeichner & Gore 1990). Previous reseaatbisiarea has only
addressed culture as one aspect of teacher socialization. heuitae of literature,
culture is the nucleus of the design to highlight how cultural congépe novices'

socialization into the teaching profession.
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Tri-cultural Model of New Urban Teacher Socialization

According to the literature, as part of the socialization preaess important for
novice teachers to increase their understanding of the intedgéibnship between
culture and social behavior and the need to view their work within araluttontext
(Villegas & Lucas, 2002). In addition, it is important to have ankawareness of
their culture. “For self-understanding, teachers should recogthe own
ethnocentrism and bias and realize that their worldview is not ualvecs their

cultural norms absolute” (Rodriguez, 2001 pg. 1120).

Cultural competent teachers are needed to work with the culturally and liogilysti

diverse students in our nation's urban schools. Students from urban communities have
their own learning traditions, styles, and preferences that are influenceéibgultural
backgrounds; these learning styles may be in disharmony with the beliefs aredofalue
their classroom teacher and the latest pedagogical theory used in clad€Cadiedge &
Loe, 2000, Ladson-Billings, 1995; Nieto, 1992).

The racial and cultural incongruence between teachers who are from the dominaat cultur
and students who are not may be one factor that explains high teacher turnoveul{ingers
2001). Thus, some researchers think that it is crucial that teachers begih critica
discussions about their own cultural identities and the cultural identities argii@ns

of their racially diverse students (Morrow & Torres, 1995). The inability of teday

middle class teachers to appreciate and understand the cultural capgakcthatudent
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and urban community contributes to the classroom may be the reason that minority
students are not succeeding in school (Bourdieu, 1973). A major task of beginning urban
teachers is to negotiate the conflicting aspects of the following thresesjlpersonal,

institutional, and the local community.

Personal Culture

One's perception is his or her reality; therefore our understamdikgowledge is
grounded and constructed within a particular social, political, cult@@bnomic,
historical, and linguistic reality (Agada, 1998). In making meaning of wbairs in the
classroom and local community a new teacher uses the fotelenses of prior
experience to interpret what is occurring (McAlpine & Crago, 198bpther words,
prior experience helps novices predict outcomes and make decisionpedmige. For
new teachers, if the culture is similar to their own expesgs, then they can depend on
prior experiences with greater conviction on the interpretationthafir new
surroundings. In addition, novices' past educational experiences are basad on
educational system that has a history of racism, exclusion, ankiadielgy pedagogy
(Nieto, 2000). "Hence novices put into practice what they themsdiaes been
subjected to and perpetuate polices and approaches that may bel barmény of
their students” (Nieto, 2000, pg. 185). Unfortunately, novices are not ghen t
opportunity to dispel the past lessons learned and they rely heavilheir own
personal cultural beliefs to establish a norm. Subsequently, this soused as an
instrument to navigate through the first years of teaching.

One's personal culture is derived from a variety of influen@asalfethnic, religious
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affiliation, and class backgrounds all contribute to the basis forlso@anization
(Zeichner, 2003). Socialization into any new environment greatly depends on the lens of
perception or cognitive framework in which one views the world. Thezefolture can

be viewed as the foundation for adaptation. Other charactetisicsfluence cultural
socialization include extent of teacher training and knowledge of subjetter
(Calabrese-Barton & Yang, 2000). Novice teachers come into thiesgion with
developed viewpoints, values and goals about the purpose of education and how
students should be educated. These viewpoints, values and goalsusmecedl by past
and present experiences and are tested in the initial yedessfoom teaching. A lack
of experience and support during the induction years can results in nomlgeglying

on personal value systems for solutions to the challenges of beginning teaching.
During the formative years of teaching, beliefs of novice tea@rersften challenged as
they assimilate into the profession of teaching (Colbert &WaB2). Educators just
entering the profession develop an understanding about themselveshasstéhrough
experiences within the classroom and the school organization (Hubet@®%), These
beginning educators, as is true for all teachers independentiofcéneer stage, are
immersed in a process of self-analysis and reflection involvmajy tteaching and
learning (Johnson, 2001). This process can be further advanced throlaiforetive
dialogue, providing an opportunity for interactions that often raise cannections,
examples and consequences based on the realities of the cldsshomincontext (Gold,
1996). Given that both individuals and institutions shape socialization nztter
acculturation into the school community is a critical transition riovice teachers

(Zeichner& Gore 1990).
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Institutional Culture (Urban School Culture)

The key component to socialization is assimilating into the school culture in whick one i

employed.

"Urban schools have been described as sites where students defy teachess, parent
and administrators; where administrators are concerned with keeping their

schools open by trying to raise standardized assessment scores, providle securi
and uphold schooling as impermeable; where parents are disenfranchised from

the schooling effort; where teachers view students as the enemy; whergtraini
rather than education takes place; and where daily survival is the paramount
concern" (Montero-Sieburth, 1989, p.86).

According to Cochran-Smith, school culture has the greatest significance dieitieyi
formation of most urban teachers for two reasons. One is that the teachegimbe
intensely and extensively initiated into the norms and practices of the school tha
typically occurs in the pre-service level, even including the student teaclpagesnce.
(Cochran-Smith, 1995) Second, within the school, the carriers of the local culture and
traditions are immediately and inescapably present; it is as if theengwsuddenly

thrust into a "totalizing institution” (Cochran-Smith, 1995; Banks et al, 2005). Other
factors in the school setting that influence socialization include guidance ol

from administration, mentors, teacher colleagues, and access to cuarallar

professional development resources (Briscoe, 1991).

Unfortunately, urban school mentors, administrators, and colleagues haw litie
training in leadership or mentoring (Gold, 1996). What's more, in many casesdhey a

chosen not for their exemplary teaching or leadership potential but rather out of
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convenience. Usually an administrator appoints a mentor based on seniority (ipllowa
2001). These senior teachers are often the ones most out of touch with students and least
familiar and open to new and potentially more effective teaching and learratepsss.

Cited in the literature, in more than a few cases (McAlpine & Cargo, 1995; Sehwart

1996; Tobin, 2000), first-year teachers had critical comments about how they were
advised from their school based mentors to deal with the unique characteristics of urban
schools. In addition to poor mentors, urban novices are not informed about the unique

cultural characteristics that must be negotiated by the staft:

1. The schools serve highly-diverse population whose cultural model of
schooling is often different from and in conflict with that of the dwani
culture (Ogbu, 1995).

2. The schools serve a large number of students who are linguistirities
(Ogbu, 1995; Seller & Weis, 1998, 2000).

3. Alack of funding dictates decisions about teaching and learning (Weis, 2000).

4. High-stakes test results are the primary measure of teaching amdgea

5. Decision-making is centralized and invested in a bureaucracistpatitically
isolated from the local communities' main interest (Weis 2000).

Individually each of these items is a challenge, but combined with the lack of

strategies to understand or negotiate these unique characteristics caasand do

result in novices being overwhelmed and dissatisfied with teaching. Hand in hand
with the school culture is the influence of the local community culture. Novices are
often naive to how important it is to become familiar and appreciate the local

community where their students live.
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Local Community Culture

Urban schools are usually in communities but often not of communities. That is, ¢eachin
and learning are often disconnected from the day-to-day life of the community, and
students do not see how the skills they acquire in school have currency in business, at
home, and in other communities beyond school. Many culturally and linguistically
diverse students come to our nation's schools from communities that have their own
learning traditions, styles, and preferences (Atwater, 1994). Their leatyieg and
preferences, influenced by their cultural backgrounds, may be in fundamshtaihdony

with the beliefs and values of their classroom teacher and the latest pedbti@gicy

used in classrooms (Ladson-Billings, 1995; Nieto, 1992). Ironically, a univerdaliz
educational orientation or pedagogy that tries to teach students with the “b@segtac

of the dominant culture may prevent educators from recognizing the actnatdeaeeds

and strengths of “other people's children” (Bailey & Pransky,2005; Delpit, 19§#,0
2003).

The student’'s community plays a significant role in the socialization of a novicateduc
"The social, cultural, and historical context in which students live defines andsshape
students and their experiences" (Atwater, 1996, pg 559). The assumptions, perspectives
and insights that students develop from their homes and community cultures are used as
screens to view and interpret the experiences that they encounter in school and in other
institutions within the larger society (Blanks, 1997). Regrettably, as satker, most

new urban teachers do not reside in the communities in which they teach; thésfore t
exposure and impact as role models to the local community is limited to the scheduled
school day (Presseisen, 1998). The diminished sense of community lessens their

communication with students, parents, and community members. As a result, noyices rel
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heavily on assumptions and stereotypes to interpret the local community surroundings.
Novices come into teaching with beliefs about children and families who live in urban
neighborhoods. According to the U.S. Department of Education, 84% of U.S. teachers are
white and middle-class with limited experience with people of backgrounds different
from their own (Wirt et al., 2005). A new teaching reality for which we need to prepare
teachers in the 2century is that "multiculturalism is simply a fact" (Oakes & Lipton,
2003). Another fact is that children spend only 1000 hours per year in schools as
compared with 5000 hours spent in their communities and with their families (Berliner
2006). These sheer numbers alone speak to the issue of the strong impact of the
neighborhood. It is a force influencing children's learning that has to be restgniz
When new teachers face a classroom of children who may be differenhizoradives

(for example, in race, ethnicity, or language) how do they see and relagestoidents

and their families? Ayer (1998) believes that school people need to understand and
respond to the conditions that shape students’ lives rather than trying to "fix" cognmunit
and family problems. It is important teachers prepare to work effectivitgi children

they may perceive to be at risk and therefore, perhaps "unteachable” (Hapgod4).
They have to be prepared to be effective in teaching children from a wide fange o
backgrounds. This is contrary to the idea that the culture of the students \&antehes
Ladson-Billings (2001) points out, in a "middle-income, white, English-speakimagpkc
community, teachers do use student culture as a basis for learning” (p. 99uliLinatis
invisible. It is only when the children’'s home culture is different from the@damorms

and school culture that it becomes visible and often seemingly problematic. dficorde

all teachers, and especially teachers in urban areas to be successfayéythke
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responsibility for learning about the culture and the community of the childrgmetheh
(Ladson-Billings, 2001). Nieto affirms that prospective teachers, patigthose who
are white and middle-class, need cross-cultural opportunities with faamicestudents
who are neither white nor middle-class and who often speak a language other than
English at home. It can be argued that without connection to diverse schools and local
communities, bias and stereotyping of children by teachers may go unexamined and
interfere with the success of the children in school (Cochran-Smith, 1995). Schools
cannot work successfully in isolation from students' families and communipse(i &
Sanders,1998 ; Henders&mMapp, 2002). Epstein (1995) describes the overlapping
spheres of influence determining a child's achievement. Teachers ptantrad role in
the overlapping spheres of family, community, and school. It is clear thampdstant

for teacher candidates and novices to learn about the inclusion of childrer'susdcia

cultural contexts in the school experiences.

In addition, despite the cultural diversity of urban communities, phevailing
assumption among many white middle class novice educators idetdraing for
minority low-income students is the same as it is for anyragtaup (Perry, 2003). But
since learning is fundamentally contextual, there are diffesaial, emotional,
cognitive, and political competencies required of low-income urban yoethy(R2003).
In some instances, the rules from family and community maybwatible with those
of the school, but, in others, the incompatibility of home/community andos@orms
can create dissonance for the urban student (Gay, 2000). This cordhtescla gap

between the urban community culture and the school culture.
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In the book_Young, Gifted and Blackerry (2003) argues that low-income urban

minority youth are not successful in American public schools and fdrilies are at

odds with the structure and standards due to the following dilemma:

Low-income urban minority youth and adults have a hard time commitimgprking

hard in American public school districts, given that:

1. They cannot predict when or under what circumstances this hardwilbitke

acknowledged and recognized by individuals in and out of school.

2. Achieving in school is separation from the cultural reference group.

3. No matter what other members of the reference group accomplisse the
accomplishments are not likely to change how the group is viewéaebarger

society or to alter the caste like position in the society. (pg. 4-5)

It is clear that the literature supports new teachers, egektthe big picture of how
to relate to families. They also need to know about the speoifitnunities in which
their students come from: What are community members concerha? d¥ they

value? Where do families shop? Go to church? Play?
For these reasons, the three cultural spheres (personal, local, and schoohitpnuh

cultural socializatio shape the induction experience of a novicen utbacher.
Therefore, the task of a beginning urban teacher is to negdteatmonflicting aspects

of these three cultures; personal, institutional, and the local conyniinitovices
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struggle to negotiate these three cultural contexts during thaizatton process into

the profession, a phenomenon | have coined Tri-cultural conflict ®cdire next

section will outline tri-cultural conflict and the importance afitaral balance for

novice urban educators.

Tri-cultural Conflict
“Being in the city was radically different from anythinghéd experienced. |
remember clearly my initial train rides. As we approacheddestination the
train became crowded with high school students headed for the neayby Ci
High School. The students were unlike any | taught or observed. A# wer
African American and many were from conditions of relative pgvers |
listened to them interact in the crowded conditions of the train Hcsedrcely
understand their dialects. | wondered then whether I'd ever be aliath
students like these. The strangeness of the environment was dreatel

expected and was analogous to being in a new country with a distinct culture. So
much was novel. But | was no tourist. | worked here” (Tobin, 2000, pg 89).

Like researcher Kenneth Tobin’s experience, as a novice urbarcedeacher, many
new urban educators experience the notion | call tri-cultural conflleey enter the
urban teaching profession unfamiliar with the school and local contynculture. The
experience is analogous to being in a new country with a distirtarewifferent from
their K-12 experience (Tobin, 2000). Therefore, novices come intoaksrecbm with
strong beliefs about teaching and learning that may be in dioattadiction with the
beliefs and norms of the school and local community. Teachers wititiaverished
urban schools are so overwhelmed by the demands of their teachingherents that
they can barely function (BeijaagdVerloop, 1996). They carry theory around in their
heads, but they often do not know how to apply this knowledge in the given context
because they are so at odds with the institutional policies andcpsaof the district
and community (Bollin& Finkel, 1995). Compounding their predicament is the
instructional grouping design for diverse categories of studertigghwresults in
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tracking, bilingual education, and vocational education (Montero-Sieburth, 1998).
Therefore, even among the best intentioned urban teacher who beldtferemtiated
instruction in the forms of constructivist, inquiry based, and critlwaking teaching
styles, when applied to low socioeconomic students these philosophies and paaetices
not implemented and teaching and learning has little relevangbao students' lives.
This existence offers few opportunities for urban teachers tod=mieir roles in the
context of the unique personalities and cultures of their schools and communities.

Based on the results of my pilot study, Tri-cultural ConflicawHCultural Contexts

Affect Urban Novice Science Educatppart of succeeding as a teacher and staying in

the profession is socializing into the urban teaching community.sibarban setting,
the suburban new teacher begins to teach in a school with aafacuiliure and teach
students with a familiar cultural background. The socialization psoée smooth
because there are fewer cultural differences. When the new sanltedwber goes to
teach in the urban setting the school culture is different from éiahe experienced as
a student or student teacher. The culture of the local communityntstudad school is
different from that of the novice teacher. There is conflict agnounlitures making it
difficult for urban novice educators to negotiate the cultural spheres of soaalizat
Many novices find adapting to the cultural spheres of socializatien most
challenging component of their new job. They were never taught how to negjotiate

unfamiliar school and community cultures in contrast to their own cultural felief

In order to better understand the cultural conflict with teachers and studentsnpadoa
districts, we need to explore the communication mechanisms that exist ingbeom
between middle class, usually White teachers, and urban poor students. Gay ardl Howar

25



(2001) and Morrow and Torres (1995) believe that, with increasing cultural divefrsity
students present in urban schools, it may be wise for new teachers to enter thacgorkpl
with an expanded cultural awareness, skills and knowledge to be able to communicate
with and instruct these diverse populations. A key pedagogical approach is forgeacher
to design and develop culturally relevant teaching strategies (Howard, 2001, 2003).

Section Il: Improving Cultural Awareness in American Schools-Cultral Relevant
and Responsive Pedagogies

Culturally Relevant Pedagogy

The need for culturally responsive and culturally relevant pedagogy prompts one to
examine the relationship between suburban, middle class teachers and urban students,
and to ask the question, what does culture and cultural awareness have to do with
academic success? Does a lack of cultural awareness and cultleaiyntr@edagogy
contribute to academic failure among urban minority students?

Research by Delpit (1995), Foster (1997), Irvine (2003), Ladson-Billings, (2000)
suggests that there are some aspects of teaching important to studemng kbatmay be
differently valued and represented in the repertories of successful teaaindran,
minority contexts. Although referred to by different names, each reseatoksses the
importance of urban teachers being “culturally relevant”. Their work engagsas
“cultural solidarity” as a key characteristic of successful urbachteg, linking
classroom content to students’ experiences and focusing on the whole child and

incorporating familiar communication and cultural patterns.

Culturally responsive pedagogy may reverse the perennial underachieViean éatst

become the norm for an increasing number of minority students (Gay, 2000). Bourdieu
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(1973) cautions that such a critical reflection should not be an indictment against
teachers. Rather, it should be a process of improving practice, criticathyreng
philosophies, and becoming effective teachers for today's growing diverse student
population. Howard (2003) believes that “given the

current cultural and racial demographics of our schools and society, the stdkes ae
a profession and as a nation are too high to fail in this endeavor” (p. 6). The processes of
learning cannot be divorced from the cultural contexts in which they occure(Ft8D3).
Pedagogy in the United States flows out of middle class and affluent, maialyean-
American, cultural ideology. Children from the dominant culture in these comesuniti
have been trained in their homes to learn in ways consistent with these beliefs, isut that
not true for children who are not members of the dominant culture.

Therefore, an equitable multicultural classroom cannot be based solely on dominant
culture norms.

Culturally and linguistically diverse students are disadvantaged by exhatgiractices
that do not build on the cultural capital they bring to the process of schooling (Gay,
2000). When teachers fail to actively incorporate these students' varied menitatio
classroom learning processes, disempowerment is the inevitable result.

Therefore, just because a teacher believes in equity does not mean tblaéadesates
an equitable classroom environment, or even knows how to initiate the process of
creating such an environment (Bailey & Pransky, 2005). Bailey and Prétky)
suggest that it is the responsibility of educators to (a) understand thatdgarmmcesses
are inextricably enmeshed in cultural practices; (b) take on the cralémgvestigating

the cultural roots of their most cherished theories as well as the belikislaes that
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animate their own teaching practices; and (c) create more equitaddeocias by
bridging the complex mismatches between their own preferred ways and thosie of t
culturally diverse students. The need for critical self reflection is irapbfor teachers to
recognize if they consciously or subconsciously subscribe to deficit-basedsoti
culturally diverse students, for such an examination places emphasis on theiacade
success of students in culturally diverse urban classrooms. Gay suggests the key t
success for all is the incorporation of caring and nurturing, which is an integral
component of culturally responsive pedagogy (Gay, 2000). Increased culturahassr
along with culturally responsive pedagogy and caring, set the foundation for atense
community within the classroom.

Therefore what is important, within a culturally relevant pedagogiaaidwork, is for
teachers to ask themselves if “who we are” contributes to the underachievement of
culturally-diverse students, if we as educators are responsible fangradtulture of
silence” (Freire, 1993; Weis & Fine, 1993) among minority students, where student
rebel against the pedagogy of the dominant culture with silence and non-partycipator
behaviors in the classrooms that lead to extremely poor academic and elatedr r
success.

To provide meaningful knowledge and strategies for teaching within today’s tultura
context, it is important for teachers to be able to analyze important issireassculture,
ethnicity, and race to recognize how these concepts shape students’ legoeiingnee
(Shade, Kelly, & Oberg, 1997). Furthermore, it is important for teachers towcinstr
pedagogical practices that have relevance for students’ social and aalalitads if the

learning process is to be effective, especially since it is very commaeafdrdrs to be
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attracted to ways of thinking that affirm and embellish the culturally infleeémndeals,

beliefs, and values that they already hold (Bailey & Pransky, 2005; Freire, 1993)
Therefore, educational “best practices” should be predicated on a set cilad#als,

beliefs, and values that are grounded in the context of the students that are being taught
(Erickson & Mohatt, 1982; Philips, 1983).

There is a need to examine and document teaching methods and techniques, which have
been shown to be effective toward the science education of minority students, which are
reducing the inequity in academic and science achievements among students of color
noted by Valverde & Schmidt (1998). Numerous researchers suggest that pedagogy
should meet the academic and social needs of all the students within the classrbem, in t
form of culturally relevant and culturally responsive pedagogy (Gay, 2000; Howard,
2001; Ladson-Billings, 1994, 1995; Shade, Kelly, & Oberg, 1997). Phuntsog (1999)
suggests that: culturally responsive teaching encompasses respectritydimeation

of a safe, inclusive, respectful environment; integration of responsive teachitiggza

in all disciplines; and transformation of curriculum to promote social justice@umty in
society. (p. 1)

Gay (2000) defines culturally responsive teaching as “using the culturaldchgaylprior
experiences, and performance styles of diverse students to make learreng mor
appropriate and effective for them (p.29).

Gay (2000) also describes culturally responsive teaching as having tharfgllow

characteristics:
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1. It acknowledges the legitimacy of the cultural heritages of diffetentoegroups, both
as legacies that affect students' dispositions, attitudes, and appraealgaesihg and as
worthy content to be taught in the formal curriculum.

2. It builds bridges of meaningfulness between home and school experiencesaass well
between academic abstractions and lived sociocultural realities.

3. It uses a wide variety of instructional strategies that are codrteatiferent learning
styles.

4. It teaches students to know and praise their own and each others’ culturgeberita
5. It incorporates multicultural information, resources, and materials timeadlubjects

and skills routinely taught in schools (p. 29).

Therefore, culturally responsive pedagogy is more about responding to thduadlivi
personal needs of the students, while culturally relevant pedagogy speaks toahe use
appropriate curriculum. The idea of cultural relevancy in teaching waslirted by
Ladson-Billings (1992), as “a pedagogy that empowers students intallgctocially,
emotionally, and politically by using cultural referents to impart knowledgds saiid
attitudes” (p. 382).

Ladson-Billings (1992) found that teachers most successful with Africaniéaner
students, encourage children to choose academic excellence, maintain tinet cul
identity, and are aware of the position of African Americans in society and ladfsats
expectations of students (p. 389). These teachers are concerned about the inequities in
society and schooling. They see their role as helping students become alwase of t
inequities and use pedagogy that is liberating, rather than maintaining tisegstat by

explicitly teaching students how to gain social and political accessdh#ilings
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1992, p. 388). From additional research on successful teachers of African American
students, Ladson-Billings (1994) found that these teachers encourage individual
achievement and help students develop a broader socio-political consciousnasg allow
them to critique cultural norms, values, and institutions that produce and maintain socio
economic inequities (p. 118). These teachers have a strong sense of efficacy,tbati

one has or can acquire the skills and resources to teach a child regardlessraflesse o
rely on personal and professional experiences, as well as students, parents, and
communities as resources for teaching and need to demonstrate that thveydbelie
students are capable of learning and believe they are capable of makimgeandefin

the educational lives and communities of their students.

According to Haberman (1995), successful teachers of students in poverty see how
education, schools, and teachers contribute to the failure of students and work against
perpetuating these practices and policies (pp. 52-53). Effective teacherdearits in
poverty believe that regardless of the life conditions their students fageaghieachers
bear the primary responsibility for sparking their students' desirerto(ldaberman,

1995, p. 53).

To be culturally relevant, the literature and the lesson plans in the clasgroolt s

reflect multiple ethnic perspectives and literary genres. For exampté instruction

should incorporate everyday-life concepts, such as economics, employment, and
consumer habits of various ethnic groups. In order to teach to the different learl@ag sty
of students, activities would reflect a variety of sensory opportunities, sucsuas vi

auditory, and tactile (Gay, 2000).
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Culturally relevant teaching could help subjects like science come aliveafoy

students, especially those who have traditionally been uninterested in screhce; a
examples, analogies, and investigations based on students’ personal expengioces a
cultural contexts could promote curiosity and help students build a personally mebkningf
framework in subjects such as science (Atwater, Crockett & Kilpattle96; Ladson-
Billing, 1995) and in school in general (Phuntsog, 1999).

According to Hollins (1996) education designed specifically for students of color
incorporates “culturally mediated cognition, culturally appropriate ksitigations for
learning, and culturally valued knowledge in curriculum content” (p. 13). Culturally
responsive teachers realize not only the importance of academic acméeMemalso

the maintaining of cultural identity and heritage (Gay, 2000).
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Evidence That Culturally Relevant and Culturally Responsive Pedagoqgy Works

Ladson-Billings (1994) studied actual instruction in elementary classrandsbserved
culturally responsive and culturally relevant values being demonstrateda®tibat

when students were part of a more collective effort designed to encouragmecadd
cultural excellence, expectations were clearly expressed, skifigt, and interpersonal
relations were exhibited. Students behaved like members of an extended famnstings
supporting, and encouraging each other.

There are research studies that suggest that culturally responsivetarallguklevant
pedagogy work (Barton, 1997; Beauboeuf-LaFontant, 1999; Blank, 1997; LAB at Brown,
2004; Cooper, 2003; Delpit, 1998, 2003; Gay, 2000; Howard, 2001, 2003; Ladson-
Billings, 1992). For example, in a study by the LAB at Brown University (2004)e&m
1st-12th grade urban educators selected from seven cities across the Wiéted St
examined their successful classroom management strategies toinketehich

represented culturally responsive or culturally relevant teaching. TheaL BBown
University (2004) then compared the teachers’ list with a list that they tesdigl

compiled as being representative of culturally responsive teaching. Tiaetehigtics of
culturally responsive teaching developed by the LAB at Brown Univengt{2804):

1. Include parents and families in the learning process - invite parents toaceam®ol

to view their children’s work, not just during open house.

2. Call parents often just to chat about student progress, especially accomushme

3. Communicate high expectations - constantly challenge students to do more difficult

work.
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4. Allow students to learn within the context of culture — become culturally respdnsi

the needs of all of the culturally diverse students in the classroom.

5. Student-centered instruction - let students lead and do work and express themselves
small groups.

6. Culturally mediated instruction - become culturally aware and cultuesponsive to

all students in the classroom.

7. Reshape the curriculum - to be more culturally responsive to the needs of alisstude
8. Teacher should be more of a facilitator - let students work in small groups,
constructing their own meaning from classroom activities.

Characteristics of culturally responsive teaching that emerged fi@teachers included:

1. Development of personal relationships with students - get to know each student
personally through one-on-one conversations.

2. Creation of caring communities - demonstrate to students through one on one
conversations that you care about each student.

3. Establishment of business-like learning environments - establisheguidelines for

how you want assignments to be completed, establish high expectations.

4. Use of culturally and ethnically congruent communication processes that detgonstr
mutual respect for students - you do not have to speak the language, but you should lear
to understand the language of each cultural group in order for each student to derive
meaning from each lesson plan.

5. Demonstrations of classroom management- students need to know that thegeacher i

charge and is able to control the class.
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6. Utilization of clearly stated and enforced expectations - students need to kngauthat
think that they can do more challenging work.

After comparing the culturally responsive teaching charactexidgeeloped by the LAB
at Brown (2004) with those developed by the teachers, a great deal of agreesnent wa
found in all areas, except “caring” and reshaping the curriculum. The LAB anBrow
(2004) did not include the very important component, “caring.” It would be interesting to
explore why the LAB at Brown (2004) did not include something that the teachers
thought be to very essential. The teachers did not include “reshaping the aoryicul
perhaps because it is something that they automatically do each day, ad imjieof
their list, and because of what they said about everything in the classroonabeing
constant state of trial and error.

Although the thirteen urban teachers thought that their strategies veessasy in
culturally responsive teaching, they expressed concerns over the abdiachét
education programs to effectively prepare pre-service teachers to fultcese these
classroom management strategies because they did not learn thesestirategcher
training workshops. They reported that they acquired the strategies thrialighdrerror
over time in the classroom, and as a result of personal pursuits to establish fenalkss
students in their classrooms. The high attrition rate of new teachers irstieyf@ars of
their teaching careers (Crosby, 1999; Darling-Hammond & Sclan, 1996; Haberman &
Rickards, 1990; Ingersoll, 2001, 2003; Rowan et al. 2002) may be due to not being
around long enough to acquire the necessary skills to ensure their success in the

classroom.
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The research results by the LAB at Brown (2004) study indicate that deklicate
committed teachers can make a difference in the successful outcomie®ofy

students. Thereford is clear that more teachers should re-think, re-develop, and
redesign pedagogical practices if more underachieving students areambeguccessful

in school (Davies, 1990). According to Tomlinson (2002), it is important for teachers to
recognize that students want to:

1. Feel safe, cared for, and listened to.

2. Feel that they make a difference at school.

3. Do significant work that relates to them and their world.

4. Believe that they are making a choice that adds to their success.

5. Do work that meets and then exceeds their ability.

Helping Teachers to Become Culturally Aware

There are specific areas that should be essential to the development aflgutlevant
teaching practices (Stempelski, 1998). First, teachers should acknowledgermgm

held deficit-based notions about students of color. We all look at the world from our own
cultural background, e.g, teachers bring their own cultural backgrounds thatladfect
thinking, practices, and placement. Second, culturally relevant pedagogy resogni

should recognize the explicit connection between culture and learning, and saesstude
cultural capital as an asset and not a detriment to their school success. Thirdllyult
relevant teaching considers how traditional teaching practices nefigdle-class,

European American cultural values, and thus should seek to incorporate a wider range of

dynamic and fluid teaching practices (Davies, 1990).
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A deficit-based approach to the education of African American students igheres t
concept of teaching from the knowledge base of the learner (Henderson, 1996).
Henderson (1996) proposes that the deficiency lies in a system of educatioruses ref
to adapt itself to differences among students.

In order to become culturally aware and culturally responsive to the needs ofitlus var
cultural groups in the classrooms, Rabinowitz (2004) suggests that teachers should
consider, in a reflective process:

1. How frequently and what types of interactions have | had with individuals from other
racial backgrounds?

2. Who were the primary persons that helped to shape my perspectives of diffeaént rac
groups?

3. Have | ever been prejudiced against people from different racial loackiy?

4. If so, what effects do my personal thoughts have on students within my classroom.

Cultural Relevant Pedagoqy in Urban Science Education

As stated in the prior section, teachers’ classroom practices ardffarspecific social,
cultural, and educational contexts (Calabrese-Barton, 2001; Rodriguez, 1998). This
concept is especially important in relation to specific contents areas in ustdetgjias

teaching and learning situations are more complicated in terms of socicatalpects.
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Sociocultural studies in science education have taught us that it is just as minfoorta

urban educators to help students become legitimate participants in the saemog le
community as it is teaching the content of science (Aikenhead & Jegede, 1889; Se

2001). For some authors (i.e., Aikenhead & Jegede, 1999), this process involves teachers
learning to cross borders between cultures. These studies are grounddzklietheat

the science classroom is its own subculture, with particular ways of knowkiggtand

doing that do not always clearly align with the social worlds that youth brimgtoihg

science. In this instance, educators need to be able to build a bridge betweemahese

worlds.

Aikenhead and Jegede (1999), among others (i.e., Bailey & Pransky, 2005;
Rodriguez,1998; Freire, 1993), write about how learning to participate in the subculture
of school science is often treated as a process of assimilation rather thizuraian. In

this view, science instruction is at odds with students' worldviews, and successiaes
learning forces students to "abandon or marginalize their life world coransgts

reconstruct in their place new scientific ways of conceptualizing” (Aikashi8eJegede,

1999, p. 274). Therefore, the challenge for novice urban science educators is to consider
how science teaching and learning might look if students were supported in becoming
fluent in the subculture of school science while not simultaneously abandoning their

worlds.

The question remains can novice educators learn how to build a bridge between the

student’s world and the science world through cultural relevant pedagogy?
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Much of the literature addressing the challenges of preparing teachtradioing

students of color and those in poverty is increasingly focused on culturally relevant

pedagogy.

Culturally relevant pedagogy, in relation to science instruction, questions thenedeof
science to students who have been underrepresented by the education system and argue

that science education should start were the student is.

Shujaa (1995) asserts that the intent of culturally relevant pedagogy issmsmstudent
achievement, to help students develop the skills to achieve self-sufficiency, and to
develop citizenship skills based on a realistic and thorough understanding of thalpolitic
system (p. 200). Mehan, Lintz, Okamoto, and Wills (1995) argue that when culturally
relevant pedagogy is not accompanied by an academically rigorous lcumricainority

students will most likely not benefit from it (p. 141).

Therefore, culturally relevant pedagogy works to assist students frogmadeed
communities by focusing on academic achievement. This requires teachers vdss poss
in-depth knowledge of students, subject matter, pedagogy and the social i crti

education.

The following section focuses on how tri-cultural conflict contributes to poor gienc

education in urban districts in the US.
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Section lll: From Tri-Cultural Conflict to Tri-Cultural Connecti on

Tri-Cultural Conflict and Urban Science Education

The studies in this area focus on how cultural conflicts emerge in sciensesdietween
the culture of urban schooling, the culture of science, and the culture of urbansstudent

homes.

In a series of articles, Tobin and his colleagues (Tobin, 2001;Tobin, Roth & Zinamerm
2001) illustrate how institutionalized low expectations and teacher’s cultusedanding

fuel poor science education in urban districts.

Tobin reports that the cause for poor academic performance by urban youth is@f resul
low teacher and school expectations. Tobin's studies are supported by simitaysfindi
from another study: Griffard & Wandersee, 1999) report that in depth case stuiies of
African-American female high school students provided evidence for a cycle of
“cognitive disengagement' perpetuated by complex cultural factdrpehait cognitive
passivity, confidence-without-- competence, and attention to behavior over ¢garnin
p.9) Both of these young ladies were considered high achievers and attended a half day
science/math academy. Despite their accomplishments on paper, both yoesndadi
poor conceptual understanding and skills in science as well as other academis,subject
creating a conflict between the culture of schooling and the culture otsciBmeir

grades and opportunity to attend the math/science academy were rewardsdjonatepr
behavior in school, therefore reinforcing the institutionalized low expectatfandan

districts.
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Tobin's experiences teaching in a high-poverty urban high school led him to conclude
that breaking the cycle of institutionalized low expectations and sociadregion

among inner city youths is an extremely complicated and deep-seated issugukls

that if we are to uncover these damaging dimensions of schooling, we need to rethink not
only curriculum practices but also the role of the teacher and the practices\antee
consciously and unconsciously for and against students in the classroom. He argues that
master teacher of non-inner city youths alone cannot break this cycle, dvénebest

of intentions, without paying attention to how the worlds of teachers and students collide

we will never change the culture of urban districts (Tobin et al., 2001).

Other studies in urban science education have dealt with the cultural clasbrbkosee

and school and also directly with the culture of power. A case study of Miguel, a young
Puerto Rican father raising children in a US inner city, reported by Caldbaeen &

Yang (2000), provides a contextualized glimpse into the culture of urban high schools
and how that process is linked to who has access to the culture of power of school
science. Their detailed portrait of Miguel reveals a life fillethweontradictions. Outside

of school, Miguel enjoyed, excelled at, and was supported in science as was evigenced b
his successful black market herpetology business. Inside of school, howevesl Wagu
counseled away from science, and other academic courses, and eventually dropped out of
school all together, a decision supported by his family who saw more relevanse in hi

role as worker than as a student. Family and community cultural expectatons

differences taught Miguel that science was not for him, kept the rules faigetion in

the school science culture of power invisible, and reinforced Miguel's belief that only

“special people' were invited to become scientists. Miguel's sciengdasssupported by
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earlier research that revealed that students of color were more tikedye a difficult
transition between home and school, whereas white middle class students were more

likely to have a smooth transition into the world of school science (Costa, 1995).

These studies begin to reveal how the implicit purposes and goals of schooling in urban
science education work against social justice. These studies describeghgwoverty

urban students’ rejection of school science rests in some sort of conflict bdteveen t
culture of schooling, the culture of science, and the culture of home. Yet, each of these
studies also shows how all of the cultures collude to keep inner city students out of
science. Although cognizant of these contradictions, none of the studies presented use
cultural conflict as a tool to push forward our understandings of culture, power and a jus
education. Finding and analyzing these spaces of conflict and using them,lpnay he
enhance our understandings of what teachers need to know and the roles they need to
play in urban districts to improve science education. As well as what students know, and
need to know, and the role(s) they play in urban science education. Furthermore, an in-
depth understanding of cultural conflicts in urban science education will help creat

implicit purposes and goals of urban science education that will drive scieratke for

Tri-Cultural Connection-Successful Urban Educators

The studies in this area focus on the characteristics of successful urbaorsdarat
how teacher education programs and urban districts can help novices move froah cultur
conflict to being culturally connected. In addition to looking at pedagogical anchtonte

knowledge as a measure for successful practice, the following reviaerature will
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expand the paradigms of practice to include additional knowledge, skills, and digy®ositi

for successful urban teaching.

Although teachers cannot change the culture into which they were born and haiged, t
can gain a better understanding of their own culture, those of their students, and the
historical relationship between the two and become culturally connected (Delpit, 1995)
Literature on culturally connected teaching considers it as a subseturéltylrelevant
teaching. The term “culture” is used to denote how teachers do and understandftheir cra
referring to the behaviors, beliefs, and artifacts of the local community phttieular
students in their classrooms and or schools (Ensign, 2003). According to Irizarry (2005),
“cultural connected teaching extends the current discourse regardingltyltur
responsive pedagogy by creating a framework for understanding theyfafidulture
and the variety of ways that members of a cultural group express theinedgiipy 34).

The development of culturally connected teaching is active and constant. lesequir
teachers to go out into various cultural communities as opposed to just waiting for
students to bring their cultures to class. A culturally connected framewaslkndoe
conceptualize culture solely in terms of ethnic characteristics of disggoup. Rather,
it takes into account the development of hybrid identities that emerge astafes
members various cultural communities negotiating their identities and forging ne
socioculturally situated identities (Gee, 1999; Yon, 2000). It also highlighfsotkatial
for teachers who are not members of the same racial or ethnic group atitiesitssto

become connected and improve their practice.
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Culturally connected teachers have a unique set of characteristics to redputhents

“live decent, productive lives, regardless of the conditions under which they azd forc

live and grow” (Haberman, 1999, p.3). In addition, they must be able to work with
“burned-out” colleagues in dysfunctional urban school bureaucracies and be aldtesto re

to a highly diverse set of parents and caregivers. Haberman also assertifulelly

connected teachers and teacher candidates must be able to convince students who do not

see the value of succeeding in school of its importance.

There are limited studies in the literature that focus on culturally ceethegachers and
their practices and there is a gap in the literature of subject specifi@tiylaannected

teachers.

In summary, the findings from the literature review corroborate the viewrittaitural
conflict does matter. Being able to adapt to new cultural contexts is eskeni@vice

urban teachers to understand the impact of teaching in an environment that istdiffere
from their own. The review of the literature also provides evidence in support of whe vie
that it is valuable for teacher educators to understand the importance of helping pre-
service teachers create a cultural balance during the induction phase pfdfession.

With a better understanding of the cultural contexts of teaching we can help @tbmot

professional and personal well being of beginning urban science teachers.

After reviewing the literature to learn what others think about the impacitafe on
teacher socialization and urban science teaching of low socioeconomic urbarssbfident

color, it would be beneficial to explore;
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1. How veteran urban science teachers negotiate the tri-cultural sphezxasladrt
socialization (personal, intuitional, and societal) in order to maintain successful
careers as urban science teach@vk®/e from tri-cultural conflict to tri-cultural

connection)
2. What strategies do urban veteran science teachers use to gain addessome
legitimate participants in the school and local community culture in which they

work?

Answers to these questions will be explored by examining the experiencesrafhve
high school science teachers, who are thought to be excellent in their field and are

currently producing positive outcomes among underachieving students in urbarsdistrict
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CHAPTER 3
METHODS AND PROCEDURES
After a careful review the literature to learn what others have l@a@ineut the impact of
culture on teacher socialization and urban science teaching of low socioecomboam
students of color, | found there is a limited amount of information regarding the
following questions;

1. How do veteran urban science teachers negotiate the tri-cultural spheres of
teacher socialization (personal, intuitional, and societal) in order to maintain
successful careers as urban science teactidos/2 from tri-cultural conflict to
tri-cultural connection).

2. What strategies do urban veteran science teachers use to gain addessome
legitimate participants in the school and local community culture in which they
work?

The answers to these questions were explored by examining the experiencaaof vete
high school science teachers, who are thought to be excellent in their fieletand ar

currently producing positive outcomes among underachieving students in urbarsdistrict

Overall Approach to the Study

Although quantitative research is very effective for many studies, swoglce

researchers interested in knowing such phenomena as why an event occurred, the
perspectives held by participants, or how settings affects behaviorsritggthoose
qualitative research methods (Bogdan & Biklin, 2003). The intent of this ressdcch i
gain an in-depth understanding of the cultural contexts of urban science teachet. | us
in-depth phenomenological interviewing (Seidman, 2006) as the primary source of data
collection to examine the perceptions of the participants’ life experiermodssgional

stories, and reflections of veteran urban science teachers.
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Of the many techniques used for in-depth interpretive research methodsewitey is
recommended as one of the most suitable and valuable tools to discover how humans
construct multiple social meanings (Seidman, 2006). Therefore, in-depth
phenomenological interviewing (Seidman, 2006) was the primary source of data
gatheringIn addition to the in-depth interviews, | also used classroom, field trip, and
staff meeting observations, member checks and group interpretation argisaoiathata

for triangulation purposes. This methodology design created a non-threatening
environment where researcher and participants could share and explore thet pleas
sensitive issues around their induction into the urban teaching profession in an in-depth

and honest way.

According to Seidman (2006), a qualitative method is reliable and valid if it dei@sstr
rigor in its data gathering, if it is reproducible, and provides evidence for, adequty i
selection of its participants, as well as for appropriateness of the inatsuased in data
collection. The following section provides discussion and documentation of how this was
achieved in this study. Rigor, adequacy, and appropriateness, in a qualitatvelrese
study are paramount to any scholarly research and the literature hasasited m
approaches and ways in which qualitative researchers can achieve tl{Srgeuaiell,

1998; Miles & Huberman, 1994; Rossman & Rallis, 2003; Seidman, 2006).

For example, Creswell (1998) suggests that qualitative studies should use atdexdst t
eight methods of verification procedures to determine rigor and validity; lognagpfive
verification strategies. | used the following verification stratetpeincrease the

standards and rigor of this study (1) In addition to in-depth interviews, which provided

a7



meaningful engagement with each participant, prior to the interview one of intpsks

was to meet in person and interact with each participant in order to build trustt,respec
and genuine interest in the study; (2) | also performed classroom observatidablistes
prolonged engagement;(3) | conducted frequent peer debriefing with crigcald to

help provide and maintain objectivity: (4) The frequent and ongoing meaningful meetings
and discussions with mentors and with the members of my committee proved invaluable
for determining credibility and interpretations of the findings; (5) Findllgonducted
member checks with the participants after interviews to ensure accahcyedibility of

the interpretation.

In-depth Phenomenological Interviews

According to van Manen (1990), phenomenology “is the study of the world as we
immediately experience it pre-reflectively rather than as we camaléest, categorized or
reflect on it” (pg 9). The purpose of phenomenological research is to identify phenomena
as they are perceived by the participants. The goal of is not to prove that a pih@mome
exists but to help understand a situation and the particular context under which it unfolds
(Patton, 1990, Seidman, 2006). Patton contends that the understanding gained by the
researcher is the goal and not the ability to generalize the findings to puotgliet f

behaviors. The research highlights “what it means for the participantsriaze i

setting, what their lives are like, what's going on for them, what their mgsiare, what

the world looks like in that particular setting” (Patton 1990, pg. 7). Therefore thefgoa

the research was to paint a portrait that might allow others to gain insigttento t
complexities of teacher development and culturally responsive teachings In thi

interpretive qualitative research method of inquiry, | was responsible foralbgetion
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and analysis. This approach allowed me to do a cross analysis of the fine detils of
veteran teacher’s experience and meaning in his/her everyday socgatiotes which,
provided a composite picture of a) how veteran urban science teachers negotiate the tr
cultural spheres of teacher socialization, b) how the needs and concerns of vegman u
science educators differ based on the relationship between image of sghioinse to

school and local community culture, aridwhat strategies do urban veteran science
teachers use to gain access and become legitimate participants in thesdHhooal

community culture in which they work wider social context of the scientific comnm

In-depth phenomenological inquiry is one in which the researcher engages each
participant in three separate interviews (Seidman,2006).
The interviews had three different foci; the first focus was the pantitsplife
experiences in the context of the phenomenon being studied, urban science teaching,
second, the exploration of the participant’s life experiences as they presestiiped
third, the meaning making and responses of the participants to the events and egerienc
relative to the focus of the study (Seidman, 2006).

The interview protocol used in this study reflected techniques from Cre$@@f)(
and Seidman (2006). The protocol is best described as a combination of semi-structured
and open-ended interviews because some broad sample guideline questions were give
to the participants to help them better understand each of the three separagsvinte
themes, and open-ended because for the most part the conversations were driven by the
participant’s responses. As was recommended by Seidman (2006) and discussed earlie

the three separate interview focuses were: (a) Interview one focused on the
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Social/Biographical Context of the participant. The intent of this interviewtavisd

out as much as possible, in light of the topic of interest, about the participant from birth
up to the present time. In interview one my goal was to give each partiapant a
opportunity to reconstruct his/her life experiences in the context of the difienelstof
interactions within his/her social institutions (such as the family, the schealld; the
neighborhood, and the larger community). (b) Interview two focused on the present
experiences in his/her career as an urban science teacher. The cristahcareswered
during this session was, “What is it like to be a veteran urban science tégcher?
Interview three had a reflective focus. The reflections on the meaningsrticyppats
constructed, i.e. intellectual, social, emotional, spiritual, connections with bfi&, and

the social reality of his or her world. The critical question was, “How did you iaégot

the tri-cultural spheres of teacher socialization in order to establishesstidacareer as

an urban science teachdi?is question was not asked directly during interview three, but
was answered through a series of questises Appendix B)

Teacher Observations

In addition to the in-depth interviews, | also conducted a minimum of three classroom
observations for each focus teacher, attended a field trip in which two of the focus
teachers’ classes attended, and observed a department meeting.

| attended these events to witness what occurs during the course of a typaad da
gain a clearer understanding of how the participants’ demonstiatieally connected
teaching.

During the classroom observations and field trip | paid attention to the gelassabom

environment, interactions between students and the teacher, classroom management
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community style, and subject matter content. A conference with the pantidollowed
each observation for the purpose of discussion and clarification of events. Dahing ea
observation, | wrote field notes that | later analyzed.

Participants Selection

The process for the selection of participants for any qualitative study must be
“purposeful” (Creswell, 1998) with “set boundaries” (Miles & Huberman, 1994). In order
for the selection to be purposeful, a narrow range of sampling strategiesedhs
According to Creswell, (1998) the best technique for phenomenological studies is “a
narrow range of sampling strategies” because it is of utmost importatcdltthe
participants in the study “meet some criterion” (pp. 118, 119). This principle isicamtr
guality assurance in any qualitative research (Creswell, 1998). Seidman #&u06)
recommends that the sampling technique used should be fair to the larger population,
both in the selection of the range of the participants and sites from which tlcgpats

are selected.

In addition, central to participant selection is that each participant in theistud
experiencing the phenomenon. The phenomenological inquiry is the experience of
veteran secondary urban science teachers and how they negotiate the &ii-spiteres

of teacher socialization in order to establish successful careers ascidvae s
educatorsTherefore, the following criteria were established for each partigipant
minimum of five years of successful secondary (grades 6-12) urban st@anhang
experience, do not live in the community in which he or she teaches, K-12 education was

in a public or private suburban or rural setting, and prefers to teach in an urbah distri
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Teacher Participants

| selected the participants based on recommendations from informal conversétions w
teachers, administrators, and/or students; about whom they thought were outstanding
science teachers. Also, all participants met the above outlined criteam their
recommendations, | selected four secondary urban science teachers fiinedeachers
currently have Master’'s Degrees and one has a Bachelor’s degree.rAlieieu

classified as veteran level teachers with six or more years of udiAng experience.
Additionally, | learned from informal conversations with administrators and dohées
themselves that the students in their classrooms tended to receive higher npiastesea
higher on standardized state tests.

The participants provided rich narrative that described the essence of theeregeas
urban educators. Creswell’'s and Seidman’s (2006) both recommend a maximum of ten
participants in data collection for phenomenological genre, which consistsifyriofar
long and engaging interview8ecause this study employs Seidman’s (2006) more in-
depth form of interviewing which entails not just long engaged interviews but three
ninety-minute interviews for each participant, for this reason, | believeptoticipants is

a sufficient number Through the in-depth interviews, classroom, field trip, and staff
meeting observations and member checks, | collected sufficient data; taéiaétieve

four participants was an adequate number.

It is necessary to establish at an early onset a relationship of equity arbtvwestn
each participant and the researcher (Seidman, 2006); it is paramount to ltinid ofet
inquiry that the site selected for each interview session should be agreed to by the

participant and the researcher at their first introductory meeting. Dilnenigitial
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meeting | recommended to each participant that we meet in a convenient,rgliet, a
comfortable place, which had a minimal amount of human trafficking, interruptions, or
other distractions (Seidman, 2006). My participants were responsible for theapthc

time selected for all their interview sessions. An introductory meetisgsalzeduled for

each participant prior to the scheduling of the interviews. This meeting saraed a
icebreaker. At this meeting | reviewed the goals of the research #tedyghts of the
participant, and the three focus areas of in-depth—phenomenological interviewing
(Seidman, 2006) as outlined in the Informed Consent Form. The participants also signed
an Informed Consent Form and scheduled the dates, times, and place(s) for all three

interviews.

Selection of School Sites

School sites, Wilson High School and Western MA High School (both pseudonyms),
were selected based on the demographics of the districts.

Wilson High School is located in a predominantly low-income minority commumity
Connecticut. The characteristics of the school and the students are typitalvof a
socioeconomic urban district. There are about 700 students in grades 9-12hrédty-t
percent of students receive free or reduced lunch; the state average is only 27%. The
students’ ethnicity composition is 89% African American, 6% Hispanic, 4% Whitde, a
1% Asian. The state ethnicity composition is 14% African American, 16% Hisp@G%o
White, and 4% Asian.

In 2008 approximately 40% of grade 10 students at Wilson High School were below the
proficiency level in Math, and Science; the state average for both exams wae @090

the proficiency level (greatschool.net). Although these scores seem lown\Wiigh
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School has made significant gains in the last year to improve standardizedrsedires i
areas.

In 2007 approximately 60% of grade 10 students were below proficiency levelin mat
and science.

Western MA High School is also located in a predominantly low-income minority
community in Massachusetts. The characteristics of the school and the studelsts are
typical of a low socioeconomic urban community. There are approximately 1,500
students in grades 9-12. Sixty-six percent of students receive free cgddduch; the
state average is only 30%. The students’ ethnicity composition is 30% AfricancAmer
54.4% Hispanic, 12.7% White, and 2.3% Asian. The state ethnicity composition is 8.2%
African American, 14.3% Hispanic, 69.9% White, and 5.1% Asian.

In 2008 approximately 62% of grade 10 students at Western MA High School were
below the proficiency level in Math, and Science; the state average for Mag0%as

below the proficiency level and 45% in Science (greatschool.net).
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Researcher Profile

Throughout my doctoral coursework, comprehensive examinations, and professional
experiences, | have been investigating culturally responsive pedagotheandtural
contexts of urban teaching. | am approaching this research project frondiffargnt
perspectives, as a former urban science teacher and urban K-8 adramstnadiman of
color, a product of urban education, and currently the director of the Northeastdllia
of Graduate Education and the Professoriate (NEAGEP) - a program tsetbeea
number of domestic underrepresented minority students receiving doctoral degrees
entering the professoriate in the sciences, technology, engineering, &ednaiats

(STEM).

All of these perspectives and experiences influence my work. My rolesest thay

provide me with an insiders’ perspective, and a bias of what a culturally connected
educator looks likeThe frequent and ongoing meaningful meetings and discussions with
mentors from the community of practice, and sharing ideas with the members of my
committee, prove invaluable for determining credibility and interpretations of the
findings. Member checks clarify the participants’ stories after irderviand by

providing each participant a rough draft of his/her words, phrases, or exazssd in

the document. This was done to ensure accuracy and credibility of the intevpratal

language used to describe what | believe were their accounts of thes.storie
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Table 1. Data Collection Table

Data Sources | Participants Timeline Purpose
Interviews Four focus veteran 90-120 minute | To examine the life
urban science teachers interviews experiences,

professional stories,
and reflections of
veteran urban science
teachers.

School Visit | Four focus veteran 1 class room To gain a better

and urban science teacherg observation and | understanding of the

Classroom 1 school visit school and classroom

Observations (Spent one day | culture,

at each focus teacher/student,
teacher’s school) relationships, support

systems, and teaching
pedagogy.

Field Notes Four focus veteran Field notes Seek to understand

(Science urban science teachers recorded from | teacher-to-teacher

department two science interactions and

staff meetings department staff| relationships.

and field trip) meetings

(meetings were
approximately
one hour long)

Peer mentoring
relationships (do
teachers support othe
novices during the
induction years)

-
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Data Analysis

My goal was to describe the meaning of the participants’ life expesescthey relate to

a particular concept or phenomenon, therefore | utilized a phenomenological approach to
data analysis. Pre-conceived categories for coding were derived fronsehecte

literature and my pilot study on the tri-cultural conflict phenomenon, for example
personal, community, and school cultural conflict. In addition to the pre-conceived
categories, once | completed all of the data collection | read and tbeeranscripts

from interviews, field notes, observations and other supporting data to become
reacquainted with the information and intuitively identify what was genardlyesting

and important in answering my research questions. | analyzed the data from a
constructivist approach and derived emergent categories from the data. Irased &hd
Corbin’s qualitative research guidelines for grounded theory research amahtons
comparative analysis using open and axial coding to explain patterns that emerge in a
particular context (1994). The grounded theory methods focused on the discovery of
relationships between and among themes relevant to a particular phenomeangss (St
&Corbin, 1994). The themes that emerged provided greater insight into the construction
of culturally connected teacher identities. A phenomenological approach also
demonstrated how the lived experiences of veteran teachers constitute dantripmay

of knowledge that is rarely included in the discourse regarding how veteran cidraces
teachers move from tri-cultural conflict to tri-cultural connection and becegitnhate
participants in the school and local community culture in which they work.

The themes that emerged among the participants provide greater insight irmig movi

novices from cultural conflict to being culturally connected. It is my conterttigin t
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examining the experiences of veteran urban science teachers will peasdmr
education programs and urban districts with the opportunity to help novice educators
combined content knowledge with subjective experiences for a deeper understanding of

urban science teaching and strategies to negotiate cultural conflicts.
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CHAPTER 4
FINDINGS

| examined the experience of four successful urban science educatbmsgeaa
culture different than their own. Results focus on how the cultural levels of teache
socialization (personal, institutional, and societal) shaped the participashistion into
the teaching profession. Their stories demonstrate the challengastohtein an urban
setting, and offer suggestions for novice educators who may be experienctrighada
labeled tri-cultural conflict.
Through in-depth phenomenological interviews and observations this research documents
the experiences, perceptions, and beliefs of veteran urban science teadters they
navigated pathways to successful teaching carkessldition the analysis of the data
suggests that teachgreparation programs need to be reconceptualized to include a
specific focus on teacher identity development. This restructuring iokep¥ice urban
teachers to either increase their cultural sensitivity, or align their owuralubelief
systems in-order to develop the necessary skill set to become successfie¢ seachers
in urban districts.
The findings chapter is organized by the research questions. Part one of tigsfindi
focuses on how the participants negotiate the tri-cultural spheres ofrteaclaization.
In part two, | highlight the strategies the participants use to gaisseoe become

legitimate participants in the school community cultures in which they work.
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Tri-cultural Conflict

Based on the participants’ stories, all of the teachers experienceduratatinflict

during their initial years of urban science teaching. The accounts of theieryaacs,
demonstrate the cultural socialization challenges of teaching in an urbag aattitheir
struggles with tri-cultural conflictTri-cultural conflict (figure 1) is a clash between ones
personal beliefs and value system (culture), with the culture of thaifiwstibf

employment, and the local community. Thus, for an urban teacher, acculturation into the
profession is confounded by a need to also become acculturated to a new set of school
and local community values, and in some instances language. Participantsrsti@ies

if an urban teacher, who is not from or familiar with the community he/she works in, is
able to resolve his or her personal cultural conflict they are more likelgiyt@sd

establish successful careers in urban districts.

The figure below depicts the tri-cultural conflict phenomenon. Personal cudture i
illustrated as the largest gear because, for middle class whitereetxhppreciate and
understand the cultural capital that each student and urban community contributes to the

classroom can be a challenge (Morrow & Torres, 1995, Ingersoll, 2001).
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Figure 1: Tri-cultural Conflict
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Findings Part I: Tri-Cultural Conflict to Tri-Cultural Connection

In this section | present the accounts of four veteran urban science teacheysrafiect
on their initial years of teaching in a culture different than their own and sxihe
primary research question; how do veteran urban science teachers ndgotiate t
cultural spheres of teacher socialization (personal, institutional, andatpicieirder to
maintain successful careers as urban science teachers? The profifgidesdrighlight
the process of how the participants negotiated the cultural sphere of teaclerasion
in order to establish maintain careers in urban districts.

The following vignettes are the participants’ responses to the question “Wreayour
greatest challenges during the initial years of teaching scieraseurban district?” The
voices of the participants were taken from the interview transcripts. As fghd of
transcription process, | eliminated fillers that did not add meaning to theonss. |
have made every attempt to ensure that | represent their perspectiveratehcas

possible.
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Thomas

Thomas is a 39-year-old white male who was raised in a predominantly Portuguese
catholic community in a suburban town in Rhode Island. He attended private Catholic
schools for grades K-12, received a BS in Biology from Holy Cross College in

Worcester, MA, and pursued a graduate degree in plant ecology at the Unnfersit

Rhode Island. After one year of graduate school, Thomas decided he did not want to
pursue an advance degree in science and decided to take a high school biology position in
Worcester MA. He stayed in the Worcester MA district for four years amdttiod a

position in an urban district in CT. Thomas has been teaching secondary science for over
twelve years, currently he teaches biology and environmental seeWiéson High

School. Thomas is committed to cultural relevant and hands-on environmental science
education. For example during his time at Wilson High School he created a national
renowned farm-to-school program. The program is collaboration between the
environmental/agricultural science program and the culinary arts pragra/ilson High
School. Students in the environmental and agricultural science classes growhiabps w

are used in the culinary arts classes and the high school food service department. In
addition to students growing arugula, cilantro and tomatoes they also grow fooddike ka
collards greens, and calaloo which are popular vegetables in the African Amaarta
Caribbean cultures. Some of the food is the used in the preparation of school lunch and in
the fall of 2008 the students in the program prepared a meal at the Governor's mansion

for Senator Lieberman. The program has also been featured in a number ofpeewspa
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and magazine articles including Everyday with Rachel Ray, Hartford Couranieime

York Times, Food Management Magazine, and the Edible Nutmeg.

Despite his success as an urban science teacher, Thomas experiendeolatieonflict
during his initial years of teaching. Due to his limited exposure to diverse gtbeps
was a racial and cultural incongruence between him and his students. Prior &cHiisgte
position at an urban district, he had no relationship with a person from a cultural
background different from his. Therefore during his first year of teadtengpt only had
to learn to navigate the multiple day to day tasks of teaching but he also had teeevaluat
and transform his attitudes regarding race, class, and ethnicity. He wastednifith
how to communicate and teach science to diverse urban students.
My first year was challenging. It was hard to balance the curricull@ssroom
management, and working with the students. At first | didn’t know what to do. |
didn’t know how to get across them, but it got better by Christmas. Before my
first year of teaching | had no friends who were Black or Hispanic. | knegkBla
people but honestly I didn’t know anyone of color who | would hang out with or
go to dinner with until | met Eric (African American male). He becargea
friend of mine and I think hanging with him helped me relate to the students
better.
| didn’t grow up in an environment where there were people of color on my street.
| didn’t have any Spanish or Black kids who were my friends. Even in college and
graduate school there were not that many people of color.
My first real encounter with people of color was with my students at my first
teaching assignment in Worcester.
Thomas was able to recognize his limited exposure to diverse groups akermgworan
urban district. He identified his first relationship with a person of color adiseymti in

the development of relating to his students. Due to this positive relationship with Er

Thomas was encouraged to revaluate his belief, experiences, and values abaut divers
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groups. This self-awareness process enabled him to identify the importancerofrize
more knowledgeable about his students’ cultural backgrounds.

Worcester had a large Hispanic, African American, and International population.
loved the diversity. | think what helped me adapt was who my parents are; they
are immigrants and we never had a lot of money and although | grew up around
all white people | never felt like I fit in. My family spoke a differemmgjuage, ate
different food, and dressed a little different. In my neighborhood | was the

outcast and I think that is part of why | am drawn to working with diverse groups
and can relate to my students. | have found that most students are reasonable. I'm
not saying | understand or can relate to everything, but if you treat them like
young adults they will respond. You have to talk to them and not be afraid to talk
to them.

My parents raised me to respect people, and yeah, there were some racist
comments every once in a while from my dad, but | was raised to respect
everyone despite race.

Thomas was able to focus on how he shared similar cultural experiences witllérgs
instead of only focusing on how they were different. Growing up as a child of iammhigr
parents, he could relate to not sharing the same cultural values as mainstietyn s
Evidence that Thomas was now personally culturally connected was denszhstrite
way he described his current relationship with his students.

| am upfront with them (students). | feel like |1 can be upfront because | tespec
them. I tell them you know you have to try hard and do better than the average
white student because you are Black. | was surprised when | startedgvoeken
that the people from the surrounding towns form their opinions of this place from
the newspaper and how the students score on standardized tests. This is a rich
state and there are upper class neighborhoods in the surrounding areas but people
don’t want to send their kids here if they can afford to send them somewhere else.
So | tell them look around you, what message are you sending. You have to do
better because of who you are.

Thomas still struggles with the school culture. Early in his career he adbptattitude

that the efforts of the administration were not genuine. He believes the schoolys poor

managed and there should be more of an effort placed on the students instead of politics.
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To avoid institutional cultural conflict he works with a core group of colleagites w
similar institutional cultural beliefs and stays disconnected from the domireices
of the school community.
| learned early on not to get involved in the politics. | know who to trust around
here. There is a revolving door of superintendents and principals. The
administration performs smoke and mirror acts. They come here to work and stay
a year or two and make claims of increasing tests scores, gradutgeand
teacher retention. If you dig deeper you will find there is nowhere to go but up if
you are at the bottom.
In addition to struggling with the school culture Thomas is disconnected from the
community culture. He has a negative view of the parents and perceives his students
home culture as a setback instead as a resource. When asked about his relationship and
interaction with the parents and local community Thomas replied:
There is no parental support here, too many broken homes, too many parents with
multiple kids and jobs and they do not have enough time to get involved. We
can’t change where our students are from but despite what goes on at home it
doesn’t change the fact that | have high expectations and require respect in my
classroom

Despite Thomas’ disconnection from the dominant school culture and local community
culture he is very satisfied and committed to his career as an urban sciehee. tea
| wouldn’t want to do anything else or work anywhere else. | love teachiag the
students.
Another participant, Sydney, grew up in a very different environment than hentstude
She struggled with personal cultural conflict during her first year ohteg@and also
found that self-reflection, building relationships and openness to diversityegseatial

to personal cultural socialization.
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Sydney

Sydney grew up in upstate New York living a very rural life with her parents, her

younger brother, two goats, a dog, two ducks, several chickens, and many cats. She went
to only three years of high school before she left for southern France for her samior y

as an exchange student. When she came back, she went to Vassar College and®got her B
in Biology. Two years after college, she taught environmental educatitundienss from

New York City before she moved to Portland, Oregon. Out there, Sydney kept very busy
working at a high school and working for an AmeriCorps program. She then returned to
the East Coast, got her MS in Environmental Studies with high school biology
certification. She has been teaching for six years, this is her thirdty&astern MA

high school.

Sydney is a big advocate of exposing her students to the world outside of their
neighborhood. Her experiences as an exchange student in high school lead her to have a
great appreciation for other cultures. As a result she regularlym@ated aspects of
different cultures in her science lesson plans. For example she taught a ledson on
Science Universal?” She had students examine non western cultures perspadtives
beliefs about science and the environment. This lesson was a result of the wodkishe di
India. In 2008 Sydney and two other colleagues received the Funds for Teachers grant
and spent eight weeks in India. The Funds for Teachers grant provides teachers the
opportunity to enrich their personal and professional lives by supporting thieyas
identify and pursue opportunities around the globe that will have the greatest ampac
their practice. During her time in India she researched how globalizatpatisthe

environment, the culture, and the economy. She decided to travel to India to improve her
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teaching by challenging herself and gaining first-hand knowledge of halnthmaust be
for learners with different styles and strengths to adapt in a new, uiafia@iid

challenging place.

Despite Sydney’s interest in different cultures, she also experienardttmal conflict
during her novice years of teaching. She struggled at first becausehbetation of

teaching in an urban school was different from reality. School always easydo her

and because of her own experience she initially believed her students’ poor behavior and

lack of motivation during her first year of teaching was a result of them not being

challenged. She learned the reason for her students’ poor behavior was primaaoly due t

their lack of confidence and academic preparation.

My first couple years of teaching were difficult you have big dreams and the
there is reality. There was a lot of head butting going on in my classroom. | could
tell my students wanted something different (better opportunities) | béfieye
wanted to do well in school and | thought if | pushed them hard enough and
showed them | cared they would do well. | thought all they needed was a
challenge. Growing up | hated high school because | wasn’t challenged and |
assumed they were experiencing the same thing. | soon found out my students
didn’t have the basic skills to do what | was asking. My first year, | leafed]

to teach science, basic reading, writing and math. Getting use to the level the
students was hard at first. | expected the best from them and implemeniing hig
standards was hard at first.

It was crazy my first year, | experienced a lot of the first yedf; setting

boundaries, being clear, getting through the curriculum, picking my battles and
having a thick skin. | had confrontations with kids. There was no help from home
or the administration and there were kids who loved me or hated me there was no
in-between. | learned quickly the key to success is getting a good repuiwnti

building relationships. | was able to build relationships with some of the toughest
students and they told their friends | was cool, and it made my life easier.

Building relationships with the students is important. The students here need a
reason to do their work. They are not motivated by grades alone. If they have a
good relationship with you they will want to try for you. | tell some students “do
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the homework for me or try on the test for me”. Most of them don’t want to
disappoint me.

Sydney was able to negotiate personal conflict by reflecting on her own exesrend
identifying ways to connect with her students. She maintained her values of hig¥ing
expectations, but she discovered she could not have high expectations without caring

relationships first.

| learned that children from poor urban environments often come to school with a
lot of frustration about things in their personal lives. | think that it is important to
understand that when students lash out about something, not to take it personally,
and to try to get students to open up about their problems. Often having private
conversations can help to calm a student and show that | care and I'm concerned
about whatever is troubling them. Maybe | can offer some suggestions, or point
them to a school counselor or someone else who can help.

She also learned to embrace her student’s culture of relationship buildingsse atiae
factor of teaching but unfortunately she was unable to develop those same fafsions
with the parents, administration, and community members. Instead of viewing these
individuals as support networks she removed herself from these communities and

channeled her efforts towards developing a strong classroom community.

The students can be rough; this year | watched a new teacher leave in March
because she could not take the abuse from the students and there was no one to
help her. | understand what she was going through; | had some very low points
my first year. It was hard to adjust to a new environment. | am not fromeéae ar
and | moved here alone. My first year | lived here but | moved afterra Yéark

was draining; | needed a separation between work and home. | felt so
overwhelmed by the job and living in the same place | worked. | felt like |

couldn’t escape my job. | know it is important for the students to see you outside
of school in the community but | just wasn’t happy living here. | am a better
teacher now that I live twenty miles away.
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Even though Sydney understands the importance of being involved in the community
where her students live, she believes she is a better teacher for not liveadNibteiving

in the community allows her to separate work from her personal life.

Another participant Janet also struggled with tri-cultural conflict in theceoyears of
her teaching career. She negotiated the cultural spheres of teachifigatamnahrough

relationship building and developing a strong learning community within hesrotas.
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Janet
Janet is a 30-year-old white female who was raised on a 150-acre farm it mstha
Connecticut town with a population of less than 6,000 people. She is from a close-knit
family; all of her immediate family members still live in the town where was born
and raised. She has worked on a farm as long as she can remember and she received her
bachelor’'s and master’s degree in agricultural science education frasnitresity of
Connecticut. Janet currently teaches animal science and genera¢ stigviéson High
School.
She is a big advocate of hands-on science education and developing learning
communities in her classes. She starts each year with having her disgesrt in an
overnight field trip with Project Oceanology at the University of Connecticduwery
Point campus. Students participate in a two day one night learning expdoeunsing
on team building through problem solving. The trip is funded by grants and donations.
Janet believes this activity is helpful in developing learning communiigstadents
take her class because of this unique opportunity. Despite her current popsilarity a
teacher at Wilson High, Janet experienced tri-cultural conflict in her nggars of
teaching.
| have been teaching for six years. | can’t say | loved it at first, but howve Imy
job. My first couple years of teaching were difficult, but | stuck with it heed
was taught to always give things a chance. The most difficult challep§esin
year was getting use to the culture. Everything was different; | hadro About
a new group of students. My first couple years here the students challenged me. |
had trouble with classroom management and | relied on colleagues for help on
what to do. | eventually learned the best classroom management is building
relationships and earning the students’ respect. There is no one size fits all. You
have to treat the students as individuals and be open to let them teach you. | am

not saying | don’t have problems now, but | do have students tell me this is their
favorite class.
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Janet was very aware of her personal cultural conflict. She was ablieutagetthat one

of her greatest challenges as a novice urban educator was adaptingittutkee &ler
unfamiliarity with the culture of the students led to problems with classroamgeaent

and teaching. Janet relied heavily on her colleagues to advisor her on wheffectee

ways to communicate and work with diverse urban youth. Like the other participants
Janet found that building relationship was crucial to be an effective urbanescienc
teaching. In addition, Janet had to take a true assessment of her own perameshicdlt
how her experiences and values impacted her teaching. Because of heroability t
recognize the negative values and beliefs of her personal culture Janet wadable

aware of the problem and start to develop relationships with her students from diverse
backgrounds. Her understanding of the importance for everyone to interact with diverse
groups is demonstrated in her efforts to introduce her niece to cultures and peogée outsi

of her comfort zone.

I grew up in a small town and my first interaction with people from other races
and cultures was in college and it was limited there. My student teaching was a
the high school | attended. | worked with my old agriculture teacher. | knew most
of the staff and | was familiar with how to work with that type of student; the
experience did not prepare me for my own classroom. The students | worked with
during my student teaching were very snotty and | didn’t enjoy working with

them and | knew | didn’t want to stay at that school.

| still live in the same town and | have been offered jobs at my old high school but
| have no desire to leave. Despite my forty-five minute commute eacha\sgy | |
working here.

There is very little diversity in the town I live in, and some of my family membe
are very racist. My brother still makes comments about me working here. | don’t
condone his beliefs but | understand why he acts this way. His exposure to
different people is limited and he buys into negative stereotypes. Some of his
beliefs have spread to my niece, so whenever | get the opportunity | bring her to
activities at the school. | think it is important to expose her to different cullures
don’t want her growing up afraid of different people. One year | was junior class
advisor and | took her to the prom and the junior class trip, she really enjoyed it.
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When | began teaching | had a strong tendency to gravitate toward the students
who looked like me. The students were very intuitive and could tell right away |
did not treat them the same as the White students. | now make it a point to treat all
students the same, regardless of ethnic backgrounds.

When asked about the limitations and on going challenges of teaching in an urban

district, Janet talked about the lack of parental support.
The parents just aren’t involved. It is hard not living around here, but I try to go
out of my way to call and contact parents. | know it's hard for them to be involved
because they have to work, but if there was more parental support we could teach
more instead of parent.

Janet is aware of some of constraints of the parents’ involvement with the students

instead of tackling the problem with possible solutions for greater opportunitiesfe

parental involvement she remains distant.

The fourth participant Chloe started her teaching career later in lifev@ked in

industry for over ten years and decided to go into teaching after having chifhen

also had no experience or exposure to working in urban communities and therefore

struggled with the transition.
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Chloe
Chloe is from Northern Maine, where she grew up speaking French, picking potatoes,
and watching moose. She proceeded to study Chemical Engineering at MIT. She moved
on to a fast paced career in industry. After having her first child she becaayeaa st
home mom. During this time she volunteered with PTO and School Council, moving on
to being elected to the School Committee. She also volunteered in the classroom, doing
everything from copying classroom materials to teaching math conoeptsatl groups
of sixth graders. She was hooked and decided to pursue her teaching certificate in
secondary chemistry, which she received in 2003. She began her formal teaching the
following year at Western MA High School.
Chloe is a career changer and worked in very structured corporate workinglaneos
Her personal culture was based on measurable goals and she structwashiey t
around analysis. In 2008 Chloe was recognized by the school for her dedicated work as a
Massachusetts Comprehensive Assessment System (MCAS) leader.&8d cre
individual educational plans for each of her students based on summative, formative, and
previous MCAS assessments.
Like Janet she also described her first year of teaching as working inpéeten
different culture. The culture of corporate America was based on melasgoaks. She
was not familiar with the culture of an urban school district.
| was hired on a Friday and | had to start work on that following Monday.
| got very little support from the administration or other teachers. | think
there is high turnover here because of the lack of support. | believe all
teachers want to get better at what they do. My first year, | had one
visit/observation from administration. The only feedback | received (from

the observation) was “your room is not teachery” | didn’t even know what
that meant. | was a first year teacher and | only had one observation and
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no one ever bothered to check on how or what | was doing. I'm assuming
like many other teachers, my first year was a disaster. | had no clué what
was doing and this is very different from volunteering at my children’s
school. | was not prepared. It was a completely new culture.

What helped Chloe initially was creating her own measurable dailg.gdiaihe end of
each class she would quiz students either verbally or through writing journateortri
what they have learned for the day.

What got me through is | kept telling myself, | want them to leave class
everyday having learned something and if they leave without learning
something, | haven’'t done my job. They can’t use excuses and neither can
|. Teaching kids inspires me.

During Chloe’s classes, the students are alert and look forward to learniagttbe f
concept of the day. Her relationship with her students is very professional butathe s
time caring. She believes they all have the capability to attend the topescdied
universities and works hard to get them there.

My goal for these students is to be able to compete with any students from the top
districts and to get into any college or program they desire. | tell themitheo
difference between you and them (suburban white students), in the end you are all
taking the same SAT exam, competing for the same scholarship dollars and
college admission slots. | want them to be prepared despite their circumstances

Like the other teachers in the study Chloe had poor relationships with the local
community and the

parents’ of her students.

As a teacher, | try to contact students’ parents or guardian if they are having
behavioral or academic problems. Most parents say they are going to hatp out a
talk to their child. Often there is no change or it is short lived. Parents and
community members are more of a distraction than any else. Earlige#nis

there were two fights in front of the school; one fight was between two parents
and the other one was between two adults from the community. These people are
poor role models for the students.
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Chloe’s language about the parents and community was negative. She refersde the
distraction. She also creates a distinction between herself the parents eoohthunity.
She doesn’t see the positive aspects of becoming involved with the community where she

works.
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Findings Part I: Data Analysis

These stories suggest that the negotiation of personal and institutionedlazdnflict

involve: a celebration of diversity, a strong sense of self with openness tefleelfion,

an understanding of the influence positive student teacher and colleague reladionshi
disconnect from the dominant institutional culture, and a focus on culturally refevhnt
responsive pedagogy. (Figure 2)

Unfortunately, the participants did not see the value of developing strategigotatee
community cultural conflict. They had no desire to live or be part of the local conymunit
and continued to have conflict in this area. They managed to be successful urb@ scien

teachers without finding ways to negotiate community cultural conflict.
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Personal Cultural Connection

Personal cultural conflict to personal connection emerged as the most sigmifitant
transition from tri-cultural conflict to tri-cultural connection. Based on thegnaants’
interviews there were key events and indicators which helped the teachesgidn
from personal cultural conflict to personal connection. The three primary dispasiti
factors for negotiating the personal cultural sphere of teaching weogedhess to
diversity, 2) self-awareness and self-reflection, and 3) relatipsighiilding.

Openness to Diversity

Urban districts reflect great variations in culture. All of fherrticipants were born,
raised, and educated in predominantly white rural or suburban communities. T
exposure to racial and ethnic diverse groups was limited and tis¢itrfie interaction
was during their first year of teaching. Their lack of conteith different cultures left
them at a disadvantage for working in an urban district.

Their openness to gain an understanding of a new culture, helped tizgan ta
working in this context and learn to teach and build relationships witbrsd
communities.

Self awareness/Self reflection

Although the participants were never introduced to the concept of turaluconflict,
when asked about challenges as urban novice teachers, each deseibstiuggle
with aligning their own personal culture with the culture of theidents as being one
of their greatest obstacles. Two of the participants, Janet anoke Gplecifically
described their challenge as a problem adjusting to a new cukddéionally, each
participant also seemed very aware of how their limited ictierszs with diverse groups

and their prior beliefs, values and background experiences with diverse grqagseich
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their novice years. They were all able to identify and chadlgargr beliefs and values
which may have impacted their success as urban educators. &uoplex Janet and
Thomas talked about racist family members and having to deviatetfiemmbeliefs in
order to adapt to a new culture.

Evaluating and challenging prior beliefs, values and experiencess deche a key

component for moving from tri-cultural conflict to tri-cultural connection.

Building Relationships

Developing a mutually respectful relationship with students was impetatihe
transition from personal conflict to personal cultural connection. Recognizing the
differences between them and their students, responding as a listener, gniciglesi
instructional activities that reflect students' needs are critadv¥eloping a positive
teacher student relationship and a productive classroom learning environment
"You're there to teach kids--not subject” This response from Chloe, demonatrates
critical aspect of her philosophy of teaching building relationships with studétitof
the participants emphasized the importance of initiating and cultivatingveositi
relationships with their students. "l try to get to know as many kids as possible on a
personal level. So when | see them in the hall, | can ask about their lives outsigeobf sc
(Janet). All of the teachers interviewed described actions that demahgieaigine care
for students. The development of trusting and respectful relationships allowetbthe
achieve a better relationship with their students and develop a cultural connection.
Institutional Cultural Connection

The participants negotiated institutional cultural conflict by implemgrttie following

strategies; creating a cultural disconnect from the dominant school coleméng a
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culturally relevant and responsive pedagogy, and developing relationships with
colleagues with similar teaching philosophies. The teachers had limitedimieraction
with the dominant school community. They focused on creating positive classroom
communities and developed relationships with colleagues with similarngachi
philosophies. By creating an institutional cultural disconnect the participarésabie to
avoid or reduce institutional cultural conflict and focus on implementing cujtural
relevant and responsive pedagogies. Part Il of the findings goes into raralo@ut

how the participants used culturally relevant and responsive pedagogies.
Community Culture Conflict

Community cultural conflict remained a struggle for all of the particgakithough the
educators in the study were open and receptive to making things work in urban
multicultural classrooms, they lacked the experience of knowing how to peysonall
interact and communicate with the local community outside of the school setting. Give
that none of the participants lived in the community they worked in, except their
involvement as teachers during the school day, they had no interaction with the loca
community members or parents; therefore community culture remains anproble
teachers adopted the theory of don’t expect help or support. They took on the sole

responsibility of educating their students.
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Findings Part Il: The Habits of Effective Culturally Connected Urban Science

Teachers

In this section | address the second research question and highlight the pedagogic
strategies teachers use to gain access and become legitimatpardditri the school
community culture in which they work.

All four teachers believed that it was important to develop more culturédlyarg and
responsive pedagogy in order to provide more equitable learning opportunities for their
minority students. Culturally responsive pedagogy is more about responding to the
individual learning needs of the students, while culturally relevant pedapegissto

the use of appropriate curriculum. (See chapter 2, pages 33-37 for moraldetaile
definitions of culturally relevant and responsive pedagogy). All four teadiatieved

that if concepts were presented and explained according to the learningftiykis
culturally diverse students, comprehension would increase.

Although all of the participants were successful veteran urban sciecbertgaheir

teaching styles were very different from each other. For example Than€hloe’s

styles were very structured and regimented using daily routines and estivithloe

required her students to keep a scientific notebook to record observations and laboratory
procedures and Thomas posted a daily agenda for class. Janet and Sydney were more
unstructured and learning seemed to emerge from student initiation. Sydney liketl to st
with a question or news article to discuss and some days spent the entire period on that
one item. Janet brought her golden Labrador retriever dog to work everydayand sh
allows the student to visit with the dog at the beginning of class. There were noomm

threads to pull from their teaching practice, which initially made itadliff to identify
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successful classroom teaching strategies of the participants. Howaeer] went back
over the data, | could see that in order to understand their practice and their transition
from institutional cultural conflict to institutional cultural connection, it \wasessary to
go beyond their day to day teaching practices and look at their philosophy and idéologic
of their practice (Ladson-Billings, 1995). Despite their different teaahmietipods the
common theme was their teaching philosophy was based in culturally responsive and
relevant pedagogy. They were able to link the science content to their students’
experiences, incorporate social justice issues, and empower their stodetdsrne
productive citizens in and out of the classroom.

The Habits of Effective Culturally Connected Urban Science Teacher

The findings discussed here are not presented with the intention of offering mubigc

for good urban science teaching. Rather, they were created to offer variqpecpees

to help inform the creation of teacher identities that are culturally comnhéctieience
teaching practices, and allow teachers to effectively work in urban salitales. The
findings presented in this section address commonalties among the teachessudythe
The following are descriptions of some of the strategies teachers uggemiznt

culturally relevant and responsive pedagogy. The following strategiesgaeized into
three categories 1) integrating social justice into science educatityes?) Isard as well

as soft skills and 3) create a classroom culture of achievement.

Integrating Social Justice into Science Education- Culturally Relevant @&laqgogy

The participants found ways to engage students in the learning process tatindeg
social justice and transforming the curriculum to make it culturallyoresive. The study

of social justice education is a look at inequities that people experience on thaf basis
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their social group memberships, through systems of constraint and advantage egproduc
through the social processes of exploitation, marginalization, powerlessnass)| cul
imperialism, and violence (Young, 1990). Social justice education pays attention to the
resources that individuals, families, and communities bring to personal and soege cha
and to the transformation of educational institutions and practices. The participants
emphasized the importance of empowering their students through science education.
Although the teachers cannot change the culture into which they were born and raised,
they understand the importance of gaining a better understanding of their twva,cul
those of their students, and the historical relationship between the two. (Delpit,1995).
Topics such as race, socioeconomic class, and gender were discussed anttased to
down the barriers that separate and label urban students.

Sydney:Observing the poor people in India caused me to be more aware of the
poor people and social injustices in the United States. Since science was so easy
for me, | thought that it would be a great opportunity for me to use my knowledge
to make science easy for kids who don't think that they can do science, like low
achieving urban minority students. | wanted to show that any student could do
science, because | never had any special guidance and | could do scietia. All

| had going for me was my belief in myself. If | could train students ie\eeln
themselves, believe in their potentials, | could get any student to do well in
science.

Thomas: I'm not a big advocate of having my students memorize applied
science facts. | think it is important to bring social justice into the cuuric. |

like to embed the facts in lessons that relate to students’ real world.

Whenever possible, | help students see how science impacts their world. For
example when | cover mitosis, | discuss designer babies, human cloning/testing
and the social implications of these procedures in a world with institutional
racism.

Because of my love for science, | spend considerable time making my lesson
plans more relevant and interesting. Almost every evening, | read science
magazines and journals as | eat dinner, looking for interesting ways to present
science to my students. | am always looking for new approaches to make my
lesson plans more relevant and meaningful. When [ finish with my readings, | go
online to research interesting new approaches to present my lesson plarts. | like
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challenge my students with the latest scientific concepts. | constavity my
professional friends and professionals that | meet at local conferencesd@od
give presentations to my students. | especially seek out women and minlorities.
think it's important for them to see the real world application of the topics we are
studying.

While curriculum design and implementation are a standard part of urban schaocikdistr

and departments, culturally connected teachers transform existing @uto@address

issues of social justice without sacrificing teaching the skills outlinebégtate and

local polices. Teachers in the study openly shared their desire to addres®topic

importance to their students’ lives, and integrating the way status chatasdike race,

socioeconomic class, and gender impact aspects of science. Integpataigustice in

science allowed the students to connect to the curriculum content in a meaningful way.

The participants saw their overall goal as being able to help studentsebleemars by

preparing them for college, successful careers, and a lifetime of infamoexzs.
Janet: | try to connect with the community often. | design projects that expose
them to community leaders and get them to identify and solve scientific m®ble
in their world. Last year one of my students wrote a report on the poor energy
design of local schools. She did energy audits at four schools and made
recommendations based on the data. The recommendations were given to the
administrators, and the news paper did a story on her project. Hopefully changes
will be made based on her report. She was so proud of her work and she was
excited about doing science.

In addition to these examples, | attended Chloe and Sydney’s Connecticut River

Watershed Symposium. The symposium was collaboration between Western MA high

school and a local rural charter school.
Chloe: I have the students work on a community science project each year. This
year the focus was the Connecticut River Watershed. Each group was given a
research question related to the water quality of the CT river. Both groups

collected data on the water quality of the river and presented their réghks a
symposium. My primary reason for collaborating with rural and suburban schools
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is | want my students to see they are just as or more intelligent than thesaedkids a
they are doing the same caliber of work

| try to involve all students in community based activities. It is criticdl tha
students are genuinely involved in all classroom activities. It is impodant t
motivate students’ thinking and learning and | think projects are the best venue to
engage students. In an urban environment, scaffolding and trying to make
connections to ensure the lesson is relevant and meaningful is very important.
When students are given procedures for lesson plans, | often spend a lot of time
discussing the vocabulary and scientific terminology. | define words used in the
lesson plan. | want to make sure that students from different racial backgrounds
have the correct understanding of the concepts. | post vocabulary words with
definitions all over the classroom for each lesson. | know that vocabulary is an
important part of state testing and the vocabulary can be culturally biast tova
expose them to as much as possible.

All the projects mentioned above involve a community and social justice component. The
teachers understand science holds a uniquely powerful place in society. It opens doors
high paying professions and it provides a knowledge base for more informed
conversations. Our society has a history of hierarchical relationshipsepetineese who

know science and those who don't (Gay, 1992). Thus science education is political and

science knowledge promotes particular images of power and intelligenceirkid-r

Pedagogy of the Oppressadd in his later texts (1993, 1996, 1997, 1998) he states that

education, at its core must be about working with people to tear down the barriers that
separate, sort, and label individuals and social groups hierarchically based sodiagir
cultural and economic backgrounds.

Through the integration of science content with social justice education thesg¢oesiuc
were able to challenge their students academically and empower studsstsriee more
socially just.

Along with social justice education the participants stressed the importatezeiing

soft as well as hard skills to help prepare student academically and socially

86



Stress hard skills as well as soft skills-Culturally Responsive Padoqy

The culturally relevant urban science teachers taught their students noigjuse sc

content but how to act according to what are commonly traditional, middle-class value

of being successful in school; one of the participants called this teaching BefiSsit

skills, such as helping students build confidence, learn appropriate behaviortltsfeat

fears and learn the unspoken rules of being successful in school the community.
Chloe: Having had many experiences working on departmental team projects in
the business world, | know the importance of understanding how to effectively
work on group projects. | think that it is very valuable process to teach to

students. | believe that learning how to work on group projects is very good
preparation for college and the jobs that await students.

Janet: Last year 80% of my {0graders passed the science portion of the
Massachusetts Comprehensive Assessment Exam (MCAS). | think it's teofesul
stressing hard skills as well as soft skills. | get to know my studentsBudliing
relationships is important. | know what they struggle with academically and
socially. | teach them how to build a safe learning environment. We have a lot of
conversations about what is getting in the way of their learning and how they can
avoid those obstacles. We also talk about the importance of cooperative leaning,
peer learning, and time management. | don’t think that occurs in most schools
never mind urban schools.

These teachers engage in explicit character building aimed at greatifture of

kindness, decency, integrity and hard work. They just don’t mouth vague instructions like

“be kind” and “work hard”; they translate abstract goals into concrete benkharat

rules, check constantly to see how everyone is measuring up — and intervene whenever

necessary. For example, each year Thomas has a Power of Agriculturar semes in

his environmental science class. He invites science professional from theréacto

give a talk about their career and how it relates to the material theghameng in class.
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Students are evaluated in two ways for the assignment, a paper summaritafig the
(hard skills) and participation and etiquette during the talk (soft skills). flidersts are
given a list of seminar etiquette expectations which include; arriving on liengttentive
during the seminar, research the speaker prior to the presentation, ask questions, take
notes, dress neat and clean, introduce yourself and thank the presenter.
Thomas: | include a professional seminar series each year because | waghto tea
them that seminars are a part of professional life. Whether they becssaecre
scientist, physicians, college professors or a CEO of a company, profésssma
seminars to disseminate information and exchange ideas. | believe ibisanp
to cultivate the habit of attending seminars early in your academia ckiise
also a good way to teach proper etiquette.
| have three objectives for the monthly seminars; first to introduce the students t
a board spectrum of the science being done in the field of environmental science
and its related industries, second to stimulate students to think creatively by

exposing them to current scientific research processes, ideas and reduést an
to teach proper etiquette for professional venues

The teachers acknowledge the multiple influences on the lives of their studentjushd a
their teaching based on that knowledge.

The school culture can also sometimes be at odds with a student’s home environment
and community, particularly in families where no adult speaks English or hastgcdua
from high school, much less attended college. As a result, those students who tend to be
successful in school have values the school deems appropriate. However, thosge student
who fail to assimilate or culture switch to the dominant culture of school amgreatsr

risk for failing (Irvine, 1990, 2003). Therefore, the participants’ felt one of thesf chi

roles was to help steer their students in the right direction. Chloe stabetielle the

down fall of urban education is disorder, not violence or poverty”. That is why they

devote inordinate attention to making sure that shirts are tucked in, students speak
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politely, are on time for class, trash is picked up, and students are trained to asliguesti
and how to engage in intellectual conversations. At first glance, the chdraicteng and
rituals of these urban educators have a very traditional feel. Simply puttebebers
stress old-fashioned virtues. They presume that young people who grow up in poor
neighborhoods, surrounded by street culture, may well embrace middle-classrvalues
theory but will often fail to learn these values in urban schools, so they shiow the
students exactly what it means to “behave accordingly”. Despite the s@aathaotic
culture of the urban schools the participants are not conflicted because Hteyacre
environment counter to the dominant school culture.
When asked why it is important to teach character skills Janet replied:
Janet: No student can openly bring a gun, other weapons, or drugs to school or
assault a teacher without getting expelled or suspended. But teachers and the
principals have pretty much abandoned any serious effort to teach character or
reinforce appropriate behavior. Students get away with using streealam
class rather than proper English. Being tardy, calling out in class out-of-turn,
swearing, drifting off task, teasing other students, failing to turn in homework,
turning on an iPod, chatting or texting on a cell phone, or talking disrespectfully
to other students rarely brings serious or consistent consequences. When teachers
do punish students for acting disruptive or failing to do their work, the
consequences for misbehavior differ from teacher to teacher. Before long, they
realize that the school’s code of conduct is not really a code after all. So Itmake
a point to teach what appropriate behavior. It is just as important as the science
content.
Much in the manner of a responsible parent, these teachers go beyond the curridulum a
teach students to value freedom, curiosity, and self-expression, but not at the expense of
politeness and a strong work ethic. These teachers go beyond just teachingsalues
abstractions; they tell students exactly how they are expected to behakeiand t

behavior is closely monitored, with real rewards for compliance and penalties for

noncompliance.
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The last significant trait | recognized was the participants’ ghidicreate an ethos of

achievement

Create an Ethos of Achievement-Culturally Responsive Pedagogy

The participants challenged their students to assume an ethos of achievement and

overcome their personal limitations to achieve. These teachers demanded;ediahd

produced academic excellence in their students. They created a classwromesnt

that fostered achievement. Despite their students’ gaps in opportunities andemexc

preparation, they spoke about the significance of convincing their students thalt they

are intelligent. These teachers created an ethos of achievement throughmygotivat

challenging, and encouraging all of their students to do well in science.

The teachers in the study gave what Bluestein (2000) and Brown (2004 )d ¢deaise

giving positive regard. They gave students verbal as well as non-verhalaithins and

compliments on their classroom activities and homework, which built self-gfficac

convinced students of their abilities.

Within these classrooms it was important that role modeling, self confidendenguil

and a sense of belonging be provided.
Sydney: My biggest struggle is to get my students to have confidence and to
embrace the concept there are no limits. It's one of my biggest problemseébecaus
you can’t teach confidence. What | do is support them and give them multiple
chances in a variety of ways to meet the target so their confidence does grow and
they can perform at their full potential. | know | am doing something right
because | can see their growth. They are eventually able to intelligettulate
their goals and participate in science

For Thomas, the ethos of achievement extended beyond his classroom. He believed in

preparing students to always have an attitude and character of exeelle
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Thomas: One out of four students who enters college will graduate, and my goal
is to teach these kids how to get in and out of college I tell them below a C is not
going to cut it. You can’t go to college with Ds. The message | tell them is
reaching the minimum will only get you the minimum. We have conversations
about institutionalized racism and the soft bigotry of low expectations and it's
really touching and powerful that kids, at such a young age, understand these
issues. For my students this is part of their world. A lot of my students, especiall
the young black males talk about how people react to them. This one student told
me, I'm sick of old white ladies looking at me in the store when I'm just their
buying a soda.

The students want us to hold them to high expectations. In many ways the system
has failed them. It is amazing to see the transformation.

Even though the participants do not agree with the culture of the school, they find
comfort in creating a safe empowering culture to help build confidence and dispel
negative stereotypes.

Janet: My primary task is to help students overcome their fears and discover they

can do more than they think they can

| think my teaching philosophy is pretty simple; | want them tosbecessful.

There are a lot of people here who don't challenge them and donittexpeh

from them.

It is the philosophy of people here that they (students) are twibhg mediocre.

Teachers and administration make a big deal if students do the basi
requirements. We can no longer get away with this, the stakes are too high

Based on their in-depth interviews and classroom observations it was evident thes
teachers believed in their studenthey were motivated to develop their strategies
through their own self-efficacy, through a desire and a belief that they caldel an
difference in providing equity in learning in their classrooms. They actaredy

intentionally developed pedagogical practices that led to the transformation of
educational outcomes. For example by the end of the school year Sydney’s and Chloe’
students felt comfortable participating in a science symposium.

Chloe: I have fun with my students, | tell them that | am giving them harder work
to do, but I know that they can do it. When they accomplish difficult tasks with
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ease, | tease them by saying that | made the difficult things too eamysbec
everyone got A’s and B’s on the assignments.
By establishing personal relationships through culturally responsive cowationi and
getting students to face and overcome their fears, the participants weragetimtrtheir
students are prepared to realize extraordinary professional science opiesrtuklso a
culture of achievement prepares urban students to live and act more fully in kthe wor
outside the classroom (hooks, 1989), by gently guiding them into learning the rules of the
dominant society.
Focusing on integrating social justice into science, stressing soft ahdKilés and
creating a classroom culture of achievement allowed the participants tomeethe
sometimes negative urban school culture. They learned not to let their cultural

surrounding shape their perceptions of their students or their abilities.
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Findings Part Il: Discussion

Urban districts reflect great variation in culture, ethnicity, sociabgtemal and
socioeconomic conditions. The findings suggest that for novice urban teachers,
attempting to negotiate tri-cultural conflict and meet the needs of urb@demssunvolves
a delicate balancing act. This balancing act requires urban educatexstop
awareness and explicitly respond to their students’ ethnic, social, communutyoal
and cognitive cultural characteristics in comparison to their own. For tingéefachers in
this study the transition from cultural conflict to cultural connection is aningg

process.

Despite community cultural conflict, these teachers managed to show gemnerast in
each student, create effective classroom communities by focusing on butelslant

and responsive pedagogy, and develop nationally recognized secondary science
programs. They gained student cooperation by being assertive through the use of
explicitly stated expectations, teaching appropriate student behavior, anatipgbm
academic growth through empowering students to defy social injustitzssraom and
society. On the surface they seem like successful teachers in poor urbamntiesm
However, are the participants truly culturally connected? What impactitoes
disconnect from the dominant institutional and community culture have on their career
development and their students. What message are these teachers sendingalayngpt dr
on the cultural strengths of their students’ community? Can these tebetserscessful

and culturally connected if they do not recognize who their students are?
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Partially Culturally Connected

Researchers like Ladson-Billings, Haberman, and Delpit contendutessful

culturally connected urban teachers are part of and understand their studemta’ cult
community, a community defined by institutions, beliefs and familial reldtipas

Student life experience must be legitimized as part of the curriculum.athée can not
achieve any of the other goals he establishes if they reject who the stadgr{tadson-
Billings, 2000). These researchers suggest that it is not enough for teadhave the
courage and the empathy to deal with tough situations from 7am-3pm; the ranthedi

to be something deeper. Parents and the community have to be involved. Gone are the
days where teachers come from the same community as students ang.falowe

schools and educators have to develop those relationships intenti@edliyng with

parents many times is just as hard if not harder than dealing with studentchetse

must involve parents and community. The lack of community cultural connection
resulted in the teachers blaming parents that look nothing like them, talk nothing like
them, live nothing like them for the ills of urban education. The parents and the
community become the ones with the problem, with the bad attitude, with the messed up
culture and the wrong skills if they changed everything would be fixed. The parant

the best for their children just like the teachers; both groups are workingiaa

common goal.

| believe the findings reflect the important problem of urban teachers not beang of
the significance of being culturally connected to the community. These tedave

managed to be satisfied with being partially culturally connected. Howeaaher
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education programs and urban districts place more emphasis on the culturab€épétal
parents and the community? The following chapter addresses how urban district and

teacher education programs can better prepare and meet the needs of urban.educators
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CHAPTER 5
IMPLICATIONS

“In the end we will conserve only what we love. We will love only what we
understand. We will understand only what we are taught” Baba Dioum

“As America grows more culturally diverse, so does the need for a moré&eglali

diverse and culturally skilled teacher workforce” (Darling-Hammond 1994, p185). The
cultural education of novice educators is not a priority in all teacher preparaigramis

and is not seen as crucial during the induction process at urban schools. All too often,
when teachers are hired for positions in urban districts they do not have reaisgbi

the community, the district, and the students. These unresolved feelings andndeas ca
lead to tri-cultural conflict.

The voices of the teachers in the study suggest that preparation programs shaoud expa
their scope to address fostering the development of negotiating the culturaksphe
teacher socialization. As they are currently designed, teachergtiepgrograms place
significant emphasis on content knowledge, curriculum development, and pedagogy;
there is very little directed at cultural identity. The new version should includenzé
identity development, raising critical consciousness by integrating diyittekevant and
responsive pedagogy and developing meaningful community networks and connections.

Placing more emphasis in these areas will help teachers develop culturaticmsne
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Personal Identity Development

Teacher preparation programs and urban districts need to consider placing ploaisiem
on helping urban teachers develop cultural connected identities, like those expyessed b
the participants in the study. There needs to be a safe environment for pressedvice
novice teachers to evaluate how their experiences or lack of experiedaegadt their
teaching in diverse communities. Teacher educators and pre-servica$ezare to be
willing to reveal their sometimes uncomfortable beliefs about races, afasinjustice.

Once these values and cultural beliefs are identified, teachers willdoe af what areas

they need to build upon to become successful urban educators.

Raising Critical Consciousness

Prospective teachers' beliefs have a great impact on their attindlbsl@aviors towards
culturally different students; therefore teacher educators need to maids hali

important feature of preparation programs and legitimate sources of in§iar§: (

Mosher, 1994). Courses in social foundations provide opportunities for such
examinations and can scaffold teacher candidates from their own experienceléeind be

system to complex understandings of educational access and equity.

Teacher candidates need to be familiar with the critical discourses alf feagidations,
examining the historical and sociological aspects of education, to heighten their
awareness of their socialization and foster an understanding of how instructitimadisne
are shaped by these forces (Gold, 1996). Teacher education can sometimesbea# seri
isolated courses rather than a program reflecting the integrated ofteaehing, lacking

explicit connections between the social contexts of schooling, the actual cantghtt t
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and the methods used to teach that content (Irvine & Fraser, 1998). Social foundations
courses can provide an integrated experience where content is wedded to itte giract
teaching in such a way that students can see how individual and social issueslhave rea

implications for everyday pedagogical practice (Delpit, 1995).

Through historical and sociological inquiries into education, teacher candidatetdave t
opportunity to raise their awareness of past and current social inequitideaontetof
schools and teachers in perpetuating and resisting them (Darling-6tain2002).

“While teacher candidates may assume access to universal public schoolyngis, a
courses in the social foundations allow them to examine the gradual and often times
reluctant move toward this reality by focusing on the evolution of public schooling and
the educational experiences of diverse groups at various points in the history of the
United States” (Grant & Secada, 1990, p.420). Teacher candidates begin to distinguis
between historical and contemporary perspectives on access to schooling anal come t
understand the efforts that led to wider educational access and the challengasadima

in providing educational equity for all.

These types of understandings are critical in preparing teacher candidatastice
culturally relevant pedagogy and begin to address the long-standing caslsi@fement

for students of color and those in poverty, especially in the area of science.

Teacher preparation curricula should address issues of urban education, cultus#@y diver
and social justice. As they are currently structured, many teackgarption programs
are very credit intensive to meet state requirements. As a result, thengligtlee

flexibility for students to develop other interests that can inform their a®tkachers.
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Teaching in an urban setting is a unique experience and teacher preparatiamgrogr
should provide more coursework addressing issues of diversity and social justse. T
courses should not be just stand-alone diversity courses but core aspects of the
curriculum. Teachers need to be trained how to integrate social justic@tsonce
Multicultural education should extend beyond a model of practice that emphasizes the
inclusion of cultural holidays, culturally significant people, or treatingtatlents as
culturally homogeneous. Placing student teachers in environments that avadchative

to their own pedagogical growth only perpetuates a limited model of classroctcgra
For pre-service science teachers, they should have a sound background in science and
science education, while understanding the complexity of working with divieidenss.

In multicultural education settings, Ross and Smith (1992) suggest that sueo¥isor
pre-service teachers encourage pre-service teachers to nedleically upon issues
related to multicultural education. For multicultural science education sg,deist

would mean contrasting and comparing science classes that are conducivesto dive
learners, reflecting upon access to scientific knowledge, and examining homtstude

establish connections between their culture and the culture of science.

Community Networks and Connections

As more teachers prepare to work in environments that are increasingl\edindrs

urban, it is imperative that pre-service and novice teachers are in direcit cattahe
community with whom they work. Although most teacher educators and urban districts
agree that an understanding of the community culture is important to effective urban

teaching, there are few examples of teacher preparation programseorige-programs
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that provide opportunities for teachers to explore or learn about the community and its

citizens (Cruz, 1997).

As seen through the participants’ this lack of exposure can lead to negativesattitude
about minority families and the community. Research on minority family supportgevea
family and community support networks can provide considerable strength, resilienc
and agency for students (Irizarry, 2007). Some of these families are the nsaim rea

young urban students sometimes manage to excel in school.

Unfortunately the participants in the study were unable to see this connectignte Des
their commitment to teaching and the potential benefits of working with community
members and families in an urban district, they were missing out on pantigipati
activities on the student’s turf. Consequently, they didn’t experience finstd@mme of
the multiple sites from which their students and their families draw to dreate

identities (church, community-based organizations, sports leagues, etc.).

The benefit of teachers sharing memberships in communities with their stisdants i
shared sense of responsibility; they have roots and a vested interest in the dgmmuni
Prior research on urban teaching reveals community is a valuable theesctoers to
explore as part of their students’ learning (Brown, 2002; Cary, 2000; Delpit, 1995; Gay,
2000; Howard, 2001, Ladson-Billings, 1994; Weiner, 1999).

There is evidence that when student teachers complete their internship in an urlzan publi
school, their confidence and commitment to teach in culturally diverse areas is
strengthened (Pagano, Weiner, Obi, & Swearingen, 1995). Field-based experience and

shared membership in multicultural communities has also shown to be important in the
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reduction of stereotypes and misconceptions among educators (Darlingd 1985),

even when the field experience is short (Wolffe, 1996).

While being from the same cultural background and living in the same city or
neighborhood as one’s students has obvious advantages, teachers who do not share
membership in these communities should have opportunities through teacher preparation
programs and or urban districts to develop meaningful relationships with these groups.
Learning and understanding urban students’ community helps educators capture how
social and institutional structures, students’ identities, and relationshipsett@pierce,

1996).

As suggested by the participants, it is difficult to gain meaning experianties|ocal
community and with the parents. Therefore teacher preparation programs and urban
districts should create meaningful opportunities for teachers to connect witicghe
community outside of the school setting.

More specifically, teacher educators and urban districts may considergrasimmunity
members into courses and professional development trainings to help exposs teache
urban demographics and issues, and to help teachers learn the history of the community
and the contributions of underrepresented groups. Readings and discussions around these
topics can equip student teachers and novices with the knowledge to help improve their
teaching. In addition to trainings and discussions, direct experiences in urban
communities are invaluable. Participation in firsthand activities in the comyrhast

immediacy that can not be duplicated by reading a text or in a classroang.setti
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Pre-service teachers spend the majority of their preparation in clasatdoeir

institutions of higher education. When they do engage in fieldwork it is typically

confined to schools. While spending time in schools is a vital component of teacher
preparation, teachers should also have to engage in community work outside of schools.
Teacher candidates and novice teachers working with families in non-sctiimgjsse

develop a broader understanding of the communities and individuals they work with.
Participation in the local community should not be left to happenstance but must be made

an integral part of teacher preparation programs.

Culturally Relevant and Responsive Pedagogy- Implications for Teacher

Preparation

All of the participants relied on culturally responsive and relevant pedagg@emeans

of effective urban teaching. The complex demands of culturally relevardqugdpose
urgent challenges to teacher preparation programs, especially since theagdeog

reality is one of an increasingly diverse student population and a considerably
homogeneous teaching population. As a result, teachers are more frequentfskethg

to teach students who have different backgrounds and life experiences from their own.
This demographic reality makes it necessary for teacher preparatioameotp better

prepare their teacher candidates for the diversity of students theyaefil te

Exploring the connections between racial and ethnic identities and pedagesgrta

for all teachers, since teachers and students belong to a host of microcutthezs(®
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& Graber, 1992). Zeichner (1990) argues that even if efforts to recruit amad seidents
of color in teacher preparation programs are successful and there is an inctease i
number, the need to bridge cultural knowledge and pedagogy is still of great maporta
(p- 133). This also holds true for teachers who share a significant part of thaialcult

background with students.

It cannot be assumed that teachers can easily translate cultural knowtedgéturally
relevant pedagogy (May, 1994). Although a teacher may share many culpaetsasith
his or her students, including racial or ethnic background, other differences, such as
socio-economic status, can create challenges for teachers. Hapreetsrs need to
become aware of the many cultures they are a part of and how it might affect thei

teaching and their students' learning

Teachers holding high expectations, scaffolding from home to school, and involving
parents and community members in schools are essential to increasiegsdeac
effectiveness with students of color and those in poverty (Villegas, 1991; Zeichne
1996). However, an increased emphasis on the importance of teachers having a clear
sense of their own cultural identities and their relationship to teachers' andéangtof
socio-economic inequities is evident in recent literature (Villegas &4, \8@02, pp. 27-

35).

Thus, successful teaching of students of diverse backgrounds calls for teduhers
understand relationships between racial and ethnic identity and pedagogy andrare aw

of how schools can perpetuate socio-economic inequities (Howard, 2003). These
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elements are critical in preparing teacher candidates to effectpaally students of color

and those in poverty.

Addressing relationships of race, ethnicity, pedagogy and issues of socioezonomi

inequity and schooling connect the more personal and social dimensions of teaching.

“An examination of these important dimensions in social foundations courses
complicates and sophisticates teachers' understandings, resultingoatérsglistic and
more authentic engagements with students” (Grant, 1990, p.405). It allows teadess
that they are socially constructed beings and that schools and classreamsracosms

of larger societiesThis elevates critical elements of culturally relevant pedadgly-
expectations, scaffolding, and parent involvement-to more than educational buzzwords

with predictable and measured outcomes.

Teacher candidates become aware that their expectations of studeffected hy the

ways they have been socialized as individuals and as teachers. This thenhaliows t
appreciate that their ability to scaffold students' learning is dependent ep a de
understanding of their students, beyond what they have come to know through socialized

and filtered means.

Cultural responsive teachers of students of color and in poverty have an awarémess o
social construction of their identities and those of their students and what thogesglenti
represent in broader social contexts (Ladson-Billings, 2001). These teachessere

that identity is shaped by cultural experiences and that both the individual and the

cultures they represent have an impact on teaching and learning. This bespeces|g

104



poignant in the case of white middle and upper class teachers, where there isoa need f
them to recognize what they symbolize. Their whiteness, along with the power and
privilege it embodies, will be a defining characteristic in a classréving & Fraser,

1998).

These teachers will need to understand issues of representation and how theesshit
shapes the way they see students of color and those in poverty (Irvine, 1990).
Consequently, not only do teachers need to be competent in their subject matter and
teaching methodologies, but they also need to address the personal and sbegbfeal
race and class and their pedagogical implications. This will requiidierand upper
class white teachers to acknowledge that social systems and specificatyssare

inequitable and that in many cases they have personally benefited from dlisyine

There is powerful evidence demonstrating how social class shapes schooling and how
teachers play a role in this process. In a review of literature on s@salard schooling,
(Darling-Hammond & Sclan,1996) assert that teachers' social-clasgiadeioin is

critical to understanding how they see themselves as teachers and howdaestand

their students. This conclusion is supported by Shujaa’'s (1995) study of severaasitiat
in U.S. school districts to integrate African and/or African Americanestdnito the

curriculum to make instruction more culturally relevant for African Ameri¢adents.

Shujaa (1995) contends that in order to support culturally relevant teaching, professional
development must be directed toward enabling teachers to focus on their conceptions of
themselves and others, their cultural knowledge, and their classrooms' soctaletr

Shujaa (1995) further argues that culturally relevant pedagogy is more thansaonirf
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content; it requires teachers to recognize who they are racially, dyltarad
economically as individuals and how they have learned to view others who are raciall
culturally, and economically different from themselves in order to effdgtinglement

culturally relevant pedagogy.

Implications for Urban Science Education

Although there is nothing in the findings chapter that distinguishes the part&gsa

science teachers, it does matter that they teach science.

Urban science education in our country is a civil rights issue and we have tooshift f

the argument of just providing students with shared physical space in schools to
providing high quality academic preparation that includes opportunities to leantesci
(Tate, 2001). Our society has a history of hierarchical relationships betweemthms
know science and those who don't (Gay,2000). A large number of urban students lose
interest in science and develop negative attitudes towards the subject ethizely
complete middle school (Atwater, Wiggins, Gardner, 1995). This is not surprising given
that students in urban districts often have inequitable access to qualifiedsgache

resources and opportunities for academic success in science (Morris, 2004).

Although science and engineering capability will be the foundation of ecorsuteess
for the US in the Zlcentury, our nation’s competitiveness in the STEM fields is steadily
eroding (NSF, 2004). One of the main reasons for this decline is the lack ddtimere
STEM fields by diverse groups African American, Latino, South East Asian, ativeN

Americans, (ALANA). Despite a steady increase in these groups pursuing and
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completing advance degrees, ALANA students continue to be drastically
underrepresented in STEM majors and careers. Occupations in STEM areceipecte
grow by 22% between the years 2002-2012. In comparison the job growth for other
occupations is 10% (US Bureau of Labor Statistics, 2007). We can no longer prepare

some of our students for possible STEM professions.

Clearly it is important to focus on and address the personal and professiomereepe

of urban science teachers in order to improve the state of science ediaradion

This preliminary study has brought to the forefront accounts of how veteran urban
science teachers negotiated tri-cultural conflict and stesegat can be used to improve
the understanding of the cultural contexts of teaching.

The relationships among the themes identified in this study are complex.rFasiarch
is needed to better understand these relationships. The information provided through the
narratives reveals the importance of personal, institutional and commuitityecon

urban educators. Urban districts need to provide opportunities for teachex® el

with other educator and work through the cultural socialization spheres in a safe
supportive environment. Developing such relationships requires participation from
university teacher preparation programs, urban districts, and local communities.
Educational legislation related to accountability pressures is an ingiggsawerful

force in urban schools. Beginning teachers need to understand their rights and
responsibilities and have opportunities to voice their frustration as well as develop

strategies to navigate through the requirements of standards based education.
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In addition these areas need to be examineelationship to teacher retention in urban
districts

This study is significant for several reasons. First, it represents tiaé¢ steps in research
exploring the affects of cultural contexts on urban novice science educatarsit idex
essential for teachers to understand the impact of teaching in an environment that i
different from their own. It is also valuable for teacher educators to unders&and t
importance of helping pre-service teachers develop strategies fongraaultural
balance during their career. With a better understanding of the cultural sooftext
teaching we can help promote the professional and personal well being of ueibae sc

teachers.
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APPENDIX A

TEACHER CONSENT FORM

My name is Marlina Duncan and | am a doctoral student at the University of
Massachusetts, Amherst, in the Teacher Education School Improvement pratjram w
concentration in Science Education. | am now in the dissertation phase of my program
and requesting your participation in this research study.

My topic for investigation is the cultural socialization process of veteran uecandary
science teachers. The intent of the research is to gain an in-depth understanding of the
cultural contexts of urban science teaching through examining the life exqeeyje
professional stories, and reflections of veteran urban science teachersonatligjtl

hope to gain insight on how veteran science educators negotiate the cultural spheres of
teacher socialization (personal, institutional, and community) and how this groces
shaped their induction into the teaching profession and sustains their personal and
professional well-being.

Having been an administrator at a K-8 charter school and a former high sckooésci
teacher, both in urban districts, | have direct experience with the need to nednétan
gualified and prepared secondary science teachers in urban districts.

The findings from the individual and collective voices of successful veteran urban
science teachers like you, will provide our policy makers and institutions ssights

into understanding some of the significant factors that have encouraged or disdourag
individuals to enter and remain in the field of urban science education. It is fozabtn
that | invite you to participate as a participant in this study.

This study employs an Interpretive Qualitative approach in which Phenomeadlog
interviews will be the primary instrument for data collecting. Thetebeithree ninety-

minute audiotaped interviews within a two-week period, which will be scheduediat
convenience and at a location you select. The secondary sources of data colléction wi
include classroom observations, member checks and group interpretation and analysis of
data.

The first interview session will focus on the historical or biographical contesdunf
experiences from birth to present. The second interview will focus on your pressnt ca
as a science teacher. In the last session the focus will be reflectionsnogathieg you
constructed and how you balance your personal life, work community/culture, and the
local community/culture you work in.

To guard against you being vulnerable to any aspect of this study, | will workritamai

your anonymity in all written or published material. | will use pseudonymalf
participants, locations, and institutions at all times in this study. letenapes will be
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recorded, then transcribed, and will be stored and labeled only with your pseudonym.
Your name will be removed from any documents collected. | am asking ydowona¢

to extensively use your words in my dissertation and published material. At gyoeste

| will share any written material that includes your words, for yeurew of accuracy.

No physical, psychological, or social risks are anticipated. If you havgquastions or
concerns about this study, please contact me, the principal researcher at
mduncan@educ.umass.edun my advisor Dr. Allan Feldman at
afeldman@educ.umass.edu (413 545- 1570). If you have any questions regarding your
rights as a participant or any concerns regarding this study, you malythegporto the
University Human Subjects Research Committee, University of Massaishais@t13)
545-6984.

Your participation in this study is voluntary. You may withdraw your consent and
discontinue your participation in this study at any time. No penalty ordicegiwill be
experienced if you refuse to participate or to discontinue in this study. You haighthe r
to request that | withhold material from any of your interviews.

Your signature below indicates that you have read and understand the information
provided above and that you willingly agree to participate in this study.

Please sign and return one copy to me and retain a copy for your records.

Participant’s Signature

Date

Researcher’s Signature Date
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APPENDIX B

TEACHER INTERVIEW QUESTIONS

Interview | Questions
Focus- Biographical Information
e As you reconstruct the story of your past, your journey to this point of your
career, please share stories about the following aspects of your life:
o Family
o Community
o0 Interestin Science
0 School/Institutions — K-12, college, graduate degrees
o Cultural Background
e How did you get to your present career as a science t@acher
Interview Il Questions
Focus-Present
¢ How would you describe your philosophy of teachikigf?at do you believe
“works™?
e What s it like for you to work in an urban district?
e As you reconstruct your experience as an urban science teacher how do they
connect to
0 School Community /Institution
0 Local Community

0 Students
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o Colleagues
0 School Science Department
¢ What kind of role do you believe parents and the community play in the success
of students?
e How do think the schooling experience of the students you teach differs from that
of white students in middle-class suburban communities?
e What kinds of things have you done in the classroom that has facilitated an
interest in science and academic success of your students?
e Do you incorporate student cultural references to teach science? If oucan
give an example?
e How would you describe the kinds of relationships you’'ve had with the parents of
students you've taught?
Interview Il Questions
Focus- Reflection
e If you could revamp science teacher education so that teachers would be more
effective with diverse urban youth what changes would you make?
e During your first year(s) of teaching how did you negotiate the cultoraexts
of the teaching profession? (school culture, community culture, personal
culture(belief system)
e How important is it to include cultural references in science teaching
e What is like for you in your world as an urban science teacher in reference to:
o Family

0 Your Community
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0 School Community

e Describe your most memorable professional challenge as an urban sciehee tea

o How did you overcome this challenge?

e Describe your most memorable success as an urban science teacher
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APPENDIX C

SAMPLE SOCIAL JUSTICE LESSONS

Power of Agriculture Seminar Series

Power of Agriculture seminar series: objectives and proper etiquette

Introduction

An important component of your experience at the agriscience and technology center is attendance and
participation in our spring seminar series. Seminar attendance is a necessary part of professional life,
whether you become a research scientist, physician, college professor or CEO of a company. Professionals
use seminars to disseminate information and as a forum for free exchange of ideas. It is important to
cultivate the habit of attending seminars early in your academic career. It is also necessary to leamn the
proper etiquette for conducting yourself in a professional manner.

Objectives

The objectives of the monthly seminar series are to:

1. Introduce students to a broad spectrum of the science being done in agriculture and its related industries
2. Stimulate students to think creatively by exposing them to current scientific research processes, ideas,
results, etc.

Seminar Etiquette

While you many not follow all details of a seminar, you should be able to extract some valuable information
of interest from each talk. The seminar speakers are professional scientists, policy makers, journalists, etc
many of whom are nationally, and even internationally, recognized in their field. They are generously
donating their time to us. Please respect the speakers and conduct yourself in courteous and professional
manner.

You must observe proper seminar etiquette:

1.. You must arrive on time (generally be in your seats few minutes before the scheduled time). If you run
into problems and are going to be late, please enter the room as quietly and unobtrusively as possible (using
the back door!).

3. Be attentive during the seminar. Please direct your attention to the speaker.

4. Avoid your urge (or need) to nap by taking notes or by bringing something to drink with you (if you feel
yourself nodding off, get up quietly and go and stand in the back of the room).

5. Refrain from leaving the room to use the bathroom. Again, it’s distracting to the speaker.

6. Refrain from talking to your fri