A QUALITATIVE CASE STUDY ON TEACHERS' IDENTITIES,DEOLOGIES,

AND COMMITMENT TO TEACH IN URBAN AND SUBURBAN SCHOQ@S

by

Talonda Michelle Lipsey

A Dissertation Submitted in
Partial Fulfilment of the

Requirements for the Degree of

Doctor of Philosophy
in Urban Education
at
The University of Wisconsin-Milwaukee

August 2013



ABSTRACT

A QUALITATIVE CASE STUDY ON TEACHERS' IDENTITIES,DEOLOGIES,
AND COMMITMENT TO TEACH IN URBAN AND SUBURBAN SCHOQS
by
Talonda Lipsey
The University of Wisconsin-Milwaukee, 2013

Under the Supervision of Professor Thandeka K. @taayp Ph.D.

Using narrative inquiry, this study employed a iCat Race Theory lens to examine the
ways in which identity factors such as race, celtgocioeconomic status, and gender
work in concession with teachers' ideologies, asatestrated by their values, beliefs,
and perceptions about race, to inform their teagpnactices, experiences with students
and families of color, and commitment to teach e Tiain question this research study
sought to examine was: How do teachers' identiinesideologies, as demonstrated by
their values, beliefs, and perceptions, influet@rtdecisions to remain in or leave urban
and suburban classrooms?

The study focused on the lived experiences of feachers, 2 whom taught in urban
schools and 2 whom taught in suburban schoolsedas the findings of this study, it is

my contention that the ideologies espoused by may articipants all evolved from a



source of pain, rooted in their identities andtleeperiences living in a racialized
country. The ways in which they reacted, howenege all the difference. Each of the
women's identity and their experiences with raeel & direct impact on their ideologies
and the ways in which they interacted with theidsints. At times their experiences led
them to operate from an activist stance, rendeheg powerful, while at other times,
their experiences caused them to function fromuacgoof pain, thus rendering them
powerless.

The following four recommendations were deriveddaasn the findings of this study:
the need for teachers to develop a clearer unahelisig with regard to the historical
underpinnings, permanence and pervasiveness sfiragiAmerica; the need for
teachers to become self-reflective about theirtidlea and the ways it relates to privilege
and whiteness; the need for teachers to developi@atconsciousness and seek
alternative ways of understanding the world, patéidy from the paradigms of the
marginalized and oppressed; and the need for tegqberticularly teachers of color to
continue to challenge majoritarian tales and faljances with White teachers who are

committed to participating in the fight for equity.
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But can you expect teachers to revolutionize tugas order for the good of the
community? Indeed we must expect this very thilge educational system of a
country is worthless unless it accomplishes @&t Men of scholarship and
consequently of prophetic insight must show ugigife way and lead us into the

light which shines brighter and brighter.
----- Carter G. Woodson (2008)--The Mis-Educatodrthe Negro
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Purpose

The purpose of this study was to examine the wayshich teachers' values,
beliefs, perceptions, and identities influencertdercisions to remain in or leave urban
classrooms. Narrative inquiry was used to investighe ways in which identity factors
(such as race, culture, socioeconomic status, andey) influence teachers' perceptions
of students and families of color. This inquirysignificant because teachers
undoubtedly have an indelible influence on the eoad outcomes and future success of
students.

Phenomenon of Interest

“We all carry worlds in our heads, and those worki® decidedly different. We
educators set out to teach, but how can we reaehitrlds of others when we don’t even
know they exist? Indeed, many of us don'’t evelizesthat our own worlds exist only in
our heads and in the cultural institutions we hawdt to support them.”
--- (Lisa Delpit,1995,0ther People’s Children, wXi

Teachers need to know who they are as people, staderthe contexts in which
they teach, and continuously question their knog#eaind assumptions (Cross, 2003;
Howard, 1999; Hyland, 1998; Kailin, 1999, 2002; kad-Billings, 1994, 2001; Milner,
2003). Such knowledge and understanding are gygiraarguably-- even more important
than their mastery of techniques for instructiceféctiveness (Gay & Kirkland, 2003).
Teachers must have a deep understanding of theiidentities (both individual and
collective) and the ways in which such identitiezrkvto shape their perceptions and
ideologiesheforethey can become effective teachers of studeristim suburban and
urban schools (Kailin, 1999, 2002). A central aspleat is crucial in the understanding

of one’s identity, is the acknowledgement thatwim®le concept of “identity”--in and of

itself-- is a social construction. The concepth# “self’ does not exist in isolation. In



fact, we can only come tomowourselves in relation to knowing others. Knowinigo or
what we are is only accomplished with regard towking who or what we are not.
Housee (2008) clearly asserted this when she stated

It would not make sense to say one is black, ifteviMas not identified and
signified; and vice versa. Our sense and expegienourselves are directly
linked to the specific historical, social, andipoal context in which we find
ourselves , and to the nature (often oppositicofaihe interactions we encounter.
(Hall, 1990) (p.422)

The acknowledgement of the construction of idensitynportant in the field of
education for several reasons. Historically, tlaysvn which particular groups have
been characterized by others (by way of peers,lyamiedia, and society as a whole)
have a direct impact on an individual’s thoughtdicms and behaviors. Such thoughts,
actions, and behaviors must be considered wheniakara teacher's commitment to
teach in an urban or suburban school because tsaaoflaence not only the academic
achievement and cognitive development of studeutshieir self-concept and attitudes as
well (Irvine, 2003). According to Talbert-Johng@®06), "students from culturally
diverse backgrounds tend to be more dependentghdes than do their dominant peers
and tend to perform poorly in school when they dblike their teachers” (p. 151). An
examination of the possible relationship betweegiattitudes, values, beliefs, and
perceptions, and their commitment to teach is esddrecause of the escalating gap in
academic achievement between students of colothemdwhite counterparts, the
overrepresentation of African American and poofdekn in low-ability tracks and
special education courses, and the ever-increasomout rate of students of color

(Talbert-Johnson, 2006).



Each year, teachers exit the educational arenanaiderable rates and as a result,
there is a constant demand for highly qualifiedoadiors. The No Child Left Behind Act
passed in 2001 is a United States federal law aifmeathetoric) at improving the
performance of U.S. primary and secondary schopladyeasing the standards of
accountability for states, school districts, anldosts and by raising the academic
achievement of children. Under the NCLB Act, tesxstmust be “highly qualified” in
order obtain teacher certification and licensutes difficult to find a reasonable person
who would dispute the importance and necessityawirty a highly qualified teacher in
each classroom across the nation; however thegrobérein lies with the notion of how
one defines and determines who'’s “highly qualified/akefield (2006) states that the
No Child Left Behind Act allows states to desigrsetect their assessments for screening
candidates and certifying or licensing teachersintgponly the major stipulation that
states provide quality assurances in order tovedederal funding. Such assurances
include having teachers who possess at least &loaichdegree, are fully certified, and
can show mastery of the subjects they teach, diyreompleting coursework, passing
state subject-matter tests, or meeting some otats-set criteria (Viadero, 2007). As of
2008, The PRAXIS Series assessments, created ldineational Testing Service, has
been the form of assessment adopted by most statbe tool for measuring and

determining “highly qualified” teachers.



According to J.R. Brown, L.J. Brown, and C.L. Broy2®08):

the PRAXIS tests are developed to measure thefgpeontent and pedagogical
skills and knowledge for beginning and practiciagdhers. The PRAXIS Series
assessments are designed to be comprehensiveciusivia but are limited to
what may be covered in a finite number of questenms question types.

PRAXIS | covers Academic Skills Assessments, andRIB Il covers Subject
Assessments by featuring multiple-choice and egsagtions that are reported to
measure both breadth and depth of knowledge. dstiegly, skills related to an
individual’'s disposition toward teaching or potahfor success as a teacher are
not covered by these tests; however, policymakersising these tests for this
regulatory purpose. (p.31)

According to Ingersoll (2007):

Teacher shortages and subsequent teacher recrtitriietives are not new to
the K-12 education system. In the early and mi80%%a series of highly
publicized reports trumpeted an almost identicekseof diagnoses and
prescriptions (National Commission on Excellence Bducation, 1983; Darling-
Hammond, 1984; and the National Academy of Sciert@37). Indeed, teacher
shortages have been a cyclic threat for decadesayev, 1983)

Although teacher shortages and teacher recruitmgiattives may not be a new
phenomenon, the rate of teacher attrition appearsount with each approaching year.
According to the National Center for Education Stats (2010):

Of the 3,380,300 public school teachers who weaehing during the 2007-08
school year, 84.5 percent remained at the sahwobk('stayers”), 7.6 percent
moved to a different school (“movers”), and 8.0gaat left the profession
(“leavers”™) during the following year. Among gdigdoschool teachers with 1-3
years of experience, 77.3 percent stayed in Hase-year school, 13.7 percent
moved to another school, and 9.1 percent leftiegan 2008—09. Among public
school teacher movers with 4 or more years ofiegcexperience, 55.3 percent
moved from one public school to another publicostin the same district and
42.3 percent moved from one public school distd@nother public school
district between 2007—-08 and 2008-09.

Teacher attrition has many implications on the sas®f a school system because it

influences the stability and academic successudliesits, school finance, and the overall



culture of the school (Feng, 2005). Teachers lbanylow-income communities are as
much as 50% more likely to migrate or leave thaséhin low-poverty schools (Olsen &
Anderson, 2007).

Research Question

The main question this research study soughtamee was: How do teachers’
identities and ideologies, as demonstrated by tradures, beliefs, and perceptions,
influence their decisions to remain in or leaveanrislassrooms?

Sub Questions:

e What ideologies do teachers hold with regard te?aélow do these ideologies
connect to their commitment to teach in urban stgto

e What emotional and physical consequences may atdelo teaching in urban
schools?

e What roles do race, culture, socioeconomic statong,gender play in the
participants’ experiences with and perceptiongudents and families of color?

Theoretical Framework, Ontological, and Epistemologal Considerations

The paradigms by which this research study usedmnasans of data analysis was
critical race theory (CRT) as well as the use térjpretivism. Both paradigms were
necessary for analysis because the research quéstissed on ideologies and
perceptions as well as the concept of race. Aaegridd David Stovall (2005):

CRT is educational protest, as well as scholarsttgnded to provide new insight
and opportunity for educational praxis. Rootetemal, social, historical, and
philosophical ideology, the purpose of CRT coutdirterpreted as twofold: to
identify White supremacy in education; and to depe praxis to counter its
hegemony. (p. 197)



Using Critical Race Theory as a theoretical framéweas essential in examining the
ways in which teachers’ identities and experieves regard to race and Whiteness,
intersect with their perceptions, ideologies, aothmitment to teach students of color.
CRT is relevant to the field of education in seV&rays including: the intersectionality
of race and racism with gender, class, and seyu#ii¢ challenge to dominant ideology
(this includes a challenge to "dominant social emtural assumptions regarding culture
and intelligence, language and capability, objeétgti@nd meritocracy") (Yosso, p.98);
the commitment to social justice; the centralitgrperiential knowledge; and the
utilization of interdisciplinary approaches (Yos2002). By focusing on the ways in
which race, culture, socioeconomic status, and gepidy in teachers' experiences with
and perceptions of students and families of calos, research study sought to understand
the intersectionality of race and racism with otfeems of difference which have,
historically, been used to oppress such as genldsss, and sexuality. Because racism
has been and continues to be a pervasive and pent@aart of American life (Bell,
1992), it is important to examine the role idgnhas played in the maintenance and/or
eradication of racism and hegemony. Accordingdaddon-Billings & Tate (1995):

If racism were merely isolated, unrelated, indiabacts, we would expect to see
at least a few examples of educational excellendesguity together in the
nation’s public schools. Instead, those placesrg/Adrican Americans do
experience educational success tend to be outbitie public schools. While
some might argue that poor children, regardlesaa#, do worse in school, and
that the high proportion of African-American poantributes to their dismal
school performance, we argue that the cause afbgerty in conjunction with
the condition of their schools and schooling idgitnsonal and structural racism.
Thus, when we speak of racism we refer to Wellmdefnition of “culturally
sanctioned beliefs which, regardless of the interstinvolved, defend the
advantages Whites have because of the subordipasgtibns of racial
minorities”. We must therefore contend with thediplem facing White people
[of coming] to grips with the demands made by Btaakd Whites while at the



same time avoiding the possibility of institutiowhlange and reorganization that
might affect them.” (p. 55)

This study examined the ways in which race andgnadénforms people on an individual
level as well as the ways in which it is a paraddroader, systemic structure. This
research study sought to challenge the dominantadg through the telling and re-
telling of teachers' experiences. In additiors gtudy sought to perform a thorough
analysis on the ways in which teachers' discusessef race and culture and how they
position themselves and their students within tlikseourses. Using stories to tell and
re-tell one's experiences is an important elemenaming one's own reality. According
to Ladson-Billings and Tate (1995):

Critical race theorists argue that political andral analysis is situational--"truths
only exist for this person in this predicamenthas time in history.” For the

critical race theorist, social reality is constadctby the formulation and the
exchange of stories about individual situatiombese stories serve as interpretive
structures by which we impose order on experiemeeit on us. (p.57)

Because one's reality is socially constructed armtependent on several factors involving
identity such as: how one is perceived in the wdrtalv one is depicted in society, and
how one is shaped by parental, peer, and soclakimtes, it is important to have a
thorough understanding of how one views the wonld laow such paradigms impact
their ideologies and behaviors.

By using a Critical Race Theory framework, thisearch study examined the
ways in which race and racism play a pivotal ral¢hie educational system and
ultimately the academic success of students. rEsisarch is significant in that it also
examines Whiteness, a culture of which most ot¢laehing population are inherently a

part of, and the ways in which this culture inflaea perception, ideology, and



commitment—all very vital components that can haveige influence on academic
success. Joe L. Kincheloe (1999) stated:

In the multicultural context a critical pedagogyvdiiteness theoretically
grounds a form of teaching that engages studeras g@xamination of the social,
political, and psychological dimensions of membgrsh a racial group. The
critical imperative demands that such an examinai® considered in relation to
power and the ideological dynamics of white supremaA critical pedagogy of
whiteness is possible only if we understand in igspacificity the multiple
meanings of whiteness and their effects on thewlate consciousness is
historically structured and socially inscribed. thidut such appreciations and the
meta-consciousness they ground, awareness ofithiege and dominance of
white Northern European vantage points are brindde cemetery of power
evasion. Neither our understanding that race idmbogical but social, or that
racial classifications have inflicted pain and sufig on non Whites should reject
the necessity of new forms of racial analysis.§f)1

It is essential that teachers understand theiui@ilposition with regard to race and the
ways in which race can directly shape one's peimeptwhich then shape one's
ideologies and which can have a tremendous bearirige educational outcomes of all
students.

The use of narrative inquiry and storytelling vedso significant in this study in
that it sought to challenge the "stock explanatiarsed by members of the dominant
group that justify and reify reality in ways thaaimtain privilege and hegemony
(Delgado, 1989; Ladson-Billings and Tate, 1995hisTstudy was committed to social
justice in that it sought to uncover the ways irichiteachers' values, beliefs, perceptions
and identities not only influenced their commitmemurban classrooms, but student
achievement and academic success as well. Thefjthas research was not to blame or
attack teachers because of their race and cuttardép make them feel guilty or

ashamed, but rather to examine the ways in whiehidbial and cultural experiences of
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teachers influenced their identities and ideologiesut educating students of color and

their commitment to teach in urban and suburbandash

Relevance of Research to the field of Curriculum &nstruction

This area of research was particularly signifidatause while there is a vast amount
of research on teacher attrition and an increastéudies examining the identities of
teachers and the ways in which such identities anbeir ideologies and perceptions
about race and culture, presently, there is naffecent amount of research which
examines teachers’ identities, their ideologiesudibace and cultur@nd their decisions
to leave or remain in urban schools. Because appedgly 90% of the population of
teachers is White, this research was very necessarger to provide insight into areas
in need of change as we continue in the struggselodol reform and the closing of the
achievement gap. Carr & Thomas (1997) state:

A number of factors can explain the low educatiangtomes or
underperformance of some groups in schools: thedb—as well as the hidden--
curriculum, involvement of parents, teacher effeatiess, beliefs of minority
groups, and school culture.

Teachers are, undoubtedly, an important factorth@danfluence of the lived
experiences of predominantly White teachers andradtrators working with an
increasingly racially diverse student body needsetainderstood.”(p.68)

More fully understanding the tremendous impactaher has on the lives and outcomes
of students is essential because such understaaamigave a dire consequence on
educational policy such as hiring practices, wdyassessing teacher quality, student
assessment, and curricular reform. If it was usidexd that teachers' attitudes, values,

beliefs and perceptions affect how they perceie& gtudents and how their students
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subsequently perceive them and respond academioalle professional development
opportunities might be offered and more attenti@y e given toward assessing
teachers' attitudes, values, beliefs, and peragptioteacher education programs during
the start of their careers.

This research project was also relevant in thatifdications can benefit
students, teachers, administrators, and teacheatais in several ways. The findings of
this research could benefit students in urban dshmoaffording them a greater
opportunity of being educated from a pool of highbalified teachers that have positive
attitudes, values, beliefs, and perceptions comegstudents and families of color, and
this can subsequently influence their achievenmmrels. Administrators could
potentially benefit from utilizing the findings ttis project to effectively implement
better hiring practices that are more cost-effigias well as to provide more support to
their teaching staff by initiating the professiodalvelopment and continuing education
opportunities that are necessary for teachers.

Although administrators and students could bemgimensely through the
findings of this study, those whom would potenyiddenefit most from this study are
teachers. Implications from this research studydbe used to help teachers reflect on
their identities and ideologies about race anducelland on the ways in which such
factors influence their teaching practices as aglstudent outcomes. In an article
discussing teachers’ ideologies, Elliott (2008)esia

By helping teachers see how ideologies impacolifdoth the micro and macro
levels—those that dominate, structure, and sustaral inequalities---they can
begin to develop an appreciation of how their deaching decisions are
influenced by ideologies residing both within andside themselves.” (p.214)
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Just as there is a need to assess students’ powarddge in order to learn of their
experiences and any preconceptions and/or miscbansfhey may potentially hold
about a particular subjebeforeteaching that topic, the same should be requifed o
teachers. If these pre-assessments and re- agsgsohteachers' attitudes, values,
beliefs, and perceptions are not conducted, weowiltinue to experience the same
revolving cycle of teachers entering and exitinigaur schools. In order to form
longstanding, authentic relationships that trandarcially constructed boundaries, and
to unite in an effort to completely eradicate alims of oppression and inequity, we must
work to understand ourselves as we simultaneoushk ¥o understand one another.
Gerardo Lopez expressed this brilliantly when lagest

School leaders must be prepared to work with inldials who are culturally
different and help create learning environments fib&ter respect, tolerance, and
intercultural understanding. They must also havawareness of the effect of
racism and how it intersects with other areas f¢dince such as gender, sexual
orientation, disability, and class oppression. Q0 71)

Being prepared to work with individuals that arétually different and having a genuine
awareness and understanding of difference is irmapbliecause in the United States and
throughout the world, difference has historicalgeh used as a means of oppression (by
way of racism, sexism, religious oppression (irgi-&emitism/anti-Islam), heterosexism,
classism, ageism, and ableism) (Daniel--Tatum, L9&ach individual has a unique,
complex identity of which any one of their charaistiécs (race or ethnicity, gender,
religion, sexual orientation, socioeconomic staage, and physical or mental ability) has
the ability of positing one in a position of domma (in which one is advantaged by
society because of group membership) or positirgiom position of subordination

(through exclusion from group membership) (Daniatuin, 1997). Therefore, it is vital
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that school leaders are adequately equipped watlatitudes, values, skills, and
behaviors that are necessary to impart a curricthanis not only equitable but
culturally relevant as well. This is especiallyedrof teachers and administrators who
play such a large role in the academic achievemeemieducational outcomes of all
students in both urban and suburban school systémsany of the studies reviewed for
this analysis, teachers often reported that they welorblind with regard to matters of
race and educating students of color. Phrasesasiidon’t see race” and “| treat all of
my students the same”, were commonly uttered ardraed most likely from the
pressure of being “politically correct” in todagsciety or from the fear of being
perceived as racist if they actually disclosedtthth that they do, in fact, consider race
when educating students. This creates an intagedtiemma because the claim of
colorblindness often silences an important dialogueacial matters while hiding under
the veil of equality. Critically examining issuesoppression and inequality will not be
easy, yet one must remain committed. It is noughdo teach children that all people
should be treated equally without critically anahggthe complex systems used within
our society to oppress such as racism, classisthsexism—one must be proactive and

openly challenge such systems on a constant basis.

Our Identities and Ideologies Shape Who We Are

Who we are, or rather—who wtieink we are, is based on the intersectionalities of
our history, experiences, interpretations, peroggti and interactions. When one ponders
the question of who he or she is, his or her ags&ssis grounded in a multiplicity of

factors including what the world says about theenghrson. The way in which one is
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defined by one's parents, peers, teachers, and agoityms in conjunction with how one
has be represented in society (both presently etarically) by way of the media and
other cultural images-- all play a pivotal roletle construction of one's identity (Daniel-
Tatum, 1997).

Birthed from our identities, emerge our ideologieAccording to Lewis (2001):

The power of ideologies lies in their ability tacfistate collective domination in
such a way that they often make vast inequalitietetstandable and acceptable
to those both at the top and the bottom of theasocder. (p.800)

Ideologies permeate homes, schools, churches| sacias, and other institutions on a
continuous basis and when they are not criticatBn@ned, they have the ability to mask
themselves under the guise of neutrality, fact, tamith. Power resides within ideologies
because ideologies can be used as idiomatic weaponass destruction. When left
unchallenged, ideologies have the power to domjmgeress, reify existing structures of
inequality, and silence people through nonchalantaacency.

By the same token, ideologies also have the ptoveplift, generate, cultivate,
inspire, challenge, tear down structures of ina@tuahd oppression, and elicit hope.
Ideologies are powerful because they can be dieslpgith destruction or pregnant with
possibility! As such, a critical examination ofeds identity and ideologies is crucial in
understanding the ways in which identity informeatbgy--which subsequently informs

a teacher’s practice-- which consequently, infostugslent achievement.

What's Race Got To Do With It? : The Silenced Diague of Race

A 2010 news report on CNN’s Anderson Cooper reggban a recent study which

examined children’s perceptions of race. The stpdgted by renowned child
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psychologist and scholar Margaret Beale-Spencandahat children were biased
towards lighter skin. The study was conducted smalar fashion to the infamous “Doll
Study” conducted by Kenneth and Mamie Clark duthg1940s that was so influential
in the 1954 Brown vs. Board of Education case ts@lgregate schools. Beale-Spencer
lead a team of three psychologists (two testersoaedstatistician) to interview 133
children from 8 schools: 4 in the greater New YGiky area and 4 in Georgia. In each
school, the psychologists tested children from &ge groups: 4 to 5 years old and 9 to
10 years old. In order to gain more conclusivelteghat could be compared to the
original doll study, the psychologists only testéildren who identified racially as either
Black or White.

Children were given a chart containing pictureslafs ranging in skin tone and
were asked a series of questions such as: Shalemimb child. Why is he/she the
dumb child? Show me the mean child. Why is hetsaenean child? Show me the bad
child? Why is he or she the bad child? Show reeutjly child. Why is he/she the ugly
child? Show me the child that has the skin coloshadults like. Show me the child that
has the skin color that most adults don't likeowIme the child that has the skin color
that most children like. Show me the child thag tree skin color that most children don't
like. Show me the child that has the skin colat tinost girls want. Show me the child
that has the skin color that most girls don't want.

Beale-Spencer derived 3 major findings from thiststudy. The first finding
was that while children, as a whole, responded witiigh rate of white bias (white bias
being defined as white children identifying thearadf their own skin with positive

attributes and darker skin with negative attributesveral questions imparted an
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overwhelmingly display of white bias. When ask&how me the dumb child,"
approximately 76% of the younger White childrenrped to the two darkest skin tones.
When asked, "Show me the mean child," approxim#&é®s of the younger White
children pointed to the two darkest skin tones. ewhsked, "Show me the child that has
the skin color most children don't like," again &f2he younger White children pointed
to the two darkest skin tones. Finally, when ask8tdpw me the bad child,"” more than
59% of the older White children pointed to the warkest skin tones.

Beale-Spencer's second major finding was thatAfiAmerican children also
responded to the questions with a high rate of ¥vbis, but to a lesser extent than that
of the White children. When asked, "Show me the @eaferring to the color bar) that
you think most children would think looks bad ohay," more than 70% of the older
Black children chose the darkest skin tone. Wiskea, "Show me the child that has a
skin color that most children don't like," morenh@l% of the younger Black children
chose the two darkest shades, and when asked, "Slede ugly child,"” more than 57%
of the younger Black children chose the two darkbstes. It is important to note that
the research team did interview both Black and @¢itildren that elicited more race
neutral responses.

Beale-Spencer's third major finding found thatralleyounger and older children
maintain the same patterns of stereotyping andhieatideas change little between the
ages of 5 and 10 and although all children are sxgdo stereotypes, White children
learn and maintain these stereotypes much monegtyrthan African American
children. According to Beale-Spencer (2010):

All kids on the one hand are exposed to the stgpes. What's really significant
here is that White children are learning or nmaimng those stereotypes much
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more strongly than the African-American childrefherefore, the White
youngsters are even more stereotypic in theiroesgs concerning attitudes,
beliefs, and attitudes and preferences than thieaki-American children.

Left to wonder what causes children to maintaichspatterns, Beale-Spencer theorizes
that such patterns are a direct result of childreing bombarded with stereotypical
messages on a daily basis. Beale-Spencer contesitdbie adults in children's lives must
put forth a concerted effort to override the delo§stereotypical messages and images
children receive on a daily basis. Beale-Spenaiel, $SThe message is the same for all
parents. Parents have to re-frame what childreergnce.”

While very much heartbreaking, and particularlytutising, most of the responses
elicited by these children were not surprising.fdct, the responses given by these
children were merely a reflection of the messag@ssinitted by the media and society as
a whole. Messages that characterize White as pogelic, and beautiful and Black as
tainted, demonic, and ugly. Subliminal and oveesesages that criminalize Black men so
that one develops an unconscious fear of Black amelnBlack people in general.
Messages that characterize African-Americans asteifigent and brainless buffoons.
The majority of these children, Black and Whitet anly have internalized the value of
whiteness and white supremacy unconsciously, bubégd it in their hypothetical
behaviors and desires as well. Because these agsumpave been left uncontested by
the persistent images and mischaracterizationseoftedia, and by the silenced dialogue
of their parents, many of these children have n#kzed these messages as fact. In a
follow-up interview with some of the parents of #tteldren that participated in the
study, most of the White parents admitted that tiney not talked with their children

about race and racism, while the opposite wasdftiee Black parents. According to a
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2007 study in the Journal of Marriage and Famibgraximately 75% of White families
with kindergartners never, or almost never talkudlvace; whereas approximately 75%
of African-American parents have addressed the eqnaf race with their children.

While it would be ridiculous to assert that thebédren have been literally trained by
their parents to be racist and prejudiced, theyhmen and continue to be, brainwashed
with messages of whiteness and privilege by theiaread society as a whole. When
CNN showed footage of these interviews to the garefithe children in this study, the
parents were shocked, embarrassed, ashamed, ardesemseemed saddened. One
White mother was stunned after viewing footage fltenson's interview and seeing her
young son point to the pictures of the darkestdcbiler and over again when asked to
point to the mean child, the dumb child, and the tiaild--and then point to the picture
of the White child when asked to point to the gebdd. This mother said that she was
disappointed and upset by what she witnessed atdhd message implies that she
should do a better job at home in discussing isetiesce and difference. More
surprisingly was that this particular parent shiak tshe spent 15 years as a teacher trying
to teach first-graders about "different kinds ofisties and cultures and racism." This
mother admitted that she did not live in a divexssmamunity and indicated that her son's
responses were most likely a reflection of the that he was most comfortable around
people who looked like him, given that these wledonditions that he had been
exposed to his entire life. Analogous to the rneacdf this one White mother, many of
the parents simply could not understand where tieldren picked up such negative
messages because they were not receiving thers imotine. However, the pivotal lesson

learned on that day by these parents, especialymhite parents, was that they were
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doing more harm to their children BYOT addressing issues of race, racism, prejudice
and stereotypes, and that applying a colorblintbpbphical mantra was indeed harmful.
Hopefully, these parents learned that it is notugihato simply teach children to “be
nice” and that everyone is equal. One must agtigieéllenge and counteract notions of
white supremacy, privilege, and discrimination.iSTBNN study adds credence to the
necessity of examining teachers' attitudes, valegfs, and perceptions with regard to
race because, as shown in the pilot study condinst&eale-Spencer, values and beliefs
about race are formed very early in life.  Itlehchallenged, these values and beliefs
carryover into adulthood. For these children wieaved by Beale-Spencer and children
across the nation alike, one must ponder the inflaesuch unexamined beliefs will have
in their adulthoods, in their social interactioimstheir careers, AND subsequently as
teachers... IN THEIR CLASSROOMS.

Teachers, ldentity, and The Possessive InvestmantWhiteness

A possible link to teacher attrition is the notwiteachers' identities and
ideologies and the ways in which they influenceacher’'s commitment to teach in
urban schools.

In an article which focused on teacher preparatiagrams, Cross (2003) provided
credence to this rationale for examining the raoaiefs and perceptions of incoming
and veteran teachers. Cross (2003) stated:

As has been the case for years, it appears thaenéhne race of a teacher nor a
teacher’s ability to teach in multiracial environmeis considered a component
of teacher quality. The absence of meaningfulodjaé at the national level about
the role of race in teacher quality is perpleximglucators and teacher educators
are struggling to improve the quality of teachinguirban schools as one means to
improve educational achievement for large poputetiof low-income children of
color. (p.203)
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While notexamining a teacher’s race or their ability to teecmultiracial environments
seems perplexing to Cross, a plausible explan#biothis pervasive silence, is the effort
to maintain the status quo, or what George Lipsiined as the “Possessive Investment
in Whiteness”. If one continues to deny the msbnal and structural racism that has
served to disadvantage, one does not have to atkdgevthat they have been a
beneficiary of unearned privilege due to skin cotorthat this unearned privilege has
accounted for more opportunities and better outsowith regard to academic success,
employment and wealth attainment (McIntosh, 19909ntinuing to deny structural
inequalities upholds the notion of meritocracy #melnotion that one succeeds and fails
in America based on individual choices and one'stsa lack thereof (D. Bell,1992;
King, 1991; Harris, 1993; Ladson-Billings,1998; lsad-Billings & Tate,1995; Tate,
1997). In describing the possessive investmewntiteness Lipsitz (2006) stated:

| use the ternpossessive investmdrtth literally and figuratively. Whiteness has
a cash value: it accounts for advantages thaedormdividuals through profits
made from housing secured in discriminatory makigirough the unequal
educational opportunities available to childreriferent races, through insider
networks that channel employment opportunitie®tatives and friends of those
who have profited most from present and past krdearimination, and

especially through intergenerational transfermbérited wealth that pass on the
spoils of discrimination to succeeding generatiohargue that white Americans
are encouraged to invest in whiteness, to remnaentd an identity that provides
them with resources, power, and opportunity. T¥igeness is, of course, a
delusion, a scientific and cultural fiction thiidl all racial identities has no valid
foundation in biology or anthropology. Whitenésshowever, a social fact, an
identity created and continued with all-to-reahsequences for the distribution of
wealth, prestige, and opportunity. (p. vii)

Harris (1993) argued that the mere possession émdss is a valuable asset. She
contended that whiteness works as property initiatludes "exclusive rights of

possession, use, and disposition” and that itibates are "the right to transfer or
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alienability, the right to use and enjoyment, amelight to exclude others" ( p. 1731).
The general beliefs and values held by many peaglas country have been formulated
in part by a collective memory in America that sagped, framed, and defined one's
thinking about race, ability, and human worth (\iefd, 2007). Because America has
built a reputation of being " the land of immigraihtthere are several ideas in which
many Americans have exhibited great pride, andhizlivsome have ascribed as the
central tenets of this nation. Many of these pples have made the value of whiteness
as property elusive. One such example is the 4i@gs” mentality in which all are
expected to be self-sufficient and self-reliarttis common knowledge that almost
everyone in this society has benefited in some migraither directly or indirectly from
the help of others and rarely does one make sggmfiaccomplishments alone-- yet this

“bootstraps” mentality continues to get passed dbbavm one generation to the next.

Whiteness as Property----The Right to Exclude

Several federal policies have been establisheasiatain urban poverty, while
others have served in maintaining the hegemonictsire of America. The Gl Bill
signed in 1944 after World War Il paid for the edtien of 8 million veterans and
allowed these veterans to go to college to obtarkhowledge and skills needed to
increase their income, support their families, bvelthe “American Dream”. Most
African American veterans, however, were deniedoghigortunity to attend college on
the G.1. Bill.

Another powerful example is the accumulation o&ltlethrough home

ownership. In the 1930s when the Federal HousithgiiAistration provided loans and
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new terms for home ownership, White people were &dbmove into newly built homes
in the suburbs and make low mortgage paymentsewitirican Americans and other
minorities were discriminated against and not aldiwo own new homes in the suburbs.
Between the 1930s and 1960s, $120 billion dollas used to finance mortgages, with
less than 2% going to African American homeown8rsith, L.M.). African Americans
were not afforded the opportunity to own a home,ilstead were given the option of
renting and living in public housing. This stru@budichotomy initiated a rise in
homeownership in the suburbs for European American$e outskirts of the city, and a
rise in the construction of “vertical ghetto hougjrojects” for African Americans in the
inner city. Even after President Lyndon B. Johnsigned the Fair Housing Act in 1968
and African Americans were legally allowed to mowa White neighborhoods, issues
of “block busting” and “White flight” took over ancbnsequently eroded the tax-base
which resulted in a domino effect of lost jobs @atiool dilapidation. As the value of
homes in suburban neighborhoods appreciated, thearth of European Americans

grew.

Whiteness as Property---The Right to Transfer

Because the majority of Americans obtain their lnefaom their home value, the
wealth accrued by European Americans can be passdm generation to generation.
Today, the average Black family has 1/8 the nethwof White families (Smith, L.M.).
The New Deal Housing Act, which granted EuropeareAoans the privilege to attain
wealth and pass it on to future generations isecticause for the lack of wealth

generated by African Americans as well as the disprtionate amount of African
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Americans living in poverty. The sad reality istlmany Americans actually believe that
they've acquired their success and wealth solelyuijh hard work and continue to

ignore the systematic forces which have allowedesgenerations to get ahead in society
while holding others back through practices of megey, racism, and discrimination.
Through the continual minimization of the influerafestructured inequality in the form

of schooling, residential segregation, and wedlfirament, the bootstraps mentality
continues to be perpetuated through identity @sliind the possessive investment in
whiteness. It is essential to understand the gesaeinvestment in whiteness as seen
through identity because whiteness and white @g@élis often obscure and many people
are unaware of its existence. As Mcintosh (198Q)@gnantly stated:

| think whites are carefully taught not to recagmwhite privilege, as males are
taught not to recognize male privilege. So ldhbegun in an untutored way to
ask what it is like to have white privilege. Meacome to see white privilege as
an invisible package of unearned assets that tcant on cashing in each day,
but about which | was "meant" to remain obliviodWhite privilege is like an
invisible weightless knapsack of special provisiamaps, passports, codebooks,
visas, clothes, tools, and blank checks. (para. 3)

Teachers, Cultural Capital, and the Possessive Inggnent in Whiteness

Cultural capital can also be viewed as a tranbferasset by which teachers have
the ability to exclude. This exclusion can be loledate as well as unconscious. McLaren
(2002) defines cultural capital as the “generatural background, knowledge,
disposition, and skills that are passed on fromgereeration to another. Cultural capital
represents ways of talking, acting, modes of styleying, socializing, forms of
knowledge, language practices, and values” (p.83)the word “capital” implies,

cultural capital is an asset which can be used@daoige other kinds of assets, such as
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educational credentials, career placements andqirons, as well as financial gains.
According to Wildhagen, “Intergenerational transsios of cultural capital, along with
blocking others from acquiring cultural capitalsares that children from the dominant
group possess cultural capital that they can pankayacademic success” (2009, p.175).
The dominant culture as defined by McLaren (20@8ns to “social practices and
representations that affirm the central valuegrests, and concerns of the social class in
control of the material and symbolic wealth of gl (p.75). The dominant culture is
able to exercise domination over subordinate ctassgroups through a process known
as hegemony in which domination is maintained rycd Bheer exercise of force, but
primarily through consensual social practices,adorms, and social structures
produced in specifics sites such as the churchsttite, the school, the mass media, the
political system, and the family (McLaren, 2002he ways in which hegemony is
maintained within urban schools covers a wide spectbf power relations and
regulations that marginalize students of color ultiple ways ranging from: the way in
which school districts are mandated to follow aspréed list of standards, to the
standardize tests given to students which are fpabi biased with regard to students of
color and ELL and which are not a true reflectiémheir skills and abilities, to the way
in which individual classrooms are run, positing teacher as the “gatekeeper” of
knowledge and the students as the “blank slaté8arhers who must passively conform
to the detrimental structured system enforced deioto be recipients of this emblazoned
knowledge. McLaren asserts that:

the dominant class secures hegemony—the consémt dbminated—by

supplying the symbols, representations, and pest€ social life in such a way
that the basis of social authority and the unegelations of power and privilege
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remain hidden. By perpetuating the myth of indiatlachievement and
entrepreneurship in the media, the schools, thecbhand the family, for
instance, dominant culture ensures that subordirgrt@ups who fail at school or
who don’t make it into the world of the “rich anainious” will view such failure

in terms of personal inadequacy or the “luck ofdn@w”. The oppressed blame
themselves for school failure—a failure that cartaely be additionally

attributed to the structuring effects of the ecoy@nd the class-based division of
labor. (p.76-77)

These hegemonic institutional structures of scimgodio little to sufficiently equip
students of color with the different types of cudtiucapital that are necessary to
efficiently compete with their peers and countetpaf the dominant class. When these
students fall short as a result of the unequatidigion of power and privilege, they are
made to feel as if this failure were somehow theaitt and that the cause of their failure

stemmed from their lack of the skills, intelligene@ad ability needed to “make it".

The Impact of Cultural Capital on Teacher's Percepions

Educators and the specific ideologies and perceptioey hold with regard to
students of color plays a huge role in the impé&cudtural capital on students. In a study
examining the ways in which cultural capital isdises a resource for privileged high
school students and their parents as a means afaimang qualitative advantages,
Wildhagen (2009) states:

Most scholars argue that one reason cultural dapitas students an educational
advantage is that it fosters better communicatiah teachers, communication
that contributes to teacher’s positive perceptimithese students. According to
this argument, teachers are more likely to rewardents whom they see in a
positive light than those whom they do not percgigsitively, regardless of the
students’ academic abilities. According to thiswj then, cultural capital boosts
students’ academic outcomes because of its posgitieet on student-teacher
relationships. (p.174)
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Teachers often knowingly and unknowingly caterttmlents whom they perceive to be
similar to them in some respect. Students wh@areeived by teachers as being
different, have a difficult time establishing a ldonith their teachers and oftentimes find
themselves in the vicious cycle of having perceibeldavioral problems, often resulting
in frequent disciplinary action, followed by morerpeived behavioral problems and the
cycle continues. This could be one potential exgtian for the academic research which
shows that many teachers of the dominant cultsge@ally White females, report a
greater amount of difficulties and issues with relga teaching students of color,
especially Black males.

Students who show a display of cultural capitalilsirly shared by the teacher are
held in high regard and often elevated to “modatisht” status. This creates an
advantageous cycle for these students who are piftesed by the teacher, given higher
grades, and receive assistance; in turn this eategh level of optimism and self-
efficacy within the student, who responds by dentratiag a higher level of academic
achievement. McLaren (2002) added credence tpdaherful and subjective role of
teachers when he stated:

For many teachers, for instance, the culturalgmithibited by students—e.g.,
tardiness, sincerity, honesty, thrift, industrioess, politeness, a certain way of
dressing, speaking and gesturing—appear as nafuaéties emerging from an
individual’'s “inner essence”. However, such saite to a great extent culturally
inscribed and are often linked to the social ctaasding of individuals who
exhibit them. (p. 94)

Teachers’ beliefs regarding the possession or digssion of cultural capital not
only impacts their personal perceptions of thaidsnts, but it also deeply impacts the

curriculum. The ways in which traditional schoafricula maintain the social
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stratification upheld within our society is evidemtthe type of skills fostered in children
attending urban school systems versus the skitlsabilities fostered in children

attending suburban schools.

Possible Critigues of this Research Study

One possible critique to this study may be theiawgnt that it is of no value to
study the racialized ideologies and perceptionsathers and how they relate to
students' outcomes because such an investigatibnatichange the broader, systemic
condition of the achievement gap (Vaught & Casta@@88). With regard to diversity
workshops and other professional development prog@med at altering teacher bias in
an attempt to close the achievement gap, VaughCasthgno (2008) made the
following assertion:

We suggest that there is an inherent and problenaaision in attempting to
address a systemic and structural problem (incse the achievement gap)
solely through individual transformation. A Whitess as property analysis of
participant responses to the trainings allowsdlresponses to serve as a window
through which to view the tension between thevidial and structural in efforts
to challenge racism. As will become clear throoghdata analysis and
discussion, this awkward pairing of a structuralgpem with an individual

solution isbothillustrative of the entrenchment of race and madis the United
Statesandfails to result in greater equity in schools. §.9

Vaught and Castagno (2008) are correct in theitesdion that the cause and the
persistence of the achievement gap is due to systeegemonic forces; however,
Vaught & Castagno fail in acknowledging that teashacialized perceptions and
ideologies are in fact directly tied to studentiagbment (Cross, 2003; Daniel-Tatum,

1997; Delpit, 1995; Kailin, 2002; Ladson-Billings994; Lewis, 2001).
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Vaught & Castagno conducted a study in which #eymined teachers attitudes
towards Whiteness and White privilege in two majdran school districts--a West Coast
urban district of which the authors refer to ascher, and an urban district located in the
Rocky Mountain region, of which the authors reteas Zion. The authors found that
with regard to White privilege, the teachers thagiviewed in their study had a narrow
understanding of White privilege--often addressimgphenomenon as the "ability to be
free of scrutiny” (p.99); however, these teachaiied to recognize the salient way in
which White privilege benefitted Whites both indiually and collectively by wielding
power over others as well as the systemic natuWlofe privilege. These teachers often
denied the existence and function of White privele¢yaught and Castagno (2008)
themselves recognized the unawareness of theirsabjects of study when they said:

White privilege, and institutionalized racism,uaglerstood by teachers in Jericho
and Zion was contingent upon local context an@/ae cast as an entirely
individual experience. They communicated no redo@n that their privilege
moved with them from context to context and thairtauthority as White
teachers of children of color was highly powednld determinative (Delpit,
1988). (p.101)

The fact that these teachers did not recognize pinwilege and status within society, as
well as the authority and power that they held ®tedents gives credence to the
necessity of examining teacher's ideologies andeptions about race. If teachers are
unaware that their privilege, position, and powleyp a determinative role in student
achievement, how can we ever expect to close thiex\ament gap? As demonstrated by
various scholars (Cross, 2003; Daniel-Tatum, 18€8ipit, 1995; Kailin, 2002; Ladson-
Billings, 1994; Lewis, 2001), there is significaesearch which shows that teachers'

ideologies and perceptions about race are invgrigdd to student achievement. Itis
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important to state that by no means is a thoroxgimenation of teachers ideologies and
perceptions about race the sole solution towarsiipthe achievement gap. It would be
unrealistic to assert that studying individual te&xs' perceptions and ideologies, in the
absence of eradicating the structural inequitias llave historically contributed to and
maintained hegemony and the Possessive Investm¥vhiteness, completely solves the
problem of the achievement gap.

On the other hand, it would be equally negligentegate the significance of
examining individual teachers' perceptions andlmigies and the ways in which such
individual perceptions and ideologies mirror a edlive identity of Whiteness, white
supremacy, and White skin privilege that is so psme in our American society. In
fact, failing to acknowledge the ways in which mdual ideologies and perceptions
mimic the broader collective structure of societyyovorks to absolve individuals of
responsibility and action. Historically, as wedl presently, systems have been and
continue to be, created and run by a collectiveigmaf individuals who have a vested
interest in a common goal (the maintenance of heggrand the status quo). This
usually results in a system which works to imprtwelives and conditions of a few,
while worsening the lives and conditions of othtareugh oppression. In order to
dismantle such systems of oppression, one mustdbokt only the system itself--but the
individuals who have (both willingly and unwillingl taken and continue to take part in
it.

Vaught & Castagno's (2008) contended that logatie problem on an
individual level (by blaming teachers), only sentegrotect the districts liberal interests

through "promoting a discursively moral critiqueratism but maintaining the larger
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structures that fail to promote true equity forldten of color” (p.107). The authors

stated:

The liberal interest is defined by working wittand relying upon existing
structures, and assuming that those structurgsistrand equitable. In Jericho
and Zion Public Schools, this would imply that gteicture of the school systems
Is good, but that changes need to be made withliniduals who reside inside
that structure. This new racism (Giroux, 1994)@d the liberal discourse but
avidly supports the legitimation (Crenshaw, 19863 system as a whole and
positions individual teachers as culprits. (p.107)

Examining the racialized perceptions and ideologfaadividual teachers, does not rely

upon the existing structures, nor does it assuiettiese structures are just and

equitable. Changes need to be made both to thensys a whole, as well as to the

individuals whom reside within it. This assertidmes not posit individual teachers in

and of themselves as intentional perpetratorsa$ma inequality and injustice --they are

regarded as representatives of the broader sysgtraature of hegemony--of which the

concept of Whiteness as property is a part. Intemdigiven the fact that an

overwhelming majority of the teaching force is Vit is impossible to separate the

individual from the structure--they are inextricabitertwined.

study:

Finally, Vaught & Castagno (2008) makes the follggwcontention from their

Strikingly, acknowledging a kind of White privilegs a form of entrenching
White property by extending formal equality thgbuthe hyper-individualized
discourse of liberal self-awareness. This sel@ness is limited, however,
because it is not accompanied by a structural@vesss. The very nature of
legitimation is that it is deceptive. The fornegjuality that legitimates systems
confuses superficial change at the individual lewigh structural transformation.
(p.108)

In this study, Vaught and Castagno fail to acknalg&ethe fact that it is impossible to

transform structures without transforming indivitbuduring the process. It is indeed the
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individuals that collectively form the structureghe structures did not form themselves
and do not run themselves and therefore cannatftran themselves-- independent of
individuals. It is vital for individuals to possea self-awareness as well as a deep
understanding of systemic structures in order tike\positive change. While asking an
individual to become more self-aware may lead tstiity and defensiveness due to
feelings of being attacked or blamed directly fug social condition of society (as it did
with some of the teachers Vaught and Castagnovieteed)-- not expecting a person to
critically examine themselves out of fear for dligy hostility and guilt only absolves one
from the direct responsibility we all have in tegridown systems of inequality and
oppression.

Daniel-Tatum (1997) gave credence to this resjditgithat each member of
society has for working to break the cycle of ogpren and marginalization. Prejudice,
according to Daniel-Tatum is one of the inescapableequences of living in a racist
society, and although it has been present sincbittieof our nation, one cannot escape
the charge of conducting an incessant self-analygishe ways one has participated
(both by choice or involuntarily) in the maintenaraf hegemony and the status quo.
With regard to this onus, Daniel-Tatum (1997) asser

To say that it is not our fault does not reliegeofi responsibility, however. We
may not have polluted the air, but we need to takponsibility, along with
others, for cleaning it up. Each of us needstdk lat our own behavior. Am |
perpetuating and reinforcing the negative messageervasive in our culture,
or am | seeking to challenge them? If | havebe®n exposed to positive images
of marginalized groups, am | seeking them outaexiing my own knowledge
base for myself and my children? Am | acknowledgand examining my own
prejudices, my own rigid categorizations of othéngreby minimizing the
adverse impact they might have on my interactieitis those | have categorized?
Unless we engage in these and other consciousfacfiection and reeducation,
we easily repeat the process with our childrere téach what we were taught.
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The unexamined prejudices of the parents are gassto the children. It is not
our fault, but it is our responsibility to inteptuthe cycle. (p. 6--7)
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How | selected the Literature

Upon initial research of this topic, | performedeneral search for academic
journal articles using the UWM Library search emgint used several key words as my
initial search phrases including: “White teacherd arban students”, "Teacher attrition
in urban schools", and "Teacher retention” Sumpgiy, this search returned a large
amount of articles. |then went through each temudl looked at titles and various types
of documents. If the article was from a peer-rex@ée journal and if the titled appeared
relevant to my topic, | then proceeded to readcatbsract. If the article still seemed
pertinent after reading the abstract, | printedatiile so that | may read it in its entirety.
If a particular article was very useful, | lookedl@e references the author cited and used
them as an additional means of locating articgsth qualitative and quantitative studies
were used for this literature review. In additisayeral books written by well known
scholars in the field of urban education were alsalyzed and incorporated into this
literature review.

Significance of Review

This literature review is especially relevanthe field of urban education because
according to Zimpher & Ashburn (1992), “the majpif people entering the teaching
field are white women from small towns who typigatixpress a desire to teach in small
towns serving middle income students” (p. 9).sltdefinitely not a crime to be a White
woman from a small town, nor is it a crime to deso teach students who are similarly
from a small town and of the same socio-econonaitust After all, it is human nature to
gravitate toward that which one is most familisvhat is questionable, however, are the

ways in which such desires to teach middle-incotndents from small towns influence
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the teaching practices of these teachers and #deatc achievement of the low-income
students of color that attend urban schools.

Literature Review Part I: Teacher Attrition

High rates of teachers leave their professions gaahand there is a constant
demand for providing highly trained educators. Adaog to Warshauer-Freedman &
Apple (2009), “About 25% of our nation’s teachdgave their classrooms after just one
year, and almost half leave within 5 years” (p.)3ZBeacher attrition has many
implications on the success of a school systemuseci influences the stability and
success of students, school finance, and the dwerdtadre of the school (Feng, 2005).
This “revolving door” of teachers constantly emgrand leaving urban schools can have
a lasting effect on the climate of a school or stisgstem. In this section of the
literature review, | seek to investigate the reportauses of teacher attrition.

Research has pointed to several factors that bomérito the attrition and
retention of teachers in elementary and seconaddryads. Teacher attrition is defined in
this context as the state in which a teacher dedméeave their teaching position. There
are two types of attrition, temporary and permandm@mporary attrition refers to
teachers who leave and then return, whereas pennattietion, refers to teachers who
leave the teaching profession entirely (Latham &¥@007).

According to Olsen and Anderson, teachers in urlsanincome communities
are as much as 50% more likely to migrate or l¢haa those in low-poverty schools
(2007). What are the factors which cause teadbdesave the urban context? What
level of urban education preparation do teachevs bafore entering the field of

education? Where do they go (and why) after leathe urban context?
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Justification of Relevance
The problem of teacher attrition is one of impocebecause in an era in which

students in an urban school system may experiencé mstability in their home life, it
makes it extremely difficult and complicated wharstinstability is brought into their
school life also. Haberman (1995) stated:

For children in poverty, schooling is a matterité nd death. They have no
other realistic options for “making it” in Amerioasociety. They lack the family
resources, networks, and out-of-school experieti@scould compensate for
what they are not offered in schools. Withoutosttsuccess, they are doomed to
lives of continued poverty and consigned to coodg that characterize a
desperate existence: violence, inadequate heaiéh & lack of life options, and
hopelessness. The typical high school graduadad approximately 54
teachers. When | ask successful graduates froar tity schools, “How many of
your teachers had led you to believe that you ywardcularly good at anything?”
the modal response is none. If graduates repisrperception, | wonder what
those who have dropped out would say ? (p. 781)

Students who constantly get this “starting out” exgnce from their teachers due to the
high turnover rate and overwhelmingly percentagmetperienced teachers teaching in
urban schools, will learn considerably less thadlants who may have veteran teachers.
A thorough review of the literature could providgknations as to why teachers are
leaving the urban school system and offer solutieitis regard to what needs to be done
so that we don’t continue to lose more. This imgaobuld also be used to find solutions
so that students would benefit from having veteeschers and teachers who are
committed to their academic success.

Teacher attrition can have drastic effects oratte@lemic achievement of
students. The Milwaukee Public Schools (MPS) 2P086 district report card reported
the data derived from the Wisconsin Knowledge aath@rehension Test (WKCE).

Since the mid 90's, the state of Wisconsin hasiredjthat all school districts administer
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the WKCE to all 4th, 8th, and 10th graders. The@#B<tests student knowledge and

comprehension in five subjects which include regdianguage arts, mathematics,

science, and social studies. The district repanmd stated:

While improving student performance in all fivebgect areas on the WKCE is
important, achievement in reading and mathemaiparticularly significant, as
they are key factors in determining a school'sjadte yearly progress (AYP)
status according to the re-authorized ElementadySecondary Education Act
(No Child Left Behind)." (Division of Research aAdsessment, 2008)

The 2005-2006 WKCE results for reading and matlgfades 4, 8, and 10 were as

follows:
Course Grade Level | Percentage of | Percentage of Difference
Subject MPS Students | students in the between
who were overall state of | percentage of
Proficient Wisconsin who | students
were proficient | proficient in the
State of
Wisconsin and
the students
proficient in
MPS
Reading 4th 61% 82% 21%
Math 4th 44% 73% 29%
Reading 8th 58% 84% 26%
Math 8th 37% 73% 36 %
Reading 10th 41% 74% 33%
Math 10th 31% 70% 39%

In reading, 61% of MPS fourth grade students weofiggent compared to 82% of

students in the state of Wisconsin overall-- a Zifference. In math, 44% of MPS

fourth grade students were proficient compared3f t the state of Wisconsin overall--
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a 29% difference. The achievement gap widens leztweades 4 and 8. In reading,
58% of eighth grade students in MPS were profigientnpared to 84% in the state of
Wisconsin--a 26% difference. In math, 37% of MR&lents were proficient compared
to 73% of students in the state of Wisconsin oleeaB6% difference. For tenth grade,
41% of MPS students were proficient in reading carad to 74% of students in the state
of Wisconsin overall--a 33% difference. And finalB1% of MPS students were
proficient in math compared to 70% of studenthmdtate of Wisconsin overall--a 39%
difference (Division of Research and Assessmer@i3@Because research has shown
that teacher attrition is as much as 50% higherri@an schools (Olson & Anderson,
2007), coupled with the fact that the Milwaukee IRuSchool system is the largest urban
school system in the state of Wisconsin and hatatigest gap in academic achievement
between students attending MPS and those in thetarall, a more in depth
investigation of the affects of teacher attritianstudent achievement is warranted.

There are several recurring factors named witiénliterature review in terms of
why there is such a high teacher attrition ratechSactors that will be discussed in
further detail include: lack of mentoring and sagplack of support in the field of
special education, school location and demograplack of training and professional
development, and personal factors. This sectidiradgo look at the experience of
juvenile justice teachers and educators who teactral school systems.

Mentoring and Support
Many teachers leave the teaching profession be¢hagearry the perception

that they were thrown into the job of teaching witthe to no support. The perception of

some beginning teachers is that they receive 8tijgport from their colleagues,
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administrators and the parents of students. Wdhneto this lack of support, Lisa
Renard (2003) stated:

We expect brand new, just-out-of-the-wrapper teecteeassume the same
responsibilities and duties as our most seasor@dgsional, and we expect them
to carry out those duties with the same expeatigbwithin the same time
constraints. We hold new teachers accountablskitis that they don’t yet have
and that they can only gain through experiencé3(p

In a study conducted by Andrews, Gilbert & Martd®Q6), new teachers as well
as administrators were surveyed to determine wligiport strategies were being
provided and valued. The two groups were comperetermine whether beginning
teachers’ perceptions where consistent with whatiaidtrators said they provided. The
survey was administered in two areas of the sta@eorgia.

Of the 58 surveys sent to administrators, 33 wetened. Of 140 surveys sent to
mentor teachers, 57 were returned, and out of 2¢8hing teacher surveys sent, 54
were returned. The responses from teachers andatiraiors in this study indicated the
following: Teachers valued opportunities to cotledde with other professionals most,
new teachers valued having mentors, and both neehées and administrators agreed
that this practice is occurring in most instanees] lastly, teachers asked for feedback on
classroom performance in a non-evaluative way.rd tas a disparity between
administrator responses and teacher responsed) wiaig be indicative of a problem
related to perceptions. (Andrews, Gilbert, and Ma2006).

Special Education
Attrition rates are higher for special educatioacteers than regular teachers.

According to Edgar and Pair (2005), special edooatachers are leaving the profession

at a higher rate (7.3 versus 5.6) than generalagucteachers. The Commission on the
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Conditions for Special Education Teaching and Liegreontends that “four of every ten
special educators leave special education befereftfih year of teaching” (Edgar &
Pair, 2005, p. 163).

Kaff (2004) conducted a survey of 341 special etlondeachers in the state of
Kansas. During the time of the study, 153 of #spondents were considering leaving
the field of special education. These teachersemged their concerns with having to
take on multiple responsibilities and perform npléiroles that get in the way of
teaching, without the adequate resources. Thenegnts reported that the
overcrowding of classrooms with students of ranglisgbilities made it difficult to meet
the needs of the students. These teachers alseserg frustration with regard to the
insufficient time given to complete tasks, lackmiining, and the burden of having to
perform many extra-duties extending beyond the cloth@y without pay (Kaff, 2004).

In another study, researchers Brownell, Smith, Bladl& Miller (1997)
conducted an investigation in which they condugtiedne interviews of 93 randomly
selected Florida teachers who did not return to 8pecial education teaching positions
after the 1992-1993 school year. Each of the teddeavers were sent a letter
explaining the research, a list of interview quassi and a postcard to return with their
correct address, phone number, and convenientatdintees. The phone interviews
were approximately 10-15 minutes in length and veerdio taped and transcribed.

The researchers asked the participants questigasdiag their current
employment situation, their primary and secondagnsons for leaving the field of special
education, whether any factors or incentives walde caused them to stay or influence

them to return to special education, future capéeams and if in retrospect, they would
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enter into the field of special education if theadithe chance to do it again (Brownell, et
al, 1997)

The researchers found that with regard to theirent employment status, the
majority of leavers indicated that they took pasi that were education related and
included positions such as: general education s&gachon-administrative positions,
administrative positions, district-level speciaisand substitute teachers. Special
educators who left the classroom for non-educatipasitions made up the second
largest category of leavers, and the remainingdesawere retired from the system or on
maternity leave (Brownell, et al., 1997).

When asked the reasons for leaving the speciakdidncclassroom, teachers
were placed into three categories: disgruntleddess non-disgruntled leavers, and
unable to discern. The disgruntled leavers fettupported, unprepared or overwhelmed
by student needs, job responsibilities, or fedease of disempowerment. Non-
disgruntled leavers specifically indicated thatytlkeajoyed teaching special education.
These teachers left the special education classbhmmwause of external factors which
included: other job opportunities, certificati@guirements, family influences,
retirement, or their position was not re-offeréekavers in the unable to discern category
left because of certification requirements or tipaisition was not re-offered (Brownell,
et al., 1997).

When asked of incentives offered to encourage ttoeraturn, the largest portion
of leavers said that there were no incentiveswiatld encourage them to return to a

special education classroom. Many leavers menti@aeninistrative support, increased
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salary, reduced workload, and flexibility in cedé#tion requirements (Brownell, et al.,
1997).

When asked of future career plans, most of theelesamdicated that they wish to
remain in education in some capacity but not asseteom teachers in special education
(Brownell, et al., 1997).

In a lecture presented at theventy Fifth annual conference of Mid-South
Educational Research Association, prese@efultans (1996) discussed special
education teacher attrition in the state of Kenyuahkd its reasons. The investigator
administered a questionnaire to 98 students edrollspecial education courses required
in the M.A. Ed. Program. The respondents reprede2ifecounties in central and
southeastern Kentucky. The respondents providesdephic information and were
asked to give three reasons in no more than orasehvhy, in their opinion, special
education teachers leave special education andsetltodeach general (regular)
education. Sultan found that the excessive amaofupdperwork was the most common
reason identified for special education teacheitiatt (80% of the respondents said this
was the number one reason for attrition). Thisgpaprk included an on-going
maintenance of data concerning the implementatigoals and objectives on the
student’s individualized educational programs, all &s regression and recoupment for
those students who may need extended school yegirgons and services. The second
most common reason, reported by 42% of the respisaes the lack of respect,
support, cooperation, acceptance, and understabglitite general (regular) education

teachers. The third reason cited by 34% of thpamdents was the lack of administrative
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respect, support, and cooperation. Lack of stwd@nbgress, work overload, lack of

parents’ interest ranked fourth, fifth, and sixéispectively (Sultan, 1996).

School Location and Student Demographics
In an article entitledPerceptions of Violence: The Views of Teachers \éfio

Urban SchoolsSmith & Smith (2006) explored teacher’s percampiof violence, and its
links with their decisions to leave urban scho8ksmi-structured interviews were
conducted of twelve former urban educators rangirage from 24 to 70. Eight of the
respondents were female, and four were male. Otfeeahales was Hispanic, while the
other eleven respondents were white. The expergeatthe interviewees was the main
source of data, however the authors also lookethaiographic descriptions, document
reviews, and general observations to substanhateesults.

The authors found that the threat of violence enuhban schools was a factor that
greatly contributed to the stress level for manthefteachers. Many of the teachers
witnessed violence first-hand while others relatties that they heard from others. In
addition to concerns about in-school violence, ¢htesichers were also fearful of the
neighborhoods where they taught, therefore thachimg was limited to inside the
classroom even when a lesson might have been ezthliycan outdoor component.
While some of the respondents didn’t hesitate ltdheir stories of violence in urban
schools, some were hesitant because they did mattavaontribute to the stereotypes
that perpetuate negative views of urban schodlse teachers who were from middle-
class backgrounds viewed the communities in whiely taught as socially dysfunctional

and unsafe. Smith & Smith (2006) conclude the kertay offering suggestions to reduce
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attrition which included college training for te@h and staff development on
recognizing and defusing potentially violent sitoas.

In another case, Strunk & Robinson (2006) perforastudy using the Schools
and Staffing Survey (SASS) and a Teacher FollovBugvey (TFS) from the National
Center for Education Statistics. They found thaécordance to previous research that
showed teachers more likely to leave their jobscimools with high percentages of
minority students, teachers are more likely to gaithe percentages of Black and
American Indian students increase in their sch@@igink & Robinson, 2006).

S. Kelly (2004) addressed the controversy of wirethe teachers of socially
disadvantaged schools leave more frequently thech&e's in advantaged schools and the
data showed that poverty and minority enrollmedtribt have a tremendous effect on
the attrition of teachers. With regard to teachens teach lower-track classes, although
they may be less satisfied with teaching, Kellyrfduhat they did not leave the school or
profession at higher rates than other teacheisirtportant to highlight that this data did
not include information such as the race, ethni@td gender of the respondents.

Teacher Preparation Programs and Professional Demhent
One large area of focus in studying teacher atiriis regarding the level of

preparation and training teachers experienced defotering the teaching profession.
Some teachers majored in education as undergradwhtke some entered post-
baccalaureate certification programs. The typedofcational program a teacher
completes is an important factor in determining tuketeachers are equipped with the

skills necessary to persist in teaching.
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Latham & Vogt (2007) performed a study in whibley researched teachers
prepared in professional development schools (RID8)hose trained in a traditional
university—traditional in this case being institrts that do not specialize in the
professional development of its teachers. TheddatiCouncil for the Accreditation of
Teacher Education defined a PDS as containing petéments including (a) student
teaching, field placement, and onsite undergraduaiesework that allows for more time
and more total immersion in the school environmé@tprofessional development
opportunities for teachers through work with unsigrfaculty members; (c) a focus on
improving student achievement; and (d) improviragcteer pre-service preparation,
teacher in-service professional development, amdesit achievement through
cooperative research (Latham & Vogt, 2007).

Latham & Vogt's study consisted of 506 elementakycation graduates from
lllinois State University over an 8-year period9692003 who had prepared in a
professional development school (PDS) and 559ttoaudilly prepared graduates to use
as the comparison group. The data were obtanoad three databases and the
dependent variables for the study were entry i@&ahing, and for entrants, the number
of years persisting in teaching. Teacher’s carerere examined in two stages. First, did
the graduates become employed in lllinois publists? Second, if they were
employed, how long were they employed? The maplegratory variable was the type
of teacher education preparation, PDS preparedisersn-PDS prepared.

When looking at what impact teacher preparationdmateacher attrition, Latham
& Vogt derived three main implications from thedyu Although Professional

Development Schools students and non-PDS studadtsitmilar academic skills when
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they entered teacher education, PDS-prepared tesaghiered the teaching profession
more often and stayed longer. In addition, transfiedents from community colleges
exited education earlier than students who took thgire course of the study at the
university. PDS prepared teachers significanthgigéed in the field of education more
than traditionally trained teachers (Latham &Vdfi07). From this data, as well as

from personal knowledge and experience, teach@apa&on programs appears to have a
significant influence on whether teachers choodedwe the profession or remain.

Personal Factors
Personal factors influencing the decision to geaiching were also noted in many

of the researched articles. These factors inclypdesuing higher educational goals,
raising families, and health issues. The lackpeicHicity with regard to the personal
factors that influenced teachers' decisions todedso gives credence to my study, in
that there needs to be a further examination idtatwextent, if any, personal factors
including identity, lived experiences and ideolagpday into teachers decisions to leave
the profession.

Juvenile Justice System
Houchins, Shippen, & Cattret (2004) conducted dysaxamining the attrition

and retention rate of juvenile justice teachergpidally, juvenile justice teachers’ work
with incarcerated students that have severe edunetipsychological, physiological, and
social problems. Research shows that a disprapati number of youth who are
incarcerated are illiterate, come from a minoriégkground, and have disabilities(
Center on Crime, Communities, and Culture, 199Me might suspect that teachers

working with this specific population of at-riskustents desire to leave the teaching
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profession at higher rates than teachers in otttedds, however, Houchins, Shippen, &
Cattret found that 80% of the 338 teachers padtaoyg in the survey reported being very
satisfied or satisfied being a juvenile justicecteax. Over half of the teachers reported
that they experienced stress “weekly” to “almostyanoting stress factors such as
student behavior, too much to do and too littlestitoo many administrative
requirements such as paperwork, severity of studesads, too many administrative
directives, and the highest stressor reported:tnegstudent behavior.

With this high level of stress on teachers witlie juvenile justice system, why
did 63% percent of these teachers say that theydwemain with the juvenile justice
system for a very long time or until they retir&he possible explanation is that almost
eighty percent of the teachers indicated that Huegewhat or strongly believe that they
made a difference in the lives of their studentsughins, Shippen, & Cattret, 2004).
One question relevant to ask with regard to thidyis whether the teachers of the
juvenile justice system reported being satisfiethuheir experience working in the
juvenile justice system because of their sensafetyin a structured environment in
which they felt protected from harm and danger.

Why do some teachers stay?

In the articleTeacher retention: Why do beginning teachers renrathe
professionresearchers D. Inman and L. Marlow (2004) pergmra study which focused
on analyzing the attitudes of beginning teacheder to identify positive aspects of
teaching as factors that may lead to teacher retent

The sample was composed of teachers from randatdgted schools in

Georgia. The Professional Attitude Survey, comgaxfel0 items designed to gather
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information regarding 21 characteristics relatetecher career stability was used.
Teachers were asked to respond to questions glatilemographics, teacher
background, reasons for remaining in the professiad job satisfaction. 1,250 surveys
were sent out to participating schools. The teacimelependently completed the surveys
and returned them via mail. 500 surveys were nediwith 40% of them being

classified as coming from beginning teachers, pfewer than ten years of experience
(Inman & Marlow, 2004).

The results of the returned surveys were dividéol two phases based on years of
teaching experience. Phase 1 teachers also mterss beginning teachers had 0-3
years of teaching experience, and Phase 2 tedcheés-9 years of teaching experience.
Salary was the only external factor identified l@gimning teachers as a reason for
remaining in the teaching profession with 27% o&$thl teachers and 50% of Phase 2
teachers specifying its importance. Employmentdtadncluding working conditions
(teacher roles, support from administration, pajpekyclass size, availability of
resources were important to 33% of Phase 1, anddi(®hase 2 teachers.

Perceived job security (tenure, qualificationseadhers) was the highest ranking
employment factor indicated by Phase 1 and Phasachers—with 53% of Phase 1
teachers and 57% of phase 2 teachers identifygngiportance. Collegiality (similar
teaching ideology, expectation or intrinsic awanga¥ not as important to Phase 1
teachers (13%) as Phase 2 teachers (57%) (InmaaréoW, 2004).

In another study, Ussem and Neild set out to ityate the initiatives that were
launched in Philadelphia that increased the reiamate of first year teachers from 73%

in 2002-2003, to 91% in 2003-2004. 61 new teachaches were hired and trained
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during the summer of 2003 and each coach was nthteitle 20 teachers whose subject
matter and grade level was consistent with thelteaxpertise. In contrast to the
districts traditional “colleague mentors” (practigiclassroom teachers who mentored
new colleagues at their school), the new teachacloes were based outside the schools
and did not have classroom teaching responsilsilitie

Coaches helped in whatever way the new professoredded, including (but not
limited to): finding scarce classroom supplies,gasiing or bringing in resources, setting
up the room, modeling lessons, observing classegiamg feedback, and providing
emotional support and advice about working in tystesn. Interviews, surveys, and
focus groups indicated that these coaches plajed eole in boosting new teacher
retention during 2003-2004 and the district ch@seontinue the practice for all new
recruits. New teachers were overwhelmingly positivdescribing the support they
received from their coaches.

In addition to new teacher coaches, the distriob¢hed several recruitment
initiatives between 2002 and 2004 that includeadggressive marketing effort to attract
applicants. Billboards, radio spots, and web sitese used as marketing ploys to attract
applicants. A $2400 a year tuition reimbursemenngw teachers teaching in hard-to-
staff schools, pursing a master's degree and $4§@ar for those in all other schools
was offered as well as $1000 awards for "Teachebagsadors"--teachers who recruit
new candidates into high-need areas of the disthicaddition, a $1000 stipend and
partial reimbursement of Praxis exam fees for stutEachers who sign on as teachers in
the district., and a hiring bonus of $4500 for raistrict teachers, paid out in two

installments over three years was offered as ingest
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What needs to be done in order to increase teaetettion?

In Pathways to Burnout: Case studies in teaclodatisn and alienation,
Schlichte, Yessel, & Merbler (2005) conducted agtwhich aimed to seek out
protective factors that would enable first-yearcsgleeducation teachers to manage better
demands of their new career instead of succumliiitg tigors. Letters introducing this
research study were sent to three special edudditiectors in a Midwestern state. The
directors sent copies of the letter to first-yga#@al education teachers in their school
cooperation, inviting them to participate. Fivisfiyear special educators who
volunteered were interviewed individually usingeans-structured script. The interviews
were audio taped, transcribed, and analyzed forgingethemes. After transcribing and
analyzing the interviews, the following observasamere noted as strategies that may be
helpful for novice teachers , administrators, arehtar teachers: Mentoring is an
important element in seeking to establish a stsiraging relationship between the
mentor and first-year teacher. Novice teacherslghaot need to rely on a single source
of support, such as their mentor teachers. Intiaedio being supportive and helpful
themselves, administrators need to foster a callegivironment. Building
administrators should be aware of the many stregdbhat novice teachers encounter. In
addition to mentors, novice teachers would berefih being assigned to buddy teachers
to promote socialization. Novice teachers shogldrained to recognize the importance
of establishing relationships with students. Inoeatal progress and accomplishments of
these students can be the springboards for coonedtiat retain both special educators

and their learners. Administrators should be cogmi that student-teacher relationships
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can be critical to student performance. When-fiesdr special educators give up, so do
their students. When students lose, there cam@mmers. Teacher educators should
encourage networking and collaboration among stigdartheir classes. Each class
within a professional education sequence can peocardopportunity to practice
establishing cooperative and supportive bonds aitlew set of “colleagues” or fellow
students. These skills could be important durirgg year teaching, and the development
of a support network may be critical for success anofessional satisfaction (Schlichte,
Yessel, & Merbler, 2005).

Discussion
Support, or lack thereof, was a main factor notétl vegard to why teachers

chose to leave the schools they taught in or thehiag field entirely. Some teachers felt
as if they received no support from administrategarding issues such as work load and
expectations. There seemed to be a lack of commatioin surrounding perceptions of
support by administrators. In the study condutigdndrews, Gilbert,& Martin (2006),
data showed that administrators felt they weredsupportive to the teaching staff but
the teachers surveyed within their school did eet supported. The implications from
these studies highlight an important element thatukl be considered: as long as there
is @ miscommunication between administrators agit taff, there will be a constant
exodus of teachers. There should be constantglialeegarding issues of professional
development and support between the staff and astmaition. Administrators need to

be visible and should work to build professiondtienships with their staff members in
the effort of encouraging teachers to feel comfweaiscussions their concerns without

the threat of feeling intimidated or fearful of ilog their jobs.
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Support and mentoring of new teachers was anédbtor that contributed to the
cause of teacher attrition. In several studiew, teachers felt overwhelmed by the
amount of responsibility. Renard (2003) suggebtgdening the load for new teachers
and allowing them to gain experience and develdprbeasking them to take on multiple
tasks such as teaching several subjects at ongsjraplextracurricular activities, or
coaching. Some teachers felt isolated from ottegf and felt that a mentor would have
contributed to their success as a teacher.

| personally empathized with this feeling of nepgort because as a beginning
teacher, | felt “out-of-the-loop” at times regargischool policies and practices that | was
unfamiliar with, however, | became an advocatenfgself and | asked veteran teachers
for assistance in areas | didn’t understand. énpitocess, | built a support system and a
network of colleagues | could depend on. Howetrer,onus should be placed upon the
administrator as well as the teacher to introdteepblicies and practices of a new
school, as well as to check-in periodically to dssissues of concern that teachers (both
old and new) may be experiencing.

Again, attrition rates were higher for special etian teachers than regular
education teachers. Special Education teacharthélthey had to deal with complex
issues such as the overcrowding of classroomsestsidvith ranging disabilities,
insufficient time to complete tasks, lack of traigj the excessive amount of paper work
and performing extra duties extending beyond tihwalcday without pay. With regard
to the frustrations expressed by special educétiachers, | also empathized because at
times, | too felt overburdened concerning the etgiens and responsibilities | had to

complete with regard to my students. Sometime®tjust were not enough hours in a
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day to perform all of the tasks that were set letoteacher and it was easy to become
discouraged, however-- | think that this is a feglshared by most teachers, not just
those working in the area of special educatiome personally overheard conversations
between my colleagues expressing their frustratratis special education teachers
because they have a fewer amount of classes wbithio fewer students and they feel
that the paperwork and other tasks balance outtesponsibilities. In far too many
school systems, educators are set in oppositiomstgane another and instead of coming
together in a collaborative effort, teachers rentimded and this subsequently
contributes to the feelings and perceptions of spport.

Perceptions of violence were another contributangdr to teacher attrition.
Teachers teaching in urban schools discussed regperiences and experiences heard
from others as reasons for leaving the teachingsar@here was a conflict between
research studies with regard to whether povertymaimarity enroliment contributed to
the increase of teacher attrition.

With regard to the discussion surrounding scheohagraphics and perceptions
of violence, | feel that teachers need to lookathigger picture when viewing schools
and communities as dysfunctional and unsafe. férifor teachers to teach and get paid
in a community that they wouldn’t bring their owhildren to? Instead of looking at the
schools in urban communities as violent and dygfanal, we should use our voice to
bring awareness to issues in the community thaihgpacting our students because we
are losing so many gifted youth to poverty anddtneets.

When looking at the city of Milwaukee, | contenatlour neighborhoods and

communities would not be viewed as violent and diysfional if the teachers we paid
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had to live within the communities that they taught It is not enough to say that
teachers that teach within MPS have to reside iwdikee, because due to Milwaukee
having one of the highest segregation rates im#tien, a lot of teachers live within
Milwaukee, but on different sides of town and diffet neighborhoods than that of the
students they teach. Perhaps if teachers becaqae af the neighborhoods their
students lived in, they would be able to contriltoté, in an effort to promote peace and
a more positive atmosphere.

Disagreements within the review of the literature
Attrition rate was higher for special educationctears versus regular education

teachers, yet 80% of the teachers of the juvensge system in Georgia reported being
satisfied with their jobs, even though a high mig&yaof their students are classified as
special education students.

There was also an inconsistency in the resear@draag whether there is a
higher attrition rate for teachers in socially digantaged schools. While information
was presented regarding teacher’s perceptionsad@ndge in urban schools, an Event
History Analysis of Teacher Attrition performed By Kelly addressed the controversy of
whether the teachers of socially disadvantageddsheft more frequently than teachers
in advantaged schools. The data showed that poaed minority enroliment did not
have a tremendous effect on the attrition of teeche

| could not locate any significant research exanginhe life experiences of
teachers who left urban schools to teach in sulbusbhools. After reviewing the

literature on teacher attrition, | am left with #fodlowing lingering question: How does
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one's upbringing and the experiences of teach8uente their perceptions of the
students they teach?
Conclusion

While many of the participants expressed a vaoéfiactors which contributed to
their exit from the field of education, there wemme overarching themes expressed
throughout the literature. Perceptions of supp@tte a huge factor echoed throughout
the literature. Teachers, especially those net@aohing and in special education, often
felt unsupported by their administrators and cgjless in areas such as the multiple
responsibilities and tasks they were required téop@m. Perhaps there should be some
type of collegial support in place to address theds and concerns of teachers in which
teachers feel they have an outlet to vent. Idistuthat determined the factors
influencing teacher retention, many teachers sadisfith their jobs noted an abundance
of support, which included mentors and coachesassisted them in areas of resources,
modeling lessons, observing lessons and providiagback etc.

While the review of the literature pointed to geaiéactors regarding the causes
for teacher attrition such as school location, stuidiemographics, and perceptions of
violence, further research is warranted with regardnderstanding how teachers'
identities and ideologies, as demonstrated by tradures, beliefs, and perceptions,
influence their decisions to remain in or leaveanrislassrooms. Perhaps the millions of
dollars spent annually on teacher recruitmentatites could be used more efficiently in

other areas of need such as professional develdpoiassroom resources, etc.
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Literature Review Part ll: Teacher's ldentities, |deologies and Beliefs about Race

Defining Race, Ideologies, and Beliefs

A plausible explanation for why it is so difficuti discuss the concepts of race,
identity, ideologies, and beliefs, is because wthikse terms are very powerful and play
an active role in our everyday lives, they araeaiins that have been socially constructed,
and identity, ideologies and beliefs are basectlgirgn personal interactions and
experiences. It is necessary and most appropgdaisovide definitions of these terms, as
a means of offering a theoretical framework forwss in which | am analyzing and
interpreting the literature. In discussing rddaney-Lopez's definition of race will be
utilized. Haney-Lopez (1994) defined race as & gaoup of people loosely bound
together by historically contingent, socially siggant elements of their morphology
and/or ancestry” (p.165). In explaining how razeacially constructed, Carr & Thomas
(1997) stated: "Individual groups, and institusdrave often manipulated the concept of
race to create or reinforce political and ideolagiregimes and myths" (Alladin, 1995;
Elliot & Fleras, 1992, pp.26-47)(p. 68). Thus wais definitions of race have been used
historically as propagandized notions to furthee's agenda.

In this research study, | define ideology as thkeies, beliefs, and perceptions
held by an individual or group about a particulaepomenon, which are consequently
manifested through the actions and behaviors dfitidiavidual or group. With regard to
ideologies, Lewis (2001) stated, "ldeologies talitigular kinds of stories about the way
the world works" (p.799). Similarly, Hall (1990jased, "ideology refers to 'those
images, concepts and premises which provide timeefnsorks through which we

represent, interpret, understand and make sersma# aspect of social existence" (p.8).
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Finally, Rust (1994) defined beliefs as "sociabnstructed representational
systems that people use to interpret and act uppworld” (p.206). Beliefs can be
shaped by past experiences, languages, customassmhptions of culture and they

develop over a lifetime of watching, learning, amigracting (Easter et al. ; 1999).

Teachers’ Identities and Ideologies

Many teachers, entering the field of educationsdavith their focus on areas of
content and teaching strategies, but rarely on sieéras (Talbert-Johnson, 2006).
Because of the confluences of the frequently chawture of education and the
overwhelming demands of teaching, ideological iefices and social constructions of
identity are not matters typically examined by te&s on a regular basis. According to
Talbert-Johnson (2006):

If teachers are to become highly qualified in urbahools, they must possess not
only the content knowledge but also the affectivaracteristics that enhance
their effectiveness in the classroom. It is re&dy easy to measure a teacher's
content knowledge and pedagogical skills; howessessing dispositions
becomes more complex. In fact Galluzzo (1999 r@ss$hat too often, teacher
education focuses on the academic ability of cdatds while neglecting the
dispositional aspects. Moreover, he states ffaiegh some people should not
teach because they are weak academically, othetddsnot teach because they
lack the emotional stability. (p. 152)

Teachers need to embark upon a liberatory assesamehich they critically examine
the ways in which they may have been socializadrtore issues of power, privilege and
inequality.

In her article entitledysconscious Racism: Ideology, Identity, and the
Miseducation of Teacherdoyce E. King described the dynamics of a lilmeyat

pedagogy, which allows people to: consider alt@éveatonceptions of themselves and
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society, challenge their taken-for-granted ideatafpositions and identities that are
considered normative, and question their acceptahceltural belief systems which
undergird racial inequity (1991). A liberatory peggy for the elite is not grounded in
“fixing” students of color in urban schools by prdwg them with the ideals, values, and
beliefs of the mainstream middle-class, but raifseiocus is on how such ideals, values
and beliefs have been used to view students of aolarban schools from a deficit
perspective and subsequently oppress, rather ithenate them. King (1991) stated, “By
focusing on ways that schooling, including theimomviseducation, contributes to
unequal educational outcomes that reinforce sdcretquity and oppression, students
broaden their knowledge of how society works” (g)L3It is important to examine and
understand the significance that being raised dndaged in relatively monocultural
environments has had on shaping the worldviews|adgcal positions, identities and
beliefs of both pre-service candidates in teacacation programs as well as the current
teaching force.

In addition, it is vital to continue examiningetways in which schools have
played and continue to play a role in exacerbadimg) perpetuating racism, the reification
of race, and hegemony both in hidden and overt waye purpose of having frequent
discussions surrounding an analysis of one’s idpetoand identity is not to imply that
teachers are racist. One’s racial identity dogésmake one racist. A large majority of
the teachers in public schools indeed have goe@uhiinins, however, many of them are
unknowingly exhibiting what King (1991) refers te ‘alysconscious racism.” King
(1991) defines dysconscious racism in this manner:

Dysconscious racism is a form of racism that tae@tcepts dominant White
norms and privileges. It is not thésencef consciousness (that is, not
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unconsciousness) but anpairedconsciousness or distorted way of thinking
about race as compared to, for example, criticabcimusness. Uncritical ways
of thinking about racial inequality accept certairturally sanctioned
assumptions, myths, and beliefs that justify th@ad@nd economic advantages
White people have as a result of subordinatingrdevethers (Wellman, 1977).
Any serious challenge to the status quo that tadsracial privilege into question
invariably challenges the self-identity of Whiteopé who have internalized
these ideological justifications. (p.135)

Because of the ways that whiteness and privilege bkeverly disguised themselves
through the normalization of practices, behaviarg] beliefs, some White people are
naive about the ways in which race operates anaidlys in which their lives have been
racialized (Lewis, 2001).

With regard to the complex nature of teachers’ idies and teachers’ ideologies
about race and culture Paula Elliott (2008) stated:

New teachers are often subjected to societal messhgt normalize the
perspectives of White middle-class teachers whilegating those of low income
and students of color to the realm of “Other” whisloften equated with being
deficient. In particular, the socialization of exignces of teachers of color and
their personal familiarity with discrimination mapmpel them to challenge the
ways lower expectations are directed to studergsdan race, language, and
economic status (Bartolome, 2004). There is sakisteevidence that teachers’
beliefs, which are influenced by race, class, caltand other social group
memberships, directly impact their practice andeatteemely difficult to change
(Cochran-Smith, 1997). Providing greater knowledgd understanding of
teachers’ ideological positions can help countenidant belief systems and the
negative consequences resulting from the preponderaf messages that validate
the experiences of some groups of people at thersepof others. (p. 212)

Teachers’ perceptions and ideologies with regardde and culture play a pivotal role in
not only their classroom practices and subsequémtyacademic achievement of
students, but in the everyday schooling experientéseir students. It was Talbert-

Johnson's (2006) contention that:
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Because teachers bring to schools their own saitlafral and personal
characteristics that influence their work, it & surprising that their beliefs,
dispositions, behaviors, and experiences would lagsincluded. The reality is
that when teachers and students are out of dyadnévitable occurs:
miscommunication and confrontation between thdesiy the teacher, and the
home; hostility; alienation; diminished self-esteeand eventually school failure.
(p. 153)

It is essential to examine the ideologies andgurons of school leaders with regard to
both race and culture, especially when educatingestts of color. Carr and Klassen
(1997) found that the race and culture of whiclcheas are a part of greatly influences
their perceptions about the behaviors and abildgfaseir students. Carr & Klassen
(1997) stated:

Regardless of how little experience with raciatoltural diversity teachers have
had, they enter the classroom with a consideratiylbrody of knowledge about
social stratification, social mobility, and humalffetences based on their life
experience. The analogies the White teacherssrsthdy drew between racism
and what they knew about sexism, class mobilitg, \Afhite ethnic experience
tended to minimize or neutralize racism and multigal education’s
implications for action. However, from the teadigrerspectives, they were
accounting for racial discrimination, not ignoring.(p. 69)

Because of the fact that America’s teaching fosceastly White, the population of
teacher educators are overwhelmingly White, andmuszhools are intensely made up of
mostly students of color, the importance of pragateachers to teach in urban schools is
essential. Cross (2003) asserted:

The confluence of these three factors creates ammeus gap between who
prepares teachers, who the teachers themselveanaresho they will likely

teach. Scholars describe this as a cultural/raisinatch, or gap, that results in a
significant detachment of White teacher educatods\White teacher education
students from children of color. This detachmeag Berious consequences for
what children of color will learn and what teacheil experience in the
profession. It essentially raises the challengeost to address “the huge
problem of an institutionalized white, largely feimaeaching staff’ (Sleeter &
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McLaren, 2003) teaching primarily students of col@ay (2003) articulates how

the mismatch is manifested in virtually every comgat of teaching:
The fact that many (teacher education) studentsotilshare the same
ethnic, social, racial, and linguistic backgrouadgheir students may lead
to cultural incongruencies in the classroom whiah mediate against
educational effectiveness. These incompatibiliiesevident in value
orientation, behavioral norms and expectationgydés, social
interactions, self presentation, communication, @ghitive processing.
(p.204)

As stated in the introduction, the need to haweng,| serious dialogue regarding the

influence of teachers’ beliefs, ideologies and pptions about race is long overdue.
While this topic is of a very serious and intena&une, and one that offers no quick and
easy resolutions, when choosing how to tackleghenomenon, silence, colorblindness,
and colormuteness are not the answers. Pollodkljatbntended:

When one is faced with describing a perceived mmlatic racial pattern, as we
have seen, a common response is what we mightalaiimuteness. Reluctant to
navigate the question of how race may matter, igedg delete race terms from
our talk (Pollock, 2000). Such silences, of cowsenot specific to Columbus or
California City. As other investigators have ngtpdople in schools and districts
across the country routinely resist talking abaugrethe most blatant racial
achievement disparities. Silence about such pettef course, allows them to
remain intact. Racial patterns do not go away Birbpcause they are ignored.
Indeed, once people have noticed racial pattelney, $eem to become engraved
on the brain. They become, most dangerously, éaolkep—a taken-for-granted
part of what school is about. (p.9)

Teachers' Beliefs about their Student’'s CommunitiesFamilies, and Abilities

There is a substantial amount of research examieichers’ perceptions about
their students of color, their families, commurstiand academic abilities. In the same
study on teachers' perception of violence and tihegisions to leave urban schools,
reviewed in the teacher attrition section of titrature view, Smith and Smith (2006)

asked their participants to recount stories aldweit teaching experiences in urban
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schools. Ten of the twelve respondents chosdltstteies that included violent
episodes. The authors noted that this fact alomggpto the significance of the link
between attrition and perceptions of violence. ®pEcounting their stories of violence,
some of the teachers did not relate stories thes ¥irst-hand accounts, but recounted
stories that they'd heard from others.

The respondents often voiced their fears abouhénghborhoods of which these
schools were located. The following are commagit&n by the respondents, which are
reflective of such fears: “This place was in theldhe of the ghetto. Your life wasn’t
worth ten cents outside the door”; “I didn’t evételdriving there during the day and |
bought a cell phone just to feel a little safeilt;sSpooked me out to sit alone in my
classroom after hours in that neighborhood angbi&attically run to my car if it were
dark out and no one could walk me out”; “They folradlies in the park next door to the
school”; “I had to drive past this place where ad¢luof vagrants hung out and drug
dealers were selling.”

Several other comments given by the responderéectedl the fact that not only
were the teachers’ affected, the students’ wese aégatively impacted by the fear and
attitudes of their teachers. Some teachers reptnte their lessons were limited to the
inside of the building because of their fear of tlegghborhood (even when they knew
that a particular lesson could be enhanced byldtfigp or outdoor component). The
fears exhibited by these teachers further exacestibe divide in the academic
achievement and success between students taugtitain schools and those taught in

suburban schools. This divide leads to an increaee achievement gap as well as the
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limiting of students’ career prospects due to ndssgportunities and experiences in
which learning could have been enhanced.

Smith & Smith (2006) found that overall, the thre&tiolence in the urban
schools was a factor that greatly contributed éodiness level for many of the teachers.
The teachers, who were from middle-class backgreuwidwed the communities in
which they taught as socially dysfunctional andai@sThe authors offered suggestions
for reducing attrition which included college traig for teachers and staff development
on recognizing and defusing potentially violentattons.

In another study, Hyland (1998) highlighted a seginoé an interview she
conducted with Mrs. L., a 19 year veteran matheredgacher. Mrs. L. was born and
raised in a small Midwestern town and at the timmirview, taught in a small town
high school with an enrollment of 1,252 studentsyloich 67% of the student population
was White, 24.3% Black, 2.2 % Hispanic, 6.05% A&tacific Islander, and 0.2% Native
American. Although Mrs. L. often exhibited relucte with regard to discussing issues
of race, during one particular interview, she reted a story about a family vacation in
which she and her family got lost in New York Qnhile driving from the airport to a
friend’s house in New Jersey. Mrs. L. shared wiffland that she was scared because
she saw no one who looked like her and her famithe neighborhood in which they
were lost. She stated:

| told the kids to lock the doors, | was so scarkthean there were people
playing basketball and stuff all over the streat¢e drove straight through to
New Jersey without even stopping for the bathrodteld the kids they could go
in a jar if they needed to. None of these petguked like us. So, | guess | do
know what it feels like to be a minority.” (Hylanti998, p. 28)

Hyland assessed this statement made by Mrs. beifollowing manner:
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Based on these statements, | have assumed thagdoeption of African
Americans includes an image of poverty and sog@blems. She has a certain
fear of African American people. Her assertiort thés experience gave her a
glimpse into what it feels like to be a minoritypfies that she has given very
little thought to the unequal distributions of powleat permeate the daily
experiences of people of color. She assumed dragxperience of driving
through an African American neighborhood was edemnato what it feels like to
be a member of a marginalized racial group. (p. 28)

Hyland’s assessment of Mrs. L.’s perception of édn Americans and their

communities is indeed convincing. Hyland couldéngained an even deeper insight into
Mrs. L.’s perceptions and beliefs about race hadmbbed Mrs. L. to find out what
exactly Mrs. L. feared would happen to her andfaerily, had there been an emergency
and the family had no choice but to stop in thglnleorhood of which they were driving.
More importantly, where did Mrs. L. learn this pgption and how does it influence her
daily interactions with and perceptions about hedents of color? Hyland confirmed
her assessment of Mrs. L. when she asked the teabtle¢ther she would ever consider
teaching in an inner-city school. Mrs. L. gaveusequivocal, “No” and said the
following:

My perception of the inner city, whether it’s rigit wrong, is that there are more
social problems and that the kid would be bringmghore family problems. I've
never dealt with anybody in the inner city. Ittjgeems to me that people
wouldn’t live in the inner city if they could getib So, there’s a whole array of
money problems and jobs and all that kind of thiMy perception is, let's see,
NYPD blue, and those kinds of things and you seectinditions that people live
in. They wouldn’t live there if they had meang&t out and live in the suburbs
or live in a small town or live someplace else. it3®ems to me that they would
bring in a lot more family problems and, and soprablems into the school.
There would not be enough money in the world ttugrice my decision that
way. | just don’t think that | would teach therewouldn’t even consider it. I've
seen too many movies probably, and | don'’t thinkf€el safe on top of the whole
thing. | think that's probably the biggest facttire safety; and that the problems
just seem so overwhelming. (Hyland, 1998, p. 29)
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Mrs. L. sentiments about people of color are clesriheed of further examination. It is
my contention that this attitude is not unique tesM., but rather a belief shared by
many teachers’ who teach students of color andaehoot share in the background or
culture of the students whom they teach. ThetfadtMrs. L. based her “knowledge”--
or more accurately worded-- "assessment"” of peafptelor through the images she
gleamed from the media, is particularly disturbing.addition, the verity that Mrs. L.
actually believed these negative stereotypes gimmjtle of color to be true, and the fact
that she automatically related the fact of beingo&h-American to social problems,
makes this situation and others alike even morgbtnog. The reality that Mrs. L.
displays no knowledge of the racist, systemic, iastitutional forces that have created
and maintained the social problems that many peafptelor endure, including poverty,
is disconcerting. Hyland (1998) stated:

Since she believes social problems to be outtetrol and attributes student
failure to certain social problems, she is mdsdlji to abdicate responsibility for
the learning of her African American students.e 8as not found it necessary to
guestion her racial assumptions and has choderetm a neighboring town that
is all white. (p.29)

Cross (2003) found that negative perceptions astougtents of color were not
limited to the neighborhoods and communities ofcltthese students lived, but
extended to the students’ families as well. Wheam@ning the ways in which teachers
acknowledge the background knowledge and expersenicéneir students, Cross found
that teachers usually only acknowledged studeivistlexperiences during matters
concerning ways in which such experiences elucitlaédhavioral problems. One teacher

that Cross interviewed stated, “We should includdedxperiences of parents yet
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recognize that parents may not have a lot to ofj@207). When reflecting on this
comment and others expressed by the teachersteingewed, Cross stated:

Negative perceptions about the students and theiilies inhibited the teacher’s
abilities to think positively about the race ortané of those they were teaching.
This certainly did not lead them to think that thee or culture of their students
had any positive implications for their teachinthey could not cite means in
which the students’ lives could benefit their taaghor how making significant
connections to the students was a basis for gamthiteg. (p.207)

Such thoughts and negative perceptions are rafeofiteachers’ expectations and their
ties to the hidden curriculum. Irvine (1990) definthe hidden curriculum as " the
unstated but influential knowledge, attitudes, ng@rmles, rituals, values, and beliefs that
are transmitted to students through structurecigslj processes, formal content, and the
social relationships of school” (p.5). When examjwhether institutional racism
existing within the school where she taught wasdegecognized, Hanssen (1998) found
“various unintentional forms of racism that werdihg behind the standard practices” of
her “hard-working, well-meaning colleagues” andretteat of her own unexamined
practices. Hanssen described her experience diingpas a reading/ English teacher in
a racially and economically heterogeneous urbah sifpool. While the students in this
school were comprised of various racial and etbngins (with approximately half of

the student population comprised of African Amemistudents), the teaching faculty and
administration was comprised entirely of Europeameficans. Hanssen found racism
and ethnocentrism embedded within elements ofulhecalum choice, hiring practices,
and the overall ethos of the school. Hanssen ([19@8d, “While the administrators and

many of the teachers were walking around the scingiolg to be colorblind, many of our
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students were “seeing white”. Even though thereevas of faces of color, it still felt
like a white school to many of our nonwhite studeénfpara. 14)

In the same article, Hanssen also examined wh#dtbezomplexity of
institutional racism was addressed in the schatihgg once institutional racism was
acknowledged. Hanssen recounted an experienchiainwhe gave her class the choice
to read one of several novels from a selection whicluded novels from the traditional
canon, more contemporary novels, and two autobpdgeal novels written by African
American women. After reading their novel of clgithe students then gave
presentations on the novels. The issue of raceamedo light during these presentations
as the African American students in the class @dted the impact of racism in their
daily lives. Hanssen described the emotions bethiese students’ thoughtful statements
as “strong—reflecting a deep level of anger, bardeon rage” (para. 21). The reaction
displayed by the rest of the class was one in wHighssen was not ready to handle. The
other students in the classroom could not han@da#ked anger expressed by the
African-American students. Hanssen described safimeactions exhibited by the non
African-American students as that of denial, harniger, and of totally shutting down.
Upon reflecting on the experience Hanssen (1998janr

Although our two-day discussion was not some supalswipe at
multiculturalism, | don’t think that it was positv It tapped into the deep-seated
thoughts and feelings, but I'm not sure it helpegame reexamine them and
possibly grow or change. Even though | did a gobdof facilitating the
conversation in terms of bringing the issues tostivdace in clear and responsible
ways, | didn’t have the skills to help the groupriwthrough the emotions of this
kind of exchange in a way that would make it ag@flve, growing experience. |
felt at the end that people hadn’t learned anythifilge black students had had the
opportunity to vent, and the others were eithefffented or maybe a bit hurt.
Probably all the students had simply become mareeched in their existing
perspectives. | wondered if | had done more h&an good. | learned many
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things from this experience, but one of the mogiartant was the complexity of
issues of racism. It is not simply a matter okitagy things through and coming to
a better understanding. (para. 23)

| partially agree with Hanssen’s analysis of thiperience. The fact that she and other
students perceived the recounting of experiencegoidm from the African-American
students during their presentation as an “oppdstuaivent” is particularly troublesome
in that here, Hanssen makes the reverse mistakehtbanade earlier when she reported
that her students often “blamed racism” when dealith conflicts with people of
authority. Here, Hanssen focuses on the individuaal not the overall systemic issue of
race and racism. Hanssen perceived her studextisuat of their experiences with
racism, as a means of venting and did not utilieesituation as an opportunity to truly
deal with the fact that issues of race and racisvary much embedded within the
everyday lives and experiences of people of colhile Hanssen acknowledged the
complexity of dealing with issues of race, she ekge her students to grow and change
immediately as a result of this one incorporatibmalticulturalism into her curriculum.
Hansen should’'ve realized that neither growth m@mnge occurs overnight and that
because the issues of race and racism are so cqnitpseunreasonable to think that the
problem of racism can and will be solved withinag @nd with one lesson. It is likely
that the complexity of race and racism demonstrhtetthis one classroom experience
frightened Hanssen and based on the reactions stinents, it is likely that she might
be hesitant to incorporate critical reflectiongade into her curriculum in the future.
Hanssen (1998) hinted at this when she stated:

| had no idea where that left me. Listening tod@mer white woman was clearly
the last thing my 17-year-old black males studerssted to do. My concern
about these issues was not enough. Racism andelatens, as we saw
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demonstrated so dramatically in the response t@theSimpson trial, are far too
complex. The gulf between the races is deep, laatevel of suspicion seems
insurmountable at times. (para. 26)

| believe that this is an accurate assessmentdieggaithe complexity of discussing issues
of race and racism in the classroom. This is peslila@ reason why such topics are often
left untouched. Hanssen'’s reflection on her exgmere with dealing with such issues
supports the notion that even those who attempiake a positive change by discussing
these challenging topics, often feel a sense oélesgness. When reflecting upon the
role of White teachers in supporting the advancéraEoommunities of color, Hanssen
expressed her uncertainty. On this, Hanssen (1888)d:

Despite the objections of some leaders within comitras of color, | am
assuming there is some contribution that peopterile might make, particularly
since most students of color are in the diffica@sipion of having many white
teachers. While | am clear that actively seekirggmployment of teachers of
color is a first step, in the meantime, | must core trying to figure out what my
role might be. |1 am seeking to learn what | candading both literary and
nonliterary texts related to issues of race. Itgamg to listen to people of color,
both public leaders and my own students. As mgagboasible, | am working to
break through the walls of discomfort and misttostngage in honest
conversations. And | am constantly on the looKouthe possibility of
developing professional relationships with educatdrcolor. | suspect that it
will be in collaboration with one of these colleagtthat | may discover the most
significant contributions | can make. (para. 27)

While Hanssen’s attempt to learn about issuesa# 1Ia crucial step toward becoming
more culturally competent, perhaps the act of figguthentic, personal relationships
and friendships with people of color and diversikucas will have a more positive and
meaningful effect and impact on the incorporatibodturally relevant pedagogy in

education for Hanssen and others alike. It is ssgdion that as long as teachers like
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Hanssen only look to develop “professional relaglips with educators of color” as a
means of educating all students, there will coritaube a racial divide.

Another study conducted by Picower (2009) examthedvays in which White
pre-service teachers conceptualized race and eifterand the role such
conceptualizations played in maintaining existiagal hierarchies. Picower studied
eight White, female, pre-service teachers in ttveemties who were enrolled in a course
on multicultural education during their last sereestf a childhood teacher education
program at a New York City university. A white faha herself, Picower commented
that she believed her participants felt safe amdfortable to reveal some of their
previously unspoken beliefs about race and diffeeen her specifically because they
shared the same racial identity.

Picower found that the early experiences her@pénts had with diversity
played a pivotal role in shaping their present pptions and ideologies about race and
difference. While the participants reported hauitttg interaction with peers or teachers
of color while they were growing up, they did renbexperiences with African
Americans who worked in their homes as housekeegpatsiannies. Picower noted that
these experiences with people of color were hiéreatin nature, "setting up the
association that people of color are to serve akvwar White people (2009, p.201). The
participants were not cognizant of the fact thasthrelationships were hierarchical in
nature, but rather, viewed them as signs that famiilies were open minded about other
races and ethnicities. In addition to hierarchitta understandings that Picower's
participants formed about race and interactionk widlividuals from other races were

also hegemonic. Picower (2009) stated:
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Through their life experiences and their intei@tsi with individuals of other
races, the participants gained and maintainedrhegie understandings of the
world concerning race. The term 'hegemonic uridedings' refers to the
participants' internalized ways of making mearabgut how society is
organized. By using particular racial ideologib®y share multiple stories that
justify their fear of people of color, urban commities, and students. These
stories often positioned Whites as victims ofsatiand stereotypes while
simultaneously reproducing assumptions and missmtiens about people of
color, particularly African-Americans. (p.202)

The participants shared hegemonic stories aboutfehthe anxiety they'd experienced
in situations with people of color. This fear artkiety was not legitimate, but was
rather perpetuated by stereotypes from their @akperiences, influences from their
families, and the media. The participants oftearabterized African-Americans as
dangerous criminals who threatened their sensafefys These hegemonic
understandings carried over into the participaetsgptions of urban schools, students
and families. Because most of the participantsgradn up in monocultural
environments, they were especially fearful of AdncAmerican neighborhoods and
communities. In addition, Picower's participardesshemselves as the real victims of
racism by drawing on dominant narratives of reveasessm and discrimination because
they were White.

In trying to maintain their hegemonic understagdirPicower found that her
participants called upon several "tools of whitexi@shen their hegemonic
understandings were challenged which included emalitools, ideological tools, and
performative tools. According to Picower (2009) :

Tools of whiteness" facilitate in the job of maiming and supporting hegemonic
stories and dominant ideologies of race, whictuin, uphold structures of White
supremacy. In an attempt to preserve their hegeammderstandings,
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participants used these tools to deny, evade egsylor avoid the issues raised. (p.
204-205)

The participants used several emotional toolssetian their feelings, to express the
guilt and anger they felt when confronted with agpts of racism. These emotional
tools, were manifested in sentiments such as "énewned a slave" and "stop trying to
make me feel guilty." In addition to emotional adhe participants also used
ideological tools of Whiteness such as "Now thaidgs are equal” and "It's personal not
political" in which they dismissed the pervasivenesinstitutional and systemic racism.
The participants further downplayed their own reloility in anti-racist initiatives by
claiming that such issues were out of their contiithe participants viewed their mere
presence in urban schools as altruistic and helpi@n though they were not willing to
take an active stance against racism and Whiteemwgmy. The participants felt that their
kindness to others was a sufficient response tautisnal and societal issues of racism.
In describing how Nikki, one of the participantgised to this "just be nice" mentality,
Picower (2009) stated:

Nikki used this tool to negate the need for noultural preparation when
teaching in diverse environments. There is nalnedearn about culturally
relevant pedagogy, English-language acquisiticatesgies or any other of the
other skills being taught in this course becausfould be enough' to have an
‘open mind'. In this way, the tool of ‘just bhee\functioned to uphold White
supremacy by perpetuating White teachers' ingffecess in urban communities
of color. It maintained White innocence while g the focus of urban
educational failure on students rather than oim tiven willful lack of preparation
to teach in communities unfamiliar to them. (p.208

It is not enough to have an open mind, becausb@sgrsthrough Picower's interviews,
the concept of an "open mind" is oxymoronic in thag¢'s ideologies are shaped early on

by their lived experiences, societal and familidluences. While one can be open to
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change, one cannot claim to be objective or neutfalthermore, this "just be nice"
mentality described by Picower is a paternalistiwer play that refuses to acknowledge
the injustice created by structured inequity theg must concede when taking an anti-
racist stance.

Such silence with regard to issues of racism ajusiice and the paternalistic
claims of being helpful and nice are examples chtwwicower described as performative
tools of Whiteness. According to Picower, "perfatime tools were the behaviors in
which participants engaged to protect their belpgfsed on their ideological tools or
hegemonic understandings” (p.209).

Picower's study is important in that it underlies tesponsibility that teacher education
programs have in transforming these hierarchicdlreggemonic understandings
educators may hold with regard to people of color.

In another study which investigated the impact Waite teachers have on the
academic achievement of Black students, Douglat €2008) found that teachers’
attitudes and perceptions indeed had an influenda@academic success of students.
Douglas et al. interviewed eight African Americaghschool students who attended a
predominately White high school in Northern Colarad he researchers were interested
in the role White teachers played in facilitatihg tacademic success or failure of Black
students as well as the influence perceptions (eldlfrican-American students of their
White teachers and perceived perceptions Whitdnexadeld of their African-American
students) played in the academic achievement of#&frAmerican students. The issue
of respect was the most powerful theme that emergedthe data concerning the

experiences of African-American students being by White teachers in a
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predominately White school. Several of the stislerpressed that they often felt that
were not respected solely because of their rates gerceived disrespect lead to
incidents in which these Black students felt impellto demand respect. In addition to
the perceived disrespect, many students alschftheir teachers and peers held
negative perceptions of them and were judgmenttierh based on stereotypes. Being
the demographic minority in a predominately Whitiag, these students felt an extra
burden of having "to carry the weight of all Blga#&ople on their shoulders” (para. 22).

Douglas et al. (2008) assert that teachers bhieiy epistemological assumptions
and personal frames of references into their ab@sss and such frames of references
guide the way they teach as well as their intégpiens of presently occurring
experiences including how they perceive Black peogiccording to Douglas et al.
(2008):

If a teacher's personal frame of reference ismaiglating factor in the classroom,
one tends to believe that it can have a negatfeeteon whether or not the White
teacher can effectively address the educatioredsef the Black student. If you
come into a situation with a pre-conceived notbout a group of people, the
relationship between the two parties is already disadvantage. As an educator,
the White teacher has a responsibility to the BEtadent and this society to
contribute to the academic success of that Blagkest, without any reservations.
(paragraph 32)

Teachers undoubtedly have the responsibility tdrdmrte to the academic success of all
of their students regardless of race, class, séigjon or ability. Pre-conceived notions
about any one of these factors can certainly haletranental impact on the academic
success of a student. For example, if a teachreesanto the classroom with the
epistemological assumption that all Asian studanégsgood in math, or that students with

learning disabilities can only perform lower-levark, the expectations as well the
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academic success of these students is indubitabipromised. Douglas et al.
recognize that students also carry epistemologissimptions and personal frames of
reference with them based on their previous expeeie and teachings and such frames
also have the ability of hindering their acadeniccess.

Douglas et al. (2008) contended that teachers bruself-reflective on their
teaching practices, must embrace diverse cultueaitices and values in their
classrooms, and incorporate such practices an@wvato their teaching. In addition,
Douglas et al. insist that teachers must take imeastance against experiences of
inequity and disenfranchisement of students thramghacist teaching and getting to
know their students as individuals in an efforatmid negative stereotypes and
generalizations of people of diverse backgrounds.

In another study, Haviland (2008) described a ph@mnon she coined "White
Educational Discourse" (WED) in which the worldviewcultural model of Whiteness is
activated and brought to life in White-dominatedeational contexts through a
"constellation of ways of speaking, interactingd dninking in which White teachers
gloss over issues of race, racism, and White sugecgmm ways that reinforce the status
guo, even when they have a stated desire to doppesite” (p.41). Haviland conducted
a yearlong study of an eight-grade language aatssobom and a university student-
teaching seminar. Haviland found that the paréiotp in her study generally perpetuated
the following three characteristics of Whitene&iat Whiteness is powerful yet power-
evasive, that Whiteness uses a wide variety ofigcies to maintain its power, and that

Whiteness is not monolithic" (p.41).
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When exhibiting Whiteness as powerful yet powexsexe, Haviland's students
used the following Discourse moves when discussing: avoiding words, false starts,
safe self-critique, asserting ignorance or uncetyailetting others off the hook, citing
authority, silence, and changing the topic. Handlanterpreted these Discourse moves as
ways of carefully avoiding acknowledgement of tlogvpr that Whiteness conferred on
Whites and positioning Whites as less than powerdgints of change.

As a means to maintain power, Haviland found gaaticipants engaged in
several behaviors including: "affirming samenesking, agreeing and supporting,
praising and encouraging, teacher and studentg;asatializing and sharing personal
information, and focusing on barriers to multicudteducation” (p.47). In building a
community of closeness, comfort, and safety, Hadla students retreated from openly
critiquing and challenging themselves or one anothtaviland found that such safeness

stifled critical reflection and was thus a detetrtenchange.

Notions of Colorblindness

Because we live in a society which awards peopletred privileges based on
skin color alone, it is quite understandable whyeavould want to silence the
discussion about race—especially if they have leeipients of this merit and privilege,
however, when one lives in a society in which taey not awarded merit and privileges
precisely as a result of skin color, it is quitelarstandable as to why the need to discuss
such matters is so salient. This is especially with regard to educating students of
color. While many members of the dominant groujele that characterizing
themselves’ as colorblind is a good thing, and steaehers who subscribe to this

particular ideology do so because they really dotwatreat all people equally, it is my
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contention that teachers’ that portray themselgdsesng color-blind are actually hurting
their students of color, by not recognizing thestidctiveness.

Being colorblind does not render equality, but eatihrenounces and dismisses
the history, struggles, and experiences of pedptelor. Hyland (1998) expressed this
ill-logic clearly when she stated:

Being “colorblind” means not recognizing color, whiis self-consciously
pervasive in the identity of people of color. Imecsense, not noticing and
acknowledging color is another way of not recogmzine uniqueness of each
student in a classroom. Color-blindness is an mapb means by which white
institutions maintain the status quo.

Although color-blind ideology is obvious, it is naewed as pejorative by most
white people because as part of the dominant gitbeg,need not acknowledge
their racial identity and group affiliation. (p. 80

Oftentimes some people who employ a colorblind epgin do so on the basis of
innocence and uncertainty about the exact way ictwio approach race, however the
argument can be made that others pretend to bebtinbbas a political attempt to not
only maintain the status quo but also to protedtmaintain the possessive investment in
whiteness. Bonilla-Silva and Forman (2000) stated:

The liberal, free-market, and pragmatic rhetoricalbr-blind racism allows
Whites to defend White supremacy in an appareriyacial manner (Bobo and
Hutchings, 1996; Bobo and Smith, 1994; CarminesMadiman, 1993; Kluegel
and Bob, 1993; Jackman, 1994). Color-blind racdlows Whites to appear ‘not
racist’ (“I believe in equality”), preserve theiriyileged status (“Discrimination
ended in the sixties!”), blame Blacks for their Ewvstatus (“If you guys just
work hard!”), and criticize any institutional appch—such as affirmative
action—that attempts to ameliorate racial inequ#fiReverse discrimination!”).
Hence, the task of progressive social analysis ldw the whistle on color-blind
racism. We must unmask the color-blind racistslogwing how their views,
arguments, and lifestyles are (White) color-codéée must also show how their
color-blind rationales defend systemic White pagié. Analytically this implies
developing new questions for our surveys and usewg strategies for the
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analysis of contemporary racial attitudes. Pdlticit implies that we must
concentrate our efforts in fighting the new racditthe nice Whites who tell us “I
am not a racist but...” (p. 78)

In many of the studies reviewed, teachers oftennted that they were colorblind with
regard to matters of race and educating studerdslof. Phrases such as “l don't see
race” and “I treat all of my students the same”remeommonly uttered and were most
likely due to the notion of being “politically carct” or out of fear of being perceived as
racist if in fact they admit that they do, in facbnsider race when educating students of
color (see for example Lewis, 2001). This createsteresting dilemma because the
claim of colorblindness often silences an importéiatogue on racial matters while
hiding under the veil of equality. L.A. Bell (200&lluded to this dynamic when she
stated:

Color blindness also operates for many Whites\aayato avoid appearing to be
racist, something they clearly wish to avoid, aathing white as a race is
something only white supremacists do. The coimastrequired to deny what
one sees also prevent Whites from unearthing ddckasing racist assumptions
and feelings they would prefer to avoid. (p.239)

In a study conducted at Foresthill Elementary stHocated within a suburban
neighborhood comprised mostly of middle and uppgldie class families, the school
demographics showed that Whites made up approxiyr@@éo of the student body and
approximately 88% of the school personnel. Re$eaith regard to race and education
is usually focused on students of color, howevis plarticular study was unique in that it
examined the way in which race operated in an al@bdVhite setting. The researcher,
Amanda E. Lewis, conducted an ethnographic studiisfelementary school

community and examined the way in which membeithisfschool community “made
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sense of the concept of race, their own racialtities, the role of race in their daily
lives, and the impact of race on opportunity sties” (2001, p. 783). By taking part in
participant observation and interviewing, Lewis gloiuto examine the racial messages
students received from adults by way of the ideglagrriculum, and behaviors of the
Foresthill community. Lewis contended that whilevas important to research the ways
in which race influenced educational settings pafad predominately by students of
color, it was equally important to examine the waywhich race influenced educational
settings populated by White people. Lewis (20@4bes!:

In this sense, it is important to study the corcdtoam of Whiteness and White
racial identities (perhaps especially in Whiteiagit). Most White students in the
United States are still attending schools thatérest entirely White (Orfield,
1993; Orfield & Monfort, 1992). In fact, most liwe highly racially segregated
neighborhoods and have little regular, substantiatact with people of other
races (Massy & Denton, 1993). As much of the reliemature on Whiteness has
pointed out, it is often Whites’ lack of understarglof their own roles as racial
actors that stands as a roadblock to further pssgi@vard racial justice (Feagin
& Vera, 1995; Fine et al., 1997; Frankenberg, 19@@kman, 1994; Lewis,
1998). Understanding how White students develep tlacial subjectivities and
understandings is crucial to understanding futassibilities for greater racial
equity in the United States. (p. 782)

During her yearlong study, Lewis found that issoksace were often glossed
over by teachers, parents, and students in thesthdteommunity. Whenever the
students of color that attended Foresthills Elemmgn®$chool voiced complaints or
concerns of racism, they were often perceived agylmver-reactive or were said to have
been “playing the race card”. Teachers often dttitat they were “color-blind” and time
and time again, the ideology and curriculum presegiat Foresthills falsely mimicked

such claims. According to Lewis:
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Color-blind ideology presumes or asserts a racegralesocial context (e.g., race
does not matter here). It stigmatizes attemptais® questions about redressing
racial inequality in daily life through accusatsosuch as “playing the race card”
or “identity politics,” which imply that someons irying to bring race in where it
does not belong. (Bonilla-Silva, 2001; Crensha®97t Gitlin, 1995; Tomasky,
1996) (p.800)

Lewis (2001) continued:

As Crenshaw (1997) argues, in its assertion tltat d@es not matter, color-blind
ideology attempts to mask the power of race asitisaneously demonstrates
precisely the difference race does make (e.g., vonerasserts that he/she does
not pay attention to race, the implication is tfeamotice it would have deleterious
outcomes). In many ways color-blindness is powegrfecisely because it
espouses the ideal Martin Luther King expressddsril have a Dream” speech.
Yet it is particularly troublesome because it opesan a context, as in Sunny
Valley, in which color-consciousness remains pdaweaand pernicious, just more
covert than during Jim Crow. In this way, colombl ideology serves to explain
and thus protect the status quo—the current rémiadation. As was echoed in
the discourse of Foresthills’ adults, it suggelséd tthe problem” is not a
historical and/or present day pattern of racism,$a result instead of bad
attitudes, and if we just let things be, it is oalynatter of time before racial gaps
fade away naturally. (p.801)

Lewis presented several examples in which studsrdslor experienced racism at the
hands of their peers and again by their teachessigih the downplaying of the
seriousness of these incidents. Lewis found tiaesits of color at Foresthills
Elementary School reported incidents of being tadimtith racial slurs and incidents in
which they were socially outcast because they vidifierent”. Lewis (2001) stated:

As these examples of racial logic and in operatibRoresthills show, school
personnel’s limited interventions or downplayingsoth incidents do little to
address the anxiety and upset of those who arédhims of this hurtful
behavior. Moreover, it demonstrates that rathan theing benign, the
trivialization of racial incidents has a perniciaef§ect. In fact, there was some
evidence that teachers were at least moderatelseaxfdhese kinds of incidents,
but they understood them to be relatively unimpuréand, to some extent,
deracialized them.” (p.790)
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Lewis went on to explain that glossing over sudhalancidents implies that these
situations are not unusual but are regular, evergdaflicts and that both parties should
be held responsible, thus making it seem as i&theal victim somehow contributed to
and provoked the incidence. This thereby protéegperpetrator and reinforces the
victim’s sense of outsiderness and insecurity.

Lewis insisted that whenever she had attemptedise the subject of race, “its
salience was downplayed, trivialized, or challerid@001, p. 786). Teachers, parents,
and community members often expressed the sentitin@invith regard to their everyday
interactions, behaviors, and beliefs, they tendeddw all people as equal and did not
“see race”. For example, when interviewing Mrshér, a Foresthill parent who was
also a high school teacher in a multiracial schoohted in another district about what
she told her children about race and racism, Fisaier, “Well | try to tell ‘em that people
are who they are, and you have to not make a judgorewhat they look like or
anything like that” (p. 792). Mrs. Fisher went tonstate that she did not know how
many African American, Latino, or Asian students $lad in her classes because she just
didn’t “notice” such things. However, her colotidd assertion was contradicted later in
the conversation when she discussed her displeagiireome groups’ behavior and
performance in class. Lewis (2001) recorded Mishét as stating:

Do I think of those groups differently?...Yeahdd. | think that the backgrounds
that a lot of the—the attitudes that those peopieettowards...how to be
successful, are different. And | think that, uhe Asian attitude, from parents
who aren’t far from being, you know, born, in soplace in Asia. Their attitudes
towards success are that you work hard, and yop weeking hard, and you keep
working hard, that’s how you’re successful. | ddiid that attitude among
Latinos or Blacks. (p. 792)
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This is a clear example of the ways in which soeaelers report to have a color-blind
ideology, yet clearly hold racialized, stereotypisarceptions of their students’ abilities,
motivations, and effort. The sad truth is that fhasadoxical viewpoint of students of
color, expressed by Mrs. Fisher, is all too comrammong teachers across the nation.
The fact that we live in a segregated society grrttomplicates the matter in that due to
the fact that people like Mrs. Fisher, the Sunnlléyacommunity, and others alike have
little to no experiences and interactions with geagd color on a regular basis, they are
left to gleam what little knowledge and informatithey have about people of color from
the negative depictions and portrayals of minaitrethe media. Lewis concluded her
article by stressing the extreme importance of Whéople learning not only about the
reality of racial equality, but about the rolesnhich they potentially play in its
reproduction.

In a different study, examining the experiencemé ¥Vhite beginning teacher’s
attempt to examine her own racial identity, idegloand cultural competence while
teaching in a multicultural classroom, Bueler e{2009) sought to determine what
cultural competence looked like for beginning tesashworking in urban and under
resourced schools and how factors such as emotaeial identity, and school context
influenced such negotiations. Throughout the a@ofghe study, Kelly, the teacher
being studied, struggled with her understandingesfown racial identity and its
influence on her beliefs and teaching practices.

Although she knew of the importance of incorpmigathe notion of race and
identity into the curriculum, Kelly was often hesit to do so because she didn’t want to

be misperceived by her African American studentsomperating teacher. Instead of
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probing into the deeper issues associated with Kléy would often re-frame race as
culture and relegate explorations of culture toteratof food, music, and dance.
Throughout the study, Kelly often displayed a “doahsciousness” of her Whiteness and
privilege. While trying to be cognizant of her owate and identity, Kelly often resisted
the act of directly incorporating race into herct@ag practices, yet also described herself
as White, female, avoidant, and passive—charatitsrihat manifested itself in her daily
struggles with classroom management.
Kelly finally realized that as much as she wantedisregard race, the racial differences
between her students and herself indeed matteedas regularly manifested, and such
racialized situations made race impossible to ignor

Buehler et al. discussed the dilemma beginreagtiers face when trying to
incorporate a social justice agenda into theirieagrbecause in implementing such
critically relevant pedagogy, they recognize tihatytare often implicated in the social
forces that have created the obstacles that thelests of color must confront—thereby
making these teachers experience emotions of grexmet guilt. The researchers warn
that the act of becoming cultural competent iseasty and will not occur overnight but it
is a continuous process. Bueler et al. stated:

Our research suggests that cultural competenagetae thought of as a capacity
that students develop in a gradual motion of fedyaogress. As Kelly's story
reveals, the process of becoming culturally coepetvas an arduous journey
filled with forward movement followed by misstegsd backsliding, followed by
forward movement again.” (p. 416).

Bueler et. al concluded that the uncertainties abolurally competent teaching,

expressed by Kelly time and time again, shoulddrenalized when preparing beginning
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teachers to become culturally competent and thet shallenges and complexities
should be embraced as a tenet of culturally respemsaching.

Characteristics of Successful Teachers of Student$ Color

As a sign of hope and a look to the future, leftting to conclude this literature
review with a section examining the characterisbicsuccessful teachers of students of
color. Dr. Martin Haberman, Dr. Julie Kailin, and.@loria Ladson-Billings are three
distinguished scholars, well renowned in the f@ldcademia who have studied the
ideologies of White teachers with regard to raagwho have exhibited some measure of
success in teaching students of color. These ahate dedicated to creating “Star
Teachers” committed to utilizing a “culturally rent pedagogy” through “antiracist

education”. In the book, Star Teachers of ChitldrePoverty UW-Milwaukee

Distinguished Professor Martin Haberman outlinesithportant qualities that separate
successful teachers of urban students, of whom ddedrecalls “Star Teachers” from
“failures” or “quitters”. According to Haberman9qa5):

Many teachers have so completely internalized tbegss of blaming the victim
and not holding schools or themselves even patpansible for children’s
failure that they are not even aware they are demgBy not specifically stating
that a particular race or ethnic group has lowégivaantelligence, many teachers
believe that they have avoided blaming the childréhey simply do not
comprehend that by blaming the economy, the parentke peers for the fact
that a majority of poverty children are failinghasic skills, they are still
centering the locus of fault in the children’s iegdacies. (p. 53-54)

In her book The Dreamkeepers: Successful Teachfié&iican American Children

UW-Madison Professor and academic scholar, Dr.i&loadson-Billings discusses the
effectiveness of employing a culturally relevanti@gogy when teaching students of

color. Ladson-Billings stated:
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Teachers who practice culturally relevant methaishme identified by the way
they see themselves and others. They see thehibggas an art rather than as a
technical skill. They believe that all of theiudents can succeed rather than that
failure is inevitable for some. They see themseb®a part of the community
and they see teaching as giving back to the comsuiihey help students make
connections between their local, national, racialural, and global identities.
Such teachers can also be identified by the waydioh they structure their
social interactions: Their relationships with stats are fluid and equitable and
extend beyond the classroom. They demonstratargectedness with all their
students and encourage that same connectednes®hdtveir students. (p.25)

In Antiracist Educatiorf2002), Dr. Julie Kailin picks up the baton whéne Ladson-

Billings ended in Dreamkeepers. Dr. Kailin catts &n antiracist education—a critical
examination of the root causes of inequality angregsion, including the organizational,
structural, and systematic forms of racism and eggion. Dr. Kailin stated:

The assumption underlying antiracist pedagogydachers is that it is necessary
for them to confront racism in their backgroundd #reir backyards in order to
become conscious of how it is expressed in thatttimg practice and their
interactions with students of color, as well aste/lstudents. The goal is not only
to raise consciousness at the individual leveltbuebntextualize this knowledge
politically and historically, at the institutionkdvel, as well. It is also assumed
that teachers are in a position to benefit frortes@fe learning situations, in
which they engage in a critical self-examinatiqgn.8)

All three of these highly respected scholars mate assertions with regard to
the importance of self-reflection and the needafaritical examination of the forces that
shape teachers' identities, ideals, beliefs, amuatiely their practices. While the issue
of race and the ways in which race shapes ouradezs, beliefs, perceptions, and
practices is very complex and is also sensitivetdube historical role in which race has
and continues to play with regard to racism, dmgration, power, privilege, access, and

hegemony--critical reflection, dialogue and act&wa essential elements to change.
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Research Design: Narrative Inquiry

Narrative inquiry is the methodology that | wdd during this research study. |
collected data through the use of interviewing.e Tdtionale for using this method of
data collection was because the intent of thisaresestudy was to examine the lived
experiences of teachers and how such experienapgdltheir identities, perceptions,
and ideologies. The main question in which thgeeech study sought to examine was:
How do teachers' identities and ideologies, as dstnated by their values, beliefs, and
perceptions, influence their decisions to remaiarifeave urban classrooms? According
to Clandinin & Connelly (2000): Narrative inquiry:.i

A collaboration between researcher and participavsr time, in a place or
series of places, and in social interaction withems. An inquirer enters this
matrix in the midst and progresses in this sanré,sponcluding the inquiry still
in the midst of living and telling, reliving andtelling, the stories of the
experiences that make up people’s lives both idaal and social. (p.20)

Narrative inquiry was the chosen method to exphoyeresearch question because it
allowed the participants to name their own reditlerough the conveying of their stories
and by using Critical Race Theory, it gave me asaecher, the opportunity to analyze
and retell their stories through my own realityitaglates to my personal experiences,
interactions, interpretations, perceptions, antbhys

One critique of narrative inquiry is the argumerade by formalists which
contends that people can never see themselvesyaeetilly are. As Clandinin &
Connelly (2000) explained it:

Formalists say that the facts of the case, xpergence one claims to have, or
the data collected by empiricist researchers htilgebearing on their claims.
Persons, they argue, can never see themselviesyaare because they are always
something else; specifically, they are whateverastructure, ideology, theory,
or framework is at work in the inquiry. Becauserative inquiry entails a
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reconstruction of a person's experience in rafatoothers and to a social millieu,
it is under suspicion as not representing the ¢argext and the proper "postera”
by formalists. (p.39)

To answer this argument posed by the formalistakerthe following disclaimer: By no
means am | asserting objectivity with this reseatcialy. In fact, it is my contention that
it is impossible to be objective. So for the oatptal question regarding how one
determines what is true, or how one perceives their reality, | argue that with regard
to experiences, reality is largely based on pergep€Clandinin & Connelly (2000) made
this point clear when they stated:

We all, novice and experienced researchers aikmge to inquiry with views,
attitudes, and ways of thinking about inquiry. e$a histories, these personal
narratives of inquiry, may coincide with or cr@asboundary to varying degrees
with the actual inquiries that we undertake. Astall of us--it is unimaginable
that we could not---come to narrative inquirieshwiarious versions of
formalistic and reductionistic histories of ingui To the extent that this is true,
we are forever struggling with personal tensiasmsva pursue narrative inquiry.

(p.46)

As a researcher, | discuss my epistemologicatéw@ork, my own experience, as well
as my biases. Furthermore, Critical Race Thegectgthe notion of neutrality and
objectivity and grounds epistemological undersiiagéh the milieu of one's experience,
which is contextually shaped by social constructjdnstorical factors, and personal

experiences (Ladson-Billings & Tate,1995).

Participants

Teachers who taught in urban and suburban schoo&dr more years, were the
participants | solicited for this study. | usegatrticipants, 2 of who taught in urban
schools and 2 who taught in suburban schools. &tedchers who were currently

teaching (either in urban or suburban schools) werenajority of the participants |
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sought out to utilize for this study, | was alse@oo interviewing former teachers who
had left the teaching field entirely, although dl diot have any who participated in my
study.

| sought a diverse population of participants webard to race, class, age, and
gender, however given the demography of the cuteaxthing population, it was not
surprising that | ended up with all female partifs, 2 of which classified themselves as
Middle-Class and White, and 2 of which classifiedhselves as Middle-Class and
African American. The research study took placerdkie period of two academic
semesters.

| recruited subjects for this study by word-of-mout had connections to
teachers who worked both in urban and suburbamoéslod | began my recruitment
with the assistance of these individuals. Snovifgalvas then used as a means of
acquiring more subjects. With regard to schoala$sified as urban, | interviewed
teachers who taught in the local urban districthiviegard to schools | classified as
suburban, I interviewed teachers who taught irdibgicts surrounding the urban district.
The interviews were conducted with the teachersnduimes that were convenient with
their schedules.

Interviews
Individual interviews served as the primary modelata collection for this

research study. The rationale for using individorviews in this study was to obtain a
first-hand account of the experiences, ideologies, perceptions directly from the
participant as well as to give the participant®pportunity to provide an in-depth
explanation of each of their responses. Intervialss posed the benefit of allowing the

researcher to divert from the planned questionan@ when the situation called for it)
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and probe deeper into a sentiment expressed bespendent in a previous response.
Patrick Dilley (2000) states, “We must be inquigtiintrusive perhaps but always in a
polite and questioning manner, and always withlgeriar motive, to ascertain the
thoughts behind the respondents’ answers” (p.1B@)ividual interviews allowed me, as
interviewer, an opportunity to develop a friengdyofessional relationship with the
interviewees, with the intention of making the papants feel comfortable so that it was
possible to probe deeper into the logic and reasgpoehind their responses in order to
gain deeper insight into the participants’ experesn

Each of the participants was interviewed three sitheoughout this research study.
As a researcher, while | would self-identify asirmsigenous-insider because | share and
endorse many of the cultural values, perspectiveliefs and knowledge within the
African American community, of which most studeatsending urban schools belong,
(Banks, 2006). As an African American woman, | dat want my race and gender to
influence my participants’ responses in any wayraking them feel as if they are
obligated to give “politically correct” or colorlld responses due to fear of stereotype
threat. According to Bowman (2007):

The literature on race-of-interviewer effects irades that White respondents and
Black respondents are both susceptible to racetefviewer effects. Hachett

and Schuman (1975) noted that in cross-racialur@eing the process for both
races seems to be one of avoiding responses tghat offended the interviewer

of the opposing race and of being frank (or attl&asker) with interviewers of
one’s own race (p.61).

Bowman goes on to state:

A recurring theme in the research findings is thtdrviewees are more likely to
modify their answers to racially charged questiassheir perceived
embarrassment in answering the questions “incdyraocreases (Bowmen
referencing Snook, 2004). Social desirabilityéngrally thought to underlie the
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propensity for interviewees to tailor their answirsneet the expectations of the
interviewer and avoid embarrassment. (p.61)

As an African American woman conducting a studyubdentity, in which race and
racism were salient factors, | was particularlyfoomded about the ways in which my
racial identity would influence my experiences witly White participants, especially
since we were initially strangers, having no pideractions or experiences with one
another. Prior to conducting this study, | thouglhtut several ways to mitigate this
race-of-the-interviewer effect such as having sameeglse (who was White) conduct the
interviews or conducting the interviews over thiepbone to make the participants more
at ease and to lessen the effect of social dekiyat@sponses, however, ultimately, |
decided against both of these tactics and sougtetelop clear, meaningful
relationships established over time with the pgréiots as a means of eliciting honest
and candid responses.

In addition, a partial pilot-study interview was@conducted prior to this
proposal which provided valuable insight into cdesations that were made with regard
to the potential dilemma my identity as researetauld bear on how the interviewees
responded and their level of comfort, honesty, disdlosure. The participant used for
the pilot study classified herself as a White, neddass woman in her late twenties and
at the time of the interview, taught K-4 at an urleéeementary school for three years.
The interview occurred inside an open student leumgcampus and lasted
approximately 50 minutes. This particular locatwas chosen because of its semi-quiet,
relaxed and casual atmosphere. | felt that bedéwasgsensitive topic of race was the
focus of our discussion, it was important to coridbe interview in a friendly, informal

and laid-back environment. | chose to conducirterview in a back corner of the
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lounge to ensure the participant's privacy andidentiality while simultaneously
providing a comfortable setting.

A semi-structured interview format was used fos tharticular pilot study. Prior
to conducting the interview, a list of open-endeestions that were specifically related
to my research question was created (Refer to Agipeh for the Pilot Study Interview
Questions). This list of questions was synchrahinean order that flowed well and that
allowed me to establish a base of trust and uraledsig with the respondent prior to
delving into questions that might be perceivedxdseenely sensitive.

All of the interview questions were written in sughvay that they asked the
respondent to explain or describe her experiencg®afeelings about race and
education and were carefully constructed with titent of avoiding short responses
and/or simple yes/no dichotomous answers. Bedhes@pic of discussion surrounded
race and education, | was aware that all of thestipues were of a sensitive nature, and
consequently, began the interview with what | peexto be a relatively “lighter”
guestion which asked about the respondent’s lifeee&nces with people of diverse races
and cultures in an effort to put the participantéase. After reflecting upon this opening
guestion in hindsight, | realized that | assumea this would be a relatively easy
guestion to answer, however, | did not take intwoaat the fact that perhaps my
respondent may have had negative experiences eapl@ of diverse races and cultures,
and instead of putting the respondent at easgjuéstion may have inadvertently made
the respondent uncomfortable from the start. Aesalt of this hindsight revelation, for

this study, I've chosen to move this particularsgio@ to the second interview in order to
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allow me sufficient time to establish a positivppart with the participants so that they
feel comfortable discussing such experiences tlagtlme considered sensitive.

Another insight obtained from the pilot study iniew was the importance of
conducting the interview in a manner as to nourfice the participants' responses.
During the pilot-study interview, | would only respd to the participant's answers by
nodding my head (with the effort of acknowledginghe participant that | was listening
to her and writing down her responses) howeverd particularly careful not to respond
verbally to any of her answers. This required mstterable amount of restraint on my
behalf but | recognized the necessity of remainwthin the confines of my role as
researcher. Remaining within such boundaries mntant for several reasons including
the fact that it does not lead the respondent savanthe question in any particular
manner based on hints or comments from the ressaithkeeps the focus of the
investigation on the respondent and not the rekegrand lastly it is what is
professionally expected. Remaining relatively aoed and restricted also adheres to the
rule of thumb given to interviewers by Dilley (2000hich says that interviewers should
talk 20 percent of the time during the intervievd disten 80 percent of the time.

Lastly, based on the fact that the participant usede pilot study was very open
and responded extensively to most of the questianag the interview, for this
dissertation study, | reduced the number of questibat | asked during each interview
to approximately ten and | structured the intervieva way that allowed the participants
sufficient time to reflect and expound on theip@sses, if they so chose. Overall, the
participant used in the pilot-study was a relagnedsy subject to interview, however

there were some awkward moments during the interinewvhich | felt uncomfortable
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asking specific questions about race. This awknesd arose because | had to remain
within the confines of my role as researcher and m@ able to offer any explanation or
rationale regarding my questioning.

One means by which | sought to counter this patédtiemma was through the
use of several interviews in order to establishemélly relationship amongst myself and
interviewee and to ensure a high level of comfértturther means for counteracting this
potential challenge was through formatting therngsv questions in a manner that
ensured that the majority of the lighter, openedeehquestions were incorporated in the
first interview, and during the beginning sectiafishe subsequent interviews.

| probed into the participants’ identities, ideaksy and commitment to teach in
urban and suburban schools over the course & thterviews, which spanned the
length of two academic semesters. The rationalddorg three separate interviews was
to allow the interviewer the opportunity to establa connection and rapport with the
participants over time that would allow them tol fe@mfortable discussing topics such
as their life experiences, as well as sensitiveeissegarding race and ideology. The goal
of the first interview was to get to know the teashand to allow them to get to know
me. Appendix A identifies the questions that wesed during this first round of
interviews.

The second interview was used to allow the padicis the opportunity to discuss
their life experiences. This interview was slightiore structured than the first in that
the participant was asked specific questions reggitieir life experiences. It was
during this interview that | gained a deeper ustirding with regard to the ways in

which the participant’s lived experiences shapati@nnfluenced their identities and
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ideologies, as demonstrated by their values, Iselgefd perceptions. This interview
focused on the first sub question regarding thelalges teachers hold with regard to
race and how such ideologies connected to theingtment to teach in urban schools.
Prior to asking the participant new questions aghcond interview, | re-caped the
responses given by the respondent during theiffitestview as a means of member-
checking with the intent of ensuring that as treeeagcher of this study, I'd accurately
captured the sentiments expressed by the participppendix A identifies the questions
that were used during this second round of intarsie

The third and final interview was used to disdlmseducational experiences of
the respondents. This interview focused on thersitsub question of this study
pertaining to the perceived emotional and or ptajdmls related to teaching in urban
schools. During this interview | found out abdu joys and challenges that these
teachers faced while teaching in both urban andrian schools. During this interview,
| also probed more into topics such as why theamdent decided to teach rather than
work in another career field, whether the respohgdesferred to teach in an urban or
suburban school, and whether the respondent wealelif given the opportunity to
transfer schools. Prior to asking the participan@s questions for the third interview, |
again re-capped the prior interview by going over iesponses given as a means of
member-checking and ensuring that what | documeaiszirately represented the
respondents’ answers. Appendix A identifies thesgjons that were used during this
final round of interviews.

The third sub question of my research study: Walasrdo race, culture,

socioeconomic status, and gender play in the [yeatits’ experiences with and
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perceptions of students and families of color? be&smbedded throughout all three
interviews. | expected the answer to this paricoésearch question to be gleamed from
a thorough analyses and synthesis of the themespeXated from all three interviews.

An audio recorder was used to record the intervieather than simply using
hand-written notes. Audio recording was chosethagprimary means for recording the
data over the use of hand-written notes because aewbrding gives me the freedom to
focus on the flow of the interview, rather thandsimg on writing down the exact words
of the participants. Furthermore, audio recordjage me the freedom to go back and re-
play segments of the interview to make sure tlaa laccurately interpreting what the

participants said.

Analysis
Once transcribed, | analyzed the interviews by ilogkor patterns exhibited

among the participants’ responses. While opetl themes that emerged from the data,
| use the diagram in Appendix B as a frameworknalyze the data specifically for the
ways in which the participants manifested theitipatar ideologies. Through the use of
narrative inquiry, | examined the experiences efghrticipants using a three-
dimensional inquiry space. | analyzed the data feobackward and forward perspective,
an inward and outward perspective, and lastly feohistorical context. Clandinin &
Connelly (2000) defined this metaphorical three-elsional space by stating:

studies have temporal dimensions and address tahrpatters; they focus on the
personal and the social in a balance appropwatigetinquiry; and they occur in
specific places or sequences of places (p.50).

The data was analyzed from an inward perspettitieat | looked at the internal
conditions of the participants including their fegk, hopes, aesthetic reactions, and

moral dispositions. The data was analyzed outwdrdllooking at the existential
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conditions (the environment) that may have played&in the experiences of the
participant. The data was analyzed backward arvdai@l by examining the data with
regard to the past, present, and future. (Clandin@onnelly; 2000).

Because experience is temporal (Clandinin & Cdgr2€00), it was essential to
locate experiences in time and then examine therfdal context of such experiences by
analyzing the ways in which historical factors haleeyed a role in the shaping of one's
identity, perception, and ideologies. For examaltsacher born during the Baby Boom
era may report very different experiences and nudg very different perceptions about
race and culture than a teacher born during thee(agon X era. It was important to
recognize that just as it is necessary to locgpemances in time, it was also necessary to
acknowledge that people themselves change over thaestated by Clandinin &
Connelly (2000)," We take for granted that peoptegny point in time, are in a process
of personal change and that from an educationalt @biview, it is important to be able
to narrate the person in terms of the processOfp.3

Criteria for Rigor/ Member Checks

It is my hope and desire that the implicationshig study will provide a deeper
insight and understanding about race and educttairwill benefit students, teachers,
and the educational community as a whole. | soaghbther educational researchers
that share the culture of the participants and wha@re also familiar with my topic of
study and theory, to serve as informants for thidys The informants took on the role
as serving as a guide for assisting in my undedstgrof areas of which | may be
unfamiliar with due to racial and cultural diffecas Foley and Valenzuela (2000)

discuss the importance of developing “anthropolaigtonfidants” that assist in
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interpreting the research findings. Foley and Waleela state, "The point here is that
good cultural critiques usually are based on a rarmbintimate, 'collaborative' relations
with research subjects (p.223)."

Several safeguards were put into place to ensatdlth data collected from this
study are credible and dependable. Each participas interviewed three times and the
interviews were scheduled over the span of two s&arm®in order to establish a
relationship between the participants and myselfe topics discussed as well as the
depth of questioning used in the interviews wenecstired according to the participants
level of comfort with the researcher, always engythat each interview begins with the
lighter questions in order to put the participarnease. By triangulating these sources--
the use of informants, and by re-capping what éspandent expressed in previous
interviews as a means of ensuring that the reseahas accurately documented the
points that were articulated, | established appatgcriteria for rigor in this study.

While the data collected of the participants ddedmnge the analysis, the way
in which the data is interpreted depends soleltherresearcher and his or her own
experiences, which intrinsically contributes to tisher theoretical paradigm
(Shaffir,1999).

IRB/Logistics/ Etc.

A University of Wisconsin Institutional Review Bak(IRB) new study form was
completed, which detailed the following: this stisditle, investigators, type of review
requested, funding, study locations, study duratoibject population, study

involvement, informed consent documents, subjemntives/compensations, and
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principal investigator and student principal invgastor assurances. The new study form
is attached in Appendix D.

A University of Wisconsin Institutional Review Babk(IRB) protocol summary
was completed which outlines: the study's pur@rgkobjective, recruitment and
consent procedures, data collection and designpatahtial risks and benefits associated
with the subjects. The protocol summary is attdaheAppendix D.

A University of Wisconsin Institutional Review Babh(IRB) informed consent
was created outlining general information aboutrdsearch study to the participants
including: a description of the study, study praged, and any potential risks and
benefits associated with the study. The consesures the confidentiality of the
participants and informs the subjects about whpphas to the data collected. In
addition, this consent informs the participantg thay are allowed to withdraw during
any portion of the study if they so desire. pdirticipants who choose to participate in
this study will sign an informed consent, autharigtheir participation in this study and
my use of the data collected. The informed conhisesttached in Appendix D.

Finally, the findings of this study were written umpthe form of a dissertation. It
took approximately two academic semesters to aadhe results of my findings, then
write and prepare to defend my dissertation. Fstart (research proposal and IRB
submission) to finish (dissertation defense), tegearch project to take approximately 4

academic semesters to complete.
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Conclusion

Teacher attrition is an issue plaguing public s¢hacross the nation. With over
50% of new teachers leaving the teaching professitnn five years (Warshauer-
Freedman & Apple p. 324 citing Henke, Chen, & G2&)0; and Ingersoll, 2003),
students are suffering academically from this rewng door of educators. Several
negative consequences can result from a high fagaoher attrition including an
increase in spending on teacher recruitment, aragadtinflux of new, inexperienced
teachers in and out of the school system, andarase in spending on professional
development and teacher education activities andses. All of these factors can have
potentially devastating effects on the educatiachievement of children who have no
other choice but to attend such institutions offieay. This research is important
because while there is a significant amount ofaedeon teacher attrition, at the present
time, there is little research examining how teamshperceptions and ideologies on race
play into their decision to remain in or leave urlaad suburban schools. This research
is very necessary because it can provide valuablght into areas in need of change as

we continue in the struggle of school reform andlasing the achievement gap.
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Chapter 4--Findings

The purpose of this study was to examine the wayshich teachers' values,
beliefs, perceptions, and identities influencertidercisions to remain in or leave urban
classrooms. Narrative inquiry was used to inveséighe ways in which identity factors
(such as race, culture, socioeconomic status, andey) influenced teachers' perceptions
of students and families of color and issues o f@ad racism. This inquiry is significant
because teachers undoubtedly have an indelibleeimde on the academic achievement
and future success of students.

The main question this research study soughtamée was: How do teachers’
identities and ideologies, as demonstrated by tradures, beliefs, and perceptions,
influence their decisions to remain in or leaveamrislassrooms?

Sub Questions:

e What ideologies do teachers hold with regard te?aélow do these ideologies
connect to their commitment to teach in urban stgtoo
e What roles do race, culture, socioeconomic staing,gender play in the

participants’ experiences with and perceptiondwdents and families of color?

My Story
According to Banks (2006):

The culture, context, and the positionality of gsbers influence their
assumptions, questions, findings, and interpietati.Research reflects the
political and social context as well as the epistdgical journeys of researchers
and scholars (p.780-791).
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Given the fact that | am employing a critical raleceoretical framework through which to
analyze and interpret the findings of this stutlys important that | share my own
personal story as a means of providing the politica social context surrounding my
own epistemological journey and as a means ofrongiany potential biases which may
affect the research process. Ladson-Billings (200®@vided credence to this notion
when she so eloquently stated:

Thus CRT asks the critical qualitative researcheperate in a self-revelatory
mode, to acknowledge the double (or multiple) camssness in which she or he
is operating. My decision to deploy a criticateaheoretical framework in my
scholarship is intimately linked to my understargdof the political and personal
stake | have in the education of Black childrédl. of my "selves" are invested in
this work--the self that is a researcher, thetbalf is a parent, the self that is a
community member, the self that is a Black womblo. technical-rational
approach to this work would yield the deeply teatl) multifaceted work |
attempt to do. Nor would a technical-rational @agh allow for the
"archaeology of knowledge" (Foucault, 1972) tlsateécessary to challenge the
inequitable social, economic, and political pasit that exist between the
mainstream and the margins. (p.272)

Here Ladson-Billings is unapologetic in her resdlvénvest "all of her selves" into the
work in which she is so passionate about. She sna&elaims of objectivity or

neutrality and in fact rejects a technical-ratiomgproach in her fight for equity.
Conducting this dissertation study has been aree#tatory process for me in which I've
learned as much or even more about myself thamd hey participants. I've realized that
in conducting a study in which | am so fervenhas been difficult to restrain my own
ideologies and assumptions. | used these veryddies and assumptions to guide what
| heard, the analysis of data, and my interpreatatmf my participants' narratives. Their

narratives have been filtered through my own pdroep, experiences, and perspective.
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People often ask me why | chose to pursue a caresiucation. My journey of
becoming a teacher and my current pursuit of bexgraiteacher educator has been
shaped largely by my personal experiences, theriexypes of my students, and my
position within the broader context of our socieMly experience as a student and as an
educator has been one filled with many interactibogh positive and negative, that have
formed my epistemological viewpoint and theoreticamework into that of a critical
race theorist and an avid enthusiast of culturalgvant pedagogy.

| too, have invested all of my "selves" into thisrk. My self as a student,
teacher, novice researcher, community member apdethas a Black woman. Here is

my story...

Colorblind vs. Critically Conscious Ideologies AbotiRace

"] Once Was Blind But Now | See"

While | always knew that people were differenthwiégard to their skin color,
race was never a subject really brought up durigigeanly childhood. | learned of
Martin Luther King, Jr. at home and school and éwrthat he was assassinated because
of the color of his skin, but | believed that pidipe and hate of that nature was a thing of
the past. Like many young African-American chiliréwas raised under a multicultural
paradigm that focused mainly on the celebratorgeispof our culture. Perhaps this was
my parents way of protecting my innocence and dinglme from the harsh realities of
racism that | was sure to encounter soon enougiadn’t until a very unfortunate
incident, that | experienced race in a negativesen

As a child, I attended Garden Holmes Elementaho8kcon the north side of

Milwaukee. While I actually lived in a suburbarbsivision on the northwest side of the
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Milwaukee in which my family was one of only a vdeyv families of color in the entire
neighborhood, my parents worked on the north siddilwaukee, therefore, | attended
the elementary school located in my grandpareeighborhood, which is where | spent
the majority of my childhood. Garden Holmes waseghborhood school comprised of
predominantly African-American students from lowgecio-economic and working class
families. Each year, the Milwaukee Police Departhwveould come to our school with
McGruff, the Crime Fighting Dog to discuss safetsues such as saying no to drugs,
avoiding strangers, etc. It was the same two paliticers who accompanied McGruff
each year at our school, so as students, we becamypéamiliar with them.

One day when | was about seven or eight yeard alctompanied my
grandmother on a trip to the gas station. My gfather worked at this particular gas
station and the gas station's owner called my gnatiger asking her to come in to the
meet with him. According to the gas station's owney grandfather was supposed to
have worked that day but had not come in and intiadd it appeared that some money
from the gas station was missing. Upon arrivinthegas station with my grandmother,
| immediately noticed that the police officer timatd been called to the scene was one of
the two police officer’s that came to speak atsalrool each year with McGruff. | was
delighted because as a child, | really believet ploéice officer’s were nice, friendly, and
were there to protect us. My grandmother and ke@lbver to the gas station's owner
who was speaking with the officer and right befoneas about to open my mouth to say
hello to the officer and tell him that | remembetech from my school, | heard this
White police officer yelling at the storeowner ofddle-Eastern descent, “Why did you

hire a Nigger! | told you to never trust a Niggefbu should have never hired a
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Nigger!” | was astounded. Here stood this offioéthe law, whom | truly believed was
a good person and there to protect me, shoutingl qgithets of the worst kind to the
storeowner about my grandfather and my race asodewttirectly in front of me and my
grandmother. What could we do? | was only eelikid, and my grandmother; a middle-
aged Black woman who was born and raised duringitheCrow Era and the Civil
Rights Movement, could say nothing in defense i® \ttihite man—an officer of the law.
We felt so powerless. | could see the pain, lumpiliation and demoralization in my
grandmother’s eyes. Turns out, my grandfather lhadlately nothing to do with the
missing money. This event was truly an unwelcomedkening because it was at that
moment, that my eyes were opened to hate, racisdnbigotry that | had never known

before. | no longer viewed the world through thene eyes.

Early Life

Becoming an educator was not my career goal ihitidfrom as far back as | can
remember, I've always wanted to pursue a caresradicine. The whole notion of
meritocracy was embedded into my mind very earla®hwas constantly told by my
parents, teachers, and society alike that if | iesichool, studied diligently, earned
good grades, and worked hard, | would be successpursuing anything in life that |
set out to achieve. My parents clearly wantedhtmbarage and nurture my dreams for
the future and simultaneously protect and shieldrora the harsh realities of racism,
hegemony, and inequity that are so pervasive wibhr society. While | was
knowledgeable about the experiences of overt ragsejudice, and discrimination that

African Americans throughout history have foughaiagt in the pursuit of equality, |
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was less familiar with the institutional and sysétim forces that have been established
and maintained as a means of marginalization apdespion. While being innocently
naive, optimistic, and operating under blind falitbeized the wisdom, advice, and
pursuit of excellence that had been so deeply ingdaby my parents and teachers so
long ago. | went to school, worked hard, studiadezly and earned the best grades. |
graduated at the top of my class, with a 4.0 gaadet average, and became the first
African American Valedictorian in the history of migh school.

As | reflect on my educational experience, race @dass issues were present
throughout my schooling in both subtle and overysvaOne of the reasons that | decided
to devote my career to the field of education wae t the experiences | had with my
teachers and peers throughout my educational jgurkly high school and college
experiences are most memorable because it wagydtiese times that | experienced
racism, classism, and sexism at its best. Vinekgit School was pretty diverse during
my high school years of the late 1990s. In 1999 gnaduating class was approximately
40% White, 50% Black, and 10% Native-American, hatiand Asian-American. My
high school peers were very close for the most pHnere was not much class, gender or
racial separation and tension amongst us—we ak ¥ands. It didn’t matter if you
were black, white, male, female, middle-class orkivay class.

Having no other comparison against my educatitelieved that most of my
teachers were great, taught effectively, and thedrhed a lot—however, my'@rade
Civics teacher, Ms. P. was a different case. MscRss was a ninth grade citizenship
course of approximately 25-30 students of mixedlaoac ability and a teacher who had

been in the school system for a considerable anafuimhe. In a course in which
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students should have been learning of their rightsitizens of the United States, as well
as the laws governing our system, students weendiwok work daily, allowed to
socialize with friends, chitchat about non-eduaadity related subject matters, and never
taught the content within the Wisconsin Model AcadeStandards.

This is how I recall my ninth grade citizenshipsdataught by Ms. P. As a
student in this chaotic class of non-learning, afigr day | squanderady time away
gossiping with friends, making weekend plans, tagkabout TV shows, music, movies,
what happened during lunchtime, fashion, etc.dlrtht realize that in the same class that
we were supposed to be learning about our right$. 8sCitizens, we were being robbed
of our natural rights as students to have a demduntation. As a fourteen year old, |
didn’t realize immediately that | wasn’t learningyghing in this class, after allthought
| was having fun--1 came to class each day, wasrghook work to do, searched for the
answers in the text while socializing without atipeeading the text, and handed in the
work. What was the outcome of all of my socialigend bookwork-- an “A” both
semesters in Ms. P’s class. What was the trueoméaof all of my socializing and
bookwork-- not learning anything in this class aoday, a feeling that | still lack
information when it comes to my knowledge of th&.la

One day, after many months in Ms. P’s class of leanring, it finally occurred
to me that we hadn’t learned anything all yeardgbethis, | don’t think I'd given it
much thought—I produced the work, | got an “A”)Jpon this epiphany that our teacher
had essentially been a highly paid babysitter ¢tass of 25-30 ninth graders, | raised
my hand and said, “Ms. P, why is it that you’ve eegotten up to teach the class? Why

is it that we’ve learned nothing this year?” M% mesponse, “l don’t teach ninth
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graders. | never teach ninth graders. You alirazapable of learning!” Needless to say,
my classmates and | were literally dumbfoundediametd and ashamed. Outraged
because oUFEACHER the person our parents entrusted to help edusateclieved we
were incapable of learning. We were ashamed, beaauss nearly the end of the
school year, and it took us all year to realiz¢ it had been treated unfaidpd
stripped of our educational learning opportuni8everal days later, Ms. P brought in a
bucket of vanilla ice cream for the students aseat.” Needless to say, | didn't eat the
ice cream. | felt insulted that this teacher wbld tme and my classmates to our faces
that we were incapable of learning, then triedhiot sis up and bribe us with ice cream.
It was in this moment that | was awakened to tleé tfaat it was my personal
responsibility to make sure that | learned as maghossible during each given learning
opportunity. | knew that we had been wronged asdrininated against, either due to
race, class, or both, yet, felt powerless and @frtiesponsible for this situation.
Because | was a self-starter, relatively smartraer needed much help with my
schoolwork, my parent’s never questioned what | lwaming in this class. Even after
recognizing this injustice, | still did not go toymparents to inform them of it because |
knew it would mean serious repercussions for Msl ¢ared about Ms. P. and her job
status, even when she could care less about tivefat her students. Of course, | now
realize that by allowing her to stay in this teachposition, | allowed her to continue the
cycle and go through the system while doing hurelcgather students a disservice. The
next year, Ms. P didn’t return to our school. @asitive thing that resulted from this
experience, is that from that point on, | challehgey teachers when | felt the work was

watered-down or below my potential for learnindaisTincident impelled my journey
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towards becoming critically conscious with regardrtatters of race, class, and equity.
As a teacher, | began each school year by shdriagtory about my ninth grade
citizenship class with my students in an efforthallenge them to become critically
conscious with regard to their learning opport@siti

There are two distinct events that | recall exgreeing my Senior year of high
school which involved overt racism. My high schoaly offered 4 Advanced Placement
courses in which we could take to earn collegeitre&P World History, AP Calculus,
AP Statistics, and AP English. | had taken theSA&istics and AP Calculus courses
during my Junior Year and | signed up of the AP Ishgand AP World History courses
my Senior Year. At this point, | was ranked # Irig class, along with another student,
a white male, whom | will refer to as Matt. Mr.,@he AP English teacher, sent word to
me via several students that | had better dropdusse before it even began because he
was assuring me that if | remained on his classllisould not earn an “A” in his class—
no matter how smart | was or how hard | worked. aiVkas | to do? What could | do?
Out of fear, because | knew Mr. C. was very earimelts intent to carry out his threat, |
dropped the class and took another English classiradjowing another person to
assert their authority, “superiority” and power ouge through intimidation and vile
threats. | would often see Mr. C. as | had to wdhtkctly pass his class daily to my other
English class, and from his malicious stares, hkhe had every intention to carry out
his threat had | remained on his class list. Ytetd no one about it.

| learned many years later, after recountingitieglent with the principal, that at
the end of the school year, Matt's parents' agtisatheduled a meeting with the principal

and other school officials because they didn'tkhitdeserved" to be Valedictorian
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because | didn't take AP English--even though M) had then fallen to the #2 class
rank didn't take AP Statistics--a course in whitbdk and earned an A. Up until this
point, the Principal herself was unaware of thetexinsurrounding the situation and the
actual reason as to why | had initially signed aipAP English, but later dropped the
course before it began. As a young, high schamlestt, | allowed this challenge to my
intelligence to go unquestioned, all as a meamobvanting to incite the uproar that
was sure to follow had Mr. C.'s threats been reackalloday, | ask myself why did |
remain silent in the face of this blatant racisnot@cting the perpetrator? Why did | go
above and beyond, to make sure that Mr. C. didn# fepercussions for his actions?
The other racist event that occurred my senior yearived Mr. S., my 19 grade
AP World History Teacher. Mr. S. made the rentarkne in front of my entire class
that the only reason that | was Valedictorian wasaoise | “kissed-ass”—not because |
was smart. Mr. S. liked to joke around, and heethds comment in a half-jokingly
manner, however, something within me knew thattime, he was not joking at all and
that he really meant this statement. At this pdimtas tired of being intimidated and
feeling like | always had to prove myself and mielligence because | was ranked # 1 in
my class. | responded to Mr. S. that | had eamgdlass ranking through hard work
and that | had not and would not kiss any teaclassdor a grade. He went on and
continued to taunt me with his inferiority remark#il finally I told him to kiss my ass.
My response to Mr. S. was by no means a refledfdhe way in which | was raised.
My parents raised me to show respect to all adumtsto inform them of any situations

involving adults because they would confront thdividual and handle the situation.
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However, this time | had been pushed to the baumtk in the process stooped down to
Mr. S.'s level of immaturity.

After being embarrassed because | told him to "Kigsass!" Mr. S. became very
angry and threatened to throw me out of classabtltis point, it didn’t matter to me. |
called his bluff and told him to PLEASE throw met ofi class because | was going
straight to the principal's office to call my parand inform them of this incident. Mr.
S. immediately drew back into his “playful”, jokingode and tried to calm me down.

The use and belief in racial stereotyping was agpgan each of these three cases
involving my high school teachers. Their sentinsghtyou all are incapable of
learning!” "You will not earn an A in this coursep matter how smart you are or how
hard you work!" and "The only reason you are Vaitaalian is because you kiss ass--not
because you are smart!" all carried underlying adions that these teachers believed
that people of color, African Americans in partaylwere intellectually inferior.
Solorzano (1997)states that these racial stereptgreused to paint a picture of
inferiority when it comes people of color and maadtof crime, welfare, drugs, and
immigration and to justify a number of positionsaiducation, such as:

(1) having low educational and occupational exgemis for Students of
Color; (2) placing Students of Color in separateosls, and in some
cases, separate classrooms within schools; (Jdiatng the curriculum
and pedagogy for Students of Color; (4) maintareéagregated
communities and facilities for People of Colordgb) expecting Students
of Color to one day occupy certain types and weéloccupations. (p. 9-

10)



113

The summation of my overall high school experieisaeflective of these racial
stereotypes and low educational and occupationmaations set for lower and working
class students and students of color describedlmyyZano (1997). Ranging from the
poor to mediocre curricula and the fact that myhleghool only offered four Advanced
Placement courses, to the daily interactions wewiddour teachers, one could
reasonably consider whether we were being setuguitcess or failure in life.

Ms. P. obviously felt justified in her remediatiohthe curriculum by giving my class
book work on a daily basis and refusing to teatbgather because of her expressed
beliefs in our intellectual inferiority. One couddso question whether Ms. P. would have
openly espoused those same sentiments had shéeldebimg in a majority White,
middle-class suburban school. Mr. C. obviouslyjtgtified in his conveyance of threats
to me via several students on several differendgions, using subtle intimidation as an
effective means for forcing me to drop his courSanilarly, Mr. S. clearly didn't expect
me to challenge his authority after he expressedduist remarksWhile | knew that
these were all cases of blatant racism, | stil saithing to my parents. Now, in
retrospect, | realize that | should have told mgepés each and every time | had such
experiences, however at the time, | thought it betser to protect the teachers because |
knew it would cause a lot of trouble for them haglparents become involved; yet | was
willing to protect them and be victimized. If | &w then what | know now, | would have

handled these situations in a totally different meam

Intersectionalities of Race, Class, and Gender

My college experiences with racism were no différemcept that | experienced it

in more subtle ways from some of the professorssamdents and issues of sexism and
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classism were added to the already unbearable ptesheacism. Being an African-
American female majoring in the field of scienceds one of a few, if ndahe only
African-American in the majority of my coursesattended Marquette University for my
undergraduate studies and | had to take many sciaboratory courses, which involved

a lot of group work. 1 believe that most of my pewere hesitant to work with me
because they had this underlying assumption thassinot as smart as they were because
| was either African-American, female, or bothcohstantly felt that | had to prove

myself and this tension weighed on me daily, hattngork in an environment in which
some of my peers had never worked with a persaolof before, let alone befriended
one.

One particular incident occurred during a serveahing project in one of my
physics courses. | remember being put into a gnowyhich we were to meet on our own
time and devise an experiment in which we wouldgar at an "inner-city" urban
school and subsequently receive extra credit. "[Hagler" of my group, Michelle,
scheduled a meeting for our group to discuss ansplor the project. This meant an
extra trip to campus for me because | was a commautd did not live in the dormitories.
After a long day of attending classes, going toknairmy part-time job and studying, |
came to this scheduled meeting late that evenidgharone was there. After calling
Michelle, I learned that she "forgot" to inform it she and the other group members
decided to reschedule the meeting to another dayiee. Michelle gave me the new
day and time that the group (minus myself) decidemheet. Again, | drove to campus
(approximately 35 minutes from my home) to meehuilite group and once again, no

one showed. This was a blatant sign that thisguobd not want to work with me. And
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although they had absolutely no knowledge of milsslabilities, intellect, etc., they did
not want me in their group.

It is through such personal experiences and maimg nnspoken, that | decided
to devote my studies to the field of Educationts t may confront issues of race and
equity in order to make a positive change for titare. As a teacher, | brought these
experiences into the classroom with me. Thesereqes, the good and the bad,
cultivated my deep commitment to my community andttidents of color and propelled
me to join the ranks and embark upon an educatjonahey for social justice to fight
against the systemic and institutional mechanisrasthave been established to make the
educational system appear fair, neutral, and abgethen in reality it is riddled with
injustice, inequity and contradiction-- created amaintained to protect the investments
and privileges of some, while marginalizing and r@sging others. Being critically
aware of this has further propelled me on a jouwfegacher education so that | may
reach many more by making a difference in the Infetigachers who through teaching,

invariably shape the lives and futures of our stisle

My Experiences as a Teacher

I am filled with many emotions as | reflect upog Bxperiences as a teacher.
Over the course of my three years as a ninth antl ggade science teacher, | built many
positive relationships with my students, some whaain even to this very day. The
relationships forged with my students helped mieetcome deeply invested in my fight
for social justice. | remember the very first ydaat | taught, | had a veteran teacher tell
me not to waste my time performing science expeartswith my students because

"these students"” couldn't handle it. Because lawasung, inexperienced teacher, |
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followed this advice, even though | knew in my hemmething was terribly wrong with
this line of thought; however, because this paldéicperson was a veteran teacher, and
head of the department that | was teaching, | thotlgat he knew better than me being
that he had over twenty years of teaching expeei@md this was only my first year.

Needless to say, | had more issues with behavairyear than in my second and
third years, and for this | will accept the majpmatf the responsibility. Upon serious
reflection of my experience as a student in thendikee Public School system and after
witnessing the deficient ideologies held by sonaehers and passed along to me that
"these students" couldn't handle learning, | wieréback to my 9th grade year of high
school and thought about Ms. P. | rememberedédsson for not teaching us...she
thought we couldn't handle it. Was | to becometlagohighly paid babysitter like Ms. P.
and this other veteran teacher? Would I fail nuglents in the same way | felt some
teachers and the system alike failed me? | knesvithad something to offer my
students that they were not receiving from mantheir teachers. This epiphany
prompted me to start anew.

| began my second and third years of teachinggbyng the bar high from the
first day of school. | worked deliberately to degeand maintain a positive relationship
with my students and their families. | made a canss effort to learn about my students
not only academically but personally. In her thyear examination of successful
teachers of African American students, Ladson4&ili (1995) found that each of the
teachers in her study was intentional in their sleai to teach in a low-income, largely
African American school district and each identfs&rongly with teaching (Ladson-

Billings, 1995). These teachers established flaldtionships with their students by
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becoming active members in the communities in wkingy taught. They often attended
community functions such as church services and shedents' sporting events and
frequently patronized resources in the communithsas beauty parlors and retail stores
(Ladson-Billings, 1995). These teachers "saw thérases a part of the community and
teaching as a way to give back to the communitgddon-Billings (1995), p.163).

In a similar fashion to the teachers in LadsoniRjs (1995) study, | too created
a bond with my students that extended into the comiy. If my students had outside
jobs, | found out where they worked. They wouldrnewith pride whenever | showed
up to their jobs to patronize the business, whatheas McDonald's, the Dollar Tree, the
car wash, etc. Then they would come to schoohéhe day and tell all of their
classmates and friends that I'd come to their jolshop, eat, get my car washed, etc.. |
attended their football games, basketball gamask imeets, and watched them as they
cheered for our school. The payoff was extraomgindwas able to show my students
that my care for them extended beyond my classrobhey knew from my actions, that
teaching was more than just a job for me-- | hadsted interest in their lives and their
futures. Everything was not perfect of cours@ad my challenges with several students,
but my successes definitely outweighed my hardships

Writing this portion has been difficult becausd asflect upon all my successes, |
can't help but to lament the students | loss atbegvay. |try to keep track of my
students whom | know went to college and who aiegleell. Unfortunately, through
the news media and in communicating with formedsius, | also keep track of my
students whose lives have taken a tragic or migfate turn. To my knowledge, | have

several students who are in college and who amgdeell. On the contrary, | currently
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have two students who are in prison for commithogicide, one student who was a
victim of homicide, and one student who took hishdife through suicide.

| never sought out to "save" any of my student$ ftr me, teaching is a matter
of life or death because schooling is a matteifefdr death. Due to the lack of family
resources, networks, and out of school experieti@asan compensate for what is not
offered in schools, "for children in poverty, soling is a matter of life and death. They
have no other realistic options for “making it”American society" (Haberman, 1995,
p.6). Through teaching, I've sought to aid invidlong my students with a better chance
for the future. How can these students have @beltance for the future when the odds
are stacked against them?

| remember one of my students, Michael. Miclvaelild come to class, sit in the
back and recite the words to a famous rap songtbhatied money and drug dealing. |
could see that Michael was deeply invested in émtisients behind these lyrics, after all,
these lyrics and others alike were mere reflectafrtgs everyday experiences in the
'hood. | could see that Michael was on a faskttaward trouble. After talking with
Michael, | learned that all he really wanted waska He wanted to work so that he
could help take care of himself and contributeisofamily. | also knew Michael needed
a mentor. | tried effortlessly to give Michael jl@ads and to find someone who would
mentor him but it was to no avail. Michael evelljuastopped coming to school toward
the end of the school year and | later found owt.wWkichael's grandmother contacted
me requesting that | write a letter of support ehddf of Michael to be submitted to a

judge. Michael had been arrested. | never fouriceractly what the charges were, but
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below is a copy of the letter that | submitted aldehalf (His real name has been

replaced with the pseudonym Michael Williams).

June 4, 2008
To Whom It May Concern:

| am writing this letter on behalf of Michael Wdms. Michael was a student in
my ninth grade biology class at Vincent High Sdhdtve known Michael to be a
student, possessing great potential, howevels lredire need of a positive role
model to assist him as he strives to achieve ithjie éxpectations set for him.

Michael was quiet and reserved at the beginningetchool year. | realized
early on that Michael was full of potential, yet heeded to be motivated in order
to successfully complete his assignments. Onahaél realized that he had
people behind him that believed in his succesgdrame a self-starter and
started to achieve a greater success.

| would often talk to Michael about his future dnabticed that it seemed as if he
was fighting an inward battle, struggling betwdles pressures of the street and
the inner city and the pressures of academic lilmew that Michael needed a
person in his life that could model success arsitipdy and thus motivate him to
do likewise so | submitted his name to our gui@aoitice to be included in a
mentoring initiative headed by New Testament BaZhurch—however, no one
ever contacted Michael regarding mentorship.

I made a promise to Michael that | would do adltthcould to help him find a job
in the city so that he could spend his time o@tsitischool working and acquiring
a good work ethic. At the beginning of this ydaent Michael down to our
guidance department to speak with our step- updoaator, Ms. Fisher. Ms.
Fisher provided Michael with mock job applicaticargd tips on finding a job.
Michael told me and Ms. Fisher that he had appbegumerous places within the
community, The Pizza Shuttle being one of thesatlons and had not received a
call back. This shows that Michael made an attamgain employment but was
unsuccessful.

| am convinced that Michael is a good person vehacking guidance and with
the aid of family, educators, positive mentors esld models, as well as the
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community to believe in and motivate him, will @esuccess within our
community.

If you have any questions or if | could be of hat assistance, please feel free to
contact me.

Thank you,

Ms. Talonda Lipsey
Teacher, Vincent High School

| never heard what happen regarding Michael's ce#lsile my teaching experience has
been filled with many highs and lows, it is th&at®nships that I've built with my
students that have been my strongest measure céssICAs stated before, | never set
out with the intention or desire to save my studgeohly to use my skills and abilities to
provide them with a promise for a better futureis with this same hope in a promise

for a better future that | remain committed to urlealucation and social justice.

Conclusion

| end this section in the same manner in whiddegan-- by reiterating that | have
invested all of my "selves" into this research gtutMy self as a student, teacher, novice
researcher, community member and my self as &Blaman. As such, my identity
had a tremendous bearing on every aspect of themareh process, from the specific
guestions that | sought to examine, to the wayshich | structured my interviews, right
down to the very themes which emerged from the. dB&cause the very essence of our
identity is rooted in the intersectionalities of dustory, experiences, interpretations,
perceptions, and interactions, it was essentiallttteo examine my own identity and the

ways it impacted the research process.
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It is the experiences that | shared, and many nhatehave played such an
integral role in crafting my scholarship and my vation as teacher and researcher to
maintain high expectations of all teachers regasité race, socio-economic status,
gender, religious beliefs or any other facet ohidg which indubitably shape who we
are. As teachers, we have an indelible effed¢herfuture success of our students.
Therefore, it is our responsibility to examine aguttural positions and the ways in which
they influence the academic outcomes of all stuglehty overall goal in conducting this
research study was to challenge each of my paatitgoto share their narratives in an
effort to examine the ways in which the culturaspions of these teachers influenced the
academic outcomes and future success of theirmstsider heir narratives have been

filtered and retold through my identity. Here #ueir stories...

The Research Participants

This study sought to examine the lived experiernddsur teachers and the ways
in which their identities and ideologies impacthdit experiences in urban and suburban
schools. Two of the participants, Mackenzie andrea are White, middle-class women
who teach in urban schools. The other two paditip, Karen and Nicole are African-
American women who teach in suburban schools.

Lauren is a White, married, middle-class mothemaf children in her mid-
thirties who has been teaching at an urban higbdaah the city of Milwaukee for 6
years. Some of Lauren's early childhood experehes&e played a pivotal role in

shaping her identity and her worldview.
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Mackenzie is a single, elementary school teaghber late twenties. She grew
up in a small, rural town on the northern westleo of Wisconsin and she and her sister
were raised by their father in a middle-income hbayhood. Mackenzie chose to
become an urban educator after feeling somethirsganass with regard to her primary
and secondary education and her overall life egpea of growing up in a monolithic,
bucolic town.

Karen is a middle class, married, African-Americarother of two adult, college-
educated children. Karen was born and raisedsmall, rural farming community in the
Midwest. As a baby boomer, Karen grew up duritign@ in American history when
racial relations were strained and the fight feilgights and equality was on. Karen
was an elementary school teacher for a suburbarokdistrict on the outskirts of
Milwaukee and recently retired after 25 years obise.

Nicole is a middle class, married, African-Amancwvoman who was born and
raised on the Northwest side of Milwaukee. Nicattended Milwaukee Public schools,
which she described as being racially diversehérprimary education and later
switched to a suburban school on the outskirts ib/&ikee when she went to high
school. Nicole currently teaches in a middle s¢hoa suburban school district on the
outskirts of Milwaukee.

The identities of the participants varied greathipwever there were some
parallels in lived experiences, ideologies, ana@gtions that emerged amongst the
participants. Drawing on the tenets of CriticatR& heory, | analyze the ways in which
the unique experiences of each of participant, e instrumental in shaping their

paradigms and perceptions about race. Each sdatianabout the participant with
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regard to: the role in which their early life exieeices played into shaping their identity
and ideologies; particular experiences the paditihnas had regarding race and racism;
the interactions and relationships each particgphat with their students and the parents
of their students; intersectionalities between ratass, and gender impact that identity
and experiences of these participants; and whétlese participants exhibit colorblind
versus a critically conscious ideologies about race

The chart below is a graphic representation gidrbrief profile of these ladies
and parallels which emerged as they shared thpereences over the course of three
interviews. Pseudonyms have been used to pribteatlentity of each of the

participants.
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Lauren

"Selectively" Colorblind, Poverty Conscious? Culturally Conscious, Critically Uncanscious?
African-American, Married, Mother of 2, Baby Boomer

White, Married, Mother of 2
Teachesin Urban School
Has experiences with poverty
Did not talk about race in household
Subscribes to Bootstraps Mentality

Raised by Single-Father

Critical Conscious
Willing to speak up for justice Nicole

Mackenzie

Critical White Ally?
White, Single, No children, Mid 20's

Long-term relationship Puerto Rican boyfriend

Raised by Single Father

Did not talk about race in household

Diminishes the salience of race
Student Advocate

Na experiences with Racism as a Teacher
Shunned by African-American Peers as a Teen
Multicultural Paradigm
Ability to navigate the color line
The" Go-To" Woman

ports great relationships with colleagues

Suburban School Teacher

Challenging Myths, Creating Counterstories?
African-American, Married, No children, Early 30's
Attended a Suburban High School, Historcially Black College
Does not fit into the stereotypical "Black woman role

Skills and Akilities not valued by colleagues

Parents talked about race and racism

Students are lacking pride

Raised in 2 parent home
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Lauren's Story- "Selectively" Colorblind, Poverty Conscious

Lauren is a White, married, middle-class mothemaf children in her mid-
thirties who has been teaching at an urban higbdaah the city of Milwaukee for 6
years. She holds both a Bachelors Degree and Md3sgree in Education. Lauren
sought out an experience to teach in an urban@mwient. Initially she wanted to teach
at Ethan Allen or in the prison system, but afeareiving no job offers, she heard about a
new charter school opening up in Milwaukee thatkedrwith students who had been in
and out of high schools. After meeting the priatipLauren was invited to interview
and subsequently teach at this new school. Shbdwsteaching at this school since its
inception and was instrumental in helping to ctiaé school's mission and vision
statements, base rules and community agreements.

Lauren currently resides in a middle-class neightod on the south side of
Milwaukee that is comprised mainly of city workemsluding fellow teachers, police
officers, and fire fighters--all of whom are cordohto the city per the residency
requirements. Lauren's neighborhood is comprisestiynof White families, with very
few African-American, Asian, or Latino families anlbsely resembles the suburban

neighborhood in which she grew up for the majooityer life.
Colorblindness Vs. Critically Conscious Ideologieabout Race

Because Lauren and her siblings had to deal wéhraumatic experience of
being abandoned by their mother and spent theseadit of their lives living in
impoverished circumstances that were less than, idaaren believes that she is able to

relate to her students in a unique way. Howevaurén admits that she receives
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backlash initially from most of her students asraa result of her identity. Here are two
separate instances in which Lauren talked aboutsiens perceived by her students:

Lauren: And | just like...and have always likezthd probably thought because |
was middle income and thinking about the thingd thwent through, and my kids
are going through the same thing, and | cangdtathem. And that whole
Black/White thing...like some of the kids think,du don't know---cause you're
White!" No, don't--don't judge me ltlgatbecause...and | don't put it out there,
but with certain kids I'll say, "I grew up and mom...my mom left me. | came
home and she was gone. Like...she just left F'we.slept on a hay stack because
her boyfriend kicked us out of the house. | wakindergarten. Imagine me
sleeping under a plastic bag in a haystack innastarm because the boyfriend
was too high and kicked me out... and they're $theents] like "you went
through that" and I'm like, "Yeah! so don't judge by this!" [Lauren gestures
towards her face, referring to the color of henkk" | understand more than you
think 1 do. Yes, some of your situations, | caver begin to imagine, but | can
understand with you and you have to give me aa#lan(Personal
Communication 10-25-11)

Lauren does not seem to understand the fact thatients are more than cognizant of
the ways in which her skin color has made her privgpportunities that have impacted
her life in positive ways whereas their skin cdlas not afforded them such advantages
and opportunities. Bonilla-Silva & Forman (2000pyided credence to this notion when
they asserted:

Although some Whites acknowledge that minoritigsezience discrimination or
racism, they still complain about reverse raciaffiimative action, and a number
of other racially perceived policies. This occurpart because in their view,
racism is a phenomenon that affects few minoriieaffects them in minor ways,
and thus has little impact on the life chanceswiorities, in particular, and
American society more generally. For many Whitasism is a matter of a few
rotten apples such as David Duke, Mark Fuhrmad tle policeman who beat
Rodney King rather than a 'system of social retetiin which Whites typically
have more access to the means of power, wealihegteem than Blacks [and
other minorities]' (Hartman & Husband, 1974:48urthermore, Whites either do
not understand or do not believe the new instinali, subtle, and racial character
of the American racial structure (Bonilla-Silvadaibewis, 1999; Carmichael and
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Hamilton, 1967; Hochschild, 1995; Jackman, 194#jth, 1995). These two
factors combined may explain why Whites regardcibraplaints of minorities
about discrimination as exaggerations or excufea/hites 'don't see’
discrimination and do not understand the systeat@l character of our society
(Kluegel & Smith, 1982, 1986), then they must iptet minorities' claims of
discrimination as false (Essed, 1996) and blammeonties for their lower
socioeconomic status (Kluegel, 1990). (p.68)

Lauren has tried to make a connection with heresitg] based on their
socioeconomic status and some of the dire situsitioat are commonly experienced by
people living in poverty, but she believes that ynahher students do not give her a fair
chance to relate to them and their experiencesusedhey automatically discredit her
based on her skin color alone. Here, she givesxample:

Lauren: Umm...Because | definitely can relatesdme of the stuff that has
happened to them and some of the struggles. Beaaum..like | said before, it
was not a good situation for me and my sisterlaother. So, umm...and when
they hear that...and | don't just start telling Inginess, but when the kids get
really like, "You don't know me, you don't know &tH'm going through..." then |
kind of pull them aside and say, "You know whatm't judge me just because
you see this White face. That...these are.'diarfew things that've happened
to me. I...I can understand what you went throbgtause it happened to me
too.” Umm...I say, you know, "l don't advertigat, | don't, you know...it's just
something that makes me-- me. That | can rel@tet | had a messed up
childhood. And they did too, but guess what, h'titet it define me. Let it teach
you how not to be as an adult. So...and I...g¢kerg bad that my birth mother
did to me, | just took as a learning experiena# said, | know not to do that to
my kids. Or not to do...and | tehemthat. You know, "Do this...you're having
custody issues...you want your baby, do this.tdhng you, this is what my
parents did to get me...you know, that's whatdukmem in court. This is what
helped them do whatever. (Personal Communicadtle8-11)

While some of the unfortunate experiences surrauptauren's early childhood may be
deemed as an affirmative means of relating to soinher high school students, such
experiences may also be regarded as limiting,anttiey have distorted her perception,

thus rendering her a "bootstraps mentality" anddlse hope and understanding that if
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she could make it out of such dire circumstancgsowerty, anyone can. Several times
throughout our three interviews, Lauren fell irtte trap of dysconsciously "blaming the
victim" for circumstances in which she failed t@ognize the systemic structures of
inequality and racism embedded within, that haeated and sustained such conditions
(King, 1991). Lauren, just could not seem to ustéand the role privilege played in
helping her family overcome their impoverished gimstance and the ways in which
racism plays in sustaining the plights of impoveed people of color. Furthermore,
Lauren seems to have difficulty moving from theiwdlual to the systemic. She cannot
understand that when her students look at hersapdhat she cannot understand their
struggles, they're not seeing her from an indivigheaspective, but rather, view her as a
representation of Whiteness and all of the beradfmmioperties that are associated with it.
Solomon et al (2000) gave credence to this notibanthey asserted:

The candidates' formation is left at the levelbite people rather than moving to
an understanding of systems of whiteness. Thflaton of whiteness and white
skin (Levine-Rasky, 2000) makes it difficult fdudents to move beyond their
feelings of anger and frustration to develop amdeunderstanding of the way in
which whiteness is also a constructed categoiycme that comes with
significant forms of capital that is seldom affeddto marginalized groups.
(p-159)

Lauren admitted that her understanding of padtpasent race relations in the
United States has grown over the years as a dasatt of the relationships she's
established among her colleagues, and that tleég@nships have yielded some very
powerful, ongoing conversations surrounding radaring my interviews, Lauren was
able to acknowledge the fact that she still beliethat racism was alive and well in
today's society, however she did not seem to havitieal consciousness and

understanding regarding the ever present systdifeict® of racism. In questioning how
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she's come to understand the past and presemnetatiens in the United States, Lauren
said:

Lauren: Umm...We have some good conversatibmg/achool. And umm...A
few of my teachers who are African-Americans s&yell don't you think we
deserve some reparations for what happened?"| aaid, "Well, you got to
remember that it didn't happenytou | didn't do it to you. It was likevay back
In our ancestry that we...we never met them...@wen..you know...so | said, If
that's whayou feel that you needs it going to change anything? If the
government gives you money, say...'yep, we dihgr all these people did
wrong to you, here's money'---is that going tongegwhat happened to you?
And umm....I said, you knowmy family...my family didn't come over here until
way after slavery and...from Ireland...l said) seasn't even a part of it. You
know...but I think, it's still...in certain ared's still the same. You know, they
still have different feelings about different ra@nd depending where you go
Asians are bad...depending on where you go, yowkaomm...Blacks are bad.
And depending on where you go, Whites are badd gml think...I don't think
anything has really changed. I think a lot of legut on a good front about how
things have changed and how things should bel.larestly don't think, you
know... | see it every day. Coming over, andyl thee bridge. You come over the
bridge over the valley and it's like a completgifyerent world.

Talonda: Right.

Lauren: And...I can't say who's at fault for sgei.you know... houses boarded
up. Umm...I know it means jobs aren't there, lkibw that people aren't getting
jobs specifically because of their race or ummbut.then | see education. That
you know...my kids are coming to me and they gaat and so...umm...who's at
fault? Well, if they had teachers that werenihddor them, yeah! We're to
blame. Or whoever did that, you know...we're sigs0 to prepare kids to
succeed wherever. And if there's no jobs...but it's different because of the
economy, you know? So...there's a lot of...teeadbt of reasons why things stay
the same and why certain things are differenthd Athink umm...anybody can
get out of their...umm...where their place isifie.l.umm...I'm a perfect example.

| think if | would've stayed with my birth mothdrprobably would be in the
situation as some of these kids. Ummm...Butdheabut thankfully my dad
fought and fought and fought to get custody ofand take me out of that even
though he struggled, he did what he...what wasfbesis. And umm...but, you
know...l see ...l see the kids filling out job apations that they can't even write.
And now, they're in high school. And now I'm.ddn't want to say fix because |
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don't fix kids...l help them learn. But you hdwedix it. How do you....How

am | gonna get you...okay you're a 1/2 creditahyraduation, well...what
good...what can | really do for you... at thism8i Well, | have to teach you how
to survive. | have to teach you the words, timglege, the writing, how to read
certain leases, things like that. Well, am IIsedbing you a service either? But
after while, you have to go...you have to helprttsrvive. And...and that's hard
for me, you know...l...because | want them torida read. And | want them to
learn to write, but after while you're like, "Weglibu're gonna leave here whether |
like it or not, even though | don't think you'esady--because you have all of your
graduation requirements...but you're still notlsed So...." (Personal
Communication 11-3-11)

The fact that Lauren lacked a comprehensive ural@isig of the ways in which the
prevalence of racism has had a historical impactaironly the educational plight, but
the economic quandary of people of color in thetkthStates is evident from her
meritocratic viewpoints. In her discussions widr bo-workers about reparations,
Lauren seems to understand racism as a thing gfastewith no historical remnants:

"Well, you got to remember that it didn't happeydu | didn't do it to you. It
was likeway back in our ancestry that we...we never met the(Rersonal
Communication 11-3-11).

To answer the question raised by Lauren of ifgtreernment "gave" African-Americans
money, would that change what happened to us,wthbdo not have the authority to
speak for the entire African-American race, | swenihat the majority of African-
Americans would agree, that no amount of moneycdeuér fully compensate for the
amount of blood, sweat, and tears shed, and &olivtbs lost, during the enslavement of
our ancestors and the subsequent struggle andfigbitvil rights by our forefathers.
Perhaps if Lauren had a better understanding oiveys in which the United States
government historically "gave" White people mon&ye would have an alternate

perspective with regard to how she views the ecoolight of people of color.
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Furthermore, did Lauren perceive her family's nieegtilize the Food share Wisconsin
Program for a period of time during her childhosdlze government "giving" her family
money?

According to Bell (1992):

Lulled by comforting racial stereotypes, feartut blacks will unfairly get ahead
of them, all too many whites respond to even tlstrdire reports of race-based
disadvantage with either a sympathetic headshaketm-blaming
rationalizations. Both responses lead easiljw¢ocbnclusion that contemporary
complaints of racial discrimination are simply eges put forward by people who
are unable or unwilling to compete on an equailshasa competitive society.

(p.4-5)
While Lauren can physically "see" the differencdiving conditions when she crosses
the bridge from her residential community on theteside of Milwaukee to the
community in which she teaches on the north siddibaukee, her attribution with
regard to the cause and maintenance of thesedtffes is deficient.

"And...I can't say who's at fault for seeing ..ymow... houses boarded up.
Umm...lI know it means jobs aren't there, and hkloat people aren't getting
jobs specifically because of their race or ummbut.then | see education. That
you know...my kids are coming to me and they gaat and so...umm...who's at
fault?" (Personal Communication 11-3-11).

Here, Lauren tries to posit the condition of poyéa failed educational policy. Anyon’s
(2005) main thesis iRadical Possibilitiesis that poverty is not a result of failed
educational policy and reform or urban family dymesnbut is a direct result of the
macroeconomic policies created and maintained &yJtl$. government. Furthermore,
the fact that Lauren refused to even question t@antajority of her students of color
could be funneled through the educational systétha@lvay to the 12th grade without

ever learning to read and write is indicative of ba@lorblindness and noncritical
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understanding of the institutional functions ofisatc embedded within the educational
system (Ladson-Billings, 1994; Ladson-Billings,1988dson-Billings & Tate, 1995;
Y0ss0,2002; Valenzuela, 1999).

Lauren did not see herself as having anything twitlo the historical remnants of
slavery:

"And umm....I said, you knowny family...my family didn't come over here until
way after slavery and...from Ireland...l said) seasn't even a part of it" (Personal
Communication 11-3-11)

Later in the dialogue, Lauren subscribed to thatowratic notion of the "American
Dream" as a solution to overcoming the plight ofgrty, in the same manner in which
she and her family were able to.

"And | think umm...anybody can get out of theirmm...where their place is in
life...umm...I'm a perfect example. | think #vbuld've stayed with my birth
mother, | probably would be in the situation asie®f these kids. Ummm...But |
teach...but thankfully my dad fought and foughd &ught to get custody of me
and take me out of that even though he struggledlid what he...what was best
for us.” (Personal Communication 11-3-11)

Here, Lauren attributed her family's ability to ca@me their economic hardship to her
father's resilience and his ability to pull himsaif by his bootstraps. She did not account
for the role White privilege may have played ingr Family's triumph over poverty. As
such, she holds firmly to the notion that anyone @aercome their lot in life if they just

struggle and try hard.

Colorblind Notions/ Sincere Fictions
When asked about whether she thinks racial ing@omtinues to persist today,

Lauren had this to say:
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Lauren: Yes. Not necessarily slavery. Umm, amthere's...people say that
there's like corporate slavery where there'sdésswage for Black employees
and another wage for White employer. White emgipgther than Black...you
know, minorities aren't getting the same offerstifiat, | am...that's politics...1
don't get into politics, but...l believe that tietrue...that I'm sure in some
businesses, the owner doesn't rent and nothinguwte would happen with
that...it's just that there wasn't a position them. But umm...but yeah, | think
it's still happening.” (Personal Communication3t11)

Lauren had no problem acknowledging the fact theism and inequality was ever-
present in today's society, but she could not geeronnect racism and inequality to the
different outcomes she witnesses among people whan poverty. She doesn't seem to
be able to draw the link between the past and theemt and how such issues as racism
and inequality might affect the educational systekacording to her statements, it
appears that Lauren is still viewing inequity fram individualistic point and does not
understand it from a systemic viewpoint. Laureteroexpressed her assessment of
racism, poverty and inequality in the form of "sne fictions"-- a term coined by Feagin
to refer to images of white merit and moral supg@ydhat shape, usually unconsciously,
the views and attitudes of many White Americanscadkding to L.A. Bell (2002):

these views are "sincere" in that Whites who aspdhem truly believe
themselves to be color blind people who do nstriininate against others. They
are "fictions" in that they ignore the enduringliges of racism in the United
States in favor of an optimistic tale of continaquogress and social reform that
bolsters images of white decency and goodnesst(3€80; A. Thompson,
1998). White fictions about racism are not simplyividual constructions but
are supported by an entire social fabric thatfoeges white dominance while
concurrently professing commitment to equality apgortunity (D. Bell, 1992;
Delgado, 1995). Their very sincerity makes themngerous in that they prevent
white people from questioning our own assumptinsut race, recognizing the
normative whiteness on which these assumptionsased, and consequently
understanding structural racism and our own seegdonsibility to address it
(p.237).
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When asked directly whether she considered Harskelrblind, Lauren had this to say:

Lauren: "Yes and No. Umm...Yes because | mdathekids | teach are Black.
So...and | love that when they say, "You're jushd that because I'm Black!"
Well...that's all that's here is Black. You kribwAnd so...right...I am doing that
because you are Black. Because you're the dhits all that's here. And
umm...but, no. I don't look at a person's skid say, "Ooh, I...maybe | shouldn't
like them because...I give everybody a fair shiftl don't like you, it's because
of your personality. It's not because you're Blae you're Hispanic, or you're
White. You know...umm..and the kids...the kidsrftethat---right off the bat.

Like I said, the last time | had went to my prpeti about the Black/White thing
and | said, "You know, | think they don't respea simply cause I'm White!"
And he's like, "You're probably right. Becauseytimaven't had good experiences
with White teachers.” And so, usually for likeetfirst week or so, they're a little
hostile..standoffish...you know, they don't re&how what to do...and  then
they kind of figure it out---that you know whatt | ididn't want to be here, |
wouldn't be here. And umm...during our...whenkiaks first come in, our new
student process, umm...I tell them, | say, "Listdmow what | got into when |
signed up here. | picked this school. | picked guys because you guys deserve
just as good of a chance as anybody else doesd'ufm..you know, | said " |
wasn't assigned here, | wasn't forced to be heréthoroughly enjoy working
with you guys and this is why | picked here aad.Sand that's only my
advisees, they're the only ones that hear thain @y...we have small groups
and so, and it's like different advisory groupsckof meet together, but if they're
not in that, sometimes they don't hear that. smdimm...but like | said, | think
it's fair that they do it, and at first, | realt it bother me. And then after while,
I'm like, you know what, that's all they know. @so until they get to know me...
and until they get to know that I'm real and geeuand why I'm there is for a
good reason, that's there...they can do whatbegnwant. Notvhateverthey
want, but you know, | understand why they mighal#tle hostile. So..."
(Personal Communication 11-3-11).

Lauren's identity as a White woman in an urban schith all Black students has
heightened her sensitivity with regard to race. at\ik particularly interesting in Lauren’s
case is that as a White woman, because she isitlegityin her working environment,

she has a unique paradigm regarding the way sleeipes certain situations.
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Several times throughout our three interviews,dften dysconsciously (King,
1991) posited herself as the victim of "reverserhsination." Lauren stated that when
she first began teaching at her school severakyesatier, she would visit the principal's
office upset because she did not think the studesfsected her simply because she was
White. She has since come to understand thanitied vibe she gets from students,
new students in particularly, has less to do wehitlentity and more so to do with these
students feeling out their new environment. Whatren also needs to eventually come
to recognize is that the racial skepticism thatrgoeives from her students and their
initial distrust of her, has less to do with hattiindually, but is a direct result of the
collective identity of whiteness that she bearslo®on et al. (2005) gave credence to
this notion when they asserted:

The difficulty experienced on the part of the adatkes to acknowledge the
existence of alternative ideologies, can resudt facus on their own personal
sense of suffering and oppression. The inclusfadhenotion of reverse
discrimination, or the maintenance of racism asvidual aberrant acts for
example, limits their ability to move their undenrsding of an existing situation
away from the personal and the individual to @ffety examine the underlying
systemic and institutional structures that reiodoracism. The maintenance of
this focus on the self, their feelings of discorhfguilt, anger, frustration, etc.,
serves to ensure that there is limited space aedyg to address the needs of
other groups whose very existence is mired in @ggon and inequity. (p.155)

Lauren acknowledged the fact that with regard tokhewledge and understanding of
racism in the United States, she lacked a histigpicsm in which to filter her
experiences as a White, middle-class woman whesidernng the alternative ideologies
and experiences shared by people of color. As,diamiren was more inclined to view
racism from an individual stance and not from desysc point of reference. Because

Lauren did not consider herself a benefactor opgteator of racism, she often diverted
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the focus of conversations of inequity and inequdlased on race, to matters of class
and meritocracy, anchored in her own experienaa/efcoming the economic barrier of
growing up poor. This self-victimization and simifj of the focus often clouded Lauren's
perspective and limited her from understandingrthgs in racism has systemically

impacted people of color as a collective whole.

Early Life

Lauren was born and raised by her single mothéhemorth side of Milwaukee
until she was in first grade. Her parents werassped and did not get along with one
another. Lauren and her two siblings went to Vit their father, who resided in a
middle-class suburb right outside of Milwaukeeegfieing abruptly "abandoned” by
their mother. Lauren remembered coming home framoal one day and observing that
everything in their apartment was gone and her erotlas gone too.

Lauren: | mean | remember coming home from scbaelday and she was just
not there. Everything was out of the house. 8a@ame...my sister, | have a twin
sister and | have an older brother...so we camehdwo first graders and a third
grader and there was nothing. So we went to d@mbshe cleaned out the
house and left. And we came home and there widisngathere--except a letter
for my brother saying to go next door to the nbmis and call my dad and tell
him to come get us. So it was kinda like...anddad always tried to have a
positive attitude about my birth mother. He Wks "l loved her once enough to
make three children.” He never talked bad abeut ffhat way...now that we're
older, he'll say some more editorial, feeling gsn.but when we were growing up
he never talked bad about her because he saidi¢hiaad to make that decision
on our own and we had to figure that out...and sbe wanted to see us...there
were times when she didn't show up and if shesdadv up it was not a safe
environment to be in. So after a while, it becaraedecisions not to go with her.
But we made the decisions. And then it was, "@bu're keeping them from
me." No, it'susnot wanting to be there! We're old enough to usided what's
going on. So yes and no. Yes we would [come itavdikee] but not with any
regularity” (Personal Communication, 10-25-11).
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Based on her traumatic experiences of neglect baddomnment by her mother, Lauren
has internalized the inner city as being an ungkiee and a place of loss. One might
guestion the ways in which Lauren's conscious d&ct® work in an urban setting is a
reconciliation effort to heal and mend her pairdildhood experiences. Thomas (2007)
guestioned the ways in which her pain, which resuftom her distancing from her
Greek ethnicity has resurfaced emotionally in tleysvin which she interacts with her
students, Thomas (2007) stated:

My conflict and emotional pain have fed into myaigmned alliance with students.
Although | might share with some of my studenes éfxperience of being a child
in an immigrant family, |1 do not share in theirigure cultures or their experiences
of racism and class marginality. | have projectgdemotional pain on to their
non-White lives in the hopes of saving them andeify

Where do our oppressions intersect with thosauostudents? Where do they
depart? How do the social locations (of power poerlessness) of our
individual students meet each other? Where dpdkeart? | believe we have
only begun to ask ourselves these questionssdunaing that my sense of
oppression legitimated my role as teacher witlpovilege, | conceptually missed
how the racial differences between my studentlsna@ created distance and
thwarted learning. ( Interrogating My White Plege: "Appropriating
Blackness" section, para. 9-10)

While Lauren believed that she could relate tostedents from a class standpoint, she
did not share in their experiences with race. Okemas, one could question whether
Lauren was projecting her emotional pain of povengglect, and abandonment on the
non-White lives of her students in the hopes ofrgathem and herself and what effects
if any, these projections had on her inability ée sace as a factor and the ways in which
she was privileged.

Upon reflection of her early life experiences wiggard to race, Lauren recalled

one distinct event that occurred during her edniidbood when she and her siblings
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lived in an inner city apartment complex on the tNaide of Milwaukee with their birth
mother. Our dialogue regarding the experience \Meathis:

Lauren: And...umm...we had a kitchen...a migtahen in our...you know, like
a side kitchen and our window was open, and tWaeno screen in the window
and kids threw mud balls into our kitchen...arst juashed the [place].

Talonda: On & ? (Talgndes the cross-section
of the location of Lauren's apartment)

Lauren.: Yep. They didn't come in, they jusethmud through the window.
Talonda: Really?

Lauren.: And so that was a racial thing too.tt&t was another racial thing that |
remember.

Talonda: So you think they threw the mud intoryaindow because you were
White?

Lauren: Well, | don't know. But.... there werka&k kids in our complex and
they threw the mud into our apartment, into ownno

Talonda: Do you remember being the only Whitaikg?

Lauren.: That | don't remember. Like I...kindhafve certain memories...certain
memories...certain memories. Cause, you're liaab6 you know. Umm...but
yeah. | don't...I don't remember. But | do rerhenthatbecause | remember
coming in and just being like....( Lauren makdaaal gesture conveying a look

of astonishment and shock.)

Lauren: You know...cause you heard 'em, and yoenwvent in there and they
were just like throwing mud in the house.

Talonda: They probably thought it was a game.

Lauren: Yeah...Um hmmm.... (Personal Communioatid-3-11)
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In this instance, Lauren viewed herself and heiilfaas victims of a hate-crime, inflicted
on her family by Black children, solely becausehsir race. And although Lauren
couldn't recall whether her family was the only YéHamily in the building, and,
regardless of the fact that she had no knowledgéhether other (Black) residents were
also victims of this mud ball disaster, Lauren auatically relegated this act to an act of
racial prejudice. By offering an explanation foetchildren’s behavior, | inadvertently
shut down the conversation with my comment abosigdime. This neophyte researcher
move gave Lauren the opportunity to dismiss theomrfortable conversation. While |
agree with her inference that this may have beeuadt on by race, | am most interested
in how this instance is part of a pattern in Latse¢hinking about race. This story
recounted by Lauren offers particular insight ibtmren's ideologies with regard to race
and how she perceived herself, along with her fgnag victims of racial discrimination.
In her discussions of race, Lauren does not seeemdss as a privilege, but as a way she
is marginalized by black students and adults"heate that recurs several times
throughout our 3 interviews and a point on whicWill elaborate later.

After being abandoned by their mother when Lauwvas in the first grade,
Lauren and her siblings moved in with their fathed attended the public school in their
monolithic, middle-class suburb. With regard twafices, even though Lauren's father
worked full-time, her family still struggled finaratly during her childhood and
adolescence, even utilizing resources providedbygbvernment including the Food
share Wisconsin Program, which aids in helping ilmeome families obtain nutritious

food.
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Personal Family Interactions Regarding Race

Although Lauren teaches in an urban school disnd believes that there are

some good schools within the district, she chosenwove her son from the Milwaukee

Public School system and had him transferred teightboring suburban school district

on the outskirts of the city. Lauren rationalizest decision in this manner:

Lauren: Well you "heard" that MPS is horriblertigle, horrible. And that only
certain schools were good. And I've never gatteémpolitics...even now with the
whole union thing---I've never been into that. '‘West all have to [see] as it
comes and deal with it as it comes, but | guesst wbu hear is that it is horrible.
But ummm...being in MPS, | remember that | ditiave a bad experience. But
then again, | was in there a long time ago. Bwytson went to a MPS school and
the only reason | took him out of a MPS schodiasause they were getting rid of
all...they were losing so much funding. And hibaol was losing gym and
library time...art and music and my son loves.thAnd he's a good student, so |
cannot fault MPS for his education because atgzade, he was reading at a 5th,
almost 6th grade level. He's doing math at e6Bthgrade level. So his basic
building blocks and all that stuff is solid. Butouldn't ...my son loves that
stuff...and | couldn't as a parent say, " Welldaese I'm a MPS teacher and |
believe in MPS..." It's not about believing in MPEBs about you taking these
things away and | have an opportunity to get ndyat he likes...like he likes
school but he also likes these other things. iAhdan provide him an
opportunity to get that, | have to do that. | mgaarents here...they get their
choice program...they get to pick what schoolu.yaow...sd'm choosing to
send him to (Suburban School District)...whichysu know...not that far from
Milwaukee... It's not bad, because not all higha®ls or not all MPS schools are
bad---it's some bad teachers. It's not the whypdéem. It's certain cogs in that
system. (Personal Communication 11-3-11)

The mere fact that due to budget cuts, her sohso$tad to cut programs and courses

that are necessary and essential to educatingehi&hd providing them with the

opportunity to gain upward mobility, is ample reagor Lauren to move her son outside

of MPS. However, by focusing on budget cuts andrecbgnizing the role(s) race and

segregation have on urban schools, Lauren exlabésk of racial consciousness. As a
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White, educated, middle-class woman, married toha&Veducated, middle-class man,
Lauren's identity afforded her a particular priggethat is denied to others. With this
privilege comes options. Lauren was able to simgigove her child from this failing,
underfunded school system and place him in a higddgurced suburban school, without
considering how her actions contributed to issdesghite flight and the reduction of
social capital in urban schools.

While no one begrudges Lauren’s decision to chbester schooling options for
her child, this is an example of whiteness as ptggélarris, 1993) in that, Lauren and
her husband knew that their son would be affordecermtellectual property in this
suburban school via the quality and quantity ofdeiculum, imparted directly through
the variety of highly rigorous course offerings @isan-Billings & Tate, 1995). And,
because of these better funded schools, their sdalkectual property would be
undergirded with "real" property by way of more tigqualified teachers, computer and
science labs, and state-of-the-art technology (@ad&llings & Tate, 1995). In sum,
Lauren and her husband knew that the intellectrggdgaty, in addition to the "real”
property afforded by a suburban school system, e&vgulrantee their son's opportunity
to learn. (Ladson-Billings & Tate, 1995). LadsBitlings and Tate(1995) provided
credence to this notion when they contended:

The availability of "rich" (or enriched) intelleduproperty delimits what is now
called "opportunity to learn"--the presumption taking with providing
educational "standards” that detail what studemdsiisl know and be able to do,
they must have the material resources that supipeirtlearning. Thus,
intellectual property must be undergirded by "rgabiperty, that is science labs,
computers and other state-of-the-art technologiestopriately certified and
prepared teachers. (p.54-55)
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Moreover, Lauren and her husband's decision to rtfmieson from MPS to a suburban
school showed the "Rights to Use and Enjoymentp@rty function of whiteness in that
their son had full access and extensive use ofynighded school property--most of
which children of color attending Milwaukee Pulfichools cannot access (Ladson-
Billings & Tate, 1995).

Conversely, Lauren has chosen to teach in an wttaool because she sees a
need for poor children to have good teachers. VWs&red how her family reacted to the
idea of her teaching in an urban school, Laurenthisdo say:

Lauren: Bad. Like even now my husband's friena pelice officer and he
always ask if I have my (cover) on. And my datlke 'You're so stupid'...and
whatever. And I'm like "You know what'... |.will say that sometimes when I'm
there at night I'm a little nervous, ummm...bueliksaid, my friends we go out...I
go to the Comfort Zone...l go to 502...You knowgo with them and my friends
are not stupid...like the guys say 'Call me whem get here...We're coming to get
you. Don't walk by yourself. We're gonna comeand get you. Don't walk to
your car by yourself'. But that's not just becaitisea Black neighborhood. It's
because they know that crime happens and they'yepvetective of each other.
But ummm...my family was not thrilled with the ideme teaching in such an
area...and like | said, my husband's friend hesféwer right around that area so
he kind of knows what's going on or whatever. Keags kinda ribs back at me,
"You got your (cover) on and your knife? Are yanga be there after night. Do
you need a police escort to your car?' He jokBgcause he knows what's
happening ...yeah, but they were not happy. Amheww...they comment back
and forth sometimes about like if | talk abouttaigtion that | had (Personal
Communication 10-25-11).

The response of Lauren's friends and family, towmking in an urban school is telling
on many levels. First, both Lauren's father andfifiend, who was a police officer,
incited a raced-based fear, within Lauren that tnegt likely exaggerated to an even
greater extent within Lauren's psyche, based andketus alone. Lauren is particularly

close to her father and holds him in high regare wuthe role that he's played in her life.
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She has a great deal of respect for him, andliteiefore likely that he has a considerable
amount of influence on her, hence, she's likelyake his advice and the things that he
says, to heart. The fact that both of these intiiaé men incited an exaggerated fear for
Lauren's safety and well-being, to the point whHeeown father called her "stupid" for
teaching in the inner-city of Milwaukee, and heligmofficer friend cautioned her to

arm herself with a knife and wear a cover, is esbg troublesome.lt is particularly
interesting that although her father and friendténa fear within her based on race by
explicitly linking crime, danger, and violence teetall Black neighborhood in which she
teaches, Lauren consciously deflects these ragigins and continues to perceive these
matters as socio-economic, not race based.

Take notice that, after admitting that, at timés becomes nervous when she's at
the school during the evening, Lauren’s struggleetoain colorblind is demonstrated
when she points out that she occasionally patremght clubs in the Black community
with her Black friends, but the men in her famignrain on high alert when she is in
these surroundings. She doesn't list white clubere she is asked to call for a ride
when leaving. Thus, the connection between raceseence is mentally sealed, even
though Lauren doesn’t recognize it. The connedbetween crime, violence, and the
inner-city is a commonsense tale of urban commesiti Bell (1992) explains:

What we now call the "inner-city” is, in fadhet American equivalent of the
South African homelands. Poverty is less the@®thian the status of men and
women who, despised because of their race, ségderen self-rejection. Drug-
related crime, teenaged parenthood, and disrgstddlisrupting family life all

are manifestations of a despair that feeds on 3élat despair is bred anew each
day by the images on ever-playing television setages confirming that theirs is
the disgraceful form of living, not the only waggple live. (p. 4)
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The common sense tale of violence and crime adaleguents in urban areas is
exemplified in the way the police respond to urbehnool violence, and reinforces
Lauren, and her family’s, perceptions of the stiasl@amd community where Lauren
works. Lauren gave one such example:

Lauren: Or like we had a situation a few weekkhalcere it wasn't a student, it
was the family member of a student ...[They]fountitbat a girl had jumped the
student and the mom and the grandma...came ughapdad a gun. And we
called 911 and the police...it took over an howt arnalf to respond. Now, if that
was Brookfield... And | finally texted my friend dnvas like "WTF---Where are
the cops! We called over an hour and a half agmgahat there was a gun in the
parking lot at a high school! Where are the cofS8, now...I just go right to
him...I'm like 911...1 don't even have to say...91¥ithin minutes, somebody's
there. | don't know what he says on his end--A'tdmare what he says on his
end...but he's like...You know, | put it on Facebdtmat | thought it was

ridiculous. And he's like...the sad thing is thaine of these dispatchers...they're
not police officers so they don't know what to pak...but I'm like, " gun,

school" --those two words should not be in the saemgence. He's like, "It's
sad...It's a sad reality that they choose--- winay tell the police officers,
depends on how fast they respond. It's just ridieal (Personal Communication,
10-25-11)

Lauren was exact in her surmisal that had this laesechool in the suburbs, and a report
came in that there was a gun at a high schooldhiee response would have been
immediate. Lauren's acknowledgement of this masanteresting in that it raises the
suggestion that she is NOT colorblind. Lauren alale to recognize the role race played
in the different police response between urbanhimighoods, where the majority of the
residents are people of color, and suburban nerglolods, where the majority of the
residents are White. For now, I'll describe Lauserbeing "selectively colorblind."

What gave Lauren the ability to acknowledge tHeesee of race in some situations but
deny it in others? This is a question | will cobaek to later. It is also important to note

that because of Lauren's identity (as a white, teidthss woman teaching in a Black,
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impoverished neighborhood), she was able to re@@venmediate response from law
enforcement. While she viewed this as mere sgoiahections based on her personal
acquaintance with a police officer, Lauren wasatwé to recognize that this too, was an
example of White privilege. Be that as it may, texis white privilege worked to the

benefit of many that day and may have possiblygm&ad a senseless act of violence.

Student/Parent Relationships

Throughout our three interviews, Lauren gave rgggeaccounts of her
willingness to go above and beyond the call of datyher students. Here are several
chronicles:

Lauren: | spend money on everything. When we $itarted, | used to put
granola bars and trail mix...and whatever in mgkdsause you could tell when
kids --especially after a weekend or after a btbay were hungry and they're
proud. And now...I've learned things. I'll begli "You know what, don't be
ashamed or afraid to ask. You don't have tougshere...we can go in a side
room...we have an amazing network of teachers Réte will try to figure
something out to help you in any way we can." Akdep trying to push off all
of my baby's stuff. Because | have tons of bab#f.sand I'm not having any
more. And my friends know now that | have teenstgelents and they need stuff
for their babies. And now I'm a dumping groundtfeeir stuff. They'll come and
bring it to me. (Personal Communication 10-25-11)

Lauren: But the kids that generally need it, koow those kids. And those are
the kids that | can seek out for help...like #ymeed help with something, | don't
mind helping them because | know that they apreapative of everything you
give them. | had a student who had a baby anbdbyg boy was younger than
[Lauren's daughter] by a couple of months and féais daughter] kind of
stopped her things, before she really neede&tol would have rice cereal...it
was open, and it was safe. Or | would have jafead that came in a pack and
the pack was open, but the food wasn't openedl tAis student was like,

"Ms. , I'll take whatever you can give mehad those Gerber puffs

that [Lauren's daughter] had but grew out of thdra.would take anything
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literally because he knew that he needed it ahd/és willing to give it to him,
that it was safe...like, | would never hurt hidpa But that's why | say that you
need to have that trust. If that trust hasn'ndmelt with them, and they're
maybe like, "Oh...She's White. Will she try tatmy baby..." No...I would
never try to hurt your baby! You know where | Wavery day. If something
happened to your baby, you know where I'm goreavery day. But
yeah...That's my students. It's a mix." (Pers@uhmunication 10-25-11).

Lauren was conscious of the subtle ways in whieéhcgiuld assist her students without
making them feel inferior or like she was tryingréscue them. The fact that she was
willing to donate items of need to her studentsl mrake sure that they did not go
hungry, were examples of the love and care thapeksessed for them This also
reinforced the connection that Lauren had withdtedents through poverty, not race,
thus allowing Lauren to remain colorblind. Itisportant to note that while Lauren may
have been motivated by good intentions in her ddsiassist her students living in
poverty, her understanding regarding some of tl@siponses to this endeavor was
sometimes ill-informed and misguided. Here's amshsexample:

Lauren: Coats. | don't spend money on all tregscand stuff like that but friends
give me coats and | bring them to school. Arfdutrates me because you have
coats and they're like, "Oh, that's not BabyPbatThat's not Coogi"

Talonda: Do they really say that?

Lauren: um hmmm...And it pisses me off. You @b understand how that
irritates me. For their babies...For their cteldr And I'm like, they gave them to
me for my kids, but | know next year | can go gedlthem a coat if my kid needs
a coat next year. These kids need coats nhowwhyam | gonna hoard these
coats when | don't need them right now. So ught in a big tub of coats. And
one teacher took a coat out of there. And that after they'd been sitting there
and no kid would take anything.

Talonda: So, | was gonna say---1s this just agavdents or is this the majority?
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Lauren: Well...No. And | say that it bothers bexause sometimes the mind
does not go to the right places. And when I'mingjwou a free lunch, and I'm
buying all of your school supplies--not me persiynghe school...and we're
buying your notebooks and your pens and we dsk'yau for school fees
because we know that a lot of kids, "supposediyi‘tafford it...but you're
coming in here with a bag of flamin' hots and p$¥s and you're hitting the
vending machine for $10.00 a day and ummm...yails mre done and your hair
is done...and you got a $500.00 cell phone in yaund and you've got tags
hanging off your shirt saying that you paid $2@0f@r the shirt--that doesn't
make sense to me. And that kind of bothers meeiomas. And then when you
try to help them because they ask you for it--tiifemot good enough. It's like---
wait a second...well then sell your $200.00 shkéell your $500.00 Coach shoes
that you're wearing...maybe then you can get kalia BabyPhat coat. But I'm
telling you right now--he's gonna stain it and ‘'yegonna be pissed and you just
wasted $500.00 on a BabyPhat coat. So you tiglitthem, “I'm wise in this
area. | have two children. | know what's gonapgen you know." (Personal
Communication 10-25-11).

While Lauren's reaction certainly deserves megarding the ungrateful attitude that
some of her students may possess, Lauren did kooatedge the systemic structures of
society which prey upon the poor and impoverishatiglorify designer labels and
expensive material goods as emblems of respeatpauc affluence, and cultural
inclusion. Lipsitz (2006) provided credence testhotion when he contended:

More than low wages or high interest rates makeeawship of Cadillacs and other
commodities symbolic terrain for African-Americatise obstacles to asset
accumulation that they face are part of a striectdiracialized power and unequal
opportunity that pervades their personal expegadnd remains practically
invisible in historical narratives about citizensheconomics, and power in the
United States. (p.164-165)

So the form of wealth attainment and power for y&lgeneration may not come in the
form of a Cadillac, but it is in the ownership dhers symbols of wealth including
designer clothing, expensive jewelry, etc. Fumiane, this glorification in material

wealth, further inscribes a hatred of the selpa@ople of color. In other words, unless
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people own these particular "valued" material asgbeir life is not of value. Let's take a
look at some rap lyrics, which bears a huge infteéeon today's generation of teens, that
reinforce self-hate and glorifies material wealth:

Heart throb? Never! - Black and ugly as ever!
However - | stay Coogi down to the socks
Rings and watch filled with rocks!"
-- Notorious B.1.G., 1995, "One More Chance"

In this small snippet from the forever immortaliZE2R5 rap song "One More Chance"

by the late rapper known as Notorious B.I.G., tiygoer raps about how he believes he is
physically unappealing "Heart throb? Never!" anliisdaimself "Black and ugly as ever"-
-reinforcing a hatred of the self. The next woktbtvever"--negates the reality of his
self-hate and low self esteem by replacing thik cself love and respect with wealth.
Here's a more contemporary example of deleteryricslinfluencing today's generation
of teens, made famous by rapper Kanye West in@ii2 2ong "Clique™:

You know, white people get money, don't spend it
Or maybe they get money, buy a business
| rather buy 80 gold chains and go ign'ant
| know Spike Lee gone kill me but let me finish
Blame it on the pigment, we living no limits
------- Jay-Z, Big Sean, & Kanye West, 2012,it@Qe"

This entire sound-bite reinforces commonly heldativg stereotypes of African-
Americans and juxtaposes them with commonly hekitpe stereotypes of White
people. The first two lines, "You know, white péoget money, don't spend it--Or

maybe they get money, buy a business" " alludesmemonly stereotypes held of
Whites as being autonomous, capitalistic, with galaf delayed gratification (Allen,
1997; Bell, 1992a, 1992b; Haney-Lopez,1996; Ignatl®95; Kincheloe, 1999;

Morrison, 1992; Tochluk, 2008). In contrast, Kamyeectly juxtaposes these stereotypes
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with those held of African Americans in the lastethlines. He starts out by saying, "l
rather buy 80 gold chains and go ign'ant."This ptrgtes the stereotype of African
Americans being stupid (what is the purpose of @&0 gold chains) and hedonistic,
and Kanye knows this which is why he follows theelup by saying, "I know Spike Lee
gone kill me but let me finish." In his last lin&lame it on the pigment, we living no
limits," West attributes his skin color for his kaef self-control as if this is an inherent
feature of the African American race. Lauren doubt understand that for some of her
students, the mere ownership of these expensivencalities were symbols of wealth,
status, and ultimately respect---things she posslesmgtomatically, by way of her skin
color alone. As Harris (1993) affirmed:

Possession--the act necessary to lay the bagigyfas in property--was defined
to include only the cultural practices of whitékhis definition laid the foundation
for the idea that whiteness--that which whitesalpossess--is valuable and is
property. (p. 1721)

Lauren did not understand that her skin colomid af itself was a valuable asset and for
some African Americans, who, as a people were onostructeds property and who
have a long history of not being afforded the opyruty to own property (Harris, 1993;
Ladson-Billings, 1998), their stake in materialism result of their subconscious
longing to participate in a system which values aggpects them (Morrison,1970;
Naylor, 1986). Because Lauren believed that skdaelate to her students from a
socio-economic standpoint, she could not understamevays her identity and privilege
distanced her from her students and the ways temewed the world. On this Thomas
(2007) said:

Pointing to my own ethic-class privilege has réggdo me that the distance that
separates me from my students is greater thaadimad. As we, as White
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educators, recognize this distance we break thi aggmagined alliances that
obscures student subjectivity (ways of understagthie world that emanate from
an individual or group's racial, ethnic, gendedq alass positions). In terms of
class, we wrongfully imagine that as educator$ ait anti-materialist bent we
can relate to our students who we often assurbe tmpoverished. | remember
being really concerned about a student who toldiraehe dreamed of having
diamonds shaped in a pattern at the bottom avaisiming pool. Our students
feel the distance as we cringe at these typesaténmalistic statements and
encourage a different way of thinking. A perspecbf many of our students is
that a stance of anti-materialism is foolhardg iworld where wealth equals
power and respect. For many of our students wicownter economic hardship,
our ability to dismiss material wealth as a vatight be offensive and confusing.
(Interrogating My Ethnic-Class Privilege: Cregtiimaginary Alliances section,
para. 7)

This would have been a prime teachable momentdarén to engage in with her
students had she an awareness of the functionkiténvess property and its historical
ties to materialism. Instead, Lauren became offdra/ her students' response.
Incomplete or misguided interpretations can sesweinforce negative stereotypes about

people of color.

Intersectionalities of Race, Class, & Gender

This complex nature of Lauren's identity, her wogkenvironment, and how she
perceives the world, carried into Lauren's expees with her co-workers and the
administrator at her school. When asked whetheesir recalled an incident involving
racism or a racial incident that she's withessedqually, heard about, or experienced in
her work in schools, Lauren surprised me with legsponse. Lauren's school is relatively
small compared to the other urban high schoolkercity, and therefore is comprised of
a relatively small population of students and alkstaff. Although Lauren has been

teaching at this school since its initial openirgesal years ago, she reported that most
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of the Black staff members knew one another poardrking at this school and had
already forged an inner-bond or "clique" that stedd she, and the other White teachers,
are not a part of. Lauren feels that they have lexeluded from this inner circle, but she
doesn't view the closeness of these relationslsigsrasult of her co-workers having a
prior history with one another, she views it asatter of race, and she even alludes to
cronyism with regard to how they got their jobAccording to Lauren:

Lauren: The only people who aren't in "the clitjaee the White teachers...and
so...at times, you're like, "Well why do theyekegoing into his office. Why do
they...you know..." And so maybe that...becauseawmt...like | said, it's
always...it's someone who knows somebody anadowfse...at any place, if

you know somebody, you know they're a good employa know their...you

like their style ...you want to hire them. Bus$ just, weird to see that the people
who aren't in that inner circle, are all the peopho aren't....they're...they're...that
they're white. And everybody else is... (Pers@@hmunication 11-3-11)

As a white woman in America, Lauren is probablydusebeing in the majority when it
comes to her environment. In fact, this is ontheftaken-for-granted privileges in
Mcintosh's "Invisible Knapsack." Lauren probaligk for granted the fact that in most
cases, she has the privilege to "arrange to beeipresence of people of her race most
of the time" (Mclintosh, 1998) if it is her desirkauren's perception is particularly
interesting because it highlights her willingnessecognize the salience of race in
instances where she thinks she is being margirmbéind is a victim of discrimination.
This provides credence to the notion that Laurésetectively” colorblind. She claims
colorblindness in instances where she is forcegligstion the ways in which her identity
has benefitted her in society. On this Ullucci &tiey (2011) commented:

Color blindness, according to Rosenberg (20025f), allows people to deny
that "race, especially skin color has consequefwres person's status and well-
being. That blindness to skin color and race rema "privilege" available
exclusively to White people.” It is the refusalacknowledge the costs and
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benefits associated with one's racial and culideaitity. It provides cover for
many Whites, who by claiming color blindness arkedo dismiss their
complicity in racial hierarchies. (Ullucci & Batte2011, p. 1196)

Furthermore, Lauren's insinuation that her collesguere hired merely because of their
race and not their merit raises questions of whidtharen has an unconscious belief in
the inferiority of Black teachers (Bell, 1995). iSls a particularly interesting
conundrum in that Lauren purportedly espousesiaflielmeritocracy, yet in this
instance, she questions the very nature as to hesetteachers of color received their

positions.

It Takes A Village

Lauren shared a particular incident in which s @ther staff members were, in
fact, excluded based on their identity that lefutean with feelings of isolation and
dissention, further credence to the notion thatréaus "selectively” colorblind. Lauren
mentioned that she and the other White teacherspaafically excluded from forums
held with the students on topics of race, racisth@ther critical issues. Here, Lauren
explained the situation and spoke of her feelirggrding this particular situation:

Lauren: Andeven...they kind of...they told the White teachibet we weren't
allowed in...because they were having open diszusghey felt that the kids
might not be open to discuss--like, like--you kneme're adults, and we...do you
know what I'm saying?...like, umm...but they feweldt, as kids, they may not be as
open as they should be because of.. how can say stuff about White people
if...like what's bothering her.

Talonda: How do you feel about that? Because...

Lauren: That hurts... because, what? I'm goadigimto teach now, but I'm not
good enough to...and like | said, I'm pretty opad | don't take like...because |
understand. | can't begin to like...to like..niternalize...like what they went
through and all that, but like...l...I can undanrst the basic principles of what
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happened and what...what difficulties they'rerfgci And why can't...don't you
think this would help me? And you're asking thenhearn these things and
hopefully take it home, so why not teach me thtbg®gs and hopefully take it
home? Why can't | split it? (Personal Commumecall-3-11)

This particular narrative is significant in thaencapsulates the very ways in which
Lauren's identity as a White, middle-class, "sé@kety" colorblind woman, informed her
experiences of teaching in an urban school. Hexeren wrestled with the paradox of
seeing herself as colorblind, when it came to bk as a teacher, with her ability to
recognize the prominence of race whenever shéhfitshe had been marginalized as a
direct result of her race. Thomas (2007) offassght on how to contend with these two
very polarizing notions: As Thomas (2007) asskrte

We can bridge the divide between White teachedstlagir non-White students by
first recognizing that there is a distance betwemsnand them." This distance is
based on a history of racial domination by Whéaed, because of it, the feelings
of marginality and pain that our students bringhwvthem into the classroom. As
individuals, who have built our sense of self amdprogressive ideals, it is
difficult for us to recognize our White priviledgeecause it suggests our
complacency with racial domination. It is alséfidult for us to recognize our
class privilege because it is fused with our alérve ways of thinking. It is
because of the privilege of education that wetcamsgress our society and
embrace an alternative way of being in the wdiltterrogating My Ethnic-Class
Privilege: Creating Imaginary Alliances sectipara.l)

Because of the salience of race, the pervasivaieasism, and the society in which we
live, there will always be a divide based on rdumyever there is still hope in bridging

this divide.

Summary
Lauren clearly had the best intentions for hedesiits' success. Her desire to

teach in an inner city, urban school, demonstraggccommitment towards helping
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students overcome obstacles, in the same manwuiat ake. Because Lauren could not
fully comprehend the reality and prevalence ofsacin our society, she held firmly to
her belief in the notion of meritocracy as sheacthheavily on her family's experience of
overcoming the barrier of poverty. Because she @therself through the lens of
poverty, it was difficult for Lauren to come tares with her identity as it related to
being privileged in America. This often led heisee herself as a victim and not as a

person of privilege.
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Mackenzie's Story-Critical White Ally

Mackenzie is a single, elementary school teachber late twenties. She grew
up in a small, rural town on the northern westleo of Wisconsin near the state of
Minnesota and she and her sister were raised yftitleer in a middle-income
neighborhood. Growing up, Mackenzie's town wasmased mainly of farmland, but in
recent years, has been developed into subdivigihabited by upper-middle class and
wealthy residents. With regard to race, Mackedeigcribed the town she grew up in as
"all-white." In fact, there was only one Africar#erican in her entire high-school
graduating class of students. He was adopted iaratloptive parents were White.

After high school, Mackenzie set out to explofe in an urban setting because
she believed there was "more to life" than theityeateated by her rural, middle-class
upbringing. She moved to Milwaukee when she atdrmbllege and has remained a
resident of Milwaukee for nearly a decade. Mackeohose to become an urban
educator after feeling something was amiss witlame@¢o her primary and secondary
education and overall life experience growing up monolithic, bucolic town.

Mackenzie has always wanted to be a teacher. Ererime she was a little girl,
she had aspirations to teach. Mackenzie curreesigles in a middle-class neighborhood
on the east side of Milwaukee, bordering the shoféske Michigan. Her
neighborhood is comprised mainly of city workersaihinclude fellow teachers, police
officers, and fire fighters--all who are confinedthe city of Milwaukee per the residency
requirements. With regard to race, her neighbaths@omprised mostly of White
families, with very few African-American and Latifiamilies and closely resembles the

suburban neighborhood in which she grew up fomtagority of her life.
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Colorblindness Vs. Critically Conscious ldeologieabout Race

Willingness to Confront Strangers on Issues of Rasm and Injustice

Since moving to Milwaukee, Mackenzie has growmiadously with regard to
her understandings of racism and injustice anchalsggrown bold in her willingness to
confront others in the face of these issues. Mamlkeold the story of how she reacted in
one instance of racism that she's witnessed. viias¢r, she was invited to go on a
weekend trip to Wisconsin Dells with one of heefrils. Mackenzie paid over $100.00
dollars to stay in a cabin with her friend and salvether people, all of whom were
friends of Mackenzie's friend. Mackenzie descritiezbe people as being extremely
racist. Mackenzie remembered them saying radisgsithroughout the night, things
which Mackenzie refused to repeat during our ineaww Mackenzie tried to ignore these
comments and have a good time, but her breaking pame after she couldn't take
hearing these comments any longer. In tears,lshaed, "I can't be around you people!
You have no idea!" (Personal Communication 11-1-M#ackenzie then gathered her
things and left, driving all the way to Minneapditsstay with friends.

Mackenzie was clearly appalled and maybe even eags®d by whatever racists
comments were being made. "They were sayind..dan't even tell you what they were
saying...I don't remember." (Personal Communicatibii-11). Once she reached her
breaking point, Mackenzie refused to remain silerithe face this racism. There were no
people of color at this cabin. She could havelgaaid nothing, and ignored these
ignorant, racist comments like so many people dofdr Mackenzie, remaining silent
would've sent the sign that either she agreed withtever was being said or that she

couldn't change it.
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Mackenzie's willingness to speak up in the faceoism and injustice extended

beyond her personal interactions. Mackenzie w#sgito confront racism on behalf of

her students. She shared the story of confromtitayir guide when she and her students

went on a fieldtrip to a environmental center iueal part of Wisconsin. Mackenzie

described this tour guide as being extremely careteding to her students. She

described her students as being upbeat and vérysastic at the beginning of the

fieldtrip, but after their encounter with this togwide, their demeanors switched to being

reserved and discouraged. This tour guide's caedssn came in the form of the way

in which he was interacting with the students ailsdaksumption that these particular

students of color had never been outdoors befatareat they stayed indoors playing

videogames all the time. On confronting this ndackenzie said:

Mackenzie: | said "You know...well, | play vidgames." | have a Wii at my
house. And I'm like, and my kids have"...I'm |ikEhey know a lot... and if you
would not talkat them---" And | wrote this on my evaluation... Oladtually
think I still have it (Mackenzie is looking foreglevaluation she gave to the this
Environmental Center). | wrote, "Do not talk &tldren. My children do not
respond well to being talked at! And you werd&itad at my children! You were
not...this was not them learning. You know, thee professors and people who
are great in their field, that know what theyaitking about, buyou were talking
at them!” And I...1 did say that to him. I'm like, "You knownext time maybe
you want to ask them questions---pose a questidriteen give the idea to see
what it is they actually know. Because you sdiot &f things today that my
children already knew." I'm like, "They were ddging leaves while we were
walking. Did you notice that--No!--Because youravéhinking that they'reirban
children.” And | totally know what he was thinking cause égrup...been there,
done that! Umm..and so, you know...it's so clelrst yesterday...it's a small
little example of yesterday. And I just fesel awfulfor my kids because they
have to like prove double | feel like...That thdike not only for our school but
for their race. And for them being childrens like," So...if these were a group
of White kids, you would not have been talkingttem like that...antiknow it! |
knowyou would not have. And | know the parents wob&Vetotally sassed
you if that had happened--if they would have gbeait-if you would have been
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talking to the children like that!" And so...y&now... | see it from my...from this
perspective. And it's...l try to explain to myildhen like..."You know, people
can act like that---but if--you almost have tceligrove thenwrong That you're
who you are and what you represent. You runnmthe burial ground---wasn't
showing our school or your race or you being &dchmy...it wasn't doing you any
good at all! And it made you look crazy." (Perab@ommunication 11-1-11)

In the quote above, Mackenzie clearly demonstragedritical consciousness on several
levels. First, Mackenzie challenged the racistlicapions underlying this tour guide's
unmerited assessment that her student's spentdjoeitynof their time staying indoors
playing video games by informing the tour guide 8tee too owned a video gaming
system--thus challenging the stereotype that peafptelor are the only consumers who
enjoy video gaming. Secondly, Mackenzie challerthegitour guide's perception that
her students had no background or experiential keahye about the things they were
learning about at the environmental center , sinbyglyause they were from an urban
environment. Moreover, Mackenzie understood tkesna embedded within the very
way in which this tour guide communicated with brdents-- speaking at them, as if
they were not even human. She undoubtedly undaettis actions as patronizing,
denigrating, dehumanizing, and grounded in thedusst stereotypes and assumptions
about people of color. As such, Mackenzie was boldl fearless to speak out against
this disparaging behavior. In addition, Mackernmi only felt the need to speak up on
behalf of her students, she also valued developictical consciousness within her
students, making them fully aware of the doublescmusness (Du Bois, 2008) they
would have to cope with throughout their lifetingssa result of their race and how they

are perceived in America.
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Mackenzie made sure that her students underst@avhen they went out into the
world, they were being judged through the eyestloéiopeople, solely on the basis of
their race and how their behavior had the potetdi@ither disrupt or reinforce negative
stereotypes. The onus to "be on your best behaviall times because some racist
person-- who has never had any real encounterspsitble of color might look at you
and judge you by the way you're behaving," is agmegponsibility to put on a child, but
it is not new and unfortunately it is a reality tip@ople of color will have to contend with
throughout their lifetime.

When asked whether she considered herself cahokdilackenzie gave an
emphatic "No!". On this she said:

Mackenzie: Because | very much so...I use taselto think
everyone...you're..."I'm colorblind--I don't sée difference...umm but, | think
you need to be able to recognize the differenceder to do something about
that difference---to like fight against it, youdw? Umm...I'm trying to think
like....I need...l need to recognize that | hthasefeelings ...like yesterday at
Subway. Why did | all of a sudden think, oh ndw, the only white person?
You know? What--what made me all of a suddenktthat? | need tal. need to
consciously think okay, "I'm having these thougsthe first place. And what
does that mean? And how should | react? Umm.dsdinitely not. | definitely
recognize it. And I...I grew up that way, so ih bwould say that everyone |
grew up with claimed themselves to be colorblind.

Talonda: They did?

Mackenzie: Yeah. I think that's a huge ummnd.light or red flag...when
somebody says they're colorblind because thapsssible! (Personal
Communication 11-1-11).

Here, Mackenzie acknowledged the salience of raddlse reality and prevalence of
racism in our society (Bell, 1992; King, 1991; LadsBillings,1998; Ladson-Billings &

Tate,1995; Tate, 1997). Mackenzie demonstratedepection of colorblind ideology as
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she was able to recognize herself and her studsntscialized beings (Bell, 1992;

Milner, 2008).

Early Life
Race was not a topic readily discussed in herdimld and having grown up in a
monolithic environment, Mackenzie states that sdendt really become conscious of
race until later in life when she was in Junior iHgghool. Mackenzie recounted one of
her earliest experiences with race and how thisqodar experience resonated with her
later in life.

Mackenzie: Ummm....I remember thinking like...adty, | remember when |
was really, really little...this is gonna soundlhg bad, but...when | was really
little, | remember driving through Minneapolis tvitny mom and my step-dad
and | remember seeing ummm...a whole bunch oflpewpthe street and they
were African-American and | don't know... And member them locking the
doors...and | remember hearing that sound, Matkenzie makes a loud click-
click sound). That like, cluck-- you know, whehthe doors lock in the car. |
remember hearing that. And for some reason,.thidink I'll always remember.
And | remember thinking, "Why would you do thatBut not without...I wasn't
critically thinking about it, | just remember thinking, "Tlsaweird." or "That's
odd Why? ...Why did you just lock all the doors?'hddl remember thinking
that was strange. So that's probably one of msyifnemories ever.

Talonda: Did you...after like you said...you nret have internalized why they
were locking the doors, but did you ...maybe imadize from that experience...a
safety issue?

Mackenzie.: Yeah. For sure.
While they didn't say it verbally, by locking the&ar doors, Mackenzie's parents sent a
very clear message about how they viewed peoptelof as being violent and a threat to
their personal safety. This notion of violence anchinalization of people of color was
more-than-likely exacerbated time and time agaiouyhout Mackenzie's childhood

from the depictions of African-Americans and otpepple of color by way of mass
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media including television, cinema, magazinesiadmsedia, pop culture, etc.

(Solérzano & Yosso, 2001). Although Mackenzie waable to articulate it verbally at

the time, she clearly internalized the meaning miethier parents' locking the car doors

because this perception of violence carried ouver mer adulthood.

Mackenzie: So then...Okay, fast forward to wHen18 and | knew something...l
think internally | always knew something was wramigh that but | couldn't
express it and there was nobody around me thaldvesen understand why |
thought that was wrong or why I'd even...l coulderbalize or critically talk to
anybody about that. Nor did | know that | wanted

(Mackenzie laughs nervously)

Mackenzie: And then when | was 18 and | movellilaraukee ummm....the
very first time | got on a city bus, thisan--African-American put...| remember
sitting on the bus and he came and put...and hivatdead up against the
window... and it was like the back of the bus vehgou could get off and you
could see people....there's no seats in fropoof it just that wall... and
ummm...he came and put his middle finger up.. yface...and | don't know
what...what....you know maybe he was feeling sbimgt..you know...my
insecurities...because | was definitely uncomfdgaummm...and | still didn't
know why or anything like that, but | think, loakj back now it's probably
because...well when | was little, my parents lactktee door when | saw my

first Black person ever. And so, umm... who keamhat he saw that I...at the
time didn't. And then he...he stuck his middieyér up in my face-kke this
close to my facéMackenzie puts her finger like an half inch avitaom her face--
directly above her nose, in between her two eyAsid | was just
like...(Mackenzie makes a gesture showing a stlinfin@zen look on her face).
And | didn't say...I mean, | was complete---1 didray anything...But | don't
know what | may have been presenting myself atherus...But | was by
myself...it was winter...no, it was late fallthink it was snowing because | had
my winter jacket on--- remember that. And thdrad my head up against the
window and he got off, and then he started pounthie window where my head
was...So who knows, it could have been just &yt (Personal Communication
11-1-11).

(Mackenzie starts laughing after recalling thediecit)
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In this account, Mackenzie reflected on the wayihtrnalized notions of associating
African-Americans with violence and a threat to personal safety spilled over from her
childhood and manifested itself in her adulthooduay of her encounter with this
stranger on the bus. Mackenzie's hindsight refiacbout this incident indicates growth
and a garnered wisdom that she's obtained throeigprblonged immersion in the
African-American community. In her reflection dretsituation, she did not place blame
on the African-American man, although his actiomsevndeed vulgar and unwarranted.
Instead, Mackenzie looked at how she might havegked his actions --" Who knows
what he saw that I...at the time didn't." Mackefgwillingness to challenge her
perspective and see things from an alternative pognt further demonstrates her growth
in critical consciousness. Mackenzie could hawsluhis situation to exacerbate the
negative stereotype of associating Black peoplk witlence that she internalized as a
child, instead, she viewed this incident as anviddial act and did not attribute it to the

entire African-American race.

Student/Parent Relationships

Throughout each of our three interviews, Mackeéazlemeanor would often shift
whenever she spoke her students. Her eyes waghidup, the pitch of her voice would
raise, her tone would lighten and her overall eggian seemed to brighten whenever she
reflected on her students. In recounting a spécat she formed with one particular
student whose mother died the previous year, Man&esaid:

Mackenzie: | had a child after his mother diétls mother died while the class
was on a camping trip. The child was with the lghatass. | wasn't there. This
was in the summer. It was actually like rightdrefl took over the class--so it
was like that summer with his teacher before. Htvas obviously like
completely out of it for like the whole year lgstar. And he started smiling at
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some point. With me---which was like totally oddmmm...and I think it was
because | had given him in private...| wrote hiliitke note and put like a little
journal in his backpack and said "This is for yowwm. This is a journal to write
to your mom. Nobody else needs to know abouYdu can lock it up or
whatever, but if you need to talk to your momy yan write to her through this
journal. And so if you're ever feeling down oratéwver, just write about it in
your journal.” And throughout the whole year,dsvable to say, "You know...I
noticed that you're having a bad day, have yottewito your mom lately?" and
he would be like, "No." And I'd be like, "Go write your mom. Go tell her
what's going on and then come back and let'sdithis out and get back to
work." So....he'd go and write and get it all ant then come back and he'd smile
and have like a smile on his face. And this childks around like this all the
time (Mackenzie pulls her hair down over her face, iatlieg that the child walks
around in a somewhat disheveled, dazed statd)he has really long hair, but he
like ran and smiled and I'm lik€Mackenzie has a look of astonishment on her
face)'Something so simple... You know... So | felt ltkeit was a success.
(Mackenzie recounted this memory with a look ateatment and pride on her
face and with a tone of joy in her voice)

Talonda: So now was this particular child havomgblems academically
throughout the year?

Mackenzie: Yeah. And he has special needs. h&nldlas a disorder where he
pulls out his hair. But | guess academically lyesause he doesn't get his work
done...not because he's not smart.

Talonda: Did you notice any change in him afteting in his journal?

Mackenzie: Yeah. Yeah. Yeah. He would turmeneork in. (Personal
Communication 11-1-11)

(Mackenzie squeals in excitement over the factghatwas able to have this measure of
success and positive influence over not only tkeasand emotional, but academic
achievement of this particular student).

Here Mackenzie demonstrated several features oltarally relevant teacher in urban
schools. First, by getting to know this studerd eecognizing his needs, Mackenzie was

able to build and sustain a relationship with hias Ladson-Billings (1994) asserted,
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"Instead of idiosyncratic and individualistic cowtiens with certain students, these
teachers work to assure each student of his antiefidual importance” (p.66). Ladson-
Billings (1994) goes on to say:

Such personal acknowledgements support the deidemse of self--they are
seen as "real people"” by their teacher.

These small acts of kindness and civility seenmnainy to those who have come
to expect them as a fact of life. However, fonspnaner-city children, this is not
the case. (p. 67)

By recognizing the devastating and tremendous atbat his mother's death had on
this student and the void he must've experiencedrasult, Mackenzie was able to build
a connection with her student and provide him witheans of coping with this void
through writing to his mother in this notebook. alidition, Mackenzie rejected deficit
notions and viewed this student as smatrt, in gifites academic challenges. This
counters the discourse of special education anidafrAmerican children (Blanchett,

2006; Ladson-Billings,1994; Milner,2008).

Intersectionalities of Race, Class, & Gender

Personal Family Interactions Regarding Race

While Mackenzie was very open towards speakingagatnst racism in many
situations, particularly with strangers, she useddistancing strategy of silence when
confronted by the racism exhibited by others, palérly, those white people whom were
closest to her. Below are three separate accofinmtseractions that Mackenzie had with
family members and friends regarding race and maci$he first is a story in which

Mackenzie tried to have an open dialogue with h#rdr about race:
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Mackenzie: For example, several years ago | Wwente over Christmas and was
just trying to talk to my father about some ofgbéssues that I'm seeing in these
schools and the conversation ended with..."l didmse a racist

daughter!" Because White culture thinks thatddkibhg about the issues of race,

class, culture, identity, gender...any of thosegs makes you a racist (Personal

Communication 10-24-11).

Mackenzie didn't get far in her conversation wién father because he shut the

conversation down by suggesting that simply tallabgut matters of race implies that

one is racist. Another interaction involved Mackiernwitnessing an overt display of

racism enacted by one of her cousins:

Mackenzie: There's so many stories. My...| dewdr remember my cousins or
anybody like being--or saying racist things whewvak younger...and now they all
do. And that's my family. Umm...And they--aclyateveral weeks ago | posted
something about Scott Walker being a jerk and ousim was like, "Well you
need to stop teaching in the hood schools ardhadia..." And I'm like, "You
don't knowwherel teach! | just said I teach in Milwaukee. Yoave no idea
what that means or where!" Now, they all liveMmnesota but he grew up
kind of, | guess, in a "not great" neighborhoo®inPaul and umm...he--he is
totally racist. And he admits it. And he sayéeah--1 am!"

(slight pause)

Talonda: "Get over it."

Mackenzie.: Yeah, "Get over it." Basically. bB\@ns a bar and umm...I've seen
Black people walk in and they're like, "Hey!" Has like a picture of Barack
Obama on the back of his wall---1 mean, | dant'ze been to the bar for a benefit
for my uncle... (Mackenzie begins to chuckle nesly).

Mackenzie: And when | saw umm...two...it was lé&keouple...A male/female
Black couple walk into the bar and there was &upécof Barack Obama with the
joker face on...I don't know if you've seen thafdoe, but umm...l didn't notice it
until they said something...l was really kindwedy far back...and they were like,
"That's not cool!" and he was like, "You dork#liit--Get out!"

Talonda: Really?

Mackenzie: And they did. They just got up arftl Ii&nd I'm like....



166

Mackenzie: So....... In my perspective todayjrikht exists and people are more
open to saying that theye racist then maybe ten years ago. (Personal
Communication 10-24-11)

Mackenzie's overall response during the timeshiclwshe's witnessed racist
behavior by her friends and family is related te tonduct exhibited by several White
women in a study conducted by Case and HemmiAgsording to Case and Hemmings
(2005):

Several White women in their interviews talked attimow their parents,
grandparents, siblings, and significant othersaged in White racist talk by
telling racially derogatory jokes, making blatgnthcist comments or using racial
slurs especially with reference to Black peofeich talk was much more typical
among male relatives and acquaintances than iewasng women (p.611).

Case and Hemmings (2005) go on to say:

Several other women recalled the racist talk ofté/imen. Although they were
offended by the talk, few did anything to challeny They retreated instead into
silence. As one of them explained, "You notité& one addresses it. [You] just
ignore it."

By remaining silent in the face of it, the womeaphkd to silence racism in ways
that would allow them to quietly distance themsslfrom racist White talk and
head off potentially explosive confrontations. eylsuppressed their own
antiracist views to avoid social disapproval, @yt did so out of fear of what
would happen to them if they appeared to be tppadive of, or intimate with,
Black people. This was especially true for Whitamen who had relationships
with Black men. Such relationships, according twsoman who was dating a
Black man, absolutely had to be hidden from Wimtde relatives. (p.611).

Coincidentally (or not), Mackenzie, like some oé thomen in Case and Hemmings'
(2005) study, was also involved in an interracgétionship, in that her significant other
was a Puerto Rican male. So what made it poskibMackenzie and these other
women to have the courage to speak out in thedaism in some cases, but remain

silent during other situations? Case and Hemm({a@85) suggest that power dynamics
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were a major influence affecting the women in tiséiidy. For example, one woman in
the study refused to challenge her father's negjatereotypes about Black people, but
spoke out when her brother made similar commeniss participant felt that she was on
more equal standing with her sibling and thusrfedte comfortable speaking out, but felt
that her father's viewpoint outweighed her own dose he was her father, and
consequently remained silent. This could be agutdel explanation as to why
Mackenzie did not confront her male friends andrttades in her family with the same
vigor she exuded with strangers when confrontet vatism.

Here's one final example of an incident involviagism and her father's friends:

Mackenzie: But...havehad the argument. Umm...Also earlier this year in
June...No, it was like March or something---whesratvwas all the...we were
protesting and doing all that stuff and | went leoamd they just totally...] mean,
my dad's friends like totally ripped into me. Ajdt said...you know...and |
totally stuck up and fought ...and | ended up jeaving, just bawling,
crying...because | don't...they just...it was kkenty people against me. Twenty
White people against me. (Mackenzie is now spepki the voice of one of her
aggressors) '‘And I'm young and ignorant and | hawearned anything about the
world yet. The real world." (Now back in her ovaflecting voice) So... that
was really hard for me. And | haven't really &dko any of them since. And like
they avoided me...I went home in June with my hewyfd--who is Puerto Rican
and umm...I went home with him...and he...theyidaw me...completely. They
wouldn't talk to me...Any of them. And | grew wjith them...Like thejknowme.

Talonda: Do you think that they avoided you twtdf Do you think that they
avoided you because of the last fallout so now kmow where you stand?

Mackenzie: Umm hmmm...
Talonda: But do you think that...
Mackenzie: Because of (Mackenzie $wyaame of her boyfriend)?

Talonda: Yes. Because you had your Puerto Rhogfriend with you?
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Mackenzie: Umm...l don't think so. | think thiengt wanted to avoid me
altogether. They were really...cause even whemucause he went out for like
a drink with...cause he's also friends with sainey friends...they went out to
the bar to get some after hours drinks or somgtaid they still didn't talk to
me. They wouldn't talk to me. They just avoideel...completely. So | really
think it was just from the past conversationsrgBeal Communication 11-1-11)

Mackenzie took on an activist stance in her pauétry fight for union bargaining rights
at our State's Capital and the recall effort of &@aer Scott Walker during 2011.
Although this conflict reflects the gendered pasitof teachers more so than issues of
race, it was a fight between the ideologically wegr'haves and "have-nots" and the
"deserving" versus "non-deserving" members of ooiedy. Historically, union
members have been traditionally liberal, democratid members of the working and
middle-class, whereas those opposed to unionshiaiaically been upper class,
conservative, and members of the Republican pafgckenzie's participation in the
fight for union rights demonstrated her willingnésgight against efforts to marginalize
and oppress based on gender and socio-economesjssut race.

Towards Progress: An Ally For Change

Mackenzie expressed not only a willingness to aorifher own ideologies about race,
but spoke of a strong desire to help other peoplihd same.

Mackenzie: | wanted to be an urban educatocalee | felt like something was
missing with my education. Cause | grew up...hinte school with all white
kids...and | felt like something was way off. idld't know what...l couldn't
explain it...and | learned after years...I stadatthinking that | was going to
"save" the poor children in Milwaukee and reallyfeel like the opposite. | feel
like they saved me. (Personal Communication 1:0-P4

This is another example of Mackenzie's demonstrgitedth of her own critical

consciousness that she's experienced over theecolingr years in Milwaukee.
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Mackenzie admitted to initially possessing a paéstic outlook, by which she believed
that through teaching, she could do her part initgg the poor, children of color in
Milwaukee. Her feelings have since changed, andkglazie feels that her students
inadvertently "saved" her from the deficit notisie dysconsciously held (King, 1991).
Paternalistic ideologies can have devastating effleecause of their demeaning
insinuations of pity, treatment of the oppressetéss than, and the taken- for-granted
right by the perpetrators to determine how theesefs should be treated. Furthermore,
this savior mentality deflects the attention awayf those who may be the cause of such
suffering and casts the attention on those to teedpiBerlak & Moyenda, 2001).
Mackenzie's demonstrated growth beyond her on@ngistic, liberalist viewpoint
authenticates her understanding of the impossiltdisolve racial issues without
effective communication and a willingness to béical of one's own self. This self-
examination and reflection on race is a continymoesess, with no end-point. As Milner
(2003) pointed out:

Race reflection does not necessarily involve d filestination; rather, it concerns
conscious, effortful thinking that invites teachersontinually and persistently
reflect on themselves as racial beings in ordéetter understand themselves in
relation to others' racial identities, issues, experiences and reject commonly
held beliefs and stereotypes. This knowledge otgss and progress could help
teachers fight against injustice and racism, bertieat often stifle the growth and
learning of students of color. (p. 176)

As Mackenzie continues in her exploration and ustaeding of herself and the ways in
which her identity and experiences inform her idg@s, she will be able to help others
as they embark on this same journey of awarengsa White ally, Mackenzie

wondered whether she would be more useful teacghiag/NVhite suburban school,
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because, given the larger population of White pgaoghie might be able to have a greater
influence. Mackenzie explained it in this manner:

Mackenzie: ... And | almost feel like | should bede&g in a White suburban
school where | could actually become more ahflnence on----White people.

Talonda: Really?
Mackenzie: Yeah...But...I mean | really loveéré so...
Talonda: Explain that to me more.

Mackenzie: Because | feel like | was deniededlfike a lot of times with my
students...maybe it's a city thing, but | feetélik ot of times in Black culture
they're really okay...in general...Black cultisevery okay with identifying with
Black culture and talking about the issues thatosund their culture. And for
me growing up, that was like..you just don't talfout that.

Talonda: White culture or Black culture?

Mackenzie: In White culture, you don't talk ab@vihite culture. And you don't
talk about anybody else's culture because it'sidered socially wrong--or that
you're racist...... So | feel like at this poirgduld be more beneficial in an all
White suburban school where the kids come fromewdike the people | grew
up with...to really show them that it's okay ttktabout these things...and that it
doesn't make you racist...and that talking alfwermn will really open you up and
make you understand what really is going on. aBee how can you understand
the issues of a child living in poverty that idaék...how can you understand that
if you don't talk or are not allowed to talk abduin the first place? (Personal
Communication 10-24-11)

Just as Mackenzie recognized that the processefredlection did not begin and end
with her, she also understood that discussing ssetieace did not begin and end with the
Black community. This evolutionary process of ap@amwas evident in that there were
still remnants of Mackenzie's former paternalisidtions that she must be cautious of in

that she wanted to target kids who "come from mbbehelp them understand the
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issues of a "child living in poverty that is BlatkMackenzie's paradigm of viewing race
relations through the lens of "the disadvantageitl'only serve to reinforce to the White
allies she's in search of, their need to understacel in order to "help" Black people, not
their need to understand race as a means of hdlpengselves.

The savior mentality is dangerous in that it rejices inequality through the privilege of
constructing images of the "other" as deficienhéed of salvation (Thomas, 2007).
West (1993) was explicit in his caveat regardirgdangers surrounding the ways in
which discussions of race are crafted when he @sker

TO ENGAGE IN a serious discussion of race in Ameerive must begin not with
the problems of black people but with the flawg\aierican society--flaws

rooted in historic inequalities and longstandinfuwral stereotypes. How we set
up the terms for discussing racial issues shapepearception and response to
these issues. As long as black people are viased 'them," the burden falls on
blacks to do all the "cultural" and "moral” warnkcessary for healthy race
relations. The implication is that only certaim@ricans can define what it means
to be American--and the rest must simply "fit i(p"' 6-7)

Instead of focusing on naming the problem and hwfixtit, the focus needs to be shifted
to the cause of the problem and the factors olstigithe solutions (Howard, 1999;
West, 1993). Thomas (2007), West,(1993) and Ho\E®@9) all point to the
importance of thoroughly examining the paradignmeulgh which we view race and craft
discussions surrounding race and racism in thatipgsace and racism in certain ways
places the onus of change solely on those who Ihese oppressed, and not those who
have been privileged. Furthermore, envisioningorae as "helping the other," only
serves to passively reproduce paternalistic notogn®ndering those victimized in need

of a savior.
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Summary

Mackenzie's earlier experiences with race led dreguestion the validity of her
upbringing in a monolithic community, question entity as a White woman living in
a racialized country, and become an advocat@égksng out against racism on behalf
of her students. In assessing the ways in whiclowe lived experiences influenced her
teaching in an urban school, Mackenzie seemed honbksr quest to examine her
ideologies and beliefs with regard to race andsra@nd in her desire to help others
develop this same critical consciousness.

While Mackenzie was willing to speak out in thedaf racism in some cases,
she had not yet reached the point where her caongtenied her the privilege to
remain silent in moments of discomfort. She hddgeeach the point where she is
willing to speak the truth and take an anti-rastahce even if it means severing bonds
with family, friends, colleagues, etc. What is imjamt is her willingness to be able to
self-reflect, create uncomfortable spaces reggrdine and racism, question matters of

injustice, and fight for equity on a continued Isasi
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Karen's Story-Culturally Conscious, Critically Unconscious

Karen is a middle class, married, African-Americanother of two adult, college-
educated children. She and her husband, raisectthlelren in a small suburb on the
outskirts of Milwaukee. Although the small town evk she currently resides is more
racially diverse, it bears a strong resemblandbeéasmall town in which she was raised.

Karen taught for several years in the state afhiigian after graduating from
college before she and her husband, a Milwaukeeenatecided to move back to
Milwaukee. This move was perfect timing, in thagccurred in the middle of a
recruitment initiative stemming from a 1984 lawsu#ged by the Board of School
Directors against 24 suburban Milwaukee schootidistand the state of Wisconsin.
Upon returning to Milwaukee, Karen actually intewed with 4 school districts, one of
which included the Milwaukee Public Schools Systeffter weighing her options,
Karen chose to take a position as an elementagostbacher in one of the suburban
school districts. She remained in this particstarool and district throughout her entire

teaching tenure in the state of Wisconsin and desntly retired after 25 years of service.

Colorblindness Vs. Critically Conscious ldeologieabout Race

Maintaining a Strong Sense of Identity and Pride

Karen practiced the value of maintaining a stroognection to her racial and
cultural heritage and instilled these very sam&uasin her own children. She put her

children in different activities tied to the AfriggAmerican culture, such as having her

' This lawsuit declared the public schools in the Milwaukee metropolitan area to be
unconstitutionally segregated and ordered the development and implementation of a
desegregation plan. Part of the resolution agreed upon involved a minority staff
recruitment and retention initiative in which each school district had to make a good
faith effort to seek and hire minority applicants for employment.
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daughter take African dance lessons for many ydaraddition, during the time in
which their own children attended school in thewsban town in which they live, Karen
and her husband would put on slideshows and pras@md for their children's schools,
as well as Karen's school, that focused on Afr&arerican history and culture. This
was very important to Karen and her husband bedheyerecognized the fact that, the
rich history and legacy of people of color, parély African-Americans, was
oftentimes completely omitted from the history be@kd overall curriculum, and the
times in which there was any mention made, thadagas solely on slavery and not the
rich culture, heritage, and legacy of the Africaméyican people.

While Karen and her husband put on these slideshodgresentations when she
initially came to her school, this only lasted &/ fgears because as Karen explained:

Karen: we in our own home...we felt--you feabprin who you are. And it's
not always about slavery. You see slavery, sigwavery...but that's not it.

Talonda: It doesn't tell the complete history.

Karen: Right. But the kids would see me. |Bldck History Programs in the
beginning when | first got there. But then | saderybody else should be doing
it t0o...s0 I'm not doing it anymore.

Talonda: Did you feel...I mean, was it a burdetinaes?

Karen: No because | wanted them to see what lcapable of. And where it
could go and what they could do as well.

Talonda: But they just never caught on?

Karen: They did...some of them..the Italian teactshe did it. She had plays
and stuff all the time. Ummm...we would make ammements about ...during
Black History Month...some quotes from famouscRlauthors or artists. Artists
were recognized during Art History Month. You knawithin the group. It
wasn't like a single one, but different ones. rBeand | can't think of them all,
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but they were recognized. The librarian did vgopd about getting books
about minorities in the library. They were vepnscious of that. (Personal
Communication 6-11-12)

While it was clear that Karen wanted to instill@spive identity in her students, some
might argue that she also displayed a semblanceloifblindness in that when
discussing issues of race, it seemed that sheveantyed to talk about the positive
contributions of African-Americans and did not wamtiscuss the abhorrent practice of
slavery and racism in America.

Based on the ideologies and sentiments expressmaghout our interview,
Karen seemed to render more of a multicultural gigra, which is in stark contrast to an
antiracist paradigm. Based on the sentiments egpckein our interview, it seemed that
Karen employed more of a human relations approachuiticultural educationThe
human relations approach to multicultural educaisogeared toward fostering positive
interpersonal relationships among members of dévgreups in the classroom and
strengthening the self-concept of each studene{&l& Grant, 1987). Teachers who
apply this approach to multicultural education geeerally concerned with how students
feel and how they treat each other (Sleeter & GEI®7). These teachers typically view
American society as fair and open and commonlybatie the cause of any disharmony
exhibited among people, to untrue stereotypes a@asdnderstandings between people
(Sleeter, 1993). The human relations approachuiticultural education is typically
expressed throughout classrooms across the natithe d&food, festivities, and fun”
approach. Itis uncommon to observe the teachataise this approach challenging
their students to critically examine different cuéts with regard to their contributions to

this country or their plights within this countr$léeter & Grant, 1987; Sleeter, 1993).
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These teachers are likely to employ a color-blawbiogy when it comes to issues of
racism-- yet on the surface, they profess to vahakcelebrate diversity (Sleeter & Grant,
1987, Sleeter, 1993). Further evidence of Kareafsan relations approach to
multicultural education is provided throughout teenainder of her portion of the paper.

Multicultural Perspective

Instilling a strong sense of pride in one's ad@tand heritage is contrary to what
Karen perceives from many of the parents of hetesits of color. Karen shared a story
about how one student displayed a lack of prideeinheritage. As described above,
every year, the fourth graders in Karen 's schost h folk festival in which they present
and display elements of their cultural heritage. pfepare for this, the students do
research which involves them talking to their p&ésexbout their culture and their history.
One particular little African-American girl, who ta twin brother, did her display on the
Native American culture and heritage, while hemtwrother's display was on the
African-American culture and heritage. While shaymn fact, have Native American
ancestral ties, this little girl chose to disreghaed African-American ancestry altogether
as a means of assimilating and being acceptedbWhie peers. This young, African-
American girl did not want to wear her hair in lnland, unlike her brother, did not want
to dress in Kente cloth or African garb. And alibb this little girl was not in Karen's
classroom, Karen still felt the need to step in asklthis little girl about her culture and
heritage. Karen told the story in this way:

Karen: | said to her, "Where is your Black Hrgta.where is your Black
culture?" She said, "Oh, I'm Native-Americanvanted to put the Native
American stuff on.” And you know ...it startshetme, you know....we can do
stuff in school...and the kids would see me getteonal about Martin Luther
King...You know, | would cry. And we'd show "Olkriend Martin." And we'd
show how the kids did the marching and they patdbgs on them and the hoses.
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Because you can make a difference. You know. tlaauds what | really
stressed..that you learn to respect each othayialass...if you don't learn
anything else, you will respect each other. S@ersonal Communication 6-11-
12)

Karen's resolve to foster a positive sense of asdfsand culture, instill and enforce self-
respect and a respect for others, and inspire maisie interpersonal relationships
between her diverse student population is anotkeanple of her human relations
approach to multicultural education. But Karesoaleflects an unarticulated view of
blackness trumping other racial identities, andriesd to defend blackness as a positive
identity by choosing it over other racial identityoices.

The "Go-To" Woman

Being that she was the only African-American teach her school, Karen had
been sought out, from time to time, throughoutytbars, to assist in settling issues
involving race.

There are varying perspectives regarding positifrigg@dn American teachers in the
"expert" role when it comes to racial issues. Sgereeive it in a positive manner in
which African American teachers serve as cultuoalduits (Dixson,2003) while others
consider it as a form of role entrapment (MaboleMadsen, 2003). According to
Mabokela & Madsen (2003):

Because of intergroup differences, the majorityugrcreates boundaries that
impose limits on how minority workers will be dedid in the workplace.
Because of these boundaries, African Americansrbeaole entrapped. In
suburban desegregated schools, where therensrg sirganizational culture,
teachers of color are expected to serve in treeaslthe African American expert.
European American colleagues fail to understatetgnoup differences and
instead project narrowly defined roles for theggcAn American teachers. As a
result, African American teachers in this studiidved that their contributions as
teachers were restricted to representing the @fri&merican perspective. To
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ensure the promulgation of a school's espouseef®&bward the minority group,
the district was apt to hire African Americans where perceived as safe and less
likely to challenge the school's perceptions al#dtitan American students and
teachers. (p. 108)

While some might have taken offense to being ghas the "go-to" person whenever
there was a racial problem or whenever a "Blackpestive” was needed, simply
because they were the sole person of color preikargn did not feel this way. In
responding to how she felt about being viewed asd@b-to" person, in an attempt to
solve any matters involving race, Karen said:

Karen: That's fine. Because if | wasn't thereowvould they go to? And that's
fine. | don't care because if they can't sohand they can't come up with
answers...do something about it. And if I'm theise me. (Personal
Communication, 6-11-12).

Dixson (2003) spoke of this role that many Africamerican teachers take on by serving
as cultural conduits:

Similarly, and for the purposes of sensitizingrthghite colleagues to the needs
and behaviors of African American students, Afni¢danerican teachers willingly
serve as cultural conduits by sharing their knog&eof African American culture
with them. This willingness serves as yet anogxample of the understated
political mission and activism of African Americaromen teachers. (p. 218)
One such example of the way in which Karen's idgplayed a pivotal role in resolving

issues, came when Karen received a call from asraed parent of one of her students.

Karen: One day when we dressed up in our culsitdt, he didn't want to wear
his dashiki and his hat because he thought thlatwere going to laugh at him.
And the mother called me and said "What am | géengo?" And | said, "Don't
worry, I'm wearing mines. Tell him that Mrs. is wearing hers."
(Personal Communication, 6-11-12).

Karen not only wanted to instill a positive selfage in her students and a pride about

who they were and where they came from, she wag@oeiin whom many of her
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students could identify with, particularly becagse looked like them. This particular
student's parent trusted Karen to serve as anrfatiteer” to her child. Othermothering

is a traditional nurturing role taken on by manyiédn American teachers for students of
color that serves as a means of cultural transamsand educational support (Case, 1997,
Dixson, 2003; Dixson & Dingus,2008; Foster, 199&d&on-Billings, 1994). According

to Case (1997):

In urban elementary-school classrooms today, Afrieerican othermothers
still play an integral role, not only in the suppof the children they serve, but
also in the lives of blood mothers, who for myri@dsons depend upon others to
nurture their children. (p. 26)

Being that Karen just retired, | asked her whatduiool was going to do next year and
in the years to come, now that she's gone. Shdlsai she has expressed to her school
district the fact that they need to hire more teastof color. She reported that her
district has, in fact, been in search for teacbélor and that this was a recruitment
initiative that she herself has been personallglved in by reaching out to several
schools of education in Milwaukee, however herrgistannot seem to attract any

teaching candidates of color.

Early Life
Karen was born and raised in a small, rural fagh@ommunity in the Midwest.
As a baby boomer, Karen grew up during a time irefioan history when racial
relations were strained and the fight for civilhig and equality was on. Karen was one
of only five African-Americans in her entire higbheol graduating class of 300 students.

After reading the Helen Keller story when she wathe 6th grade, Karen was inspired



180

to become a teacher for the hearing impaired. uRately, she lived in a small town that
had a specialty school for the deaf and anothethirisually impaired. Karen pursued
her initial training at this school for the deafidater received her Bachelor's degree in
Elementary Education with a minor in educationtfe hearing impaired.

In high school, she was the only Black persorhedchool's band. The band
frequently toured the Midwest, during which time students would live with residents
of the community. This was the first time evegny of these community residents,
came into contact with an African-American. Adatiog to Karen:

Karen: Every spring we would take a bus tour godo all these schools you
know and play and stay in people's houses. Aeygwould be farming
communities too...And they'd look at you like, "Olthere she is.” But, | don't
know....I can't say that it...| was aware of iif.bl had enough confidence in who
| was and what | wanted to do. |didn't let ither me at all!" (Personal
Communication 6-11-12).

This recount is pivotal with regard to developiaglearer understanding of Karen's
experiences with race and may signify the incepdibiner progression towards a
uncritical, colorblind ideology. Here Karen clgarécognizes the fact that she was
"raced" in her experiences as the sole personlof goall White settings, however she
deflects any notions of racism and attributes b#rnfidence and individualism as
ways of dealing with these experiences. Steel8§)Lproposed the self-affirmation
theory to describe the phenomenon that in the dheethreat, people use self-affirming
alternatives as a means of protecting the integfithe self (Steele, 1988). Perhaps
Karen's conscious effort to disregard the sali@icace and instead focus on her self-
confidence and tenacity was a purposeful defenshamesm that allowed her to cope

with her painful experiences of race and racism.
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Student/Parent Relationships

Throughout her teaching career, Karen could oedglt one time in which she
had an issue with one of the parent's of her stgderhis specific incident happened
several years ago when this student, a young, &frismerican, male, was transferred to
her school in the middle of the school year frore ohthe MPS Charter schools.
According to Karen, this particular child had sole&ning issues as well as some
previous health issues that he's dealt with simtle, land these issues consequently,
hindered this child's learning ability. After assiag this student's learning needs and
seeing that he was struggling academically, Kaesmnided that this student needed extra
help. This meant that some of his elective coussel as Spanish and gym, would have
to be cut, in order for him to get the extra hetpnieeded in math and reading. Instead of
being grateful to Karen for going out of her waylaiving up her prep period to help her
son succeed academically, this child's mother wgsya Karen recalled the incident like
this:

Karen: And we said, maybe he needed to stagfoBpanish to get extra help in
reading or extra help in math. He qualified faitel'l. She was pitching a fit that
he doesn't need the extra help and he's missingnostuff, because he would go
home and cry and say that he's missing this asding that, but our goal was
to...you may have to miss a little bit of gymeolittle bit of this because we
need to get you to grade level.

Herewe are, trying to work our butts off. She didn'ttjgeze me heck...but, then
a couple of times he had little tantrums and stev&r knew he would behave like
that" and "I've never seen that before out of Hilmust be somethingou're
doing." Because | wouldn't let him get away withShe wanted him out of my
class and the principal said no! (Personal Comoation 6-11-12).

This was the only example Karen could recall inalihhere was a disconnect between

herself and the parent of her student. Karendtat most of the time, the parents of
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her students, both Black and White, were appresaif her standards of teaching,
methods of discipline, and overall classroom mamege. In fact, instead of wanting to
pull their children out of Karen's class, seveialgnts have pulled their children from
other classes and insisted that their child begolacto Karen's class. On this matter
Karen said:

Karen: | had a couple that were very pleasedit@® me because one child was
pulled out...I've had it happen three times ildobn were taken out of another
teacher's class and put in my class becauseosifdntt handle them...l mean,
they were tossing desks, tossing chairs, sweegtufoff the tables, hiding under
the table...and the teacher couldn't handle th&nd the mother said, "I'm
glad...now, finally, someone is going to handlechyd.” (Personal
Communication 6-11-12)

From the above example we see that Karen was ktmWwave a different authoritarian
approach than some of her other teaching countsrplier approach to authority was
rooted more in the cultural practices of the Afndamerican community. As Delpit
(1988) explained:

In other words, "the authoritative person getsd@lieacher because she is
authoritative. Some members of middle-class ceftuby contrast, expect one to
achieve authority by the acquisition of an auttative role. That is, "the teacher
is the authority because she is the teacher.” §.28

While Karen didn't elaborate on the race of chitditeat were removed from other

teachers' classrooms and placed in her classréenparents of these children clearly had
a respect for the style in which Karen governeddhessroom.

Going Above and Beyond the Call of Duty

Throughout our interview, time and time again, éfaillustrated cases where,
during her 25 year career, she's gone above amhtdke call of duty. From putting on
Black History Programs and infusing the heritagatute and legacy of people of color

throughout the curriculum, to using her prep petm@ork one-on-one with students in
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need of academic support, to serving as a persibnwhiom, her African American
students can identify, by her mere presence. Ksinared one story, of how she and the
other staff members pulled together to help a stutheneed, that epitomized Karen's
overall experience of working in this suburbametatary school for 25 years.

Every year, the fourth graders at Karen's schost a folk festival in which they
present and display elements of their culture arddge. One year in particular, one of
the students' grandmother passed away, two weekstpithe folk festival. This loss
was particularly devastating for this young studestause he was very close to his
grandmother. In preparing for the folk festivatldalking about his grandmother's
memory, he told one of his teachers, "She wouldbaked me greens" as his dish to
share with the school. Knowing that she did nadvkimow to prepare greens herself, or
maybe not in the same manner as his grandmotleeteéicher sprang into action and,
just like in any other instance in the school inahhthere was an issue involving race
(and in this instance, culture)...she called Kar€aren said, "Don't worry...I'm cooking
his greens.” She and this teacher then met togattiewent to the little boy and told him
they had a surprise for him. He was overjoyedrad éut that Karen was going to cook
him a pot of greens to take to the festival. Mus yet another example of Karen
stepping in as an "othermother"” for her studentsfarther supports the need to have
more African American teachers who are willing taimtain African American cultural
practices by stepping in as nurturer and "tendmegy tmothers' gardens” (Case, 1997;

Dixson, 2003; Dixson & Dingus,2008; Foster, 199&dson-Billings, 1994).
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Intersectionalities of Race, Class, & Gender

Navigating the Color Line

During our interviews, Karen acknowledged thataligh she was the only
African-American person in her entire school, fethat she had the respect and
support of not only her administrator, but her ediomal colleagues as well. She
described positive working relationships that depel into strong friendships amongst
her peers. Being in environments in which no dee moked like her, was not unusual
to Karen. However, Karen did not have a close baitild other African American
colleagues, or past African- American peers in sthin fact, she remembers being
somewhat shunned by her peers. Karen had tkeyton the matter:

Karen: Umm....well, like | said, where | grew, tipere were only 5 Blacks in my
graduating class. And then choices of boyfriendsouldn't even go to parties
and stuff because they would talk about me becafus® hair or...you know, it
would beour own people that would do it. Not the Whites.

Talonda: Really?
Karen: It would be us. Picking on... us!

Talonda: Okay...even though they too were onky affive?

Karen: And they stuck together, you know...we gthu know...if | wasn't in the
band or doing something, why are you in the baWd?y do you do that?

Talonda: So did they perceive you as...
Karen: uppity or stuck up?

Talonda: And trying to act white?
Karen: Yes.

Talonda: Really?
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Karen: Even when | came here, "Oh, you talk sot&/h You do this, you do
that. My relatives...not the staff, ...but sekenéw that that was another reason
why | was hired because my recruiter said, yoeesh is fine. It's perfect...it's
going to fit right in and blah, blah, blah. Sknlew that they were looking for that
too. | knew they were. But...there's so manycBdahat are articulate and
whatever and | tried to get people to come oertetlito her suburban school
district]. 1 was on a bowling league with [Kanreames some other Black
educators] and they didn't want to come. Theyarsdtements like they were
afraid to come out there (Personal Communicatiehl-12).

Because of her speech, her interests, her physafalres, etc., Karen was perceived
early on by her African-American peers, as nohga&ne of them, or not being "Black
enough” and consequently, she felt more acceptéwbWhite counterparts. According
to Fordham (2008):

African-Americans who are accused of acting Whrtinevitably displaced,
becoming conscripts in an army of one. Perceaserthatter out of place, every
American of African ancestry who opts to perfornhit¥ness, even episodically,
Is forced to fight to retain citizenship in theaBk community while concurrently
seeking acceptance by the hegemonic White so@e2@1).

Because Karen grew up in a predominately White sagsutown, shevas able to
assimilate rather easily into her mainstream comiyamd thrive academically. Karen
acknowledged that her experience of growing uptiowa that was predominately

White, assisted her in "fitting in" when she camégach in her suburban elementary
school. And while Karen had an easier time naugathe color line and cultural divide
at this suburban school because of her earlierreqmes, she also managed to maintain
a strong connection to her racial heritage and conitypy  Throughout the years, she's
taught in summer camps hosted by the National Ukleague and has continued to serve
as a Sunday School teacher at her church whiabnpgsed of a predominantly Black

congregation. Regardless of her ability to readdgle switch and navigate the color line
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with ease, Karen believed that she would have iBbed and would have been successful
in her teaching career, irrespective of whethertabght in an urban or suburban school.

During our interview, | observed remnants of theysvin which Karen's identity
and experiences as a middle-Class, African Amengaman, raised in a predominately
White environment, shunned by her fellow African-&mean peers, carried over into her
classroom experiences and the interactions oftbdests. One such example, occurred
when Karen shared the story of an incident inv@viwo young, African-American
males, who were students in her classroom. Sheibded both of the boys as being very
smart. One of the little boys came from a midd&ss family, and because his parents
were more affluent, he was able to partake in wvaricultural experiences such as family
vacations to various destinations across the cpuatd was able to participate in an
assortment of activities which garnered him a weaf cultural capitaf. This particular
little boy wanted to become an astronaut when bevgip. One day, the other little
African-American boy who, because of his socio-erpit status, did not experience the
same privileges of the first little boy, began tegghe first little boy about wanting to
become an astronaut. After withessing this exchdmggween the two little boys, Karen
stepped in immediately:

Karen: And | pulled them into the room before lunch ariddk the whole class
down, made them stay and | made them stay back @rde back and | got on

> Cultural Capital is a concept coined by the French sociologist Pierre Bourdieu. Tina Wildhagen (2009)
employs the description of cultural capital given by Lamont and Lareau (1988), who define cultural capital
as “institutionalized, i.e., widely shared, high-status cultural signals (attitudes, preferences, formal
knowledge, behaviors, goods and credentials) used for social and cultural exclusion” (p.174). These
researchers contend that it is through this process of distinction that cultural interests and knowledge of
the dominant class become institutionalized, that is recognized as legitimate and superior, which
transforms them into criteria that are used as a basis for exclusion from jobs, resources, and high status
groups. Peter Mclaren (2002) defines cultural capital as the “general cultural background, knowledge,
disposition, and skills that are passed on from one generation to another. Cultural capital represents
ways of talking, acting, modes of style, moving, socializing, forms of knowledge, language practices, and
values” (p.93).
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them about "You're supposed to support one anatyar can't do this!" You
know, "You're a smart boy, but you're wasting yone" and just because he
wants to be an astronaut--- Who are you?... tdlsgtyto him? You know....I
would do that kind of stuff. And | would tell trstaff..., I'm gonna do my little
Black momma role. And I can bust in and out @f ldnguage, you know what |
mean, when it came time, if | needed to, | wowdtd Even during parent
conferences...if | needed to talk to parentsaerdain way, | would do it
(Personal Communication, 6-11-12)

Karen's enforcement of unity between her studemdsher insistence that they showed

one another respect was not only another exampfa@n's commitment to fostering

positive relationships between her students, aa@leenet of the human relations

approach to multicultural education, but was alsotlaer example of other mothering,

typical of African-American women teachers. Dixsmingus (2008) asserted:

Along with working diligently to engage studemtstihe curriculum, the work of
these teachers is inherently political. On thermlevel, these teachers wage
daily protests and subversive activities in anreffo dismantle the racist beliefs
that harm African-American children. For examgathy described
conferencing with the handful of African Americehildren in her suburban
school. As the only African American teacherhie building, she was sensitive
to the negative perceptions of African Americaacteers by school authorities.
She recalled an instance when an African Amerimanwas, "acting up. When |
pulled him aside, | didn't talk to him about hzoks. | talked to him about his
color. [l told him his behavior] is what is exped of you,, and that is why you
get lost.” No matter the venue--school boardaculty meetings--these
teachers are committed to making school more &lleitfor African American
children. (p. 825)

Karen, like Kathy in Dixson & Dingus's study fetirapelled to pull these two African-

American students aside and discuss their behasat,related to them being African-

American children in a predominately White, subarkahool. Karen was reinforcing

the need for her students to support one anotliesla® made sure that her one student
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understood that he was smatrt, but that he wasakintg advantage of his learning
opportunity.

Summary
Karen's earlier experiences with race caused hdewelop an uncritical stance with
regard to the ways in which racism played out inéweryday experiences. As such, she
embraced a multicultural paradigm, and chose ¢ad®n the celebratory aspects of our
difference and not the ways in which difference basn used historically to marginalize
and oppress. What was very evident from her irgars was the fact that Karen wanted
each of her students to be successful and shevéelie enforcing a strong sense of pride
in her students' cultures and heritages. KarehdeVeral narratives in which her

commitment to othermothering was apparent.
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Nicole's Story-Challenging Myths, Creating Countergories

Those who have rea@ihe Helpby Kathryn Stockett or saw the screen play, know
that the overall plot of the story focuses on Séeet young, White, privileged aspiring
journalist who wants to document the lived expearésnof Black maids in Mississippi in
the 1960's during the peak of the Jim Crow erafeyid for civil rights. In this book, all
of the maids were initially apprehensive about istggtheir stories with Skeeter, not only
because of Skeeter's identity and issues of toustyecause of the dire consequences that
were sure to follow if ever their identities welisaosed. In addition to having their job
security and livelihoods (for lack of a better wptldreatened, the very lives of these
women and their families were in danger if eveirtientities were exposed.

While the risks and potential consequences wetra@arly as extreme for this
study as it was in the case of the women fiidia Help as the interviewer and author of
this study, | often felt like Skeeter, in that Niepa young, African-American woman
who teaches in a suburban school district outsidéilwaukee, and who is one of the
participants in this study, was initially very hiasit to speak to me with regard to her
experiences. Because there are so few teacheosoofwho teach in suburban schools
around the state, | had to take extra precautigandtect Nicole's identity because of the
backlash and dire consequences she is sure td fagetrue identity was ever
discovered.

The fact that Nicole was afraid to even shareshay because of potential
backlash, despite the fact that she had been gnossireated with regard to many of her
experiences, bothered me tremendously and madeomaer+- How many other teachers

of color, who teach in predominately White, suburbahools, also have stories to tell,
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but are afraid to speak out because of the cemtgercussions they are sure to suffer as a

result of their identities being revealed?

Colorblindness Vs. Critically Conscious ldeologieabout Race

Above and Beyond the Call of Duty--Capitalizing onl eachable Moments

In her classroom, Nicole has high standards apeaations regarding cultural
sensitivity and respect. She has created a aliensitivity initiative because she wants
all of her students to feel comfortable in her stasm and to have a pride about who
they are and where they come from. Whenever stidanstudents are having a
discussion and one of them says something thadestyv@s inappropriate-- be it racist,
sexist, homophobic, anti-Semitic , xenophobic,, etice or someone else will yell out,
"cultural sensitivity class.” The student who mé#ukeinappropriate comment is
subsequently given a detention, administered bylMipersonally, during which, she
gives this student a one-on-one lesson aboutralibensitivity and has a discussion
about why their particular comment was inappropraatd disrespectful Capitalizing on
teachable moments is an example of Nicole playitrgditional role commonly held by
African American teachers as activists for soaiatice (Case, 1997; Dixson, 2003;
Dixson & Dingus,2008; Foster, 1997; Ladson-Billin@g894).

Nicole feels that it is her duty to call out issw# cultural insensitivity, even
when other teachers might overlook such issuesroain silent. She is very adamant
about doing this in an effort to make her studewtsonly culturally competent, but

critically conscious as well.
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One such teachable moment occurred in Nicoless désst year amidst the controversy
surrounding the investigation into the death of/@@r old Trayvon Martii. Because
emotions were so raw and so many people seemetlatidrted in one way or another
by this terrible tragedy, Nicole allowed her stuideio express their feelings and
sentiments through writing in their journals. Nedelt that both her Black and White
students were lost in that they did not recogniad anderstand the significance this
particular incident had to the historical underpngs of racism and the tumultuous race
relations inextricably tied to the history of timation. Allowing her students to express
themselves freely has been a fine line for Nicolevalk because on one hand, she wants
to know exactly how her students feel. She doésvaat them to tell her what they
think she wantso hear. Nicole says that whenever she readsjtheinals, she tries not
to give her opinion, but instead tries to challehge students' thinking by asking them
open-ended questions in response to their jourrtees as a means of getting them to
become self-reflective, to ponder alternative vieimfs, and to become more critically
conscious. Nicole tries to navigate this somesifinge line of allowing her students

express themselves liberally, while being cultyraénsitive, by teaching her students

3 Trayvon Martin, a young Black teen, was gunned down on February 26, 2012 in Standford, Florida by
George Zimmerman, a 28 year old male who has both a European and Peruvian background, but who
identifies primarily as White. Zimmerman claimed he shot Martin, who was unarmed, during a struggle
because he felt that his life was threatened. The struggle and shooting happened as a result of
Zimmerman's decision to follow Trayvon, who was returning to the home of his father's girlfriend, who
lived in a gated community after making a purchase at a local convenience store in the neighborhood.
Zimmerman began following Martin because he looked "suspicious". Although Zimmerman was advised
by a 911 dispatcher he was on the phone with, not to follow Martin, Zimmerman did so anyways and the
end result was a struggle which subsequently ended with the death Martin who was shot by Zimmerman.
The controversy surrounding the case stemmed from the fact that Zimmerman was not initially charged
for killing the unarmed teen, due to the Floridian "Stand Your Ground" law, which gives a person the legal
right to use deadly force in instances in which their lives are threatened and the role that identity played
(both of the victim and the perpetrator) in this entire scenario. This unfortunate case re-ignited a
firestorm around the nation surrounding the long fought battle over racism, perception versus reality,
power, privilege, and race relations in the United States.
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that while they have the right to express themselkeely, they do not have the right to

say things that are hurtful and offensive to others

Early Life

Nicole was born and raised on the Northwest sfddilovaukee. She described
the neighborhood that she grew up in as ethnieaity racially diverse, comprising
mainly of African-American, Jewish, and White faimed. Overtime, her neighborhood
grew more racially and socioeconomically diverg¢hen her parents first purchased
their home, they were one of only two African-Anoamn families in the entire
neighborhood. The neighborhood is currently cosgatiof mainly working and middle-
class African-American and Jewish families.

Nicole attended Milwaukee Public schools, whihbk described as being racially
diverse, for her primary education and later svattho a suburban school on the
outskirts of Milwaukee when she went to high schemh participant in the Chapter 220
program. Nicole first began recognizing issuesct and racism during this time. Her
suburban high school was located in a wealthy rfigiood on the outskirts of
Milwaukee and was predominately White. Nicole rembers experiencing what she
describes as "subtle racism", or micro-aggresdi@ugiently during this time, and
because of these experiences, she hated her sdPiecte et. al (1978) defined racial
microaggressions as "subtle, stunning, often auticiand non-verbal exchanges which
are 'put downs' of blacks by offenders (Pierceg@aPierce-Gonzalez, & Willis, p.66)

One incident, in particular, occurred when heracstudies teacher, a young,

White male, thought it would be a good idea to aané project on slavery. This
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teacher had his students reenact and debate msuwesnding the practice of slavery
with the objective of having them determine whetiavery should have been abolished
or continued. Even though she couldn't fullycarate it at the time, Nicole knew in her
heart that something was incredibly wrong with hawtudents debate the practice of
slavery, particularly due to the fact that thereevenly a few Black students who were in
the class, and the majority of her White peers wefavor of slavery because it
subsidized the lifestyles of many Whites in thet8oWicole could not recall any of her
White classmates at the time taking an abolitiostizhce against slavery. When asked
whether she thought that this lesson made her \idbites feel uncomfortable, Nicole
replied, " No...not that | can remember...| meaat thas years ago, but not really. They
were pretty adamant about keeping slavery!" (PesGommunication 6-29-12).

Nicole said that anyone who may have, in fact, kagainst the practice of slavery, was
probably too afraid to speak up at the time, béivag the majority of her classmates were
in favor of it.

During our interviews, Nicole recalled experiergcmther micro-aggressions in
high school, such as receiving mediocre gradesusecaf her race, in instances where
she unequivocalljknewshe earned and deserved better. This left Niwdlefeelings of
despondency with regard to whether her intelleataphbilities and potential would ever
be recognized because of her identity as a persoolar in a predominately White
school. Regarding this experience Nicole said:

Nicole: you know, and it wasn't until | met a¢der in high school named Ms.
and | got an A in her English coursklamas like, "How did | get
an A?" And she was like, "You know, you're a geoder." And that was the
first... teacher | felt that didn't look at my eadbut really looked at what | was
doing and then that made me feel like | wasnttgn®ther Black student who was
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in a White class...| felt like she saw me for wiwsas (Personal Communication,
6-29-12).

After having to contend with the incessant barrafg@icro-aggressions, the daily
pressures of having to represent the entire raxckfeelings of isolation and exclusion,
Nicole and other students of color in her high stheould often gather at the
lunchroom table to eat their lunches together.oNicecalled her and her peers doing
this, not in an effort to segregate themselves filoar White peers, but as a means of
creating a space of solace and comfort amongstithdils who shared their same
experiences (Daniel-Tatum, 1997).

The continuous burden of trying to fight racism a&udvive in an institution in which one
does not feel they belong-- all the while havingofece of solace to retreat, can cause
people of color to become exhausted from racidlé&dtigue. This racial battle fatigue
carried over from Nicole's high school experienttelser experiences as an African
American teacher in a predominately White subusidiool. Such racial battle fatigue
can have dire consequences not only on Nicolepibtihe psychological well-being and
the academic outcomes of all students (Stevensain, 4997).

Life After High School

After high school, Nicole attended a Historicalllack College in the South. She
credits this institution for helping her maintahetsense of pride that she has in her
heritage in addition to helping her remain conngéeted committed to the ever-present
struggles of people of color and other oppressegplpan the United States. Nicole also
credits her parents for planting the seeds ofcalittonsciousness in her, early on in life,

by sharing their experiences of being born ancedhis the United States South during
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the Jim Crow Era and Civil Rights Struggle. Thimsciousness has helped to shape
Nicole's identity and the way in which she views torld.

Nicole currently teaches middle school in a subarkchool district on the
outskirts of Milwaukee. She has always wantedetolne a teacher because of her
desire to serve and give back to others. Nicalghtfor several years in another state
before coming back to teach in Wisconsin. It wasol's initial desire to teach in an
urban school upon returning to Milwaukee, howewaéer not receiving an interview for
MPS, she chose to work in the district in which steeived an interview and was
offered a position. Nicole was initially nervousdsapprehensive about teaching in a
suburban school since all of her previous teachiperience had been in an urban

school.

Student/Parent Relationships

As a young, African-American woman, teaching predominately White
school, located in a wealthy suburb on the outskiftMilwaukee, Nicole believed that
she faced backlash on a continuous basis, froowsangles, as a direct result of her
identity.

One of the contenders responsible for creatingnéti@cious environment, in
which Nicole was expected to work and thrive, weaesparents of her students.
Surprisingly, this backlash came from both the p&ref color as well as the White
parents. Nicole was shocked to learn that sontlkeeoparents of her students of color
disapproved of her because they believed that thdot would not get the "suburban
school" experience if they were in a class taugta Black woman. For these parents,

having an African-American teacher defeated th@@se of them sending their child to a
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suburban school to get a "good education™ in tts filace. It didn't matter that Nicole
was an intelligent, capable, "highly-qualified" ¢ear. She was still Black and for that
reason alone, these parents wanted their chilémoved from Nicole's classroom.
Nicole remembers feeling shocked and hurt by #nelation. She anticipated potential
pushback from one or two White parents, afterséilé's had to deal with racism her entire
life, but she never expected that she would fasermination of this sort from her own
people! These parents of color would often mask tdiscriminatory comments with
sentimental expressions such as: "Well you tapghtiously in an urban school district
in the South. They're standards are not as rigoaswurs!” These parents phrased their
arguments in this manner with the intent of castiveillusion that their demands to have
their children removed from Nicole's classroom, everere matters of educational policy
and had nothing to do with Nicole's identity aslack woman.

The construction of whiteness as property (Hati®93), is a plausible
explanation as to why Nicole experienced so mudklbah at her school. As an
African-American woman who refused to assimilates %ainted" the suburban school's
reputation and diminished its status as a prestggiexclusive (i.e. White), suburban
institution. The hostile response Nicole receifreth some of the African-American
parents was a direct result of these parents erxgédct "buy-in" to the "Possessive
Investment in Whiteness" (Lipsitz, 2006) by waysehding their children to this
predominately White, upper-middle class, suburlpatitution. Ladson-Billings and Tate
(1995) state that “In the case of schooling, taidg a school or program as nonwhite in

any way is to diminish its reputation and statu'60Q).
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Whiteness as property also functioned in Nicolefseeience as a means of
exclusion. Because "whiteness is constructedignstbriety as the absence of the
"contaminating” influence of blackness" (LadsonhBgds & Tate, 1995), Nicole's mere
presence "tainted" the value of the experiencedbiate of the White and Black parents
expected their children to receive, although iditgahe Black parent's children also
"tarnished" the reputation and status propertyefschool (as a White, Suburban
Institution) solely by their presence, but thesadRlparents were unlikely to view it in
this manner because for some reason, they appadedthot group themselves in the
same category as "other" Blacks.

You're Not Teaching My Children!

In addition to the pushback she received from sAfmean-American parents,
Nicole also received pushback from White parente did not want their children in her
classroom either. Nicole felt that she was, iemsg, set up to fail as an African-
American teacher in this suburban school distrcianse she received no support from
her parents of her students nor her educationbdamles. How was it possible for her to
flourish and be successful in an environment wipeaple were not ready to accept the
fact that their children had a Black teacher? s&hguburban parents did not judge
Nicole by the same standards and expectationshiglelyof her White counterparts.
According to these parents, Nicole's practice afidpstrict was'too" strict, even though
their children have had stricter teachers in thet.p&hey also pled that Nicole's teaching
was "too watered down" even though her studetdse $est scores proved otherwise.
Nicole had this to say regarding this matter:

Nicole: And so the reason why | can't move umindistrict, is because they
painted me as this sorry, incompetent teacheorbdfeven knew what was going
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on. That happened my very first year with teashedermining me, you know
what | mean, and | would discipline a student @&y would say, "No no, he
can't handle that!" and then coming in the mestingnd I'm thinking we're all
here on the same thing... this is a meeting alm@#nd about howm "too" mean
to the students and hadin too strict... and then | would always reference a
teacher in the school and | would say, "Well sk#ist too.” Umm...and the kid's
are saying that she's th&trictest” teacher. Why is it that they can accept her
strictness and understand that that's coming &@uood place but then when it
comes to me, and I'm not even as strict as lieen. it's a problem! (Personal
Communication 6-29-12)

Undermining teachers, angry parents...what wasitiderlying premise surrounding all
of this backlash hitting Nicole from all angles’helfact of the matter was that these
parents and even some of Nicole's counterpartghi@ttheir children had nothing to
learn from Nicole. As a Black woman, what coul@ gtossibly teactheir children?
The parents in Nicole's school wrote letters, m@uene calls and had meetings, all to
have her removed as their child's teacher. Thdigkhicole had the support of the
Superintendent of her district, and as such, Hesgrurity was never completely in
jeopardy.

Nicole's Students

When asked how the students she currently teamepare to her high school
peers, Nicole said that her students are bettdmafhcially than past students. With
regard to race, Nicole spoke of how she believatlttiis current generation of students,
particularly students of color, have been shielidenh the reality of race and racism. She
believes that today's generation is lacking a gtragial identity and, unlike her parents
and parents of past generations, who talked ioc¢hédren about the realities of racism

as a means to prepare them for what they wouldwemenin the world, the parents of
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these students do not talk to their children aleterhents of race and racism. On this
matter, Nicole had this to say:

Nicole: | feel like, whereas, you know my paretaisght us about race relations
and they taught us about what we would face imtbed as far as racism and
things of that nature, their parents, in some wthey feel like they are invincible
and they will not deal with the same types of jpeots, even though those
problems still exist. And | feel like they're kg, a kind of...self pride about
their race. (Personal Communication 6-29-12).

Because her parents lived through the Jim CrowGinidl Rights Movement eras, they,
like many other African American parents of thesngration socialized their children on
the reality of racism and the struggles they waardure as a result of their race. In
addition, these parents believed in infusing atgsease of pride in their children. Nicole
observed a lack of cultural pride and racial sazadilon in her students that wasn't
present in her and her parent's generations. Bessiuses to this diminished cultural
pride and racial socialization could be the faet ih their quest to be accepted by the
larger society, many of these parents have nedglgéddracial and cultural identities and
adopted an assimilationist paradigm. Nicole ptedione such example, describing the
ways in which this loss of identity and lack ofg@imanifested itself within her students.
EachMonday, Nicole and her students usually engageciass discussion about
what they did the previous weekend. She and tiaests usually talk about the movies
they saw, the places they went, etc. On one péatioccasion, one of Nicole's African-
American female students shared with the classstiand her friends went to the
lakefront the previous weekend. This particuladent then said, "There were too many
Black people at the lakefront. Black people makeitchy" (Personal Communication 6-

29-12). Nicole's class found this comment rathenf, as did this student herself.
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Later that evening, Nicole called this studentghrar to speak to her about this
situation. Nicole asked the mother to sit dowd have a conversation with her
daughter about certain things that should not beudised in an open forum, particularly,
things that may reinforce negative stereotypefhiogs which may cause one to form a
negative perception about a certain group of people

The fact that Nicole went one step beyond reprinranthis student by contacting her
mother and asking her to have a dialogue with haghbter about her inappropriate
comments is evidence of Nicole's firm commitmentdmbating racism and her
dedication to the traditional role of African Ameain teachers as cultural workers
through imparting life lessons to her studentsy tlaenilies, and the community at large
(Dixson,& Dingus, 2008).

Intersectionalities of Race, Class, & Gender

"I'm Not What You Expected"

"Dress for the job that you want in life!" Thisag/the advice Nicole received
once from a highly successful African-American wormého mentors Nicole and of
whom she greatly respects and admires. In takisgadvice to heart, Nicole goes to
school dressed for success each day. She alwesgsedrin appropriate, business attire,
which include high-heeled shoes, and she takesadpace to always maintain a very
professional look.

Nicole: And it was like, if | had on some heetsyas a problem. As so what |
started to learn was, they had painted me apitisre, but the more that | go
against that picture, the more angry they becoataudse they're trying to paint
me as this sorry teacher. They're trying to paiatas someone who's not
professional. And so, it was like, the more arateni do things that go against
that, it was like they began to get upset becthesgcan't...you know, they can't
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pin me as the person who they're trying to pegietme as. " (Personal
Communication 6-29-12)

Nicole did not fit into a particular stereotypernodel. The box that was shaped out of
their ideologies, perceptions, and social conswast According to Mabokela &
Madsen (2003):

The concept of role entrapment means that the#drAmerican teachers fit
preexisting generalizations that force them ty filaited roles within the
organization (Kanter, 1977). Thus, they becantepped as the token, a
position that invalidated other contributions witie school and limited their
upward mobility to positions of authority. (p. 205

As a young, intelligent, and very capable Africam#&ican woman, Nicole finds that, on
a daily basis, not only does she have to fighe#w tliown the walls and break out of the
box in which she finds herself unduly encapsulaséeé, also has to fight to shatter the
idiomatical "glass ceiling." Having to incessandky battle and go to war simply on the
basis of her identity, often leaves Nicole withliiegs of hurt, wariness, and utter defeat.

Nicole is slowly proving that she does not fit tiegative mode that her
colleagues tried to typecast her as--a challengjestonajoritarian notions of Black
women as loud, dumb, angry, incapable, and ungsaieal (Solorzano & Yosso, 2001).
And even though she has data reports which prawdience that her academic
effectiveness with her students is not mediocreghltremely successful, Nicole feels
that the training, experience, and the skills Hieg brings to the table are often
overlooked simply because of her identity. Sherteagr been asked to share her
strategies of success with other teachers, evergthber students continue to have some
of the highest test scores, when compared to tier ¢dachers in her school. Nicole

perceives that this is, yet another example otb#eagues and the "system" viewing her
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as unintelligent and inferior, simply because sh& young, African-American woman,
and as such, they feel that she can't possibly &aything to teach them. As Bell
(1995) explained:

As history indicates all too well, blacks havefetéd greatly as a result of
discrimination undergirded and often justifiedthg general belief in black
inferiority. But history shows with equal clarjthough it is less frequently
acknowledged, that indications of black successthns possible black
superiority result in racist outrage. (p. 895)

Nicole still has aspirations of climbing the ramkshe educational system and
has even set her goal on one day becoming theistgratent of the Milwaukee Public
School System, although she is unsure how reatlsgBggoal is-- given the reality of her
identity and the barriers it presents. Nicole&niity puts her in a particular conundrum
in that although she experiences racism nestetdhtipes of classism, sexism, and
paternalism on a continuous basis, she is limidter ability to fight back because she
knows that fighting back could possibly derail dropes she has for the futur€his is a
no-win situation as contended by Berlak & Moyen2@0(),“In most cases, if it gets this
far, white people stick together and suddenly, noykweviews turn bad and it's time to
quit. I'm fired if | fight and abused if | say Mg’ (p.133).

Through it all, Nicole has chosen to remain in guburban district, for several reasons,
the main reason being that teaching is still hst fove. She enjoys teaching and serving
her students. She has a critical consciousnessedohing and views her role as an
activist and role model (Dixson, 2003). Despiteoéthe tribulations and obstacles
Nicole has had to overcome and continues to fdmehas emerged as a stronger woman
and she believes that everything that she has facedcontinues to face, was and is all

for the purpose of preparing her for her futureeavars.
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Summary
As a young, intelligent, capable, "highly-qualifijedfrican-American middle school
teacher in a suburban school, Nicole is constdigthting battles based on her identity
alone, a reality she must contend with. While skgeriences daily battles with her
students' parents, her colleagues, her administtatee world...she has been fighting
alone. Her silence (as a means of job securitynart sabotaging her future endeavors)

has thus far rendered her powerless.
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Summary of Findings

“We all carry worlds in our heads, and those worki® decidedly different. We
educators set out to teach, but how can we reaetwibrlds of others when we don’t even
know they exist? Indeed, many of us don'’t evelizesthat our own worlds exist only in
our heads and in the cultural institutions we hawdt to support them.”

--- (Lisa Delpit,1995,0ther People’s
Children, p.xiv)

Based on the findings of this study, it is my @mion that the ideologies
espoused by Lauren, Mackenzie, Karen, and Nictileyalved from a source of pain,
rooted in their identities and their experiencesg in a racialized country. The ways in
which they reacted, however, made all the diffeeen€ach of the women's identity and
their experiences with race, had a direct impadheir ideologies and the ways in which
they interacted with their students. At timedrtlegperiences led them to operate from
an activist stance, rendering them powerful, whtlether times, their experiences caused

them to function from a source of pain, thus reimdgthem powerless.

The Pain and Power of Identity and Ideologies

As avowed in Chapter 2, who we are, or rather—whohink we are, is based on
the intersectionalities of our history, experiendeterpretations, perceptions, and
interactions. Birthed from our identities, emecoge ideologies. ldeologies permeate our
homes, schools, churches, social circles, and atbgtutions on a continuous basis.
When these identities are not critically examirtedy have the ability to mask
themselves under the guise of neutrality, fact, tamth. Power resides within ideologies
because ideologies can be used as idiomatic weaponass destruction. When left
unchallenged, ideologies have the power to domirgteress, reify existing structures of

inequality, and silence people through nonchalantgacency. By the same token,
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ideologies also have the power to uplift, generaiétivate, inspire, challenge, tear down
structures of inequality and oppression, and dhigfie. Ideologies are powerful because
they can be dissipated with destruction or pregnatit possibility!

Over the course of this study, my participantslezad multiple accounts of the
painful role identity played, in some of their expaces with race. Oftentimes, these
painful experiences left these women with feeliafpowerlessness. For example, in
reflecting on Lauren's experience, it was appdateattbecause she could not fully
understand the pervasiveness of racism in ourtyptiauren relied heavily on her
family's experience of overcoming the barrier ofgry and this experience undergirded
her firm belief in the notion of meritocracy. Moreer, because she viewed herself
through the lens of poverty, it was difficult foauren to come to terms with her identity
as it related to being privileged in America. Tbiften led her to see herself as a victim
and not as a person of privilege. Like Lauren,gbeer of privilege was also relevant in
Mackenzie's experience, but in a different way. ilé¢/éhe was willing to speak out in the
face of racism in some cases, Mackenzie had noegehed the point where her
convictions denied her the privilege to remainrgii@a moments of discomfort.
Mackenzie has yet to reach the point where shellisgvto speak the truth and take an
anti-racist stance, even if it means severing bovittsfamily, friends, colleagues, etc.
While Mackenzie exhibited a high level of criticansciousness throughout most of her
accounts, she did not seem to recognize that byolvagr identity alone, she has had the
privilege to choose to speak out (mostly in sitagiin which was most comfortable) and

that people of color do not have this same priélegsilence.
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The ability to be critical and recognize the sate of race was one of the most
important themes which emerged from this studyr Karen, her earlier experiences
with race caused her to become uncritical to thgswwawhich racism played out in her
everyday experiences. As such, she embraced tecatiwiral paradigm, and chose to
focus on the celebratory aspects of our differemznot the ways in which difference
has been used historically to marginalize and ggpré&or Nicole, her identity as a
young, intelligent, capable, "highly-qualified", #dan-American woman, teaching in a
majority white, middle-class suburban school, cduss to endure daily battles based on
her identity alone, a reality she will forever cemtl with. Her silence in speaking out on
personal issues of racism (as a means of jobisgamd not sabotaging her future
endeavors) has thus far rendered her powerless.

Each of my participants also shared narrativearcegg the ways in which their
identities and ideologies rendered them powerfiduren, for example, clearly had the
best intentions for her students’ success. Heredsteach in an inner city, urban
school, demonstrated her loyalty and commitmenatds helping students overcome
obstacles of poverty, in the same manner as did Btaekenzie's earlier experiences
with race led her to: question the validity of k@bringing in a monolithic community,
guestion her identity as a White woman living iraaialized society, and become an
advocate by speaking out against racism on behakr students. In assessing the ways
in which her own lived experiences influenced leaching in an urban school,
Mackenzie seemed honest in her quest to examindémogies and beliefs with regard
to race and racism and in her desire to help otiherslop this same critical

consciousness.
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Power resided within Karen's experience in thatwhanted each of her students
to be successful and believed in enforcing a stemmge of pride in her students' cultures
and heritages. In addition, Karen told severatateves in which her inherent
commitment to othermothering was readily appar&mally, Nicole's power lied in her
role as an activist, who believed in developingrarg critical consciousness within her
students and encouraging within them a sensitasity respect for all people.

What then, can educators learn, from the narrabared by Lauren, Mackenzie,
Karen, and Nicole, and how can educators use shariies to further their understanding
of the ways in which identity, lived experiencesdadeologies about race inform the
educational practices, experiences that teacheeswigh students and families of color,
and commitment to teach in urban schools? Thevatlg four recommendations were
derived based on the findings of this study. Beleach of the four recommendations is
outlined briefly, after which, | will expound up@ach in greater detail in Chapter 5.
Recommendation 1: Teachers need to develop eecleaderstanding with regard to the
historical underpinnings of racism, and the ways/imch racism is not only a thing of
the past, but is ever present in every segmengatiety, including education.
Recommendation 2: Teachers need to become skdttieé about their identities and
the ways it relates to privilege and whitenesseylheed to come to terms with the fact
that you can simultaneously be a good person ahtlestdysconsciously racist.
Teachers need to continuously evaluate the wayaich they participate in the system
of whiteness and work diligently to counter-actsia@ractices. In addition, teachers
need to be able to recognize the ways in whicledifit aspects of their identities lend

them particular privileges (privileges to be uncat/colorblind, privileges of silence)
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that others, who don't possess these facets ditiglesio not have the opportunity take
advantage of.

Recommendation 3: Teachers need to reflect ow#ys in which their identities and
experiences allow them to perceive the world fropadicular standpoint and seek to
develop alternative ways of understanding the wquédticularly from the perspective of
the marginalized and oppressed. In developingctiiisal consciousness, they will be
able to see the ways in which their identities alyeaffect their interactions with their
students , their pedagogical practices, and sulesgiguithe academic outcomes of their
students.

Recommendation 4. Teachers, particularly teacbfecslor, need to continue to
counteract majoritarian tales. This means beirendp sharing one's stories and
experiences and seeking ways to creatively chatlstack explanations that normalize
and neutralize oppression. In addition, teacheroldr must be committed to forging
alliances with White teachers who are committegadicipating in the fight for equity,

on the world's behalf and particularly on the beb&hll who are oppressed.
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Chapter 5--Conclusion

In this study, | employed a Critical Race Theand to examine the ways in
which identity factors such as race, culture, seoomomic status, and gender work in
concession with teachers' ideologies, as demoeadtiat their values, beliefs, and
perceptions about race, to inform their teachirarfices, experiences with students and
families of color, and decisions to remain in ave urban classrooms. The main
guestion this research study sought to examine \Masv do teachers' identities and
ideologies, as demonstrated by their values, Iselgefd perceptions, influence their
decisions to remain in or leave urban classrooms?

Sub Questions:

What ideologies do teachers hold with regard te?aélow do these ideologies connect
to their commitment to teach in urban schools?

What emotional and physical consequences may aedelo teaching in urban schools?
What roles do race, culture, socioeconomic statnd,gender play in the participants’

experiences with and perceptions of students andiés of color?
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Based on the findings of this study, it is my @ion that the ideologies
espoused by Lauren, Mackenzie, Karen, and Nictileyalved from a source of pain,
rooted in their identities and their experiencemsg in a racialized country. The ways in
which they reacted, however, made all the diffeeen€ach of the women's identity and
their experiences with race, had a direct impadheir ideologies and the ways in which
they interacted with their students. At timedrtle&periences led them to operate from
an activist stance, rendering them powerful, whtlether times, their experiences caused
them to function from a source of pain, thus reimdgthem powerless.

The Pain and Power of Identity and Ideologies

As avowed in Chapter 2, who we are, or rather—whohink we are, is based on
the intersectionalities of our history, experiendeterpretations, perceptions, and
interactions. Birthed from our identities, emecoge ideologies. ldeologies permeate our
homes, schools, churches, social circles, and atkgtutions on a continuous basis.
When these identities are not critically examirtedy have the ability to mask
themselves under the guise of neutrality, fact, tamth. Power resides within ideologies
because ideologies can be used as idiomatic weapponass destruction. When left
unchallenged, ideologies have the power to domirgteress, reify existing structures of
inequality, and silence people through nonchalantgacency. By the same token,
ideologies also have the power to uplift, generaiétivate, inspire, challenge, tear down
structures of inequality and oppression, and diigfie. Ideologies are powerful because
they can be dissipated with destruction or pregmatht possibility!

Over the course of this study, my participantslezad multiple accounts of the

painful role identity played, in some of their expaces with race. Oftentimes, these
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painful experiences left these women with feeliafpowerlessness. For example, in
reflecting on Lauren's experience, it was appdateattbecause she could not fully
understand the pervasiveness of racism in ourtyptiauren relied heavily on her
family's experience of overcoming the barrier ovgrdy and this experience undergirded
her firm belief in the notion of meritocracy. Moreer, because she viewed herself
through the lens of poverty, it was difficult foauren to come to terms with her identity
as it related to being privileged in America. Tbiften led her to see herself as a victim
and not as a person of privilege. Like Laures,fgbwer of privilege was also relevant in
Mackenzie's experience, but in a different way.hil#¢/she was willing to speak out in
the face of racism in some cases, Mackenzie hagatoeached the point where her
convictions denied her the privilege to remainrdii@ moments of discomfort.
Mackenzie has yet to reach the point where shellisgvto speak the truth and take an
anti-racist stance, even if it means severing bovittsfamily, friends, colleagues, etc.
While Mackenzie exhibited a high level of criticansciousness throughout most of her
accounts, she did not seem to recognize that byolvagr identity alone, she has had the
privilege to choose to speak out (mostly in sitagiin which was most comfortable) and
that people of color do not have this same pri@legsilence.

The ability to be critical and recognize the sate of race was one of the most
important themes which emerged from this studyr Karen, her earlier experiences
with race caused her to become uncritical to thgsviwhich racism played out in her
everyday experiences. As such, she embraced tecatiwiral paradigm, and chose to
focus on the celebratory aspects of our differemznot the ways in which difference

has been used historically to marginalize and gpré&or Nicole, her identity as a
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young, intelligent, capable, "highly-qualified", #dan-American woman, teaching in a
majority white, middle-class suburban school, cduss to endure daily battles based on
her identity alone, a reality she will forever cemdl with. Her silence in speaking out on
personal issues of racism (as a means of jobisgamd not sabotaging her future
endeavors) has thus far rendered her powerless.

Each of my participants also shared narrativeardegg the ways in which their
identities and ideologies rendered them poweriduren, for example, clearly had the
best intentions for her students’ success. Heredesteach in an inner city, urban
school, demonstrated her loyalty and commitmenatds helping students overcome
obstacles of poverty, in the same manner as did Btaekenzie's earlier experiences
with race led her to: question the validity of k@bringing in a monolithic community,
guestion her identity as a White woman living iraaialized society, and become an
advocate by speaking out against racism on behakr students. In assessing the ways
in which her own lived experiences influenced leaching in an urban school,
Mackenzie seemed honest in her quest to examindémogies and beliefs with regard
to race and racism and in her desire to help otihe@rslop this same critical
CONSCiousness.

Power resided within Karen's experience in thatwhanted each of her students
to be successful and believed in enforcing a stemmge of pride in her students' cultures
and heritages. In addition, Karen told severatateves in which her inherent
commitment to othermothering was readily apparéimally, Nicole's power lied in her
role as an activist, who believed in developingrargy critical consciousness within her

students and encouraging within them a sensitasity respect for all people.
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What, then can we learn from the narratives shiyddauren, Mackenzie, Karen,
and Nicole and how can we use their stories td&urour understanding of the ways in
which identity, lived experiences, and ideologibsut race inform the educational
practices, experiences that teachers have witlestsidind families of color, and
commitment to teach in urban schools? The follgWiour recommendations were
derived based on the findings of this study.

Recommendation 1: Teachers should develop a aietarstanding with regard to the
historical underpinnings of racism, and the ways/imch racism is not only a thing of
the past, but is ever present in every segmengatiety, including education.
Recommendation 2: Teachers should be self-refleetbout their identities and the
ways it relates to privilege and whiteness. Tha&y/mmean coming to terms with the fact
that one can simultaneously be a good person dhlbestlysconsciously racist. Teachers
should continuously evaluate the ways in which tbasticipate in the system of
whiteness and work diligently to counter-act thessctices. In addition, teachers should
be able to recognize the ways in which differepieass of their identities lend them
particular privileges (privileges to be uncriticalorblind, privileges of silence) that
others, who don't possess these facets of idedbttyot have the opportunity take
advantage of.

Recommendation 3: Teachers should reflect on theswn which their identities and
experiences allow them to perceive the world fropadicular standpoint and seek to
develop alternative ways of understanding the wquédticularly from the perspective of
the marginalized and oppressed. In developingctiiisal consciousness, they will be

able to see the ways in which their identities alyeaffect their interactions with their
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students , their pedagogical practices, and sulesgiguthe academic outcomes of their
students.

Recommendation 4. Teachers, particularly teaabiecslor, should continue to
counteract majoritarian tales. This means beirendp sharing one's stories and
experiences and seeking ways to creatively chatlstack explanations that normalize
and neutralize oppression. In addition, teacheroldr must be committed to forging
alliances with White teachers who are committegaudicipating in the fight for equity,

on the world's behalf and particularly on the bebahll who are oppressed.

Recommendation 1: Understanding the Historical Undrpinnings and

Pervasiveness of Racism in America

In her bookWitnessing Whiteness: First Steps Toward An Acist@ractice and
Culture, Shelly Tochluk pondered over her earlier expegsrof learning about the
history of America. Tochluk reflected on the rofg¢ayed by pivotal people in her life
who were instrumental in her indoctrination of atjgallar version of U.S. History that
inspired a pride in her country. From her fiftrade teacher Mrs. Pearson who taught
about the Pilgrims' survival, Williamsburg, the Rding Fathers, and the colonist' fight
for freedom and independence--to her mother whk b@&o to visit these historic
landmarks in Washington, D.C., Williamsburg and MbWernon--to her other history
teachers who gave a sanitized view of U.S. hishowy crafted the curriculum around
historical figures in whom Tochluk and her peersldaasily identify because they
looked liked them. Tochluk's indoctrination of Anoan history is not unique. Many

have heard this particular version of America'sdmsreplayed over and over throughout
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their educational experience. Missing from thig@i@/e of America is the social
construction of race and the ways in which it wdkienced by political and economic
purposes, the genocide of the Native American geotble brutal enslavement and
oppression of the African American people and offeaple of color, and the
construction of the White identity. Because so mocour history as a country is rooted
in America being built and maintained on a systémegemony and racial oppression,
racism is an enduring reality. As such, we camxgiect the pervasiveness of racism to
go away anytime in the near future, if ever (B&l92a). On the permanence of racism,
Bell asserted:

| have no celestial credentials to support myregsting message that racism in
America is not a curable aberration--as we alleveld it was at some earlier
point. Rather, it is a key component in this doyla stability. Identifying
vicariously with those at the top, obsessed watfribg blacks from eroding their
racial priority for jobs and other resources, mekites accept their own
relatively low social status. This acceptanca major explanation why there is
neither turmoil nor much concern about the trenoeisddisparity in income,
wealth, and opportunity separating those at tpeofdhe economic heap and the
many, many down toward the bottom.

To be honest, | am more surprised than pleasé¢ddbae from a few outraged
members of the middle class--most black peopleeagith my thesis that racism
IS permanent. (p. X)

This declaration by Bell over 2 decades ago waslatd by the short lived "We are the
99%"/"Occupy Wall Street” movement in America dgrihe fall of 2011 in which there
was a short protest regarding the wealth dispafithe 1% at the top and the 99% at the
bottom in this country. While this movement was w@tsocial class and not race, the
brevity of the movement offers possible credendgelb's notion that "most whites

accept their own relatively low social status"dese they are able to identify
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vicariously with those at the top via their ragailority which renders them a certain
amount of power and privilege that is commonly sldry those at the top. It is my
contention that before one can begin to challeagsm and other systems of
oppression, they must first have the ability tcograze it. Teachers should have a clear
understanding with regard to the historical undanpigs of racism and other forms of
oppression, and the ways in which racism is nog arthing of the past, but is ever
present in every segment our society, includingcation (Bell,1992a, 1992b). In having
such knowledge, there will be a historical ancimowhich to ground one's understanding
of the ways in which racism and other forms of @sgron continue to impact the
educational system by way of: the curriculum, distiion of resources, pedagogical
practices, and educational policy--all of which @éavdire impact on the educational
outcomes of students of color. According to Ka{l002):

For educators, race awareness and whitenesgythaee particular relevance,
since most white teachers have not been educated hbw the history of white
supremacy has affected and continues to affeclrassumptions and norms that
percolate throughout the culture of all institugpmcluding schools. (Kailin,
2002, p.62).

This acquisition of knowledge will not be obtaingeer a short period of time, but rather
through the embarkation on an extensive, devogethyinely invested journey.
Embarking on such a journey is essential and remwgufdr several reasons. First, in
gaining an intellectual understanding of racism #edways other "isms" work in our
society, teachers are more likely to challenge siystems of inequity rather than
reproduce them (Berlak & Moyenda, 2001; Ladsonhii, 1994; Sleeter, 1992; Nieto,
1999; Ziechner & Hoeft, 1996). Furthermore, iwvihg a historical understanding with

regard to the construction of racial hierarchied ather systems of oppression, teachers
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can begin to understand the ways in which thesstaogtions were not established out of
mere hatred, but rather for political and econoihgeans. For example, if Lauren had a
foundational understanding of the social constaictf race and the subsequent social
construction of Whiteness, she would have undedstioe property functions of
Whiteness (Harris, 1993) and the ways in which ttayelate to the educational
disparities she observed between her studentdafioourban schools and students who
attend schools in the suburbs that are predominsivitite. She would have understood
the ways in which budget cuts incurred by schootbe inner city impact the
opportunity to learn with regard to the intelledtand real property afforded to students
(Ladson-Billings & Tate, 1995). In addition, a kmledge of the historical underpinnings
and pervasiveness of racism would have challehgaden's firm belief in the notion of
meritocracy. She would have understood that whattas in this county is not
necessarily a measure of their struggle and howa tey've worked, but rather, could be
the result of privileges and opportunities afforéedome groups and not others. In
addition, Lauren would have understood the wayshich the white identity was
constructed to pride itself on the values of haalkyautonomy, individualism, purity,
morality, delayed gratification and capitalism--wihiis in direct juxtaposition with the
social constructions of non-white identities asagpyy lazy, stupid, dirty, hypersexual,
hedonistic, immoral, and communalistic (Allen, 198¢ll, 1992a, 1992b; Haney-
Lopez,1996; Ignatiev, 1995; Kincheloe, 1999; Mams1992; Tochluk,2008).

In addition, by having a historical understandifigacism and oppression in
America, teachers are able to arm their studertstiwe tools to challenge these forms of

oppression. For example, because Mackenzie heeec understanding of the
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historical underpinnings of racism in America, kpkining the reality of their double-
consciousness, she was able to help her studettsstand the world, how they were
perceived in it, and offer ways to challenge thesgative perceptions. Ladson-Billings
(1994) provided credence to the importance oflimglithis reality in students of color
when she asserted:

African-American children cannot afford the luxwfyshielding themselves with
a sugar-coated version of the world. When thaiepts or neighbors suffer
personal humiliations and discrimination becaud®er race, parents, teachers,
and neighbors need to explain why. But, beytiodé explanations, parents,
teachers, and neighbors need to help arm Africaer#ican children with the
knowledge, skills, and attitude needed to strugglecessfully against oppression.
These, more than test scores, more than high -graidé averages, are critical
features of education for African Americans. g2

Finally, this historical understanding of racisndappression allows teachers to
recognize it and challenge racism and oppressiomdyyof the curriculum via the
curricular structures, processes, discourses,taidgedagogical practices so that they
do not inadvertently normalize and reify these eyt of oppression in their teaching
(Ladson-Billings, ; Yosso, 2002). According to $os

Indeed, one of the first mistakes most often madmany educators and
policymakers is to look at the inequalities ofd&nt outcomes and blame students
without looking at the conditions, such as theicufar structures, processes, and
discourses that create unequal outcomes (PeopteCGi&ie v. Rockford, 2001).

(p. 94)

In order to get to this point of being able to ddade the curriculum and one's
pedagogical practices, teachers must first embarke journey of gaining a
foundational understanding of the historical underimgs of racism and oppression in

America.
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Recommendation 2: Reflecting on the Self

Teachers need to know who they are as peoplerstadd the contexts in which
they teach, and question their knowledge and assoingp Such knowledge and
understanding are arguably just as, or even magperitant than their mastery of
techniques for instructional effectiveness (Gay igkkand, 2003). Teachers need to have
a deep understanding of their own identities (ladividual and collective) and the ways
in which such identities shape their perceptiortsidrologiedeforethey can become
effective teachers of students in urban and sulousbhools. Teachers must explore their
personal identities, attitudes and understandifigjseoways in which their racial
ascription and social positioning inform their adtpractices and interactions with
students (Solomon et al., 2005).

Moreover, teachers should be self-reflective albioeitr identities and the ways
they relate to privilege and whiteness. This migletan having to come to terms with the
fact that one can simultaneously be a good pemdrstl be dysconsciously racist. In
this self-reflective process, teachers need toicootisly evaluate the ways in which they
participate in the system of whiteness and worieliltly to counter-act these practices.
In addition, teachers need to be able to recoghizevays in which different aspects of
their identities lend them particular privilegesiypeges to be uncritical/colorblind,
privileges of silence) that others, who don't pesgdbese facets, do not have the
opportunity take advantage of.

This process of self-reflection should be on-gpingvhich teachers continually
problematize the existence, privilege, and deviagtaffects of whiteness. Just as

Lauren's narrative revealed, being able to distsigbetween having a skin color that is
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white in appearance, and the construct of “whitsyies imperative in having teachers
examine their identities. According to Solomoralet(2005):

This conflation of whiteness and white skin (LeviRasky, 2000) makes it
difficult for students to move beyond feelingsamiger and frustration to develop
a clearer understanding of the way in which wtassnis also a constructed
category, and one that comes with significant ®ohcapital that is seldom
afforded to marginalized groups” (p.159).

Coming to terms with the fact that they may haalirertently participated in the system
of whiteness by way of unearned privileges and athges based on their collective
identity can elicit anger and frustration, howetlas is precisely why teachers needs to
problematize the existence, privilege, and deviastaffects of whiteness because if it is
not problematized, it is normalized, and madesi€, thus allowing it to continue.
Challenging teachers to perform a critical examamaof the self is not a simple task to
accomplish particularly because of the fact thataming to the realization that one’s
previous conception of the self and one’s positiosociety is based on a social
construction can be unnerving. The goal of chagilegteachers to perform a critical
examination of themselves is not to blame or attaakhers because of their race and
culture, nor to make them feel guilty or ashamed rather to examine the ways in which
the ideologies along with the racial and cultusgleriences of teachers is influenced
largely by their identities. As Solomon et al. @80 contended:

The knowledge that their ancestors, using varioaktof domination and
oppression, have created a society in which trenebts and privileges have
been amassed at the expense of other racial anid giioups, elicits a sense of
confusion about the legitimacy of their own positioThis new information that
challenges their personal, cultural and ideologicalerpinnings forces them to
grapple with seemingly incongruous positions” (@15
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The contention that one may have involuntarily ipgeéated in the system of white
supremacy when it goes against the very notiorvefyghing in which one values and
stands for, can be quite perplexing in that itnrtg@ates the very nature of who one
understands him or herself to be. However, chaltenguch systems of oppression and
the ways in which one has been a participant, egbively or unintentionally, is the
only way these systems of oppression can be disegant

It's important to highlight that people do not hawdoe white to participate in the
system of whiteness. As T. Howard (2010) noted:

One of the missing elements from the discourseaoe and racism in schools has
been the way that individuals of color can adomintain, and promote many of
the same racial ideologies and racialized defieivs of students of color that
frequently are purported to be held only by Wh{t@srman-Sparks, Phillips, &
Hilliard, 1997; hooks, 1995). (p. 107)

Bell (1992a) contended:

True awareness requires an understanding of thesRtRacial Standing. As an
individual's understanding of these rules increageere will be more and more
instances where one can discern their workingsindJthis knowledge, one gains
the gift of prophecy about racism, its essensegdials, even its remedies. The
pride of this knowledge is the frustration thdtdas recognition that no amount
of public prophecy, no matter its accuracy, cémee repeal the Rules of Racial
Standing or prevent their operation. (p. 125)

The internalized racism that teachers embody cae lwmg lasting, devastating effects

on the academic outcomes of students of color aidther divides people of color from
the unified fight against racism (Berlak & Moyen@8@01). Thus, the self-reflection
process is critical for all educators--white teashand teachers of color alike.

Howard (2003) posed the following five questitimst are instrumental in

helping teachers during the reflective process:
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1. How frequently and what types of interactidigs | have with individuals from
racial backgrounds different from my own growirfu

2. Who were the primary persons that helped &psimy perspectives of
individuals from different racial groups? How weheir opinions formed?

3. Have I ever harbored prejudiced thoughts tde/@eople from different racial
backgrounds?

4. If I do harbor prejudiced thoughts, what effetto such thoughts have on
students who come from those backgrounds?

5. Do | cerate negative profiles of individualeancome from different racial
backgrounds? (p.198)

Reflecting on these questions could be a meanirforience for teachers because in
self-reflecting, they become cognizant of the wiayahich their earlier experiences with
race may have shaped their present thoughts agrdatibns. For example, each of the
participants in my study were asked how frequeatig what types of interactions they
had people from different racial backgrounds. Nedwhd the most diverse experience of
being surrounded by people of different racial lggioknds. She attended diverse schools
throughout her primary and secondary schooling eepee and she lived in a diverse
neighborhood. For Lauren, most of her interactioite people of diverse backgrounds
occurred when she was very young, during the thméghe lived with her birthmother.
She did not construct any positive feelings froesthexperiences, in fact, she harbored
negative feeling regarding the mud throwing incideecause she believed the incident
occurred because she was White. Growing up itaéively monolithic White
community, in which only one African American statl&vas in her entire graduating
class, Mackenzie also did not have any meaningfatactions with people of color. She

constructed a negative profile for people of cobat carried over into her adulthood
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based on the one experience she could remembdrah wuring a trip to Minnesota, she
witnessed her parents locking the doors to ensaie $afety, after seeing a group of
Black people. For Karen, her entire childhood atolescence was spent living in a
small town in which her family was one of only avféamilies of color. For Karen, some
of her experiences and interactions with her owopfgewere not pleasant based on the
fact that she was perceived by her other classno@tasdor of assimilating into the White
culture. These experiences could have been thetusfehind Karen's decision to teach
in a predominantly White, suburban school, althosigh had also been hired to teach in
the Milwaukee Public School District. Reflectingamn these questions may have been
beneficial for the participants in my study in &liag them to examine the ways their
earlier experiences with race, may have playethapsg their perceptions, ideologies,
and interactions with their students.

Recommendation 3: Developing a Critical Consciousss

Teachers need to reflect on the ways in which fideimtities and experiences
allow them to perceive the world from a particidtandpoint and seek to develop
alternative ways of understanding the world, patéidy from the perspective of the
marginalized and oppressed. In developing thigcaticonsciousness, they will be able
to see the ways in which their identities direetffect their interactions with their
students, their pedagogical practices, and subs#guke academic outcomes of their
students. The goal of promoting a cultural critmansciousness in educators is to move
the teacher from a position of uncertainty to attomne in which people—previously
informed largely or exclusively about race by (Véhinainstream US culture, come to

rely upon a larger, more historically grounded \pent that permits appreciation of
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contemporary forms of oppression. Rich & Cargdeq4) describe this place of self-
awareness and affirmation as “White Identity Transiation. As Rich & Cargile (2004)
assert:

In this context, ‘White’ does not refer to oneracial’ classification, but rather

the standpoint from which s/he views the worldu3, we do not seek to
transform all White people and no persons of colostead, we seek to move any
person naive to the ways in which power operat@sracialized manner within
the US. More specifically, White identity traoghation is an abdication of
‘colorlessness’ coupled with an intent to work &od/social justice (p.361).

In moving teachers to White identity transformatithrey will be able to recognize the
ways in which race and power have operated in ggdeth presently and historically
and they are able to critically examine and cowaethe ways in which they have been
participants. Lauren, for example, may have b&eefifrom this transformation in
critically examining and challenging her meritoaratiewpoints and her tendency to
view issues primarily from the perspective of clestber than race.

In helping teachers become self-reflective andetigva critical consciousness,
Milner (2003) offered a Critically Reflective Chabout Race to use as a tool in which
he poses several questions that may have proveditiahfor some of the teachers from
my study to reflect upon in enhancing their criticansciousness. For example, Lauren
may have benefitted from reflecting on the ways/imch her race influenced her work as
a teacher with students of color and the way inctiier students' racial experiences
influenced their work with her as the teacher. reauwas particularly defensive about
the way some of her students of color perceivedlhessed on her collective identity of
whiteness). Critically examining the ways that rere influenced the way in which her

students initially perceived her, based on theliiual and collective racial
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experiences, may have helped Lauren isolate thamsakich her students perceived her
individually versus collectively.

Miner (2003) suggests that teachers question psimgctures and the ways in
which they situate themselves in the educatiortloérs as a means of consciously
guiding the ways they plan and enact lessons. Blgbigh school teacher may have
benefitted from this in reflecting on the ways ihieh he as teacher, situated himself in
the education of others and how he negotiated pstmectures around race before
designing his slavery debate lesson-- a lessonhadoosequently marginalized and
demoralized Nicole and the other students of coldris class.

Milner (2003) also suggests that teachers questierr willingness to "speak out
on behalf of those who might not be present incthreversation both inside and outside
of school" (p.178) and question their willingnessexpress the injustices of racism in
conservative places" (p.178) as a means of chatigngachers to not separate their
personal and professional philosophies. MackesztkLauren may have benefitted from
this process in reflecting on their willingnesssfieak out about race and the injustices of
racism in conservative spaces. While Mackenzieatne to openly challenge racism in
the educational realm in the instance with the tpude on the field trip, she, like
Lauren, was not so open to challenging racism mseovative spaces with her family and
friends.

The purpose of encouraging this exploration, dgualent, and enhancement of a
cultural critical consciousness, is to have bothté&/éducators and educators of color
alike, benefit from examining their racial iderggiand understand the ways in which

their experiences influence how they view themsebsad others, the academic outcomes
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of students of color, and their commitments to beiacurban schools. According to L.A.
Bell (2002):

Part of the multicultural education of white teashghould be an awareness of their
own racial position, providing language to helpntheome to own a race cognizant
discourse through which they can acknowledge apdeafate the diverse cultures,
including their own represented in their classroomsachers of color will benefit
from white classmates who can be counted on asdikcause they understand their
own self-interest in developing an anti-racist pergive. Together, they can then
critically analyze curriculum, practice culturalgsponsive teaching, and develop
strategies for creating schools and classroomeatefe of equality, social justice,

and multicultural democracy (L.A. Bell, 2002, p.24

Teachers of color must be committed to forgincpalties with White teachers who are
also committed to the fight for equity, on the vdslbehalf and particularly on the behalf
of all who are oppressed. Everyone will benebtri this process ultimately because
while the permanence of racism and other systeropmfession may not ever be fully
eradicated from our society, we can all do our paitvidually by uniting and

dismantling these collective systems of inequitthie educational realm with the hopes
of creating a better future for the next generaind generations to come.

Recommendation 4: Challenging Majoritarian Tales ad Forging Alliances

Teachers, particularly teachers of color, needttinue to counteract majoritarian tales.
This means being open to sharing one's storieggperiences and seeking ways to
creatively challenge stock explanations that noizaadnd neutralize oppression.
Challenging majoritarian tales is important beceaassording to according to Ladson-
Billings (1998):

Finally, naming one's own reality with stories edfect the oppressor. Most
oppression, as was discussed earlier, does nutlgeeoppression to the
perpetrator (Lawrence, 1987). Delgado (1989)@sdghat the dominant group
justifies its power with stories, stock explanatipthat construct reality in ways
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that maintain their privilege. Thus, oppressi®mnationalized, causing little self-
examination by the oppressor. Stories by pecptelor can catalyze the
necessary cognitive conflict to jar dysconsciaesm (p.14).

The pervasiveness of racism will continue as lomgtack stories go unchallenged
because through majoritarian tales, racism rentadden through its embedment in the
normalization of whiteness. By naming one's ovalitg teachers of color bring the
systemic issues of race and racism down to thepat$evel by challenging the majority
to critically examine and counteract the ways inollthey have individually participated
in collective systems of domination and oppressidrerefore, naming one's own reality
is essential in developing alternative ways of ust@ading the world, particularly from
the perspective of the marginalized and oppres3$ée. ultimate goal is to challenge
teachers to critically reflect upon and understidredways in which their identities
directly inform their interactions, pedagogical girees, and subsequently, the academic

outcomes of their students.

From Theory to Practice

The findings of my study leads me to considemtbgsible ways in which my
recommendations may be turned into practice usefueacher education programs.

Classroom Practices

With regard to my call for teachers to be selfaetive and critically conscious,
Gay and Kirkland (2003) propose several ideasdacher education programs to initiate
learning climates in which on-going self-reflectiand the development of a critical
consciousness are normative components which gexted of student teachers. With

regard to this expectation Gay and Kirkland (20£i3je:
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In our classes students are informed from the eginning that they are expected
to "think deeply and analytically,” and to "chebtlemselves" about the topics they
are studying; to carefully examine their feelingsat what they experience; and to
work diligently at translating the knowledge thewg &arning into instructional
possibilities for use with the students they wath¢h. They are to think about both
the personal and professional ramifications ofrthewly acquired knowledge--
how it impacts them as human beings and classreanhérs. (p.184)

In addition to having on-going inner dialogues vthie self through reflection, teachers
also need to have these dialogues with othergheinteacher preparation classrooms,
Gay and Kirkland (2003) have incorporated the ofpypoty for their students to have
critical conversations regarding racially and crdtly diverse dilemmas in education.
One such opportunity involves having students wodether to construct position
statements on multicultural education in which teggmine the power of language to
perpetuate racism, cultural hegemony, and margi@in. Gay and Kirkland (2003) also
suggest using various forms of expression in oaeramatize these dialogues including
the use of role-playing and simulation, poetry, ke of metaphor, and the use of visual
representations. According to Gay and Kirklan@O@):

These different discourses are important becaludeeacamaraderie they provide,
and the support and confidence students gainnfraating issues of educational
equity for ethnically diverse students. Furthemepdeachers talking with each
other about their individual and collective thotgghnsights, and instructional
actions is an essential part of being reflectiracptioners (Cochran-Smith &
Lytle,1993; Richert,1992). (185)

The professor/instructor plays a pivotal role iailitating and fostering the learning
environments in which students learn to becomersélictive and to develop a critical
consciousness. Gay and Kirkland (2003) have faheadise of modeling to be an

effective technique which demonstrates self-reibecand critical consciousness with
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regard to teaching behaviors. The authors détailse of a debriefing method by which
they periodically interrupt a substantive discossand use the process of debriefing to
focus on what is going on. They initially guidetfirst few debriefing sessions in which
through the use of conceptual, analytical, andjmétive descriptions, as well as
pointing out textual and functional shifts in theaburse, Gay and Kirkland explain to
the students what just occurred. During this pgec&ay and Kirkland name the
different types of communication and informatiordsreveal where within the
discussion they expressed personal feelings arseédiighare their own introspective
thoughts, questions, and insights provoked by tbeudsion; and assess the adequacy of
their instructional delivery. Gay and Kirkland thassist their students through this
debriefing process, guiding them until they redahpoint in which they are able to
perform reflective analyses of their own, theirtiostor's, and their educational peers'
pedagogical conversations (Gay and Kirkland, 2003).

Milner (2003) offers a Critically Reflective Chiabout race that could prove
helpful to teacher educators who have their stidseif-reflect regularly through the
activity of journaling.the questions in Milner's (2003) chart can be usethallenge
prospective teachers in various ways. First, Miktellenges teachers to see themselves
from multiple perspectives--from that of raced induals who bring a particular set of
experiences into their teaching practices basddentity to that of their students who
may have similar or different experiences basethein identities. In addition, Milner
(2003) challenges teachers to consider the rolesgye and power play in the
negotiation of knowledge, experience, and expertisaally, Milner (2003) challenges

the teacher to reflect upon whether there is amerge between their personal and
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professional philosophies about race and to consitdether their actions and behaviors
are indicative of these philosophical beliefs.

Programmatic Recommendations

In connection with potential ways through whichdieers can develop a deeper
understanding with regard to the historical undanpigs of racism and other forms of
oppression, teacher education programs can begmrgrsing their students into the
cultures and communities of people of color. TdaB for racial and cultural immersion
is predicated on the following assertions: The shisits in which student teachers are
placed in the field can be very shallow and camnesé&r reinforce stereotypes (Cross,
1995); student teachers need to understand threxjaggrience that the cultures of people
of color are not static or monolithic, but rathiehrand diverse (Ladson-
Billings,1994,1995,1999, 2001; Solérzano, 1997% baing immersed within a culture
will better inform teaching practices as well afphe build relationships between
teachers, students, parents and the communitylb{leadson-Billings, 1994,1995,1999,
2001).

Using Field Observations to Mediate the Gap

We cannot expect teachers to teach what they kioow and the most effective
way for teachers to know is by way of their own ex@nces (Howard,1999). Teachers
cannot come to value the languages, cultures,amdiés of their students by reading
about it in a textbook, nor can they do so by spendhort, non-contextualized time
periods in the field. So how then, do we immeesehers into communities of color
without expecting that they live in these commustigive up their personal time to

participate in these communities, and without éngean experience similar to the
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television show "Survivor" in which student teachare dropped into these foreign
communities and expected to fend for themselves?

One possible way to help mediate this transittda communities of color is for
teacher education programs to collaborate withdesadf the community to create
partnerships that are advantageous to schoolsuckédn as well as the community
overall. Forging community partnerships and cotidgdeacher education courses in
various places located within communities of catatuding churches, primary and
secondary schools, community centers, etc. is aetwvimmerse students enrolled in
teacher preparation programs into communities lwr@nd is also a potential way to
recruit more teachers of color from these particatlanmunities. "Bringing the college
to the community," is also advantageous in thallaws community residents the
accessibility of college in the comforts of theivrocommunities.

The reciprocal partnership formed between thgalhoSquare Neighborhood
Association (LSNA) and the Bilingual Education Praxg at Chicago State University is
one example of a successful teacher educationgrogr which the participants are
immersed in communities of color. Founded on L3N#&re belief that members of
their community can and should serve as resounceshiools, Project Nueva Generacion
(New Generation) was initiated as a Grow Your Omitidtive to recruit and prepare
community members to become teachers (Skinner,)2®ject Nueva Generacion is
the model for the Grow Your Own teachers initiatia lllinois which is a consortia of
community based organizations, colleges of educatind school districts. At the time
in which the article was published in 2010, betwé@rand 70 neighborhood residents

had the opportunity to attend college and work taleabachelor's degree and teaching
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credentials. Many of these residents had alreamked in the community as teacher
assistants, school volunteers, and community lsg@inner, 2010).

The students enrolled in project Nueva Generattiok all of their classes at a
local elementary school located within the Logan&g neighborhood. This particular
elementary school was transformed into a commuatyer during after school hours in
which community members took various classes dinlyt English as a second language
(ESL), GED, karate, folkloric dance, homework hafjl sewing. This community
center also had on-site child care in which bothdabmmunity residents as well as the
project Nueva Generacién students taking eveningses could access (Skinner, 2010).

In another article, Ladson-Billings (1999) desedtseveral teacher education
programs across the nation which utilize immer&®periences as one means of
challenging the myth of "public schools way backrthand of disrupting what teacher
candidates perceive as the norm. This is donelynidrough fostering disequilibrium
experiences in which pre-service teachers begieto the world through social
inequities. One of the programs Ladson-Billingghights is at Santa Clara University
(SCU), located in the midst of Silicon Valley inl@@rnia. Ladson-Billings (1999)
describes the teacher education program at SCU as:

one designed to cultivate 'informed empathy' natih@n a sense of 'sympathy’

where well-meaning students ‘feel sorry for' ity pthers. The program's goal is

to help prospective teachers ‘feel with' peopéy ttegard as different from a

position of knowledge and information about hoeytland others come to occupy

particular social positions. (p. 234)

The notion of informed empathy is important in thmatfeeling sorry" for others, students
can fall into the trap of objectifying people thegard as different, creating a savior

mentality or might resort to blaming the victim f@rcumstances in which they do not

fully understand. The students enrolled in thehea education program at SCU begin
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their process of informed empathy by embarking ereak-long immersion experience
in which they visit soup kitchens, homeless shelterd other facilities designed to serve
the poor and dispossessed in an effort to getadlergperspective of the human condition
as they commence upon their inquiry into sociatjuig. This week-long immersion
experience has since been expanded into a fieledbamurse in which students have the
opportunity to continuously reflect upon their coomity-based experiences (Ladson-
Billings, 1999).

Ladson-Billings (1999) also highlights the TeaohDiversity (TFD) initiative at
the University of the Wisconsin-Madison which, abog to Ladson-Billings (1999)
"was designed as a 15-month elementary certifiogirogram where prospective
teachers begin to understand what it means to @iaehse learners by starting in the
community" (p.237). As such, the students begs 4hsemester long program by
embarking upon a 6-week assignment in which thep@@d 0-12 hours per week in a
community-based agency such as a neighborhoodrc&ateation Army Day Camp,
city-sponsored day camp or enrichment programs ¢dmmunity immersion experience
is further supplemented by having the students tiakecourses, "Teaching and
Diversity" and "Culture, Curriculum, and Learninglhe students then process and
debrief their community placement experiences waitt8-week follow-up seminar
(Ladson-Billings, 1999). The next semester, sttelare then placed in one of three
elementary schools for an entire year in ordetudent teach, during which time they are
expected to maintain their community service commaitt. The TFD program at the
University of Wisconsin-Madison is structured taldwpon several valuable themes.

According to Ladson-Billings (1999), "The truncateature of the TFD program means
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that a few themes are emphasized and repeatedjtioouthe preparation year. One
such theme is that schools are community entitiesteachers must better understand the
communities in which they teach"(p. 238). Schaksindeed community entities and in
order to gain a deeper, broader understandingeofdmmunity and the school itself, one
must actively situate oneself within the community.

Situating oneself within the community is vitaldagise for many prospective
teachers, the field observation experience isiteetime they have the opportunity to
interact with people of color. Because teachezgrathe field for such a very short time
and may have no contextual experiences which tp@atitheir experiences (besides the
inaccurate depictions of people of color they mayehobserved and subsequently
internalized from the media or other aspects ofesgrcthe limited understanding they
obtain about people of color while they are infilb&l, can be used to perpetuate
stereotypes and reify oppression and inequitiebb(&ano0,1997). Moreover, many
White, pre-service teachers enter their field eigoee with little or no awareness of the
historical underpinnings of racism and colonialisnAmerica, and with an insufficient
amount of knowledge of the past and present stnengtcomplishments, and resources
of the communities of color in which they teachdkan-Billings,1999, 2000, 2001;
Swartz, 2003). This lack of knowledge in addittorthe lack of relationships established
with people of color can cause these pres-seremehiers to see themselves as wardens,
"great mediators", saviors, or missionaries andesaamtually contribute to the high rate
of teacher attrition (Ingersoll, 1997; Ladson-Bi@is, 1999, 2000, 2001; Swartz, 2003).

Cross (2003) provided one such example of thetiveganplications ephemeral

experiences in communities of color can have ochielacandidates. The pre-service
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students in Cross'(2003) investigation indicatetamly verbally, but through their
actions as well, that they were not adequatelygrepto teach in urban schools. Cross
(2003) spoke to the superficial and potentiallyniait nature of field experiences when
she made the suggestion that “field experiencesnpiatly teaches passivity toward
culture and should be modified beyond clinical abagon to skill and knowledge
competence to teach racial minority students” (€r@903, p.207). Instead of using the
field experience to learn how to better inform theaching practices, many teachers use
this experience to “observe” students as if theyevadbjects or worse yet, foreign
creatures to be studied (Cross, 2003). Ratherubarthe time they are given in the field
to become members of the community, many prospettiachers put up an invisible
wall and consequently refuse to view the lives axyeriences of their students from a
positive perspective (Cross, 2003). As such, sttsdehould be immersed in the lives
and cultures of their students for prolonged peviofitime. Teacher preparation
programs might consider the immersion experienessribed by Ladson-Billings and
Skinner as models to pattern these opportunitiekeéwning after (Ladson-Billings,1999;
Skinner, 2010). The intended outcome of thigeaéd time in communities of color, is
for prospective teachers to come to understanditeatstudents do not belong to a
static, monolithic group, but rather to a rich,afise community.

The Call to Recruit and Retain More Teachers of Calr

In order for teachers of color to continue to deuact majoritarian tails that
normalize and neutralize oppression, an ongoingiitecent and retention initiative must
be established amongst teacher education prograogghout the nation. Grow your

own initiatives similar to that of Project Nuevar&eacion could be used as a model to
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recruit teachers of color from urban communitidsirgBer, 2010). Recruiting and
retaining potential teachers of color from urbasmmunities could prove valuable in
that these potential teachers would serve as Isagieing back to their communities in
addition to bridging the gap as they serve assalbestudent-teachers who are less
familiar with communities of color (Dixson, 2003)@3; Foster, 1995, 1997; Lynn,
2002). Because there is a such a lack of divetisitpughout the educational arena
ranging from teacher educators to potential teachleere is a need to recruit more
teachers and professors of color who are critiagadlyscious on both the local and
national level as a means of providing multiplespectives(Dixson, 2003, 2008; Foster,
1995, 1997; Lynn, 2002). If we do not have thessdtiple perspectives, it can prove
very difficult to sustain conversations surrounddigersity and equity in education.

In conclusion, a deeper look into each of thesgiams and similar teacher
education programs which incorporate prolonged insina experiences into their
curricula can be useful in establishing meaningfyortunities for teacher candidates in
which they can come to value the language, culand,experiences of communities of
color through personal experience as well as astapbsitive relationships between the
students, their parents and the community overall.

The Point of it All

The ugly pattern of racism has been inextricablyavointo the very fabric of our society
and who we are as a country. This is an abhopasttand present reality that we cannot
divorce from ourselves. As Lawrence (1987) asserted

Americans share a common historical and culturatdge in which racism has
played and still plays a dominant role. Becausthisfshared experience, we also
inevitably share many ideas, attitudes, and beliefsattach significance to an
individual's race and induce negative feelings apohions of nonwhites. To the
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extent that this cultural belief system has influeshall of us, we are racists. At
the same time, most of us are unaware of our racisfa do not recognize the
ways in which our cultural experience has influehoar beliefs about race or the
occasions on which those beliefs affect our actidnother words, a large part of
the behavior that produces racial discriminatiomflsienced by unconscious
racial motivation (p.322).

The goal of this research was to examine the wayghich the racial and cultural
experiences of teachers influenced their identéied ideologies about educating students
of color and their commitment to teach in urban anblurban schools. This is essential
because teachers' identities directly inform tindgractions, pedagogical practices, and
subsequently, the academic outcomes of their sta@enl teachers undoubtedly have the
responsibility to contribute to the academic susa#sall of their students regardless of
race, class, sex, religion or ability. Based anfthdings of my study, it is my contention
that teachers wishing to take a proactive stante iggard to examining the ways in
which their identities inform their ideologies aexperiences and subsequently their
interactions with students of color may do so bynderstanding the historical
underpinnings and pervasiveness of racism in Aragdambarking on a critical reflection
of the self, developing a critical consciousnebgllenging majoritarian tales and forging

alliances.
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Appendix A
Interview 1
(These general/background questions are intendaktbie me to get to know the
participant).
1. Tell me something about yourself. When and wheseewou educated?
2. Why did you choose to become a teacher?

3. How long have you been teaching in your school?

4. How did you come to teach at an urban schoolhigsthe first and only urban
school that you've taught in?

5. What did you think about MPS and urban schoolsreejou were a teacher in
one? Did this view change once you actually taighn urban school?

6. What were the reactions of your family and friemdeen they learned you would
be teaching in an urban school?

7. How did you respond to these re-actions?
8. Describe the students that you've taught oveyeaes.

9. Do you feel that you've been successful as a teactese the years? Why or why
not?
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Appendix A
Interview 2

(These questions are intended to examine the jpantit's ideologies about race as
demonstrated by their values, beliefs, and peroegpti Some of these questions are
intended to examine the participant's commitmem¢ach in urban schools.)

1.

10.

11.

Describe the neighborhood/community of which yoemgup in. How was it (the
neighborhood) with regard to race? SocioeconortatuS?

. How frequently and what types of interactions duodi yrave with individuals from

racial backgrounds different from your own growina?

What are your earliest experiences with race? Wisahories have you
constructed from these experiences?

What emotions rise to the surface when you re-thgeise memories?

How do the students that you teach in your schoolgare to the children you
grew up with?

Describe the neighborhood/community you live in nddow is it with regard to
race and socioeconomic status?

How have you come to internalize/understand thé gras present race relations
in the United States?

Does your understanding of such relations influgheeway that you teach?
Please give an example.

Do you consider yourself colorblind? Why or whytho

In what ways have your life experiences affectedryeaching in an urban
school? In a suburban school?

Can you recall an incident involving racism or ed@nsensitivity that you've
either witnessed personally, heard about, or egpeed in your work in schools?
How did you feel about this incident and how didiyespond to this incident?
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Appendix A
Interview 3

These questions are intended to examine the edneh@xperiences of the participants
including the participant's perception of the stutdeand their families as well as the
perceived emotional and physical toil of teachimgiiban schools.

1.

Can you recall a specific situation in which yodemtity had an influence on your
interaction with one of your students or with ayp®f your students?

. Tell me about some of the things that you've dongur classroom to facilitate

the academic success of students of color.

As you are probably aware, there is a gap in acadachievement between
students of color, particularly African Americamidénts and their White
counterparts. To what do you attribute this gapdhievement?

How much of what you know about teaching studehtotor did you learn as a
result of teacher training, either pre-servicensservice?

How do you handle discipline? Are there specialgh that teachers of students
of color should know about discipline?

What kind of role do you believe parents play ie sluccess of African American
students? How would you describe the kinds oftieiahips you've had with
parents of students you've taught?

Do you think the schooling experiences of studehtlor in urban schools
differ from the schooling experiences of White &g in middle-class
communities? Please elaborate.

Why have you chosen to leave/ stay?

a: (For teachers teaching in Urban Schools)--e@ithe same conditions such as
salary and benefits, if you had the opportunitietve your school and to teach in
a suburban school system, would you? Why?

b: (for teachers teaching in Suburban Schoolsjvefsan increase in salary and
the same benefits you receive now, if you had fimodunity to leave your
school and return to teach in an urban school syst®uld you? Why? How
much would your salary have to increase in ordeetorn to an urban school?
Would you return to an urban school if there wasnooease in salary?

10. With respect to your career, where do you see wtiursthe next 3-5 years?
11.1s there anything that | haven't asked you thatwould like to tell me?
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APPENDIX B

ANALYTICAL FRAMEWORK DIAGRAM

-Ideolc-

gies

Tear down structures
of inequality and
oppression
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Appendix C

Questions Used in the Partial Pilot-Study

1. Can you start by telling me which race and sodadsdo you identify yourself
as?

2. Can you tell me about some of your life experiengitls people of diverse races
and cultures?

3. Why did you decide to teach?

4. How long have you been teaching in your school?

5. How did you come to teach at an urban school?

6. Is this the first and only urban school that yeutaught in?

7. How do the students that you teach in your schooipare to the children you
grew up with?

8. In what ways has your life experiences affected yeaching in an urban
school?

9. What do you think about the students that you teéach

10.How do you feel about the students that you teach?

11.How do you think your students feel about you?

12.Given the same conditions such as salary and leniéfyou had the opportunity
to leave your school and to teach in a suburbaoddystem, would you?

Why?

13.With respect to your career, where do you see wiiursthe next 3-5 years?
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Appendix D

IRB FORMS

Please refer to the attached documents for theviolg IRB forms:
e New Study Form
e Protocol Summary

¢ Informed Consent
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