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Abstract

The systemic educational i nequliearcrserx plav enlc:
well documented over the years. The Nova Scot
institutional respaweesotbat heasael edegqoi adeéses:

di spropmepi ®nant ati on of African Nova Scotian
student perforanadcli @ls siers smems 5 ledkgpu soerds i ons .
resear ch( tHoenvs tairengd:eachers of students of Afri
andWha} druendtahment al characteristics and appro
pedagogy in the context of the history and ex
Scotita?i ed onmat @adriddrmtedby prmogples embeddedcritical

ethnograplt studies My methodsncludedc onsul t ati on with the Africe
commuino tiydemtcihfey suivhar arby rel evahe apvpddsespo
African Nova &Smuhtoi donhaleepaipronoemiss,i ng practl ces ar
conduwe4éedn e setmri udtndree o ifeowusr wWAIftrhh can Nova Scot i
t e a cuhseiamsg & cAfsrti,cemd rdawl t ur al |y rleelnésewasat yared t he
dat a. Decol onialism appl ioeldibhtieecraagetviroaechee letphieaonrayl y
anbletter wumeée Notvan & chyt i satne tcyaetteexetx perti se of A
Nova Scoti an c¢ dmomugnhi tcyo nmmeurmbietrys consul tati ons t
they undecuglttamdaltloy beel evant and responsive t
| earMydri sn.drienvgesarle stehaartc h p a r tpriotitizgo:dlhthesvalug efner al | y
growth and learning to academic succé8sthe necessity of creating safer learning

environments so students can bring their full selves intalg#ssroomwhile practicing the

ability to communicate across their differences effectiyalyd(3) the importance of teaching



students to critically reflect aiie ways systenmsreserve the human rights and dignity of every
individual, and to takeappropriate actions whehey do not. In terms of characteristids,&
participants demonstrated an ability to empat
commi t ment to their studentsoé social, emotion
participants were able to desbkbipp wmeahi nbéut
community. Theyowesswdbbengobfeedson the need
through tha&ndeil mapi ones hifpeir ability to become
s t u dacadensic, social, emotionaind cultural needs through an ongoing commitment to

teaching and learnin@he interaction and overlappimg these findings model the type of

allyship required to respond to threequitiesexperienced by racialized learnersis dissertation

concludes with recommendations fachelor of Education programa;service teachergnd

theeducatiorsystem in general
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Chaptlemnt doductSitaurdyt o t he
Harlem
by Langston Hughes
What happens to a dream deferred?
Does it dry wup
l i ke a raisin in the sun?
Or DBester |i ke a sore
And then run?
Does it stink |ike rotten
Or crdust and sugar over
|l i ke a syrupy sweet ?
Maybe it just sags
|l i ke a heavy | oad.
Or does itexplode?
| refer to dream keepers in the title of my dissertatiod f r i can Nwoeana Scot i al
KeepersCulturally Responsive Teaching and Promising Pragiiceb e cause dr eams ¢cC &
people to work towards something that seems currentigtainable to thenWhile all parents
hope their children will be better off than they were, the historical experiences of people of
African ancestry demonstrate that this hope is more out of reach forttiemit is for those
with more privilegedsocial identitiesor who are members dfie dominant group generally
(Thiessen, 2009Department of Education and Early Childhood Developiri&dit9). T h e
recognition that the cultur al exclusion of | e

factor to the student performance inequities



students. This under st ametiaapgoenp |tahceetshigtshtee m e s p o

-

esistant and r esQulliteurdd lealvoya dte fa rcd tri eshpg mrkeinwye ot
utilizing fAithe cul tural knowl edge, [Afirorc aexpe
Nova 9sbtudants to make lo¢é&agi,ngppinBdFlengpwrdbphra
criterion including the responsibility Ato de
and support cultural competence, and the deve
consciousnBsbbli @mm)s.ohBBe framework organized
of these underbhsttamelimigsst carliiganls amid ongoing cor
experienced by cattaltakkyg Febhammmida athidg miefsipoar
exploring and i dent i f yainndg atphper otahcehneess ,ovihcat aeraacchte
support Blwahceino st elaganer i ses eno c hliheeioe siwasnyy gaal
to identify and interview teachers who work to keep the dreams of African Nova Scotian learners
alive, by recognizing their cultural contributions to the learning pro@ess identifying
strategies to expand this impaotvardtheiracademic success and future opportunities.

| wanted to learn from teachers of any background from adloga Scotiaabout the
strategies, approaches, and ways tr@able to reach, meet, engage, motiyatel be
responsive to the needs, interests, and backgrounds of their stivlieimttention was to collect
opinions fromrepresentatie teachers from across multiple grade leyelesmentaryto
middle'high school backgroundms urban, suburbgrandor rural settings. | wa curious about
t e a c diversesbackgrounds and social identities, inclusive of race, gender identity, sexual
orientation, class, ability, or religiohhopedto access a diverse pool of participants that would
provide the most univerkar core principles, themes, and approadbesilturally relevanand

responsive teachin



However, myparticipantinclusion criteriawerebased omeliance on community
me mb e r s 0, inroredrteeidentify teachers who wereulturally relevant and responsive to
the needs of African Nova ScotiatudentsThiswas importansinceculturally relevant and
responsive pedagogy acknowledges the exclusi@®laok studentbeingcentral to student
performance inequities and school climate concerns

The key research questiopssed by thistudywere How are teachers of students of
African ancestry culturally responsive? What are the fundamental characteristics and approaches
to culturally responsive pedagogy in the context of the history and experiences of people of
African ancestry in Nova Scotid® answer these questigmdirst engagd with theinsights,
expertise and feedback from African Nova Scotian commumégnberghrough community
consultations

Imagine growing up as a child in a relatively isolated but in many ways very safe and
nurturing environment both at home and in your immediate community. Literally (and
figuratively), yourneighboursare your grandparents, great aunts and uncles;@rsins.Y ou
can wal k the roads freel y a,adrinkwoifwatertsonzethiggo n e 6 s
to eat,to use the washroom or phone. In other words, wherever you were, you werelheme.
adults in your community would lay down the law, correct you if necessary and call your parents
to let them know why thegorrected youWhile this was not always pleasant, there was a
comfort and a tremendous sense of belonging becaudengauyouwere loved, and your
neighbours had high expectations for you. This was my experience growing up in the Black

communities of Danvers and Southville.



Background of the Study

Whenl was bormatthe Digby General Hospitah Nova Scotia oifbecember 141975
my mother was 19 years old and a studempleting her diploma ibhusiness educaticat the
AnnapolisValley vocational schoahear Middleton. My father was a studenthavocational
school, studyingiutomotive body repaitnitially, my young parents were financially unable to
provide a hous#or us, thatwe could calhome.After coming home from the hospitafter a
bout of jaundiceon December 191975 | went to live with my maternal grandparerisHe | e n
Mo mo d@emny Dadin a little house on a dirt road at the corner of Southville and Riverdale
in Digby County.

Southville Road | eads back t o Ciyibhecausedg know
was one of the first places to have electricity in North America. The community of Southville is
located on the periphery of the larger community of Weymouth, populated mainly by more
affluent white people who owned or ran businessese Weymouth was the town where the
consolidated school of the 1at®50swas located. It absorbed the small village schools formerly
located in Danvers, Weaver Settlemé&fieymouth Fallsand students from variodmckwoods
communitieswhich were either closed or where they were transitioned to after elementary
school. The community of Southville was racially mixed. A large portion of the Black
community lived in Southvillebut the racial makeup was interspersed with worklagswhite
people Thewhite peoplemainly worked intheforestry trades like logging, cutting firewooar
what we generally calledvorking in the woods

Many members of the Black community possessed the same skills as their white
counterparts. Black community members often ended up working for white dowere forced

to sell their wood to white people who had better access to the nemkleizho could turn a



profit from buyingfor lessand selling for more. Southville and Danvers were orbtrdes of

Weymouth. These settlements were deemed undesifabteose who could afford to live in or

much closer to the town of Weymouth. Igyeatgreatgrandparents were able to purchase what

today seems like large traafland upon which to build their home and farm. This land was

eventually divided amongst their childyemd then passed down to their grandchildren.

Successive generations established homes and families, many of which | am either

directly or peripherally related tdhere were few exceptions where interracial relationships did

occur. This overall dynamic led to the relationally interconnected Black communities of

Southville, Danvers, Weymouth Falls, Hassetts, Acaciaville, Javdenand beyond. This

reality often meanthatwhen people from these communities met for the first,tthreefollowing

types of conversation would occur:

Stranger: AYou from Southville?0

Me :  grangparents ayéut | am from Danvers!

Stranygearh:;, A think that is gourinamaeé@hk of
Me: AMartin Morrison!o

Stranger: A | Mdrosong fromlumtleere; youeeri yat ed t o Mar kK
Me: fAYa, theyodébre my wuncl es! o

Strarmgeagur fimot her i s Marcia or Margo?0o
Me: AMy motheré6és name is Margo! o

Str angekay,l figloht, you now, you are Margo and
Me: HfAYes, | am the ol dest. o
Strarrgpery:Muifdt ¢ 6s br ot her ?20

Me :

AYup! o

We y mr

and N

Andy



These exchanges capture the significance of family connectiorsease of community
amongt African Nova Scotians. These conversations establish a sense of validation and
affirmation of onés place in the community, and this belonging demonstrates a sense of mutual
respect, support, and understanding oftelieed experience amafrican Nova Scotian

|l moved into my parentsd house in Danvers
three or four years old. This house was aboukifdnetersawayfrom my maternal
grandparents (Helen Maimand BennyD a d 0 s ), andham Bven shorter distance across the
street from my paternal grandparents, Vange and Charlie Cromwell. Once | had moved in with
my parents and new baby sister, Misty Rose, each opportunity, whether on weekends, during
summertime, or simply for babysitn g pur poses, | would beg to go
Mombés and Benny Dadds house. At anthywagreadydont s 6 h
go to bed, I would walk across the road and a
Wewouldg t hrough the pageanittréys ofo oh idma rska yoiuntg ,0 fit
bootswould try to put Grpaetepdgddescouldmotyet Bis feetto hi s f
fitintothe bootsFi nal | vy, he wouldod asnaly ,weh Waithelcamedteh e f d a 1t

My worl d was cozy and safe, warm and nour i
home, I remember sitting by the wood stove on
table playing solitairel remembethe low ceilings, theilcloth on the floor, the floralvallpaper
and the woogbanelingthat extended four feet up the wall, withcaitedwood border for detail,
enveloped in the warmth, lovand a sense of security that was a constant for me right into
adul thood. The s mel landthé retitredf reemchilddén mpnsother,aunk i n g,
and uncles, to see what she made for lunch. The sound of home is the symphony of bubbling

soup or stew, the lifting of covers off pots, the rattling of silverware and plates being taken out of



the cupboargdand the suctioning sound of the door of the fridge opening and closing while
someone grabbed butter, or milk, or chow chow and picllesg withthe molasses cookies,
cake or ice cream.
On the wall in the kitchen, t heandabwlas al so
bark moose call that was passed down to him by his grandfBemeHatfield.| remembertie
smell offreshly cut wood and wood shavings on the runner over the grey carpet in the porch
leading from the back steppto the kitchen. | loved the sound of Dad telling stories of pelople
worked with in the woodsind some of the antics they used to get up to while working
huntingwith my other grandfathen days gone by.
fiHelen Mono was always a hard workeand taking care of her children and keeping her
house clean asalways a point of pride for heafter a shortived career otleaninghouse for
white families.My mother told me&hat Helen Mom took a job working for a couple, who she
thought were mutual friends of both her and Benny Dad, until one day she overheard her
Afriendo say t o,whilekden Voen whseomtel handsvandskneesasserubbing
the floor that, AThose people do such good wo
being reduced to At hos e affeeteddeleneviom dnd shdmislaed per c e i
the job and left. Aftediscussinghe incidemwith Benny Dad, she never returned to work for
ot her peopbands families
ABenny Dadod was also always trying to i mpr
endeavoursHe worked in the woods and cut firewood, purchased more land, tractors, tree
farmers, and eventually bought a lumber mill. While he seldom talked about it, Helen Mom
would share stories about the ways barriers were placed in front of him, such as how someone

undercut him on a piece of land he was looking tq buyow someone would ask him to saw



an order of logs but bring him the tops, which were much more labour intensive, @nsbiess
lucrative so that he would not go beyond the expectations of what they thought he was worth. In
spite of all of this, Helen Mom and Benny Dad were never defeteé y di d n ot fAexpl
They persistedand did so with dignity, integrifyand a righteous anger towards injustitiis is
imprinted in who | amand the legacy that | wish to continue.
The trials and tribulations my grandparents experienced involved sacrifices required to
fulfill the commitment andiream of a better life, which they, in many ways, succeeded in
providing for their children and thethar chil dr
parentsd and grandparentsdé dreams of a better
My desire to visit Benny Dad and Helen Mom regulargpresents a place of comfort
and belonging that stands in stark contrast to the pldt@gekxperiencedluringmy life,
including when | became a Black teachsran adujtworking within an education system where
| felt unwelcome andill -preparedo respond to the needs of Black learners.
Benny Dad and Helen Mombés house is fithe bac
not? Dreams are inspirational and aspirational. Dreams are things that we imagine we want to be
or do. We search for ways to attain the dream that we aspaedan many ways, our
institutions tell us we can be anything we want to be. This is how dreams and aspirations are
built into creeds, socighnd national identitiethatevolve into dominant messages. Perhaps the
most famous dream i s t H1®863)Ibldve dDreansgdechittisi n Lut he
i mportant to note that Kingés dream was groun
struggles for civil rights in the American contedte r e, what idseamocl|l udedali @
and locatesourpartc ul ar reality. And her e, Martinds dr

opportunities previously denied to Black people within Nova Scotia.



In reflecting on the journey that has brought me to this point in mybiden personally
andprofessionally, | can say that fundamentalijyas and always will be about the love |
received fromand havefor my community. The lessons of integrity, righteousness, justice and
support they have provided me witave and continue to serve me well in navigating incidents
and issuethat require a critical lens about the approaches, attituddsedwadiourf teacher
colleagues in schools. While | felt and continue to feel | have much to offer public education,
this diplomatic approach requires adéwf patience, intensity and tediousness that eventually
can wear you down because everyone is not working with the same sense of urgency.

Eventually,in my roleas the race relations, cross cultural understanding and human
rights (RCH)coordinatorl became tremendously frustrated about my aliditgvoke the type of
change |1 felt was necessary in responding to the needs of marginalized |a&ienbiesd received
data that evidenced long standing concerns about inequities in education from the African Nova
Scotian community. We had recommendations, along with timelines, for implementation
outlining howto respondo these identified issues. However, there was a laalsehse of
urgency, systemic commitmemnd resources being offereditaplement these
recommendations, despite being fully accepted and endorsed by the Minister of Education. These
continued conflicts within the education system, between acknowledging amaigsnet
meeting the commitments to address the issue, are what motivated me to apptiotidied
program andultimately, toembark uporhis research

| think the cultural void that exists for m&nd perhapfor many people of African
descentin navigating between the truth and the hesl/ormisconceptions about who we are
and what we can be in this woyltbntributes to a sense of loss. Therangicoherence,

frustration and sometimes anger about this missing, deliberately omitted, or cultural



misrepresentation of me and my community. | perpetually question whether | can effectively
articulate my feelings, thoughts and understandings abcidentsthat are not the lived
experiences of those holding dominant identities and the power they possess. While this struggle
seems to be fundament aitliscompliceded py thhreuteasm thé s | i f e,
rootso of who we are, how we armustoperateaber e, an
people of African ancestry in this very oppressive and Eurocentric world.

The mutual love and respect for the people in my community did not always exist
betweerthemand thenstitutionswe would all have to confrontEven the best among us could
not count on being judged by the content of their character. | remember being coached about
showing people respect, using mannbtg also being permitted and prepared to fight anyone at
school that sought to dehumani ze .omd twharso ucgoha cdh
about being prepared to defend myself with receipts if | were ever accused of sbealmge
Black people got followed around in stores. There was this balance between being aware,
respectfuland naintaining dignity as it related to encountering ragigrich when overtly
expressedwas much easier to respond to than the everyday incidental and implicit racism
generally characterized today as microaggressions (Saad, 2020). Microaggressions are the more
common everyday verbal or naerbal slights and insults, whether intentional wintentional,
that communicate hostile, derogatory, or negative messages to racialized or people-with non
dominant social identities (Spet al, 2007).

While my pride in my community and knowledge of self, occurred as an immediate
connection to who | am, in relation to my family and community, there was a larger void about
who | am in the larger context of the world as a person of African descent amdithvgas and

is deliberately exploited by representatives of institutions like school because representatives of



the system in positions of authority understand your vulnerabilities. | am still struck by how this
very complex feeling of acceptance in oneds o0
you leave your communifyvas expressed by a student during an activity about stereotyping

with Black high school students.

An African Nova Scotian student participant in a high school workshop said that when
she was in her communijtthere was a sense of comfort because people could locate her, who
she was, her mother, her reputation and most importantly, her charbmiezver, when she left
her community, she said she felt summarized, she became a stereotype of, usually negative,
composite of assumptions about what a young Black girl was like by white citizens.

Baldwin (1972)alludes to the fadhat in any case, ignoranediied with power, is the
most ferocious enemy justice can haaedgenerouslycharacterizethe demonstration afhite
dominance as ignorandeecause it suggests not knowing better. However, this is the most
frustrating part of attempting to respond to
reality as a person of African descent to the system are dispelled, deflected and et aplaye
by the persistent prevalence and power of white privilege.

Conservative perspectiveshich seek to protect the status quo, often characterize
progressive efforts to reform education to meet the needs of marginalized learners as too costly
or unnecessary, take precedence over Africentric perspectives of unity and community because
the metanarrative contributes to an assumption of equality, the myth of meritocracy and any
alternative perspectives are characterized as unfounded or dismissed as special interest claims
(Apple, 2006).

The spectrum of offences to my identity as a person of African Angesitiythe outright

resistance to my ability to be successfdcurs through processesmicroaggressionghat



suggest that | do not look, act or beh&mermally,0 leading to theoutright denial of
opportunities and justice. Coates (20@B¥cribes it this way:

The destroyers are merely men enforcing the whims of our country, correctly interpreting

its heritage and legacy. It is hard to face this. But all our phrdsiage relations, racial

chasm, racial justice, racial profiling, white privilege, even white suprednaesves to

obscure that racism is a visceral experience, that it dislodges brains, blocks airways, rips

muscles, extracts organs, cracks bones, breaks teeth. (p. 10)
This is the fundamental drive to seek knowledge and speak truth to power about the disconnect
between how | see the world working for and against me and my community. This personal
incoherence between the beauty and pain in the people of my commun#lyutigte against
oppressive mechanisms and the outright invalidations of the Black experience by representatives
of the systems compelled me to seek truths to reconcile these gaps. This is why | wanted to
teach.

These foundational connections created a cultural understaofdivitat it meant to be a
family that emotionally impacts me to this day when I think about it. My life early on was filled
with love, support, understanding and kindness. However, many pieces of this brief biography, if
you will , are nottr acdointvieonntailoon aple rfsrpoent tai viie, f r or
married, to having had a child at such a young age, to calling my grandparents Helen Mom and
Benny Dad, to havingdmyomomhefrdtshémad8s$. name a

| only became aware of my unconventionality after | started school. Each question at
school about my difference or unconventionality was, in a way, an indictment to a certain extent
of my family and me. Ironically, to my parents and grandparents, scho@darcation were

always the answer to the barriers that we experienced as Black people.



Throughout my life and educational experiences, | have had to explore the interplay
between my personal and racialized identities and the ways in which thegthered me. My
family knew we were different in the eyes of the dominant culamd sought to prepare us to
resist this judgment, this indictment, by pushing education as a solution to our oppression
because it represented hppad a mechanism to speak back to the oppressors through our
success, accomplishmerasid credentials.
| share this story because, for oneaptures the significance of education to my family
and, secondly, it demonstrates a cultuwwalmunal approacto supporting its memberas
demonstrated by the Black community. However, how many Black peopleamereontinue to
be, sacrificed through these processes of socializatiodremoved from ourselves by our
schools to an acceptable ABlacknesso by the s
This is why an exploration of those teachers that allow students to use their cultural identity and
experiences as a point of entoyaccess the curriculuns necessary for African Nova Scotian
learners to respond to our racialization from those seeking to maintain the status quo. We are
entitled to an education that criticalthallenges dominant narratives and stereotypes about who
we are. We deserve to be able to participate in this conversation on an equal footing with the
institutional mechanisms. Equitable practices need to be applied to contribute to this effort. As
King (1963)said,il have a dream that my four [|little <ch
they will not be judged bthe colourof their skin but by the content of their characi®ve have
not yet arrived at.Racismehashbeeand is stildéeplykemibedd@dsin odirr e a m

education system.



Statement of the Problem

My membership in the world of education as a teacher has helped me see more
specifically how vulnerable learners are marginalized the ways in which voices challenging
inequitable practices are ignored or silenced. My narrative is but only one account of the cultural
dissonance experienced by vulnerable learners that our education system is unprepared to teach.
However, there armany narratives that support this position, and it is evidenced by the
historical confrontations between members of the African Nova Scotian communities across the
province in response to racism experienced at sckRoolyearsAfrican Nova Scotians have
encountered barriers and challenges in the education systek@ (Beport 1994; Edwards,
1999; Frank, 1998; Green, 198DBC News 2008) enduring alienation, racialultural
oppression, and inequities in their formal education experiences (Lee & Marshall, 2009; Parris &
Brigham, 2010)Many havecalled on the government to redress inequities by utilizing
government commitments for educational refgrtasnable Aican Nova Scotianlearners to
reach their full potential.

While the government has acknowledged the impact of systemic racism on opportunities
for people of Africarencestry Mi ni st er 6 s P a20b4 MacEachdend1995at i o n
Department of Educatigr2010) and instituted recommendations to respond to these systemic
barriers (BLACReport 1994;Nova Scoti ads Act 2005nLedPd Marshalf, or Edu
2009) racebased student performance/achieverugpbrtunity gaps (Thessen, 2009) and
school climate concern€émbridge Education&onsultants, 20)Qcontinue to persist. These
include racism and its manifestations, teacher insensitivity and low expectations, and inadequate
curriculum (Back Learners Advisory Committee Repdr994; Lee & Marshall, 2009). The

curriculum, which includes the resource materials, teaching approaches and the relevancy of the



lessons, has inadequately reflected the needs of Black learoetrsbuting to students feeling
unmotivated and/or reluctant to continue in the school systeme(2¢i1997).
Many students of African descent struggle in school environments that threaten their self
image (Asante, 2I7; Woodson2023). The BLAC Repor{1994)describes a situation where,
for more tharROOyears, the Black population blova Scotiehas been systematically denied an
education on an equal footing with tivdite populationleading one Canadian historian to write
of Nova Scotia that, fAln education we find th
in Canadian history (Cambridge Educational Consultants, 1994, p. TI&/provincialMinister
of Educationat the time, wrote the following response after receivin@Btb&C Report(1994)
| find in theBLAC Report on Educatioa disturbing portrait of a severafysadvantaged
community of Black Nova Scotians. | have no doubt that, as BLAC suggests, this results
in large measure from systemic racism and reflects the historic failure of the educational
system to address the needs of the Black community. Thus,pheRRet 6 s f ocus on
institutional and systemic barriers is appropriate. It requires that the Department of
Education and Cultureds response ensures t
will result in real change with lasting benefit to Black N&@otians. MacEachern,
1995,p. 1)
A summary of the fundamental inequities outlined in#884BLAC Reportarecaptured in the
African Nova Scotiastudent support worker guidelines, standards and evalyatdnd)
identifying the followingdisparities
1 a |l ack of Black role models in the scho
1 the alienation of Black students in the

i a |lack of wvisibility of Blacks consi ste



i mi ni mi zation of Bl ack contributions to
1 a |l ack of a clear understanding of Bl ac

teachers

1 a | ow expectation for Black students

1 a |lack of relationship between the scho
1 teacher insensitivity toward Bl ack stud
1 i neffective discipline procedures

1 a reluctance of administration to deal

1 the high drop out rate of Black student

1 the | ower graduation rate of Black stud
1 the inability to motivate Black student
1 t he BIl acdguisdeudd etnet s evleercsti tryompr ogr ams

i a di sproportionate number of (Bl.aclkk stud

In response to these inequities, in June of 18#Black LearnersAdvisory Committee
submitted its report containing 46 recommendations to address these concerns. The government
amended the Education A@995 in an attempt to address both the dearth of culturally relevant
materials in Nova Scotia schop#d to institute policies and programs to support this measure.

As per Section 146f the Education A¢t1995, schoolboards shalprovide and implement
programs and policies promoting Afric&anadian educatioand includen learning materials
information respecting the history, heritage, culture, traditions and contribtaigonciety of
African people Additionally, the government solidified the Black Learners Advisory Committee
into a permanent Council on African Canadizducation designed to promote tle®mmunitys

interestand advise the Minister of Educatidrhe Education A¢t1995stateghat



139 (1)There is hereby established a Council on African Canadian Edug@)orhe

Council shall (a) promote the rights and interests of Afdidana Scotians by providing

recommendations to the Minister on programs and services in public schools and on adult

education; and (b) perform such other duties as determined by the regu(atiaizs.

Extendingout ofthese amendments and recommendations frorh384BLAC Report
wasthe establishment of akirican Canadiarservicesdivision at theprovincial cepartment of
education theregional educatoégprogramwith the BlackEducators Associatigithe provincial
incentive progranfor Black studentshe establishment of a position for an African Nova
Scotianschoolboard member; theace relations, cross cultural understanding and human rights
coordinator school boardsand thestudentsupportworker program. These are alpart of a
comprehensive strategy to utilize education as a key element for African Nova Scotian learners
to acquire opportunities for a better life (Johnson, 1995).

However, recently collected data indicate there are still very disturbing signs of inequities
between learersof African ancestryand learnersfoEuropeardescen{Jeffrey & Borden
Colley, 2014)Victor Thiessen (20099ubmitted a report to tidova ScotieDepartment of
Educationwhich indicatedhatinequitiescontinue topersist in the education systemhiessen
(2009)shared in the main findings of the repibrat

Sizable gaps characterize the performances of learners of different dudttitade. On

all assessments, learners of a European heritage obtained the highest average scores, were

most likely to be in the top 25 percent of achievers, and least likely to find themselves in

the bottom 25 percent. African Nova Scotian learners tilpitared worst on the

provincial assessments, followed by First Nations and then Acadian learnéjs. (p.



Further to the identified concerns stemming from student performance gaps, additional data
cenering on school climates also indicated gaps between African Nova Scotian learners and
European learners that advantaged learners of European d€aaiiridge Educational
Consultants2010). In other words, as it relates to school climate questions, learners of European
descent were more likely than African Nova Scotian learners to give more favourable responses
to these questions, indicating disparities in comnevel and acceptance at school. The Tripod
surveytarges and condition analysis reportreprovided to TriCountyregional centrefor
educatiorby the DEECD. They providehebasisfor more recent understandsgf African
Nova Scotiariearners identifying the climate in schools as less welcoming tq thanto
learners of European ancest@afnbridge Educational Consultan2910).

A presentation by the Department of Education calledhttteevement Gap Initiative
(AGI) Student SeHdentification Survey (SSIS) Provincial Data for the Nova Scotia School
Board Association (NSSBAR011) isolated questions from the Achievement Gap Initiative data
that corresponded directly to race. It highlights the disparity betwbhéa and Black learners in
the belief in the necessity to have conversations about race in school. In response to the
statementfiOur school would be better if we talked more about race and ethaicity h e
percentages of thoseho both agreed and strongly agreed were as folldiréty -onepercent of
students of African descent , ndthirti-ftve/perpeatrofc e n t
students of EDepantrpeatafrEdudatics2014 p. B.d hege data connect to my
own understanding of our education systegardingthe disproportionate desire of learners of
Africana nd Mi dekcengtontalk about race and ethnicity in schagither because they are

underrepresented or misrepresented racially.



Ultimately this expression of concern and desire to meaningfully talk about racism in our
schools are currently reflected in disproportional representation of African Nova Scotian learners
provincially in suspension rates (Woodbury, 2016), in placememtdwidual program plans
(IPPs) and performance on provincial assessm&i&CD, 2018. The lack of success in
responding to the current challenges that exist for Black learners requires an ongoing review of
the educational approaches embedded in the euoflyeports and their responses to the
barriers.

Pur poseStaufd yt he

How areteachers of students of African ancestry culturally responsive? What are the
fundamental characteristics and approaches to culturally responsive pedagogy in the context of
the history and experiences of people of African ancestry in Nova Scotia? Thesengues/e
emerged as a result of the lived experiences and extended exploration of the impact and
implication of racism on African Nova Scotianlearn&84. at i st i ¢cs Canadads nBI
Month 2023¢ by t he [Statistice Casada, 202ported that in 2021, theveerel.5
million people in Canada who idendfl as Black, with the largest incredsg349,000 between
2016 to 2021Predictiongndicate that the Black population continues to grow and may double
to threemillion by 2041. African Canadians account for approximatel\24 & the overall
Canadian populatigmandmakeupl 6 . 1 % of Canadads racialized po
population is younger than the total populatisith 26.1 % of that population being under the
age of 15compared to only 16.5% ofdke being 1yearsand under (Statistics Canada, 2023).

The growing population of African Canadians nationally, with a disproportionate
representation agchootagelearners being 15 and under, reminds us of the significance of being

responsive to systemic racism. This highlights the future impact and implications of systemic



racism on the educational and employment opportunities for Black Canadians and Canada in
general if racism goes unaddressed.

The Black populationinbvaScotia as outlined in the ADiver:
popul ation in Canada: An o Vv,e0 peopkwofdfridamatdestrat ed t
living in NovaScotiabased on the 2016 ceng&tatistics Canada, 2019)his number
represents 2%of the province's total population and
population. Much of the Black population living iroia Scotiawereborn in CanadéStatistics
Canada, 2019)ith 71.8% of this populatiorepresenting ¢hird generation or more
(approximately 15,730 10.8% being second generati¢epproximately 2,360 and 17.4%
being first generatior{approximately 3,820

These statistics account for the Atlargrovince®longest history of Black settlements in
Canadawith NovaScotiahaving the largest Black population in the Atlantic provinces and the
fifth largest Black population in the country. This is due to the fact that Black people have been
in NS since the arrival of colonial countries during contact through people like M&ki€osta
in 1605 and the subsequent waves of immigration by enslaved Africans, Black Loyalists,

Jamaican Maroons, Black Refugees, andemecent immigrants (Pachai & Bishop, 2006).

Accounting for the Aroutes and rootso of A
significant because it differentiates the collective common racialized experiences that Black
people endure nationally and globallyhile at the same time accounting for the nuances,
complexities, and implications of these cultural and racialized experiences,indligie the
length of time and power differentials experienced by different people over time. These factors
are central to fully understanding and being responsive to the school climate and student

performance gaps experienced by African Nova Scotiadesrn



Accessing and utilizing provincigtudent performancassessment resultsorderto
support relevant and appropriate educational interventnise addresmsg the impact of
systemic racism on African Nova Scotian student performdrasebeen elusive historically
because of the absence of a-gddntification and tracking mechanism. However, in instances
where there has been a collection of-g#dntification data relating tssuespecific studies,
combined with Statistics Canada data, they havdifdmhinequities relating to education and
socioeconomic status, placing African Nova Scotians at a selieaevantage compared to
average white Nova Scotians (BLAC, 1994, p. 35). As a result of the inconsistent data collection
regarding student performance and-ggdntification and the inequities exposed when these
studies are conducted, a mandate of tbA® Report was to develop systems, statistics and
relevant research to determine the effectiveness of educational services and programs for Black
learners (BLAC, 1994, p. 32)

For examplein theexecutive summaryl hiessen(2009)indicates that analysidilized

selfidentification data from a student survey in 2W®7, aligned with 11 student performance
assessments collected between 2003 af8 &Y the Department of Education. Tiaee
relations, cross cultural understanding and human rights coordifratorshe TriCounty,
Chignecto, and Striaschool boards redirected their annual regional funding from the province to
support this researciihereporti pr esent s an analysis of the rea
performances of Nova Scotian public school students who identified themselves as African Nova
Scoti a, First Nations (primarily Midkmaq), Ac
2009, p. 1)Thiessen further elaborates that:

1T Si zabl e gaps characterize the performance

and that Anon al l assessment s, | earners of



average scores, were most likely to be in the top 25 percent of achievers, and least
likely to find themselves in the bottom 25 percéitican Nova Scotian learners
typically fared wors on the provincial assessments, followed by First Nations and
then Acadian learners
1 The performance gaps in mathematics are of approximately the same magnitude as
those found for reading. Further, the relative performances of African Nova Scotian,
First Nations, Acadian, and learners of European descent are the same in mathematics
as in eading, with the exception that First Nations and African Nova Scotian learners
are approximately equal in their mathematics performance. (p. 1)
While not a consistent and ongoing framework to gather disaggregated statistical student
performance data, once againdoesevidence, validateand affirm the concerns expressed by
racialized and marginalized community members regarding the impact of systemic racism on
their children.
Thiessen (2009) goes on to dématfithe cultural identity performancgaps manifesn
grade & the earliest assessments available for this repbese gapsarsist through the grade 9
assessmeat ( mvithouflany evidence ofh@ange This suggests that the efforts, or lack thereof,
at the school/school boalelvel, arenot having the intended impaeind aranerelysustaining
the status quourrent inequitiesThiessen (2009ndicates that
1 Trends inperformance gapassociated with cultural identities are not the same for
students of different cultural satentities. Specifically, the performance gaps for
Mi 6k mag and Acadian | earners have been de

contrast, no secular trend was olfor African Canadians. (p. 1)



f Two additional indicators that African No
school difficulties: a) they are especially likely to be below grade for their age, and b)
a higher proportion of them require test adaptations. (p. 1)

Thi es(2069)findngsi n r el ati on to a degandAcadeni n t he
learners but not for African Nova Scotiafgtheridentifiesthe sense of urgency necessary to
transform education in the interest of African Nova Scotian learners. These two indicators may
reflectthe low socieeconomic status of the African Nova Scotian communities.

Lee and Marshall (2009 referencing the African Nova Scotian community's
frustration with the inability of the dlva Scotiggovernment to account for the numbers of
African Nova Scotian learners @edaptationsandIPPs e c ommended t hat fithe L
Education facilitate School Boards in collecting quantitative data on the academic performance
of, and the opportunities to |l earn (p.h2xt are p
This recommendation had a snonth timeframe and extended the initial recommendation in the
BLAC Report. As a result of this recommendatitre Department of Education implemented a
concerted efforto achieve this goalhis effort included the construction of salentification
surveysfor students by thBEECDto account fothe ethnic, racial and culturaliversity of the
province It requiredthe development of @@mmunication package aeducationaktrategy by
theregional centrefor educationto supportschool administrators and teachers
communicating theationale for seHdentification effectively It also requiredace relations,
cross cultural understanding and human rigbtgdinators tallay the concernsf the African
Nova Scotiarcommunity, that thedata would be uset evidence defiencies in the studentas

opposed to being applied to respond to the systemic inequitisseffort ultimately established



an ability b be responsive to tlgpiestions about student performance and school climate
concerns expressed by the community

By includingself-identification within the provincial assessment framework at the
Department of Education, studedd&ademic status and performance levels can be evaluated and
reported to the publiannually Student seHdentification for ancestry and heritage is voluntary
at registration in Nova Scotiand with an 84% response rate as of November 2022,
approximately 7% of students identified as having African heritBg#&=CD, 2023, para 2).
Theprovincial learning assessmeaitNova Scotia (PLANS) provides disaggregated data that
identify what students should know and do independently at the beginning of eaclegehde
and compares, in this case, how learners of Afracenestry are doing compared to all other
learners on the same assessmPRHCD, 2023, ara 1).

These reports show assessment performance oveltdimevide teachers with
information to support planning, provide parents/guardians with theirshitformancén
reading, writing and/or mathematj@nd to support educational leadership with information to
make decisions, includirgupportfor students who are historically marginaliz&EECD, 2023
para 3). Students participating in the assessment process received one of the following four
levels in each main element of thesessmenLevel 160 below the expectatigrievel 2
approaching the expectation, Levél 3t the expectation, and Leved dabove the expectation.

As anexample, in th022 2023report 375 out of a totabf 621 African Nova Scotian
learnerdor grade sixeading performance, were at or above the level of expectation (DEECD,
2023, p. 2)In other words, 60% of students of African Heritage were where they were expected
to be academicallyl'his 60% success rate ofrican Nova Scotiatearners meeting and

exceeding expectations comparea #2% success rate of all other students meeting or



exceeding expectations for the same year in the same assessment Thiterepreserga 12%
differential between the success rate in reading between students of Agm@ntio the
advantageofheial | ot her studentso category.

These assessments compare the same provincial performance assessment data on the
same criteria ofrade six readingoing back over five years fro2018 2023 For example,
there was a 13% differential betwestndents of African Heritage comparedabother students
meeting or exceeding expectation®2018 2019, a 16% percent differential in 2002020, and a
12% percent differential between 202022. The 2022021 assessment year on the report is
markednot applicablegiven that provincial assessmenisre not conducted déltyeardue tothe
globalpandemic.

This disaggregated provincial assessment report on the single criteria of reading
performance demonstrates that the gap in meeting and exceeding reading expectations in grade
six betweenrstudents ofAfrican heritageand @ other studentswas identified in the 2012019
school yearand remained virtually unchanged through each provincial assessment upito 2022
2023. These trends seem to be replicated in other assessment, cniddudinggrade six writing
and mathematics performanassessmentsjith even more problematic results, capturing the
Aopportunity gapo and i mpact of systemic raci
comparad ©Do hié (DEBADU2028)nt s o

Il n addition, it is Iimportant to identify t
similar systemic inequities and racism are included iritlael ot her st,mearingt so c a
that a comparison exclusively between racialized students ancaiatized learners would
demonstrate an even wider gap between students of European aacdbriy 6 k MAfican

Nova Scotian learners respectivdlycludingnumbersfromMi 6 k maw and Afri can N



| earners in the 0Aadoesnafullyeraccsately teitect thsimpactand e gor y
implications of racism or white privilege on the gaps. It makes the gap between white learners

and r aci a WwAfrcardNoW iSéotkastadents closer than they would otherwisgifoe

t hey wer e lalkoftth eoruts toufd etnhtes 0 cat egor y.

With respect to the community questions of disproportional representation of students of
African heritage oPPs and their participation in the provincial assessmatsncompared to
fial | ot her st uftveyedarsfrom 2923 torthg 20iBa18 dchool year, data is also
provided via the selidentification framework. In 2032023, the participation rate of students
of African descenparticipating in the gradgix provincial assessments fazading and writing
was93%, compared to a 93% participation rat@lbbdther studentsfor which an IPP would
exclude youwith noidentifiable difference between the two categories of students being
compared. In 2018019, theparticipation for students of Africameritage was 89%, compared
to a 93% participation rate afi other studentdor a differential ofa4% benefitto dl other
students. In 2012020, the participation rate for students of Afridaritage was 90%,
compared to a 93% participation rateslbfother students for a differential of 3% beneditll
other students. The participation rate for students of Affiiesitage was 94%, compared to a
93% participation rate of all other students for a differential ob&¥efitto students of African
Heritage in 20222023.

Thesedata provides an opportunity to analyze and provide context for the generally
expected percentage of learners on IPPs provincatigwas identified bystudentservices
representatives as being at 3¥hcomparing the participation rate of students of Africarntage
andall other studentsjliminishes the point that38% participatiomatefor each group, is still

2% higher than what should be expected as an acceptable percentage for IPPs. If this



understandingvereapplied to the 20118019 and 20182020 numbers for students of African
heritage, they would be two times higher than the expected percentstgeerfits who did not
participate, with an 89 and 9®participation raterespectively.

Thereis also a question relating to the rapid rate at which thelgapdbetween
students of Africarmeritage andill other studen@IPP identificatiofparticipationbetween
2018 2023 There was seemingly no increase of students of African heritage meeting or
exceeding expectations. This contributes to the suspiciontreoommunity that students are
being moved ofbf IPPs by teachem@nd/orschools and placed on adaptations to avoid being
reflected in the data demonstrating the disproportional representatidricainANovaScotian
learners on IPPs. This perception is bolstered by the fact that the move from IPPs to adaptations
has failed to refleainore students meeting expectations dreatel 3,essentiallyihidingd
students from where parents were looking specifically at their child's disproportional
representation on IPPs. Thiortsightedness, limitations or resistance relating to the depth and
breadth ofwell-intentionedresponses to opportunity gaps experienced by marginalized learners
is not a new phenomenon. The promise of multicultural education to marginalized communities
critigue of the systemic exclusion of the experiences of racialized groups in the curriculum and
the education system itsglfas also Inited in its application.
S gnifitheao#8yof

This study is significant in that highlights the themes and characteristics of a small
group of teachersvho are understood by titemmunityto bemore effectively responsive to the
cultural and academic needsAdfican Nova Scotiatearners. Themes and characteristits
empathy with an ability to developeaningful and authentic relationships with students and

their communityfocused orstudent weHbeing and commmentto the craft of teaching and



learning, can be highlightetlringteacher recruitment®his extends beyond thigachelor of
Educationprogrammingfo include DEECDpolicy, curriculum developmenand professional
development sessions.

The current systemic prioritization of student performance in subject/content areas as a
central/hierarchical criterion of entry into pasicondary is exclusionary to
racialized/ marginalized students whasde | i ved
respond to systemic gaps in opportunity. This is not to be dismissive of the need for standards as
it relates to academic competencieswevera necessary factor in adjudicating a more rounded
teacher candidaie a recognition andontextualization of the impact and implications of the
historical and ongoing systemic racism to the current inequities experienced by
racialized/marginalized people with ndeminant social identitie§ eachers who are understood
to be culturally relevant and responsive to the needdrifan Nova Scotiatkearners
demonstrate an awareness of the systemic inequities experienced by racialized learners and a
commitment to being responsive to these inequities which arguably is a degree/academic
credential inand of itself.

This type of critical consciousness needs to be developed in all educators in the interest
of resisting being socialized into dominant narratives that perpetuate systemic inequities. The
lived experiences ahy researclparticipants contributed to or acted as a catalyst to
understanding that systems and institutions create gaps in opportunities among and between
people with marginalized social identities. This understanding supports being resistant to
dominant narrativethat project the inequities experaau by those with nedominant identities
as being culturally or personally deficie@ritically questioning the potential systemic

contributing factors and seeking to address these factors is the essential starting point to



becoming culturally relevant and responsive to the social, emotional, and cultural needs of
African Nova Scotian learners as opposed to assimilationists.
Li mitattih@nusdyof

One of the study's limitations was that there were a few gaps in regional representation.
In the development of the study, | wanted representation from as manyhidttrec African
Nova Scotiarcommunities as possible to ensure that the findings were reflective of the regional
lived experiences, perspectives and referrals of culturally relevant and responsive teachers from
across the province. However, the resistance applied by some in leaaédnrshasserted their
authority to limitthe ability to acces African Nova Scotiarommunity representatives
employed in the region prevented an opportunity to organize community focus groups with
parents/community members in a specific region. While the exploration of alternative
workarounds provided access to conduct these focus groups with some community members
from this region, the resistance from leadership created a scenario whereby moving forward with
arranging interviews with teachers identified by tbenmunity may have made these teachers
vulnerable to th authority of the leadership because of its resistance to the study. As a result, |
decided not to pursue interviews with teachers from this region who served several historical
African Nova Scotiagommunities.

An additional gap in regional representation also occurred in the Cetslaireacadien
provincial (CSAP). The advocacy of thdrikan Nova Scotiamommunity which developed the
community infrastructure utilized to organize and access African Nova Scotian community
members in the English public education systéogs not apply to the Acadian School Board
because of the cultural and linguistic autonomy that centres the Francophone experiences

afforded this Board. Aa result, | did not receive any paifiant referrals from theommunity to



teachers from the CSAP. This observation is not an attempt to malign or suggest that there is a
lack of interest in, or effort currently being put forth by the CSAP to develop and implement
culturally relevant and responsive supports for learners of Afaceestry. Many

representatives from the CSAP that | worked with haarsonal lived experiences with the

impact of systemic attempts at cultural assimilation; this observation is simply to identify an
oversight in the development of the studfich creéed a gap in representation from this
region/board.

A final limitation was an inability to recruit or identify participants based on their social
identities. | expressed a desire to achieve a balance amongst multiple intersectional social
identities of participants, including diverse racial, gender, ct&ssjal orientation and other
representations of participaritsseek more diverse responses to my research questions.
However, several factors emerged that limited an ability to address these inclusion criteria,
including the general lack of diversity aaching staff in Nova Scotia, the pool of potential
participants referred to me by community membirs,safety required for participants to fully
disclose their intersecting identities, as well as those who were agreeable to participate in the
study. This created some limitations regarding the representation of multiple diverse and

intersecting identitie and communities.



Chaptleeirt @rature Review

In my review of the literature, | take a criticapproachas it works to humanize us ,adb
Paulo Freirenrites
[Plaradoxical though it may seénprecisely in the response of the oppressed to the
violence of their oppressors that a gesture of love may be found. Consciously or
unconsciously, the act of rebellion by the oppressed (an act which is always, or nearly
always, as violent as the initial violence of the oppressors) can initiate love. Whereas the
violence of the oppressors prevents the oppressed from being fully human, the response
of the latter to this violence is grounded in the desire to pursue theaigatituman. As
the oppressors dehumanize others and violate their rights, they themselves also become
dehumani zed. As the oppressed, fighting to
to dominate and suppress, they restore to the oppressors the huhenitgd lost in the
exercise of oppressiorfieire, 2010, p. 56)
Freired s e mp mmatsal hemanoity is intertwined with an aspiratiorbe better human
beings collectivelywhich is the spirit | have approached in responding to my research questions.
In undertakinghis literature reviewl relied on a theoretical frameworthat included
decolonizatiorandcritical race theoryo provide context to the study
Decol oni zati on
Decolonization is characterized as a critical response to the impact and implications of
imperialism and colonialism, which requires an interrogation of the underlying assumptions,
values and motivations. Decolonization requires more than a change to fotitieal power or

positioning of individuals; what is needed is an ongoing and sustained effort to change



institutional structures in society towards ecemtering of Indigenous or, in these circumstances,
African Nova Scotian ways of being (Dei, 2012; Smith, 1999).

However, systems need to fully recognize the necessity of decolonizing their institutions
to create the space necessary for marginalized learners to have their interests and needs moved to
the centre. This starts by having system leadership authenteedignize the need to change. It
requires a commitment from educators to critically reflect on their belief systems. It requires a
recognition that each student is fully capable of learning and meeting high expectations (Mackey,
2021). Circling backtoEldevass 6 (2011) emergent causal prop
deficit thinking, these strategies or requirements arise out of a recognition of colonization's
impact and justify decolonizing the education system.

Educators must recognize and develop a social and political critical consciousness that
motivates them to commit to the change necessary beyond the challenges associated with the
existing inequities and barriers in the system to meet the needs of raciedimeers because
these circumstances are not their fault.

Culturally relevant and responsive teachers recognize the necessity to apply a
decolonization lens in their process to incorporate the cultural values and beliefs of students that
are not aligned with Eurocentric practices and dominant ways of beingindithis lens
through the data analysis process will support the interpretations of the characteristics and
themes of teachers identified to be culturally relevant and responsive to the needs of African
Nova Scotian learners.

Decolonization from an I ndigend&dyedPsSerli igd
(Jeffery et al ., 2021, p. 321) or Etuapt mumk

Marshall of the Eskasoni First Nation was the first to apply the concept cEl@ Seeing in a



Western setting (Jeffery et al., 2021, p. 321). Etuaptmumk is an approach of inquiry and

solutions in which people come together to view the world through an Indigenous lens with one

eye (perspective), while the other eye sees through a Western leny @eélle, 2021, p. 321).

This approach seeks to incorporate the best of the current centered cultural ways of being and
incorporate approaches reflective of the core
the collective interests of everyonéhi§ approach requires a process of exploring and

articulating core values that need to be incorporated, as well as the concession of power from the
dominant culture to merge compatible ways to aspire to the best of both worlds. It is often

aligned with declonization as a framework for indigenizing colonial institutions like our

education system (Stein et al., 2021).

Critical Race Theory

Critical race theory places race, racism, and power as central dominant factors in the
discussion of the systemic inequities experienced by racialized people (Stefancic & Delgado,
2010; LadsorBillings & Tate, 2021). It emerged in the 1970s out of discussions amongst
lawyers, legal scholars, and civil rights activists who were concerned thiegpendulum of
momentum of the civil rights movement swinging away from the advances made in the 1960s,
when the era was reflected in active protests, marches, and.sit

These legal scholars and activists recognized the need for an alternative theoretical
framework or approach to unearth and respond to the less explicit and more systemic acts of
racism. The theory borrows from critical legal studies and radical femirasthatlenge and
confront the systemic selective ignorance and application of power in the interest of constructing,

sustaining, and reinforcing the interests of those in power (Stefancic & Delgado, 2010).



Because critical legal studies recognize that power can prioritize and emphasize a focus
on one area of legal authority over another, creating more than one correct or acceptable
outcome, critical race theory relies on, and borrows from radical feminisxptuse the
relationship between power and the defining of social hierarchies (Stefancic & Delgado, 2010).
For example, creating a harsher penalty for a physical response to aggression over a verbal
assault and then not accounting for the impact and ¢atpins and relationship of one (verbal
assault) (over/on) the other (physical reaction).

Tenets of Critical Race Theory

A central tenet of critical race theory in American and Canadian cepiexbat racism is
ordinary, and not an aberration (Stefancic & Delgado, 2010). The acceptance of this
understanding implies the recognition that power can be utilized against racialized individuals,
and does not require an explicit derogatory commeimtoidlent to occur as validation of the
existence of racism.

This ordinariness of racism suggests that the normalization of racial hierarchies.
Collective colonial and imperialistic legal and educational institutions, aligned with the power to
define when a violation of these hierarchies occur, makes it virtugtlgsaible for those
experiencing racism to prove its existence, let alone advocate for meaningful responsiveness.
The normalization of racial hierarchies that support the invisibility of racism has perpetuated a
colour-blind ideology that focuses on treating everyone the same or equally without considering
the outcome that the implications and impact of racism requt&eventions to reconcile the
inequities (LadsoiBillings & Tate, 2021, p. 27).

Starting from a perspective that acknowledges the existence of racism and the ways that it

has been normalized systemically, as critical race theory does, eliminates the energy and effort to

respond to fAgaslightingo fatgsystemichndisenlyt hat sugg



exemplified by a select few outliers as opposed to being deeply and invisibly embedded into the
education system.

Another central tenet of critical race theory is interest convergence, or material
determinism. This tenet suggests that because racism advances the interests of both white elites
(materially) and workinglass whites (psychically), who make up a largerssayg of North
American society, they have little incentive to eradicate racism (Stefancic & Delgado, 2010).
This tenet helps to explain the challenges associated with overturning institutional policies,
practices, and pr oc e dygardess ofthe sotiecom@amiceldssaf Awhi t e
white folks.

The resistance to material determinism is made more difficult because its racism has
become institutionalized, to the extent that it is not fully recognized or understood outside of
explicit expressions of hate. Confronting and responding teBdatk ragsm requires an honest,
critical selfreflection, acceptance, and understanding of the ways that white supremacy is
sustained through the employment of a myriad of complex processes. It establishes white
privilege, that which is unearned positioning of gowver racialized group members, attained
merely through being identified, understood, and/or accepted as white. White fragility involves
applying this power against racialized people, when and while expressing their frustration with
racism. White privilge or oppression that asserts and insists that what is being shared is too
much for them to tolerate, and white exceptionalism, which is the application of this power to
deflect the responsibility to personally reflect and commit to challenging whitensapyeare
more problematic and/or explicit amongst racist white people (Mcintosh, 1988; Saad, 2020).

In addition, this tenet suggests that the optimal circumstances in which systems consider

and/or commit to being responsive to these inequalities are in the rare circumstances that an



intervention aligns with both the needs of the racialized group and the material benefit or
interests of those making the decision to support the intervention, namely white people.

Another tenet of critical race theory is that race is a social construct, as opposed to a fixed
biological and genetic determinant or accurate predictor of a person's character, values, ability
and belief{Stefancic & Delgado, 2010). Of course, the position of race as a biological predictor
of a person's identitiyas scientifically been disproved (Umek & Fischer, 2020).

Race is a product of social thought and relationships that ascribe certain characteristics,
attitudes, abilities, values and beliefs to people grouped based on phenotypes, including skin
colour, hair texture, physique or facial featuf®@gefancic & Delgado, 2010 hese
characteristics, attributes, values, and beliefs are ascribed by those in the dominant social identity
category to those fAracializedo and fAotheredo
These groupings are fluid, meaning that thay loa contracted or expanded based on the needs,
interests, and benefits of those holding the dominant identities.

The recognition that race is socially constructedymmosed to being fixed biological or
geneticbased predictors of values and beliefs, can redirect the efforts in addressing racism at the
system level, and not at the victims of racism themselves. This refocusing is an important and
significant game changaes it relates to challenging systemic racism. In other words, it moves
the focus away from deficit thinking about the racialized groups, and places it instead on the
deficits in the systems.

Anti-ressentialism and Aintersectionality, o0 a
(1989), is another tenet of critical race theory. Intersectionality anessgntialism recognize
that no one person possesses a singular identity in any one sociay idemsiruct and that the

complexities of peopleds individualized and d



comprehend their experiences. Grillo (1995), in exploring intersectionality and essentialism,
states that b6  -dsdemialismhaad irtersectionalithceitiquesask only this: that we

define complex experiences as closely to their full coniyies possible and that we not ignore
voices at the margino (p. 22). This means tha
their social identity categories, in the interest of accounting for and being responsive to the full
breadth and deptif their lived experiences.

The final test of culturally responsive teaching is the notion of a unique voice of colour
thesis, which suggests that those experiencing the oppression are best situated and most effective
in communicating the specifics attached to the ways in whichysteras negotiate their
marginalization through countaarratives and storytelling{efancic &Delgadq 2010) In
other words, both the articulation of an issue and the construction of a response can more closely
align with the needs of the individual lzerse of the centrality of their first voice in the
conversation.

In sum, critical race theory recognizes thél) race is a social construction, (2) racism is
a normal element of society, (3) systemic responsiveness to racism often centres on the
convergence of interests between those with marginalized identities benefit or advantage
of those with dominant identities, (4) responsiveness to these issues requires the ability to
explore the intersectional and accumulative impact of these vulnerable identities in meeting the
needs of students through (5) a unique®®f colour or first voice
reporting/accounting/responsiveneSsefancic & Delgado, 2017)

To develop culturally relevant and responsive school cultures, schools need to apply a
critical race theoretical lens/approach through-gattist actions. Parris and Brigham (2010)

outline the implications of critical race theory in responding to oppressihool cultures.



A central factor of critical race theory is that it brings race and racism from the margins
of lifelong learning discourse to the center with the objective of sustaining a politicized
discourse by and about people of colour. Such a discourse requiresugtho
examination of the historical effects of European colonialism and White supremacy and a
centering of the experiential knowledge of people of colour through storytelling and
autobiography. (p. 207)
The application of a culturally responsive teaching lens that centers and validates the voices of
the victims of oppressive school cultures, can more authentically and meaningfully describe the
impact of racismEducators understood to be culturally relevant and responsive to the needs of
African Nova Scotian learners, either implicitly or explicitly embody several combinations of
these tenets and reference points, which align with their commitment to suppbet and
responsive to the social, emotional, @eddemic needs of racialized learners. Culturally
responsive teaching, when used to analyze educational contexts, is a significant reflection point
in determining, illuminating, and/or interpreting the amaitist approaches of teachers meeting
the needsfoAfrican Nova Scotian learners in their classrooms and schools.
Extending from a fundamental tenet of a culturally responsive teaching perspective, that
racism is not an aberration, but an ordinary and everyday experience of racialized people,
contextualizes an important and powerful shift in someone thinking thatragiincident

specific and wrong, to a call to action, given the persistence of inequities and the consequences

of inaction. This shift is captured in Angel a

is not enough to be nenacist; we mustbantitr aci st . 0



Anal yzibmg et laeGiornet eaxntd

Many policies, practices, and procedures have ossified colonial, imperialistic and
Eurocentric cultural values and beliefs at the centre of an education system built on
systematically racist, sexist, and classist principles, which have worked to normabziecttieg
and otherness of those with adaminant identities (BLAC, 1994; Smith, 1998 a result,
learners with nordominant identities whose needs are not being met by the educational
institution, reflected i n Agpaerthnityegapannperiormanceor , m
and school climate data, are characterized by the system as being culturally inferior and deficient
(Delpit, 2006).

The implications of deficit thinking mean that many current educators have internalized
an understanding and accepted that the student performance and school climate gaps between
racialized learners and students of European ancestry are justified/explasetecause of the
effectiveness of deficit messaging through colonial institutions (educational, government,
policing, judicial system).

The prevalence of deficit thinking lowers the systemic expectations of racialized learners
and, in turn, the commitment or sense of urgency to be responsive to the social, emotional and
academic needs of African Nova Scotian learners. Systems represestatvo f t en try t o
this negligence by performing short bursts of overt energy and effort to address racialized
learners' needs while documenting the collaborative intervention as evidence of student
inadequacies (Mason, 2016; Mackey, 2021).

In this educational context, the depths and breadth of understanding, adaptation and
application of culturally relevant and responsive pedagogy will fail to adequately address the

needs of students excluded based on the value assigned to theomioiantidentity.



Responsiveness to this issue first requires an awareness of the impact and implications of
imperialism and colonialism on deficit thinking (Mackey, 2021; Smith, 1999).

ElderVass (2011) argues th&he social power thaéends to encourage us to conform to
any given social norm is in fact an emergent causal power of a specific social entity, a specific
group of peopl e: 7)aThememergeat tausal@oweratcreatedcaad ( p .
continue to sustain privileged identitji@sust be analyzed to redress inequitteguitable,
inclusive spacemust be providefor marginalized citizensshen determining curriculum,
pedagogical approaches, and disciplinary mechanisms in a school.dysterdoeducation
systems replicatgeinforce, and normalize the location of thecatiediif o u n dyioupiy O
cultural values and norms? How are power and privileged positions in society sustained through
the school system? How is the dominant narrative construmtelchow does it become
hegemonic as it perpetuates the advantage of the normative group and rewards those who accept
it while penalizing those who do not?

A necessary starting point to responding to the impact and implications of these questions
is to do sowith a clear understanding that it was the intentional explicit purpose to replicate,
reinforce and normalize the colonial entities' cultural values, beliefs, namisvays of being
over t hos ethaSeprobessefbhedmnst éxplicit expression of the culturally
destructiveassimilationisand racist intentions from a Canadian perspedsicaptured in the
political positioning and actions @funcan Carpbel Scottbetweernl913 and 1932.

Scott a supporter of residential schools and a civil servant in the Department of Indian
Affairs, supported the policy of removal of consent or by force, which forced tens of thousands
of children as young as two years of age from themes deprived childremf contact with

their parents and made them vulnerable to neglect, disease, poor medical care, malnutrition,



abuse, and sexual assault with no to minimal accountability. He pushed for compulsory
attendance to agkb with the intent of killing the Indian in the child. Head:
| want to get rid of the Indian problem. | do not think as a matter of fact, that the country
ought to continuously protect a class of people who are able to stanctalone
objective is to continue until there is not a single Indian in Canada that has not been
absorbed into the body politiand there is no Indian question, and no Indian Department,
that is the whole object of thisBilii(Ki | | i ng t he I ndi ah0.in the C
Similar declarations and assimilationist strategies of governments have been developed and
applied by colonial agents in othereasaround the worldevidence of active efforts to eliminate
the cultural centeredness of racialized people. Over time, marginalized communities expressed
resistance to these assimilationist policies and pracfitese effortgulminated in thed960s
civil rights movementsyhich eventuallyrequired a systemic concession to this resistance

through the promotion of multiculturalissome30 years later

Resistance to these assimilationist polici
communities over time. These efforts cul minat
eventually required a systemicommotnicerssafon t o

mul ticultur al i s Multsuturedism3v@s agopted in<Canhda aseam official
policy in 1971 by the then Prime Minister, Pierre Trudéawedefine Canada as a nation of
immigration in support of economic growth and development. By moving away from its
historical colonial, bhational, and assimilationist policies in the interest of encouraging
diversity, more people would be able to papiate in the promise of Canada. The
institutionalized phase of the implementation of multiculturalism was formalizing items,

including the Canadian Charter of Rights and Freedoms in 1982, Employment Equity Act in



1986, the Canadian Multiculturalism Act in 1988 and the Action Plan Against Racism in 2005,
in legislation to be more responsive to the ethnocentrism, xenophobia and racism experienced by
racialized and marginalized Canadians (Akkari & Radhouane, 2022).

The institutionalization of multiculturalism in multiple human rights policies makes it
easy to see its implications and application in educational directives and expectations.
Multiculturalism and multicultural education are part of the foundational nsgsan the
recommendations from the 1994 BLAC Report to the Province of Nova Scotia, and they serve as
a necessary starting point for critically reflecting on the current situation in edudatmn.
recommendations to respond to the concerns identifitteiBLAC Report (1994), captured in
the African Nova Scotian student support worker guidelines, standards and evaluation (2011),
were centered on a multicultural construct.

Banksd (1993) five dimensions of multicult
systemic inequities and achievement gaps experienced by African Americans and provide a
useful framework to explore and analyze the concerns related to the schoolimgah Afova
Scotian learners. The five dimensions are: (1) the need for content integration, (2) knowledge
construction, (3) prejudice reduction, (4) equity pedagogy, and (5) empowering school culture.
Banks (1993) recognizes that there needs to be amshind ability of educational leaders and
teachers to respond to the inequities experienced by Black learners to be successful, and that a
multicultural education framework compartmentalizes the five dimensions of multicultural
education as a useful reégrce to identifying and responding to each area of inequities requiring
development and implementation at school. The practical application of these dimensions will
often require a carryover amongst and between each dimension to be relevant and responsive

the complexity of each issue they are being applied to address. As a result of the theory and



practice gap along with a lack of criticality to the efforts to resist multicultural efforts, there is an
issue with the depth and breadth or comprehensiveness of application towards transformative
results if these dimensions are applied at all (Akkarialfouane, 2022).

Other scholars have included a more critical stance on the application of multicultural
education to extend to the full responsiveness to social justice issues. For example, Sleeter and
Grant (2008) outlined five pedagogical approaches that support ntultdieducation,
including: (1) teaching the exceptional and culturally different, (2) human relations, (3) single
group studies, (4) multicultural education, and (5) multicultural social justice education.
AbiHanna (2020) also found value in this framekyextending the effectiveness of
implementing multicultural approaches, especially with an emphasis on multicultural social
justice:

The authorsé fifth approach, multicultural

critical theory, includingritical race theory. Accordingly, what may be most helpful is a

re-examination and restructuring of educational systems alongside partners, such as the

newcomer community who can help support schools in their attempts to implement

equitable schooling expences for all learners. To address some of the gaps left by a

multicultural approach to education, it may be helpful to move toward frameworks that

are more centered in critical and aracist orientations. (p. 50)

While this specific quote refers to the experiences of newcomer Canadians, recognizing the
necessity to move towards a critical theory, including critical race theory, is still very much
relevant to the challenges experienced by African Nova Scotian isarne

Sl eeter and Grantbés (2008) inclusion of so

prioritizes an evaluation of the progress toward the goal of social justice as opposed to a



commitment to the principles laid out in the framework. This once again speaks to the overall
theory-practice gap in previous iterations of multiculturalism (Banks, 1993) and are evidenced in
the implementation and outcomes, or lack thereof, of the 19®%BReport, which identified

areas required to redress the inequities in education in Nova Scotia.

We must remember that teachers function within a systemic structure responsible for the
policies, practices, procedures, and authorities of their school administrators, their regional
centres of education, and, of course, the DEECD, which generally ofyerata more
conservative systemic perspective (AbiHanna, 2020). To make the point clearly and succinctly,
even with the extension of a more critical and socially just element added to a multicultural
approach and framework, it did and does not go fargmaubeing responsive to the inequities
experienced by racialized learners.

It has been 29 years since the submission and acceptance of the recommendations of the
BLAC Report by the provincial government at
12 recommendations outlined in the BLAC Report, provides more recentesttgs highlights
some of the successes associated with those directions. The Reality Check Report (Lee &
Marshall, 2009) offered additional recommendations to assist in improving services and supports
to African Nova Scotian learners. A number of thessmmmendations are specific to the
DEECD and regional centres for education.

1. The Department of Education facilitate school boards in collecting quantitative data on
the academic performance and opportunities to learn that are provided to African Nova

Scotian students. (6 months)



2. The school boards and the Department of Education review the individual program plan
for every African Nova Scotian student, and make changes in placement, where deemed
necessary. (1 year)

3. The Department of Education increase the staff of the African Canadian Services
Division, particularly in the area of curriculum, and fill the vacancies immediately to
enable the division to fulfill its mandate. (1 year)

4. The school boards increase the number of African Nova Scotian student support workers
where appropriate, in consultation with the RCH coordinator, and that student support
workers be integrated into the life of schools to enable them to directly impact the
educational experiences of African Nova Scotian learner. (1 year)

5. The school boards elevate the position of coordinator of race relations, cross cultural
understanding and human rights, or its equivalent, to enable coordinators to influence
more directly, the implementation of RCH policy and procedures at school itesar{

6. The Department of Education incorporate the implementation of the racial equity policy
and diversity management into the performance management review of all division and
branch directors. (1 year).

A central el ement of Lee and Marshall és (2009

appropriate representation across the education system to review, recommend, and account for

the commitments made to African Nova Scotian learners as outlineel BL#hC Report.
The Nova Scotia Department of Educationds

Reality Check Report acknowledges the need for equitable representation across the system, and

accessibility of community with representatives of the education systemdegsignated

equity positions. It also confronts the outsourcing of responsibility of leadership in various



departments within the system, frontloading these commitments and responsibilities before, and
even while strategizing with the designated equity positions. The response from the provincial
Department of Education (2010) pointed out that:
The consultants identify the following specific areas where improvements could be made:
1 better alignment and communication amongwieous groups working for
African Canadian students
1 better communication between African Nova Scotian communities and schools
and between communities and organizations working on behalf of African Nova
Scotian students
1 continue to provide training/learning opportunities in the area ofracism
1 remaining vigilant in enforcing antacism policies
The overarching conclusion that can be drawn from the report is that the task of
achieving better results for African Nova Scotian students has largely been delegated to
specific organizations and individuals. The challenges have not become embedded in the
daily thinking and activities of everyone in the education system, from the very highest
positions of administration to every person working at every level in the systém
Department of Education, organizations, school boards, and schools. Hende tie tit
this response tReality Check: Expanding from Equity Supports to Leadership and
Results(p. 3)
Il n considering both Lee & Marshallbdés (19914
from the provincial Department of Education, two points are clear: (1) The inclusion of
marginalized groups in policies, practices and decisiaking processes that impailceir

opportunity to learn, is central to understanding what is working or not working; (2) An



accountability within the system to take responsibility for understanding, responding to, and
accounting for systerwide issues, as opposed to making racialized staff and colleagues
exclusively responsible.

A few interesting outcomes emerged as a response to the commitment to expand from
equity support to leadership and results. There has been an increased interest and responsiveness
from nonequity specific leadership to listen, collaborate, develop, impiepwicies, and
encourage practices that are aligned with the
Real ity Check review of the BLAC Report. This
(2018) culturally and linguistically responsive temchand learning professional development
supports for teachers across the province, being included in policy documents and professional
development offerings given the expectations (Inclusive Education Policy, 2020; Teaching
Standards, 2018).

Once againthere is an absence of a biliitongoing mechanism to account for authentic
and meaningful engagement with professional development sessions. Expectations for policy to
ensure a level of depth and breadth of application of culturally and linguisticslgrmeive and
equitable teaching and learning principles, are not responsive to the current inequities
experienced by African Nova Scotian learners (Whitley & Hargreaves, 2020).

Given the historical inconsistency of similar reviews of recommendations, for example,
the 15year gap between the BLAC Report and the review of these recommendations in the
Reality Check Report, the African Nova Scotian community justifiably withholdsed bf
cynicism about the commitment from educational leadership. The community often understands
this type of reaction as optical allyship (Saad, 2020). Their effectiveness is captured in the

wi sdom of an African pr ov & gomloneHfgdu wantatgygefar, il f vy



go together. o0 For this to occur, there must b
commitment to more immediate transformative actions.
Summary

When the need arises to contextualize gaps around the relevance and opportunity for
success of a specific report, or an intervention is proposed to respond to racism and the inequities
experienced by African Nova Scotian learners in the public educattensyl share with
racialized colleagues and peers that, when people and/or systems believe you deserve nothing,
anything that they Agiveo you, is more than vy
keepers, where reports, recommendationsjraedventions require people in these positions to
acknowledge the impact of systemic racism, where it is seen an opportunity for white staff and
leadership outsource their responsibility as educators of culturally diverse students, to racialized
colleagus or support staff. They can then hold them accountable for progress, or lack thereof,
which is both disingenuous and racist (Department of Education, 2010). In addition, white staff
and leadership often exercise control over the timeframes, financidédetal human resources
dedicated to being responsive to the inequities, which fail to result in any transformative support
to the needs of racialized learners.

In acknowledging and accepting responsibility to redress these inequities publicly, those
within the education system contributed to circumstances where minimal efforts were professed
to be much more progressive, impactful or transformative than they ltavédbeen. It is
necessary to understand the historical relationships between the lived experiences of racialized
learners, and the resistance, dismissiveness, manipulative, or even antagonistic responsiveness
from representatives of the institutions @vigating meaningful, authentic relationships that

develop trust across these differences. The promise of these systemic interventions and



approaches to be responsive to the social, emotional, and academic needs of racialized learners
requires protection from representatives of the Nova Scotia Department of Education. In the
absence of any protection, these interventions become watered dbalfowed out, to the

point of diminishing and/or producing diminished returns. However, in many ways, the African
Nova Scotian community has come to believe that, given the pattern and history, this may be the

point.



Chapt€&€he@retical Framewor k

In this theoretical framework chapter, | explain how-aatist theoryAfricentricity and
culturally relevant and responsivessare central to my analysi¥hese theoriesform the
interpreaitionand analges ofthe datacollected.| examinethe ways that the research
participants are resisting racisand thempact of colonial values and beliega the school
system in Nova Scotias they negotiate moreculturally relevant and responsive environments
for African NovaScotiansin this section, | discuss the necessity of viewimg current
inequities experienced by racialized and marginalized learfnens a perspective that cenge
around an exploration of ways to mitigate the harm that emerged from colonial and racist
policies and practices in the education system.

There is a fundamental agreement and understantadg clear from withian anti
racisttheoreticaframeworkof the implications and impact of racismhen applied tthe
variableinequitiesevident inEurocentric, imperialistic and colonial institutiodsiditionally,
there isrecogntion that an Africentric lens is useful in identifying promising practices that
emerge from teachers identified as being culturally relevant and responsive to the needs of
African Nova ScotiatearnersElements of culturally relevant and responsive pedagogy serve as
a useful definition that supports identifying the themes and characteristics of my research
participants. Culturally relevant and respongiedagogyis useful because it reflects the goals of
academic growth and development, the ability to effectively communicate across differences or
cultural competence, as well as an ongoing commitment to social and political consciousness

towards our collective huamity.



AntRiaci sm
An anttracist theory in education informs actionented approaches and responses to
the inequities experienced in the education system by racialized learners (Dei & Calliste, 2000).
Kendi (2019)concurs with theotion that a passive ngacist approach is not enough to counter
the existing racism experienced by racialized pedfgadi articulatesthatj Ther e i s no s u
thing as a nomacist orraceneutralpolicy. Every policy in every institution in every community
in every nation is producing or sustaining ei
(Kendi, 2019p. 18).
Kendi (2019) further expresses the need and urgéraynmediate and active disruption
of discrimination against racialized people that contributes to their inequities. He calls for active
discriminatory interventions against policies, practices and procedures that perpetuate or sustain
these inequitielowardequity:
If discrimination is creating equity, then it is ardicist. If discrimination is creating
inequity, then it is racist. Someone reproducing inequity through permanently assisting an
overrepresented racial group into wealth and power is entirely diffecensomeone
challenging that inequity by temporarily assisting an underrepresented racial group into
relative wealth and power wuntil equity is
In other words, Kendi2019)is suggesting that it is not only acceptable to identify and
discriminate against a social identity that provides an unearned privilege or benefit to a group of
people over another groumytit is necessary. However, it is only appropriate until that unearned
privilege is eliminated, and t h(Z019paosttianthate nt i on
an immediate active interventidowardactions and incidents of white supremacy and racism is

necessary, is often characterizechaontroversial onevhich continues to be resisted by those



enjoying these unearned privileges. Interventions to systemic inegintesling equity hire
efforts and accountability mechanisms for addressing incidences of racism and white entitlement,
are mischaracterizesb reverse racism and/or a cancel culture environment.

The revelatiorand acknowledgement of the racial privilege and positioning of white
people over racialized individuals makes the application ofrant$t policiesor interventions
feel like oppression because of the narratives of racism, deficit thinking, and entitlement
embedded through processes of colonization. To those white individuals coming to terms with
this privilege, even when they agree that racism kasgfitited them and actions are required to
redress the inequity, resist and resent concetiege advantages even when they align with the
values that they espouse and claim to believe.

Emergenc®acif sAnEiducati on

Anti-racism education emerged, much like critical race theory, out of the advocacy and
efforts of the Black community to address the inequities in opportunities experienced by their
children with the goal to address racism and other interrelated impagtsteis of oppression
(Dei & LaraVillanueva; 2021).

This movement ithe Canadian context has been attributed to more notable Canadians
nationally, including Rosalie Silberman Abella, Agnes Caliste, Barb Thomas, Enid Lee, Carl
James, and George Dei. More locally, the contributors/authors of the BLAC Report, including
Patrick Kakembo, Robert Wright, Karen Hudson, Paul Ash, Quenta A@lgnmes, Suzanne
Jackson, Archy Bealand other community leaders, activists, and community members (Dei &
LaraVillanueva, 2021BLAC Report 1994) An antiracist theoryas described by Dei (1996),

extends the discourse



Anti-racism education may be defined as an aativented strategy for institutional,

systemic change to address racism and the interlocking systems of social oppression.

Anti-racism is a critical discourse of race and racism in society and of the @ogtinu

racializing of social groups for differential and unequal treatment-rantsm explicitly

names the issue of race and social difference as issues of power and equity rather than as

a matter of cultural and ethnic variety. (p. 25)

Placing an anracist theoretical lens in an educational context is essential to becoming
more critically aware and responsive to the impact and implications ofthegepcess of
racialization andtheracism that contributes to the systemic inequities experienced by racialized
and other marginalized interlocking social identities in society. The continual/ongoing discourse
and actions can work to provide the mostto-date relevant responses to issues of racism and
educatiorthatare a fundamentalating point in this transformative process (Dei & Calliste,

2000, p. 11).

Anti-racist educators recognize race as a social construct while at the same time refusing
to deny the very real social consequences of racism. They recognize that race and social
difference are matters of power and equity tegtirea review of a person's racial identity and
their ability to access both the power and resources to resist the impact and implications of
racism. Echoingriticalrace t heoryés commitment to intersec
recent recognitiothatthe struggle againsacism may yield morgentity-specific
understandings if layered by including aBtack racism, because of the effectiveness of racial
power dynamics/hierarchies that place Black people at the bottom (Dei &/ilnaueva,

2021; African Canadian Services Branch, 2021).



The African Canadian Services Branch at tieERDD (2021)delivered a supplementary
document to the pr ovi n,doe@esk specficalyucsthesnamfid duc at i o
impact of racism generally, but afdlack racism specifically

Racism and racist practices in schools negatively impact the achievement ahdimgll

of Black students and create differential achievement outcomes and opportunities for

success. All staff are called by the Inclusive Education Policy to use their poder

privilege to support Black students in feeling safe, accepted and valued so they can best

learn and succeed during their time in sch@EECD, 2021, p. L
The ACSB recommersthat staff seek to accomplish the goal of creating a more safe and
equitable school environment

Acknowledging thaanti-Black racism exists and that it is manifested through cultures of

power, privilege and silence. Recognize that-Bidck racism can be subtle and exist in

covert acts that are difficult to detect (microaggressiéndjhese daily manifestations of
aggression leave many people feeling vulnerable, targeted, angry, and afraid. They also
must recognize their responsibility to monitor and support thelvegtlg of Black

students in their cardDEECD, 2021, para. 5)

Culturally relevant and responsive educators need to actively reflect on their teaching
through an antracism lens to identify unintended biases. They recognize the necessity to do this
work in the interest of creating more equitable access for racidéiaeters. They recognize that
racialized learners are streamed into-academic programming and that they are subject to
subtle everyday racism from peers and educators that contributes to unsafe learning

environment puasah dals supptieancéll fofia collaborative effort between



white and racialized learners to work in solidarity against inequiles& LaraVillanueva,
2021, para. 3).

Akinrinola (2023)outlinesseveral key antiacist principles r om Dei 60s (1996)
principles of antracism educatiorthat encapsulate many tenets of critical race théldrgse
includemore practical and immediate itersdreminders to use as critical reflection principles
while exploring/evaluating the implementation and effectiveness cfagst approaches and
practices in an educational context.

Principle 1: Recognize that race is a social (mmaade) ideology that has been used to
separate certain groups (deemed minorities) from another group (White
dominating groups)p. 27)

Principle 2: To fully understand the social effects of race, one must take into account the
varied intersections in which race is used as a tool of oppressidioiuetding 0
(p. 28)

Principle 3: Understand that the privilege of white skin has baed is being taken for
granted by many white peopkince whiteness is reinforced as the prevailing
social identity in our societyp. 28)

Principle 4: Acknowledge that certain voices are marginalized and delegitimized as
knowledge carriers, and the lived experiences of these voices are omitted as
integral parts of the education systgm 29 30).

Principle 5: Realize that all forms of education must holistically engage learners in
understanding and appreciating the experiences of all people socially, culturally,

politically, ecologically, and spiritually(p. 30)



Principle6: Accept that students do not come to sch
varied identities rooted in intersections of class, gender, sexuality, faith, abilities
etc. The varied intersections of students influence their engagement with school
and learning(p. 31)
Principle 7:  Envision school as an inclusiforking community which uses culturally
responsive approaches to aarand address minority concerns regarding
schooling utilizing a multi-centered approach that fosters social responsibility in
learning (p. 33)
Principle 8: Acknowledge the role education has played historically in producing and
reproducing th@ppressive systems we now seek to dismantle (race, class,
gender) within our society. Through erasure and omission, the public school has
pushed out nowhite narratives in Canadép. 34)
Principle9: Remember that studentsd schooling issue
from their lived circumstances (material, social, environmental). Social markers
of success and failure, accepted expectatamd devalued expectations play
crucial roles in students' perception of self andwelfth. (p. 35)
Principle 10: There must be consistent promotion of effective stutkatthetparent
community interactions thabhoveaway from blaming students and families for
thefisocichistorical and structural injusticgthey face daily. Students and
parents must be empowered toaqeart of the decisiomaking processes that

impact their schoolqp. 35).



The first two principles outlined by DéL996) refer to the centrality of an
acknowledgement of systemic racisand the necessity to explore all intersecting marginalized
social identities in developing the most responsive solutions.

Principles three, fouand five articulate a necessity to critically reflect on the
implications of white privilege, the impact of racism in sustaining power imbalances, and the
personal responsibility to actively commitdenteringthe teaching and learning needs of all
their students.

Principles six and seven extend the personal commitment and responsibidiidate
and affirm the uniqueness of each student by contributing to a school environment that starts
with the social, emotionghnd academic needs of students made vulnerable by societal systemic
inequities.

Principles eight, nine, anth acknowledge ownership of the education system's role in
reinforcing and perpetuating these inequities. They commit to a relationship between home and
school that informs the cultural values and beliefs of the communities being served by the
education systa, andsustain this relationship on an ongoing basis.

Combined, albf these antracist principles provide an important analytical lens for my
data analysis process. Culturally relevant and responsive teachers are committed to teaching and
learning practices that are responsive to the principles oefaisim given the deep commitment
required to redress the inequities experienced by African Nova Scotian leAgwnsling to
Dei and LaraVillanueva (2021)

Anti-racism education is about recognizing. Through teaching, the meaningfulness of

race while examining the |inks between rac

€ we to Canadabs col oni al hi story racism hz¢



in schools. This is generally acknowledged as systemic racism and is reflected in the

various ways that power and privilege work to discriminate against students who belong

to minority groups(p. 1)

Recognizing that the inequities that exist in Canadian society are rooted in colonial
institutions, historical and ongoing efforts to downplay or redirect attention from the impact and
implications of racism is a part of the normalization or acceptanaiai inequities. These
inequities are counter to the multicultural identity that some Canadians claim or try to reflect to
the rest otheworld. The need for a critical race and anattist theoretical perspective is
imperative to contextualizintpe lived experiences of studerisdwhateducational leaders
must navigate iseeking to support them.

Africentricity

As a theory Africentricity puts people of African ancestry unapologetically at the centre
of any analysis of their lived experiences as subjactspbjects (Asante, 2007). In short, the
intent of this position is captured in the sa
the Nova Scotian context, determining what is in the best interest of African Nova Scotians
requires their equitdé representation and decisioraking power and authority. This
positioning enables a deeper and more accurate analysis of the cultural, historical and ancestral
experiences/expressions of Black people when or wherever they are in the world (Hunn, 2004).

Africentricity challenges the premise that dominant cultural groups are endowed with the
authority to legitimize what knowledge and ways of being are most valuable to all students in the
education system. (Asante, 2007; Hunn, 2004). Africentricity isdutharacterized in an

educational context to deflect/challenge systemic resistance through misrepresentations and



mischaracterizations of the intentionality of an Africentric approach. Ringstaff (2@pBins
that:

Essentially Africentricity is not antiWhite but grounded in the legacy of Black culture

and excellencé It calls for the recentering of content that focusses on the Black

experienceAfrican perspectiveand liberation of the Black person and community.

Afrocentric education is designed to liberate Black students who have been historically

marginalized and disenfranchised through their indoctrination of European history and

culture which has contributed to slavery, racial segregation and discrimir(atidi).
In this way Africentricity is a decolonizing lens because it seeks to confront the embedded
assumptions, attitudes and beliefs that were constructed through imperialistic and colonial beliefs
and values that othered and marginalized racialized peoples propagateghguliitical,
educational and judicial institutions.

The extended value of Afrocentricity beyond the decolonizing element is its symbiotic
relationship with indigenizing the curriculyrbecause it provides a specific movement from
decolonization to expected elements of the curriculum that make it Africentric. Additionally,
relevant and responsive to the needs of African Nova Scotian ledRimegstaff (2023pffers
that:

An Afrocentric curriculum consists of four

lives, including the following: challenging racism and hegemony, providing

differentiated learning styles, promoting positive ®elficept and collective identity
among Black students, and providing a model for multicultural educétion)

These key goals associated with an Africentric curriculum will be significant to critically

reflect on identifying and affirming the themes and characteristics of teachers who have been



identified as being culturally relevant and responsive to the needs of African Nova Scotian
learners. The reference points of challenging racism and its normalization and embeddedness in
our schools/society, the demonstration of differentiation of tea@mddearning approaches
represented by teachers meeting the inclusion criteria, the promotion of developing a positive
seltimage despite racism, and the development of a collective communal identity out of asking
what it means to be Black/African Novaddian are central to analyzing and interpreting

participant interviews.

The amalgamatioof critical race, antracist, decolonization and Africentric lenses in my
theoretical framework in support of my data analysis and interpretation, supports comprehensive,
culturally relevant and responsive teaching and learning approaches. Culturally relevant and
responsive teachingnd/orpedagogy reflects the goals of academic growth and development or
achievement, the ability to effectively communicate across differences or cultural competence,
andsocial and political consciousness toas our collective humanity. These theoretical lenses
support identifying the characteristics and themes of my research particigantore
alignmentamongeachtheoretical perspectivdemonstrates the necessity for a critical reflection
and analysis of race and racism the opportunity gap experienced by African Nova Scotian
learnersThe fundamental acknowledgemenitcurrent inequitie§rom Eurocentric,
imperialistic and colonial institutionsandthe recognition thadctions tadecoloniz them usig
anAfricentric lensdbeinguseful in identifying promising practicéom these participants, is
motivating and empowering
Culturally Relevant and Responsive Teaching

Choosing to teach in autturally relevant anadesponsivevay, utilizes thecultural

knowledge, prior experiences, and performance styles of dikenseersio make learning more



appropriateand authentic when monitoring the responsiveness to their needs; ke an

effective approach to respond to opportunitysgapd school climate concerns (Gay, 2010).
LadsorBi I  ingsd6 (1995) fundament al premise of
articulating a criterion useful to encompass a more holistic approach to teaching. Shke says,
suggested that culturally relevant teaching must meet three criteria: an ability to develop students

academically, a willingness to nurture angbgort cultural competence, and development of

sociopolitical or <critical <consciousnesso (p.

The introduction of culturally responsive aredevant pedagogy in the mi®70s has
taken different forms and namesCurrie (2018 explains:

Names such as culturally responsive education, culturally appropriate pedagogy,

culturally congruent pedagogy, culturally relevant teaching,caftdrally responsive

teaching all use different terminology and present different nuances, but all promote the
importance of recognizing, acknowledging, and in various ways including the range of

cultures that exist in any classroom. (para. 1)

In recounting the origin and exploration of ways to resolve inequities in the educational
experiences of vulnerable learners over the y€angje (2018)points to theunderstanding and
significance of refocusing the perception of inadequacies away from stidbetsictims of
systemic deficitd backonto the educational system itself. The capdoityaccountability to
trickle down or be deflected to the most vulnerat@éiects the common and collective necessity
of creaing a space for cultural valuesadbeliefs of learners that differ from the dominant group
This isdespite the variances of interpretations and nuances of the theoretical interpretations

between and amongst researchers

c



Gay(2010)defines culturally responsive teaching as usingthiral knowledge, prior
experiences, and performance styles of diverse students to make learning more appropriate and
effective for the students. In other words, being culturally responsive teaches through the
strengths of these studeltg exploring the relationship between them and the curriculum
content,which is connected to pedagogical strategies. To delve deeper into the importance of
content integration is toomprehend the relevance of multicultural education beyond the notion
of anfiaddo n , 0 ks(2B808,p. 135) which is already being offered to craatepportunity for
those holding nomlominant identities to understand and make meaning of their lived
experiences and the world around them through their schoblgonBillings (2009) offers
culturally relevant teaching as the most appropriate way to respond to this so called
fiachievement gap ¢ h a ingaulturally rielevant teaching as

A pedagogy that empowers students intellectually, socially, emotionally, and politically

by using cultural referents to impart knowledge, skills and attitudes. These cultural

referents are not merely vehicles for bridging or explaining the dominant culteyeare

aspects of the curriculum in their own rigg. 20).

This definition challenges th&ftendominant notion that the achievement gap is a result of a

deficiency in those learners not performing well. Instead, culturally relevant teaching recasts the
breakdown in the failure of Black learners to meet Eurocentric expectations on the failure of the
education system to adequately and appropriately include the cultural values, beliefs, interests

and |ived experiences in the schoolsdé curricu
demands the full inclusion of all students in schools throyggdagogy that is empowering,

relevant and responsive to the multiple needs of students.



McAuley (2018)describes the differences between culturally relevant and regpons
teaching aslight differences of origin and intentionalityuggesting thdtadsonBillings6
(2009)focus is on addressing the collective inequities in education experienced by learners of
African ancestry from a group perspectidis relatesto G a y (2804.0)articulation of teacher
responsiveness being more stuekcused/cerred. McAuley (2018) also points out that:
While Gloria LadsorBillings (19%6) r ef ers to ACul turally Rel e
pedagogy of opposition specifically committed to collective, not merely individual,
empower ment, 0 Geneva Gay (2000) wuses the t
descri be fAusi ng icshexperencestandmperdpectves afretanically r i s t
diverse students as conduits for teaching them more effectivélye r e ar e r eason:
merging the two to emphasize that HfAeducato
i nteract with nagnfdule ncguargrei ciunl ume atniied t o who
school sBuor 1f SWe(spadrla8.) .9)
While this interpretation of the origins and intentionality of LadBdtingsba nd Gay 6 s
theoretical articulation cfulturally relevant and responsive teachimguanced, the core
commonality is the focus on including those cultural, racialiaaed ethnically diverse groups
currently excluded in the curriculum and pedagogical approaches of sd¥floslisley (2018) in
citing WestBurns(2018) goes on to say, AThere are reason
thatfieducators must explore how they lookwatderstand, interact with and engage meaningful
curriculum tied to who is in the classrooms and scliool{ par a. 9) .
It is a timelyreminder of the necessity for educators to explore how they look at,
understand, interact witnd engage in meaningful curriculum related to who is in the

classroomlt also identifies a necessity for teachersaiwognizethat they need to focus both on



the needs of students as individyals well as beyond their connection to the group. This

zooming in on individual students negatively impacted by havingdoomnant cultural

identities and experiencesnables teachers to see and support variances in the needs of

individual studentswhile zooming out to capture and identify the needs of the group

collectively. This movement resists tendencies to stereotype groups of people in relation to their

belonging to a particular groughile validating and affming their individualized connection to

the group. In this instancéhe merging of the two terms makes them both stronger because

LadsonBilling's description of culturally relevant pedagogy as a pedagogy of opposition

committed to the collective, is a great evaluative tool for the successful implementation of

s t u d eultutalscldaracteristics, experiences and perspedtiveslassroom or school.

However, these terms can be used interchangeably or togethamaspt to dpgoing back to

the core intationality of inclusion and the commonality between the two goals of each

theoretical interpretation and/or their individual relationship to a specific intention.
LadsonBillings (2009)asserts that the dynamic of raazagsed gapsontribute tonegative

perceptions of people of African descamhich are rooted in the racialization of Black people as

inferior, the impact of racispand low teacher expectations. While Lad&lings is

specifically referring to the experiences of African Americans, this sentiment is applicable to the

African Canadian experience (Munrd@derson, 2018)According toLadson Billings(2009),
One perspective on these low expectations and negative beliefs about African American
students comes from mainstream societybs i
invalidation of African American Culture is compounded by a notion of assimiistion
teaching, a teaching style that operates w

characteristics. According to the assimila



that students fit into society. And if the teacher has low expectations, the place that the
teacher believesthe studéti t s i nt oo i s on societyds | owe
Table 1reinforcesthe characteristics of culturally relevant teaching, and makes them

explicit by contrasting characteristics from an assimilationist perspective.



Tabl e 1

Conceptions of Self and Others

Culturally Relevant Assimilationist
Teacheidentifiesas an artisandteaching as Teacheidentifiesas a techniciaandteachinc
an art as a technical task

Teacheldentifiesas part of the community Teacheidentifiesas anndividual who may ¢
andteaching as giving something back to tt may not beapart of the communityand
community and @courages students to do 1 encourages achievement as a means to es
same. community.

Teacher believes all students can succeed Teacher believes failure is inevitable for so

Teacher helps students make connections Teac her homogeni Kaths

between their community, national, andglc Amer i cano i dentity.
identities.

Teachelndentifiest e ac hi ng as Teacheidentifiest eachi ng as
knowl e ddike doning ® knowl e ddqli&ke damkingp 0

(LadsonBillings, 2009, p. 38)

Tablel succinctly captures the tension in systems between the two approaches. It
demonstrates how those resistant to change outright ignore the core intentionality of a theoretical
interpretation towards more equitable environments for all legrrtl@resing to maintain the
status quo insteadror example, the application of culturally responsive teaching and learning
more recently delivered through a concerted effort betweeDEECD and the regional centre
for education enlisted the support of Dr. SbiyrHollie. Hollie (2018)hasdeliberately worked
to differentiate the distinctions between culture and,racehallenge those who continue to
resist being responsive to the needs of marginalized leacharsoa fear of saying something
wrong and being characterized as racist. The distinction is necessary because of the success of a
Eurocentric system in conflating elements of differing groups of péoptanicities, their values
and beliefs, otheir culture within their socially constructed racialentity. Hollie (2018) defines

race as dsocially constructed story of human geography and denotable phenotypes or variations



among peoples. It has nothing to do with behaviourc u |l t ur al | ggoes(opto 23 1) .

define culture as
A set of guidelines, both explicit and implicit, that individuals inherit as members of a
particular group that tells them how to view the world, how to experience it emotionally,
and how to behave in it; it is learned behavibiol(ie, p. 229)
While | agree with Hollie that culture and race are separate and distinct entities as defined, the
impact of colonial/imperialistic and arilack racist policies, practices, and procedures have
placed the cultural values and beliefs of white people irerparileged and powerful positions
socially and institutionally than other racialized groups. As a result, we cannot use the technical
distinction between race and culture made by Hollie to permit teachers who are uncomfortable
with confronting raceto hide in the individualistic implementation otiltureas it pertains to the
students they teach, without exploring or including the impact of racism on their cultural
perceptions and experiences as racialized learnerd€®ing2®6; Hollie, 2018). The deptbf
which raceand culture are conflated through the process of racialization in Nova,3asia
become indistinguishahlé the extent that teachers need to continuously and actively
interrogate their tendency to default to race as cylasreulture as raceand be deliberate in
their response to the afBlack racism that learners experience every day.
The Europeamerican Collaborative Challenging Whiteness (2019) refer to Delgado
(1995)in explaining theiterminology:
We wuse t hesupperamdovhstt econsciousnesso not
to a system of thought. Wi supremacist consciousness describes a way of thinking that
takes for granted the legitimacy of an American society dominated by white norms and

values. In other words, white norms and values are normalized, thus making their



supremacy over other groups norms and values implicit. It is this normalization that

maintains the institutionalization of privilege based on race we learn about this highly

charged phrase from people of color, drawn from the discourse of Critical Ramgy.The

(para. 4)

In addition to the ongoing narrativenany white educators who are challenged to be more
culturally responsive to the needs of vulnerable and margindéaeders have run to and sought
shelter in this specific distinction between race and culture. These teachers focus more or
exclusively on the cultural side of the coin because it permits them to avoid engaging in
conversations relating to their own ptege and the impact of racism on those racialized (Saad,
2020). It creates a safe buffer between systexpectations of teachers to be more inclusive
through exclusively cultural criteria without acknowledging the complexity of this social
construction antheimpact of systemic racism.

While it needs to be acknowledged that the application of some of the culturally
responsive elements will have an impact, it will never fully address the cultural needs of
racialized learners living in a racist environment because it does not fully respedude their
lived experiences and the necessity of-8fdick racism. The application olilturally relevant
and responsive teachimgust always scrutinize the impact of racism on the perceptions of
culture and cultural values because of the suadfeldieta/dominant/master narratives that
conflate perceivedulturalinferiority with people's racialized identities as captured by Ladson
Billings third criteria, the development of sociopolitical or critical consciousness. This critical
reflection/scrutiny must explore how racism/racializatiakes cultural values and bel®fstems
that differ from the dominant/European values and ascribe it to the perceived inherent inferiority

of marginalized people.



To assume that fAraceod is merely a soci al
abilities to succeed is to ignore the very fact that society has identified race and racialization as
ways to include or exclude groups of people (Brigham, 2013).shaisld compel us to attempt
to figure out a way to navigate this dynamic without feeding into and/or perpetuating the lies and
mischaracterizations about people who are racialized. The impact of race, racialaation
racism is this unhealthy relationphthat first must be acknowledged before it can be
meaningfully dealt with.

Summaortyhe t heoretical frameworKk

In this chapterl described hovwny criticaltheoretical framework aided me amalyzing
and interpretinghe data | relied oncritical race, antracist, decolonizing and Africentric lenses
to understanthe impact of colonialism, imperialism and Eurocentrism on the power imbalances
between white and African Nova Scotian communities. The opportunities and ability for African
Nova Scotian learners to resist or counteract the oppressive mechanisms ac sgdiference
to their needareessentiato establish before reflecting on ways to be more responsive. This is a
significant starting point because it contextualizes the ioggailnerability of the Black
community despite its incomparable advocacy and gains rrattee development of aanti-

Black racism infrastructure that has emerged through the recommendations from the BLAC
report and subsequent interventions and reports. Layering these critical lenses over a culturally
relevant and responsive pedagogical framework or approach pi@memprehensive and

nuanced analysis dfieresearch data.

Chap4ak®et hodol ogy



In this chapter, | describe my methodology and methods. My research is a qualitative
studyinformed by principles embedd&ucritical ethnography. | start by positioning myself as a
researchebecauseas BanksZ0089 sates A Po s i t i o niamportance ofidentifgng| s t he
the positions and frames of reference from which scholars and writers present their data,
interpretations, andpAffcenkicsty uaapalogdtically places the livedn 6 ( p
experiences of people of African Ancestry at the centre as subjects, not objects of any analysis
and interpretation (Hunn, 2004; Munrdaderson, 2018). | then demonstrate the relevance of
Africentricity to both my positionality as a researcher and its influence on the construction of my
methodalogy and methods used to conduct the study. | discuss the origin and purpose of my
research question as it relates to the centrality of education to respond to systemic inequities
experienced by African Nova Scotian learners @mimunities| then outline why | decided to
conduct a qualitative study through critical ethnograptoflowing that, | explain the methods
used to conduct this research and how | organized the project's pWipskgta collection
process was divided into two phases. In phaselg®ritized the first voice of the African
Nova Scotian community through regional focus groups. | outline the ethics review of phase one
and my recruitment strategy, recruitment criteria and my experiences and observations during the
process. In phagevo, | conducted onéo-one interviews with teachers who were referred to me
from phase one. Below | clarify these two phases. | also describe the research participants in a
section cal loed ni P & lesharedghe mausidm writeria for the research
participants and the individual teacher participant profiles.

MyPosi tRenearscher
In recognizing my own unique positioning in my research, as a racialized African Nova

Scotian researcher who has past and current personal and professional experiences with the



public education system, it is important that | be open and transparent about what | hope my
research will provide. The best way to honestly and authentically situate myself in relation to the
study isby using critical ethnography to reflect on myspimnality exclusively and not as a data
collection tool The central intent of critical ethnography is to be sensitive/aware of the
limitations of the dialectical relationship between the impact of social structure on the relative
autonomy of marginalized pple with the purpose of liberating people from sources of
repression, dominance and oppression (Anderson, 1989). Because qualitative research is rooted
in a social constructivist epistemology, meaning that understanding is developed through social
experimatation rooted in trial and error, it directly aligns with my theoretical lenses that include
decolonization, Africentricity, critical race theory, ardcism and culturally relevant and
responsive teaching. As a result, my methodology and analyticaklans epistemologically
consistent when examining responses to the research questions.
Critical Et hnography
Castagno (2012) describes critical ethnography as:
A form of research that attempts to account for and highlight the complex relationship
between structural constraints on human action and autonomous, active agency by
individuals and groups. By structure critical ethnographers mean the economic, political,
social, historical and cultural institutions and norms that operate in all contexts. By
agency critical ethnographers mean the ability of individuals to make clamideshape
their experiences so that they are not completely determined by structures. (p. 374)
Castagnods (2012) description of the role and
desire and interest in exploring the complexity of the systemic inequities experienced by African

Nova Scotian | earners i n t hralistedrigicsalhdseon sy st em



complex systemic inequities were identified both through the literature review and my respective
experiences in education and can be used to identify and mine what is working to counteract
these oppressive mechanisms.

A critical ethnographic approach is the most appropriate tool/way to challenge the
systemic deficits that are often projected on learners made vulnerable through their historical and
current racialization in service of maintaining the status quo. In rdsgpto opportunity gaps
that are often characterized as raesed gaps impacting opportunities for marginalized learners,
Creswell (2013) claims that:

The critical ethnography is a type of ethnographic research in which the author advocates

for the emancipation of groups marginali ze

critical ethnographer include a value laden orientation, empowering people by givin

them more authority, challenging the status quo, and addressing concerns about power

and control. A critical ethnographer will study issues of power, empowerment, inequality,

inequity, dominance, repression, hegemony, and victimization. (jpp493
As Creswell (2013) states, the major components of critical ethnography, which includes taking
up issues of power, empowerment, inequality, inequity, dominance, repression, hegemony, and
victimization, provide an opportunity to respond to the marginatimecaf nondominant
identities. The intent of exploring the specifics associated with power relations and imbalances is
to determine if our social values are reflected in the actions and results of our collective
institutions and, if they are not, to deténe ways to redress inequitiddadison (2005) states
that:

The conditions for existence within a particular context are not as they could be for

specific subjects; as a result, the researcher feels a moral obligation to make a



contribution toward changing those conditions toward greater freedom and equity. The
critical ethnographer also takes us beneath surface appearances, disrupts the status quo,
and unsettles both neutrality and taken for granted assumptions bringing to light
underlying and obscure operations of power and control. (p. 5)
The other essential element which speaks to what | have done in the first phase of my
research process, is to work to empower members of the African Nova Scotian community to
speak their truths. As a beneficiary of the gains made as a result of the \eisdi@dded in
African Nova Scotian community el ders and | ea
sense to involve the community in my research process. As a researcher and an African Nova
Scotian community member, | feel a deep moral obligation ttoexpesponses to the current
inequities experienced by Black learners, with and through community mechanisms that
empower our collective voices. This commitment is inspired by the legacy of resistance and
advocacy of the African Nova Scotian community owtave and continue to, call out the ways
that power is applied to sustain the status quo.
What does it mean for the critical et hnogr
will use the resources, skills, privileges available to her to make accésgibpenetrate
the borders and break through the confines in deferdic¢hef voices anéxperiences of
subjects whose stories are otherwise restrained and out of reach. This means a critical
ethnographer contributes to emancipatory knowledge and discourse of social justice.

(Madison, 2005, p. 5)

Defining and describing my ontological, epistemological, axiological, and paradigmatic

standpointssupported my positionalityithin the qualitativenethodologyand philosophical



assumptions inheremt the studyMy position agesearchererabled meto glean insights
throughthe administration of theesearclguestionnaireand the relationship with fellow
educators working in the current system
Ont ol ogy
My ontol ogical view of the world is that w
constructed by how our interlocking identities form anderstanding@f the world. Our
understandings or realities are shaped through our experiences over time, and with respect to the
impact of power, including our own and those around us. Our understandings and realities are
based on how our interlocking identities arg@auted by our history and the influences of power
in either privileging or marginalizing our identities. These experiences can create both similar
and multiple perspectives amongst and between various groups.
These multiple perspectives are a result of our experiences in a given social, eotext
this social context is tremendously important in articulating our reality. Dei (1996) speaks of the
complexities of interlocking elements of identity in the construct of what he calls integrative
antiracism practices, which is reflective of my ontikal perspective. D€iL996) states:
Our social world is structured by power relations of race, ethnicity, class, gender and
sexuality. Individuals do not simply and solely fit into one specific category as an
oppressor or oppressed. One can be oppressed and an oppressor at the same time and at
different times. (p. 661)
Epi stemol ogy
My epistemological perspective is connected to the opportunities to express our multiple
perspectives and realities in a way that we a

interpretation/s of the world. Knowledge is-constructed in that our understiimgs are shaped



by our interactions and experiences with others with similar and not so similar identities. Our
identities allow us vantage points to fAiseeo
cannot and these vantage points can extend all our thinking. Knowledge is the accumulation of
our respective historical contexts, social location, and the impact of our interlocking identities,
against an interrogation of what social values we aspire to asraluty.
Axi ol ogy

From my axiological perspective, knowledge claims should be shared socially, through
dialogue, to determine and debate their value to the overall good of society. These knowledge
claims should be appliettitically to interrogate common and-constructed social values that
align with democratic and egalitarian principles. If these ideas or knowledge claims marginalize
people, they should be challenged anterever possibleorrected. | believe all people should
be provided equitable opportunities to fealgeir full potential, with respect to selttualization,
the ability to be authentic, possess social mobility, and have the opportunity to improve their
place in society. An interrogation of the current values and principles in Canadian society, which
espouse democracy and equitgnflicts withthe founding values of imperialism and
colonialism which shaped this country. Serious questions and explorations are required to
legitimately aspire to who we claim to be as Canadians, and this includes atrecagrihe
power imbalance between colonial institutions and the people who represent them.

My experience as a school student, teacher, RCH Coordinator and prifesifaks in
my research approach. In other words, | utilized my vantage points to interpret the responses
from the participants. | fall within what Kincheloe (20@k cited in Denzin & Lincoln, 2005

characterizes as an interpretive and critical bricoleur

a



The interpretivébricoleur understands that research is interactive process shaped by his

or her own personal history, biography, gender, social class, race and ethnicity, and by

those of the people in the setting. The critlwatoleur stresses the dialectical and

hermeneutic nature of interdisciplinary inquiry, knowing that the boundaries that

previously separated traditional disciplines no longer hold. (p. 6)
| understand the importance of privileging the voices of the students and parents in discerning
what schools need to do to meet their needs. The historical trials and tribulations of people of
African descent in the province of Nova Scotia have beenvehativell documented.

In my literature review, | linked the literature and the various governfmended reports
to the current experiences of members of the African Nova Scotian community. This link
provides an opportunity to contextualize the isarabthe needs of the Black commuratyd
think critically about the effectiveness of systemic response to these needs over time. The
understanding evolving from this information helps to establish criteria/characteristics to define
what aspiring culturally responsive teachers rteatb to support learners.

Theunderstanding of the most recent gaps in support or effective teaching that the
community has experienced and witnessed is central to identifying teachers that learttezs and
community feel reflect and represent these criteria. The identification of specific teachers by the
African Nova Scotian community responds to potential personal biases or preconceived notions |
may project upon a potential research participant becausdnod number of i nterna
points that | have as a fellow educatdnave worked to establish a vigilant reflexivity
throughout the process as a personal mantra to come back to the importance of voice. While it is
important to me that | do nstperimposeny thoughts, opinions, and perspectives over the

recommendations and insights of my community focus group and teacher participants, my



analysis, findings, and recommendations will undoubtedly be informed/influenced by my
experiences.
Il nsider and Outsider
My location in this research study is as both an insider and an outriféth (1998
references the debate about the values, virtues and relevancy of the cliaisidesbutsider
researchersand explains that
Essentially, thensider/outsided e bat e circl es around t he
those she studies. Where the researcher enters the research sits@eénsomeone
whose biography (gender, race, class, sexual orientation and so on) gives her a lived
familiarity with the group being researcl@ethat tacit knowledge informs her research

producing a different knowledge than that available tootlisided aresearcher who

res

does not have an intimate knowledge of the group being researched prior to the entry into

the goup. (p. 362)
| agree that being ansider produces a different knowledge and provides the potential for new
interpretations and understandings, especially in a context where there are clear imbalances
between th@verrepresentationf Outsider interpretations and the lived experiences of the

Insider. However, | do not accept an inherent superiority or validity of the Insider researcher

based solely on their |l ocation or perspective

because | am both a teacher and a member of the Africaa Skitian community. However, |

aman outsider to both communities because, unfortunately, there are not many teachers of

African descentand thereforenot many people of African descent are teachers. In other words,

the notion of being an insider and outsider as it relates to research is co@rgfék. (1998)

further explains:



The interaction of individual biography and social location shape the research relation in
complex way8 ways that do not permit an easy translation of historical familiarity into
epistemological privilegé HAus, the debate depends on the recognition of different
knowledges embedded in both the researchers biography and the social relations of power
and privilege in which the researcher is locatpd. 862 363
Forexample, as a member of the African Nova Scotian communitya m an fAi nsi de
the sense that my lived experiences and culuaiales and beliefs, in many instancagyn with
the Black community of Nova Scotia. However, because African Nova Scotians represent such a
small percentage of teachers, | am almsedout si d
on this criterion Historically, the cultural values of teachers have reflected colonial, imperialistic
and Eurocentric values and beliefs because most teachers are white and are often located in a
more privileged position than Black teachesith (1999)states that:
Insider research has to be as ethical and respectful, as reflexive and critical, as outsider
research. It also needs to be humble. It needs to be humble because the researcher
belongs to the community as a member with a different set of roles and rdilgtsons
status and positio@ The r ol e of an Aofficial i nsider
comment , AinShe or he l|lives in it therefore
for a researcher to assume that their experience is all that is requreshsnt. . 139)
This is such a significant point to the integrity of my research in ansverapgpnding to my
guestion because the origin of my interest and concern emerges from a very visceral and
personal place because of my lived experieruath personally and professionally. Snaith

(1999)articulation of the need to stay humble in aeeremphasizing my experiences as



universalis a strong reminder to stay honest abouttthivoidallowing my personal
perspective to be/become the overriding voice or perspective.
Design of the Study

My dissertation is entitledifrican Nova Scotian Dream Keepebecause dreams can
inspire people to work towards something that seems currently unattainable to them. While all
parents hope their children will be better off than theyenhe historical experiences of people
of African ancestry demonstrate that this hope is more out of reach for them than it is for those
with moreprivileged social identities and who are members of the dominant ¢rbigssen,
2009;DEECD, 2@3).

Therefore] aimedto identify and interview teachers who work to keep the dreams of
African Nova Scotian learners alivey recognizing their cultural contributions to the learning
process and identifying strategies to expand this impaerdacademic success and future
opportunities. | wanted to learn from teachers of diverse backgrounds and social identities,
inclusive of race, gender identity, sexual orientation, class, ability, or retigionghoutthe
province about the strategies, approaches, and ways they were able to meet and be responsive to
the needs, interests, and backgsiof their students. | also wanted a representation of teachers
with elementarymiddle, and high school backgrourfdsm multiple grade levelacrossurban,
suburbapnand rural settingd.hopedto access a diverse pool of participants that would provide
some core principles, themes, and approachesltifrally responsive

However, the most relevant element to my inclusion criteria associated with being
culturally relevant and responsive to the needs of African Nova Scotian students, was community
member referrals. This became the central most significant factor becausallgulelevant and

responsive pedagogy acknowledges the cultural exclusion of learners of African ancestry as a



central contributing factor to the student performance inequities and school climate concerns
experienced by Black students.

The framework organized through the inclusion of these understaradiggsd with the
historical and ongoingtmospheresf education experienced by racialized learn&rsulturally
relevant and responsive teachaggproach offers much in exploring and identifying the
promising practicés themes, characteristics and approaches of teachers identified that support
Black learners despite these histories and conditions to answer these questions.

Il nstrumentation and Data Coll ection

| used a qualitative research methodolsemce as a researcher, [ dmi nt er est ed i n
understanding how people interpret their experiences, how they construct their worlds, and what
meaning they attribute to t bBeniinranddixcole(d0® nc e s o
sharethat:

Qualitative researchers stress the socially constructed nature of reality, the intimate

relationship between the researcher and what is studied, and the situational constraints

that shape inquirg They seek answers to questions that stress how social experience is

created and given meaning. (p. 10)

Quialitative research methodology provides the opportunity to develop a research stnatture
approach that enables research participants to speak to their own understandings and
interpretations of their lived experiences. In additibiere is limited quantitative data regarding
student performance and school climate concerns experienced by African Nova Scotian learners
(Lee & Marshall, 2009).

The concerns regardirige negative disproportional representatiodfsican Nova

Scotian éarners in student performance and school climate incidences have historically been



expressed through education committee reports, community leadership and definitively in the
BLAC Report (1994) during the time of segregated schools to the early {99t However,

the sense of urgency in being responsive to these issues was easily deflected or dismissed as the
result of racism and subsequent deficit thinking regarding the capabilities and value of racialized
learners. And, while more recently collectedadealidates and affirms the African Nova Scotian
communitiedconcerns of negatévdisproportional representationAfirican Nova Scotian

learners in student performance and school climate areas, it does little to support the exploration
of whatteachers are currently doing successfully in support of being responsive to the needs of
African Nova Scotian learners. Creswell (2009) shgs, fithe idea behind qualitative research is

to purposefully select participants or sites (or documents or visual material) that will best help
the researcher understand the problem and the research qustiof8).

Qualitative research provides several characteristics that support the development of a
structure and strategy that is best situated to support exploring the answers to the question/s as
framed by the researcher themselves oddsgn that develop&or examplegualitative
research supporthe collection of data in the very or natural environment that the issues take
place or where the question is situated. In addition, it supports the inclusion of the interviewer or
researcher as a key instrument, through their presence in conductintgttiews firsthand as
opposed to relying exclusively on external data, collected, or interpreted by researchers in ways
that do not always account for the factors/influences or approaches that the researcher sees as
problematic obiased. Qualitativeesarch also allows for the ability to include multiple sources
of information in reviewing, analyzing and interpreting data, which is significant to testing,
contextualizing, or interrogating the findings. This approach also supports an inductive data

analyss, that builds categories or that develops themes which emerge out the exploration of the



data. This encourages and provides the researcher space to accept new understandings and
information, from the data beyond their own preconceived notions or biases going into the

project. Qualitative research focuses on the meaning of the participathist centres the
understanding or meaning taken from the participants as opposed to meanings and
understandings as exclusively interpreted by authors and researchers who are not reflective of the
communities they are researching. Finadjyalitative reseah is reflective of an interpretive

approach because it supports accounting for the differences in interpretations by the participants,
researcher, and readé@reswell, 2013)

These interpretations can offec@unternarrativeto more dominant systemic
interpretations that do not include or account for power imbalances between system
representatives, those with dominant social identities and those impacted by their decisions.
Thesecounternarratives may illuminate the potential biases attachedltinterest in
characterizing their policies, practices and procedures as being in the best interest of all students
even when they are not. First voiggportunities that centre the experiences of underrepresented
studentsdé6 communities and educators can | ead
regarding what is and is not currently working in our education system (Stefancic & Delgado,
2010).

This studytakes a critical ethnographiewpointinformed bya critical race, antiacist,
decolonizing and Africentric perspectivebecause it enables the researchers to advocate for the
emancipation of marginalized learners while also taking up issues of power, empowerment,
inequality, inequity, dominance, repression, hegemang victimization. The focus is on a

decolonizing and Africentric approach because the aforementioned ineguifi@sver



imbalancesoften are the result of the characteristics of colonization (Creswell, 2013; Smith,
1999).Chilisa (20DB) explains that:
Decolonization is thus a process of conducting research in such a way that the
worldviews of those who have suffered a long history of oppressiomarginalization
are given space to communicate from their frames of reference. It is the process that
i nvol ves firesearchi ng b a dgsyholbgy, educaton,t i on ho
history, anthropology, sociology, or sciedcthrough an ideology of Othering have
described and theorized about the colonized Other, and refuses to let the colonized Other
name and know from their frame of reference. (p. 14)
This general extension of tlghering as described through atlonial and decolonizing
approachegequires a bit more specificity as | relate to the unique experiences of racialized
groups within a colonial structure.
This experience warrants an ardcist approach that will support a betteiormed
response to the uniqueness of the saliency of race as a marginalizing factor. Dei (1996) describes
an Antiracist approach (1996) as:
Anti-racism is a critical discourse of race and racism in society and of the continuing
racializing of social groups for differential and unequal treatnamti-racism explicitly
names the issues of race and social difference as issues of power and equity rather than as
matters of cultural and ethnic variety. (p. 25)
This methodological approach provides an opportunity to identify the limitations of the current
responses to redress inequities because it is includedamahgsis process, which challenges

the effects of colonial, imperiadnd racist mechanisms.



Research methods vary within critical ethnography and can include interviews, focus
groups, and processes of immersion in the local context to generate insights that attempt to
explain the environment by privileging participant perspectives (Castagnag,2883).1 have
selected two methods to explain the social phenomenon relating to the challenges experienced by
African Nova Scotian learners: community focus groups in phase one of my research and in
depth onego-one semistructurednterviews with teachr participants in phase two.

Sample and Popul ati on

The foundational hypothesis of my research is that culturally responsive teaching, defined
as using the cultural knowledge, prior experiences, and performance styles of diverse students to
make learning more appropriate and effegtise@n approach that can respond to the
achievement gap and school climate concerns (Gay, 2Ré8@arch that explores and identifies
the ways that culturally responsive approaches are already practiced by teachers in Nava Scotia
will contribute to the knowledge and understanding of the evolving needs of members of the
African Nova Scotiancommunities (Le& Marshall, 2009) and identify promising practices to
address opportunity gapMy theoretical perspective required an engagement with and inclusion
of the African Nova Scotian community in the process.

In this study, | sought to privilege and prioritize the voices of members of the African
Nova Scotian communifyvho have firsthand experiencescounteringhallenges within the
education system. To accomplish this, | developed the study and data collection in two phases.
First, | conducted community consultations with families from the Black community to discuss
noti ons .olfexpldredthechaeasteristics that the community believes nake
effective teacher utilizing Ladsemillings6criteria as alefinition of culturally relevant and

responsive teaching asked these community members for suggested names of teachers who



they believe are supportive of African Nova Scotian children. This positioning of African Nova
Scotian voices at theentrehelped me to determine who | should interview.

i Fom the vantage point of the colonized, a position from which | write, and choose to
privilege, the term research is inextricably
(Smith, 1999, p.1). The African Nova Scotian community consultations shéahghe impact
of systemic racism. The second phase of this research study was to approach potential research
participants fothe study, based on suggestions from community members.

PhaGre Community Focus Groups

The first phasénvolved organizingommunity engagement in historical Black
communities acroddova Scotia, namely, WeymouthFalls, Southville, Danvers, Hasket
Jordan TownAcaciaville, Conway Gibson Woods, North Preston, East Preston, Beechville
New Glasgow, Upper Big Tracadie, Mulgrave, and Whitney Pier. | contacted African Nova
Scotian community leaders and organizational representagiveéshared an information letter
with them aboutny researclfAppendix E) The community leaders or representatiwes
agreed to help organize focus grougssisted with logistics whememberof those
communitiescould come together over a meal. In the community focus grbegplained my
research questioand briefly shared information about what ctdily relevant and responsive
pedagogy. The community focus group participants then reflected on the teslcbarthey
believed to be culturally relevant and responsainer from their owrand/or theeducational
experienceof their children, grandchildren, foster children, or nieces and nephews.

Organi zation of Community Focus Groups Recrui
| sent the information package outlining the community consultation to my educational

partners. These educational partners included the Council on African Canadian Education



(CACE), the Black Educators Association (BE#je African Canadian Services Division
(ACSD), the Delmore ABuddyo Daye Learning I ns
Scotian Affairs (ANSA), the African United Baptist Association (AUBA), African Nova Scotian
education committeesnd their respective educational employees, representatinetpartners.
The information package includat introductorycommunityfocusgroupemail (Appendix E)
that both introduced mand definedanddiscussed the inteon of the research project. | also
included acommunitypa r t i cinfarration @teerandconsent fornm{Appendix B) tooutline
expectations of community participants in suppgrtommunity outreach and engagement
efforts. After identifying a regional connection and a number of community members to
participate in the focus grogg travelled to each region to share my research proposal and
respond to any questions or needed clarifications in person. | sometimes approached and
requested a local representative to assist me in facilitating the discussion. This gave me the
opportuniy to request community participation in identifying potential candidates for my
researchThis approaclensured that there was community collaboration in the process of
identifying teacher participants. It also increased the likelihood that the teacher participants
would want to be involved in my study knowing they were endorsed by the community.

| scheduledheinterviews outside of the regular workdawy orderto maximize teacher
participation. | decided to do this because of my personal awareness of and experigrtise with
ways in which Eurocentric/colonial institutions obstruct opportunities for their employees to
speak freely without intimidation about their experiences. Instances of full disclosure from staff
can further expose or exacerbate the number of reviewmepods that have already
identified/evidenced the persistence of systemraitsm and inequities in the education system

through the DEECD and regional centres for education.



As a representative ofragional centre for educatiphhave been denied the opportunity
to speak candidly in meetings with representatives outside akeotne of educatiorgspecially
when there is a high&anking representative. | have witnessed requests from researchers to
involve teachers in their research not have their request appimaise of the risk of
identifying areas of negligence and inadequacies oR®Eor school. The fear is that this new
data/information may evidence inequities and embolden community advocates to
request/demand resources angportthat the system is disinterested in or unable to provide.
The researcher is often g bureaucratic redirections, for exampigiting on a lead from the
centre to facilitate and manage connections with the school or teacher, knowing that centre
employees were overwhelmed and would be reluctant to volunteer for this role or filling out
centreconstructeadconsent forms that had requests that had been addressed in ethics approval.
These centre requirements create unacceptable interruptions to the timeframes available to the
researcher which discourages or makes impossible the ability to conduct theotresban or
if they have not been rejected outright.

In this research, | experiencedmplicationsvhen attempting to organize a meeting of
African Nova Scotianparentsasking them tadentify potentialteacherparticipants. AmAfrican
Nova Scotian student support workassistedn this effort,by distributingthgpar t i ci pant s
research materiaidentifying a locationand arranging a caterer from our community to provide
the meal. To ensure that they were adhering to regional policgtutent support worker
forwarded my request to their supervisor, who suggested that because my research would result
in a dissertation, Would needapproval from theegional executive direct¢formerly known as
asuperintendent). | would have to fill out a forand theschool board/education centseuld

assess the risk associated with my research.



| refused to do this for several reasons. First, | think it demonstrates how systemic and
institutional racism operates to minimize any accountability to the African Nova Scotian
community out of simple fear that systemic deficiencies may be revealed sinoportfor
Black learnersSecond, it was disturbing and paternalistic thatéggonal director of education
assumed and utilized their authority attempt to deny me the opportunity to access fhieak
Nova Scotianstudent support workérs ¢ teomta taeccommunityn conducing my research.
| told theregionaldirector that their obstruction would be denying members of the African Nova
Scotian community in the region an opportunity to participatberstudypy identifying
successful teachers and potential strategies and programs that were workinigdorNova
Scotian éarners). | asserted that there would be potential harm to the Centre because my focus
was on speaking with successful teachers from their Centre.

| also explained that | had secured an IUghint to conduct this research, which meant
that senior members at the DEECD understood the value of my study. | expressed the irony that
thedeputy minister, t hebosseapproved fuhdingfar engrasearchte di r e
identify responses to the very systemic inequities perpattfaiough obstruction of my access
to the facilitation support of the African Nova Scot&indent support workemnd the families
connected to their caseload. In addition, | fietttthis decision by a Regional Exdtve Director
of European ancestry undermined the infrastructure built by the African Nova Scotian
community.

Theregional executive directpduring our conversatiomgreed that they did not have
the authority to restrict my access to the community and teachers but still insisted that because
the African Nova Scotianstudent support workevas their employee, they could still assert their

control of the situation. While | felt that | would have been justified in following through with



the original plan to meet with parents through the arrangements made by the African Nova
Scotianstudentsupportworkers, | decide@gainst doing that, sindealid not want to create any
problem for tke employee.

Communi t @r &Bgmutsi ci pant s

The participants in the focus groups were of African Ancestry and from the African Nova
Scotian community. They had firsthand experiences with the education system as students
themselves or as the parents, grandparents, aunts, watless nieces, and nephews of
students currently in the education system.

Participants' educational experieneasended over three to four generations and were
offered during these sessions. In all the African Nova Scotian community focus groups,
participants began their discussion with their negative experiences at school and negative
interactions with teacher§heretellingof these negative stories often carried an emotional
intensity. For the community focus group participants, school is believed to be a central
institution to respond to racism.

As a result of the systemic racism experienced by the Black community, there is a
significant emphasis placed on youth getting
ensure good job opportunities and social mobility. The community deeplystzudgs the
economic impact of a high school diploma that leads to access to secondary educational
opportunities. Systemic racism and resulting exploitation can become a lived, cyclical, and
intergenerational experience of vulnerability, and marginalization

The focus groups with the African Nova Scotian communities were powerful because the
reflection of their educational experiences exposed many vulnerabilities armt@lsteda

supportive context to share their experiené¢she beginning otach focus groyp explained



the purpose atheresearclandthestudyquestionsincludingan explanation of the criterfar
the teacher participants | was looking to interview. After my initial presentation, participants had
the opportunity to discuss the questions in groups or pattners.

Usingdigital recorders, dudicrecorded the focus grouand tried to ensure that
everyone ha@nopportunity to meaningfully contribute to the conversatinging the open
discussion] circulated around the room to hear the conversation and respond to any questions or
clarifications needed in real time. | recorded the focus group discussions to support the
development and econstructed understanding of what a successful teacher lbké&drbm the
perspective of the communjtytilizing LadsonBillings 6riteria as guideposts.

At the end of each session, we sought to identify key characteristics of the culturally
relevant and responsive teachers from each community participant meeting. While the focus
groups varied in terms of meeting locations and size, the most powerful cemtpas the
consistent characteristics of these teachers across all coneaudiiring their participation in
the focus groups, it became evident ti@se teachetsavehigh expectations of students,
engage ireffective and authentic communication wifudents/parentparticipatewith students
through extracurricular activities and community eventselagassion for and knowledge of
their subject areahawe an interest and ability to address issues of race/racism anderovid
emotional support and encouragement to their students.

| was encouraged by the level of engagement of the focus group participants in reflecting
on the questiongnd drawing on their lived experiences in determining and identifying which
teachers they felt best reflected these characteristics. The focus groups echo the testimonies and
information in the historical reports about systemic inequiéied thelong-standingand

continued challengdacedby African Nova Scotian learners. However, there was also a seEnse



hopefulnessvithin the focus groups when the participants articulated the imagined ideal teacher
that could address these concerns.

After | receivedreferralsfor potential respondentsom the focus grouparticipants
specifically teachers in the school systewrking full-time, parttime, oras asubstitutewho
have taught or are teachindriéan Nova Scotiastudents. | looked up the contact information
of potentialteacher participants in the phone book, or through community facilitators,
community participants or educational partners. | sentthemp ar t i ci pant 6s recru
(Appendix D) via email or posgutlining the purpose of my researtiprovided potential
participantswith an opportunity tespeak orthe phongin orderto clarify any questions or
concerns regarding participating in stedy.

Fromthepool of potentialparticipans, | selectedhosethatappeared toeflect across
sectionof regioral, grade leveland gender representation. | provided each poteespbndena
consent formand hose who chose to participasggned the form and becara@art of the
research group. Initiallyl wanted to interview approximatelyb teachers, based on trying to
identify three teachers representing elementary, middie high school from each of the five
regional entres ofducation with African Nova Scotian communities from across the pravince
while reflecting on social identities)cluding race, gender, class, rural, and urban geographical
representation. However, while the intention was to have teachers with as many diverse social
identities as possible, there were several challenges from a logistical perspective. For example,
the diversity of representation was limited to the number of participants identified by the
community focus groupsnd by those willing or available to participate in the interviews. |

ultimately securethe participation of 1@eacherespondents.



PhaBwdartikcnpanvi ews

Beginning phase twd,sentalongdée ac her partici pantds i nfor m;

form (Appendix A) gave each teacher participant the interview questions (Appendanc)
invited the teachers to an interview in a comfortable and confidential Sgse@terviews
consisted of an Hiepth oneo-one semistructured interviewing process to provide room for
participants to explore their thoughts, feelings and beliefs in response to the guiding questions in
an operended way, within the parameters of the overall cdrdethe research questions. This
interview process consists of a combination of moreles&lstructured interview questions, that
both specify data required from all participants while being flexible enough to move in the
direction the answers take you in exploring potential new insights. Wasr@o predetermined
wording or interview order in my serstructured interviews (Merriam, 2009). Thedapth or-
to-one semi structured interview is compatible with a critical ethnographic appleacuse it
privileges participant perspectivgeneratingnsights that attempt to explain and respond to the
guestions (Castagno, 2012).

After each of the teacher research participant intervieagsrecorded, the recordings
were transcribed by a universipproved transcriptionist, and the transcripts were stored on my
passworeprotected laptop, on One Drivie,accordance with the secure data protdctblen did
a thematic analysis of the transcripts to identify points of inteaast participant responses that
most directly aligned with or provided insights to answering the research question.
Thematic Analysis Process

Braun and Clarke (2006) descrilteematic analysis as

A method for identifying, anagng and reporting patterns (themes) within data. It

minimally organizes and describes your data set in (rich) detail. However, frequently it



goes further than this, and interprets various aspects of the research topic (Boyatzis,

1998). The range of different possible thematic analyses will further be highlighted in

relation to a number of decisions regarding it as a me{pod9)

As outlined earlier, the community focus group was an essential part of the referral process in
identifying teacher participants. The community focus groups were recorded in the interest of
validating and affirming the participation and contributions ef¢bmmunity to the teacher
selection process. Byengring their voice in outlining the ways that they felt that the teachers
they referred matched the criteria of being culturally relevant and responsive to the needs of
African Nova Scotian students, all teacher participants selected and available foewsavere
effective in demonstrating many of these competencies tootnenunity.

However, while the first voice element was crucial to the referral of teacher participants,
this phase alone would not capture the ways that these teachers negotiated being culturally
relevant and responsive tdr&gan Nova Scotian studentgthin the classroom or school. As a
result, | did not transcribe these discussions but utilized the discussions to inform and support the
exploration of my research question, coding and thematic analysis.

At the end of each of the community consultations, | wouldéskvhat ways have these
teachers demonstrated to you that they meet the criteria of supporting students academically,
developing cultural competence dadilitating a sociepolitical consciousne8s&ommunity
participants provided examples throughout the meeting in their groups, and | would move around
the room listening to and discussing their responses, as they described what the teachers were
doing that convinced them that they met the criteria.

At the end of each sessiorsummarized foparticipants whatthey described as

evidence that these teachers were culturally relevant and resp@amshaskdif there was



anything that | missed or left out. Community comments about the characteristics of culturally
relevant and responsive teachers inclydegting high expectations, engaging wtitle

community, passioand/orenthusiasm fothe subject matter, effective communication with
parentgguardians, a sincere interest in stud@le@rning emotional supporeand safetyFrom

this discussion, | began generating highlighted segments fromtémeiew transcripts teapture
elements oEmerginghemes.

Ultimately, this generated several characterisiiadhe participants, about whtitese
teachers do that demonstrate the ability to do their jobs effectivblie meeting the needs of
their studentsHowever, this process of coding did not provide me with the ahilityheir
current formto organize or groupf them in a way that adequately responded to my research
guestionsl referredtoBr aun and Cl arkeds (2006) phases

to further analgeand developmerthenes more relevant to the research question

Tab2 e
Phasdsemddhatysis

Phase Description of théProcess
Transcribing data (if necessary), reading ai
1. Familiarizing yourself witithe data re-reading the datdakingnote ofinitial
ideas.
Coding interesting features of the data in a
2. Generating initial codes systematic fashion across the entire data s

collating data relevant to each code.
Collating codes into potential themes,

3. Searching for thense gathering all data relevant to each potentia
theme.

of



Checking if themef$t in relation to the
coded extracts (Level 1) and the entire dati
set (Level 2), generating a thematic map of
the analysis.

Ongoing analysis to refine the specifics of
each theme, the overall story the analysis
tells, generating clear definitions and name
for each theme.

4. Reviewing themes

5. Defining and naming themes

The final opportunity for analysisevisiting
the literature/datanalysisconcerninghe
research questignandproducing a scholarly
report.

6. Producing the repart

Using these steps organizing the thematic analyslgeadthe transcriptsreviewed the
audio recordings to correct amconsistencies the transcription, androte summaries of each
interview to capture its essende thesecond round adinalysis | applied theresearch questions
to coded segments determine ifabroaderthemecould summarizéheresearchguestions. In
reflecting on the highlightegoints in the first roundl inquiredabouthow teacherare culturally
responsive tstudents of Africamlescentin response to thquestion, | coded what these
teachers had been doisgecifically, which was havinlgigh expectationsf their students
developng meaningful relationshipgndsupporingst udent s emot i onal and
Thefirst round of codinghoweverdid not answer the questi@s to their motivations for these
actions.

Deeper analysis dhe second questioaboutfundamental characteristics and approaches
to culturally responsive pedagaqgpecificallyin the context of the history and experiences of
people of African ancestry in Nova Scotiayealed an underlying complexity. Subsequently,
extended my interpretation of the questioptobe further, in an effort to identify characteristics
of these teachedoingthis culturally relevant and responsive wpdndto explorewhatit is that

makes them so extraordinary



Following this process, | reviewed the updati@hscriptsagaic odi ng t he par ti
responses to questions and identifying the themes and characteristics of teachers who are
culturally relevant and responsive to the need&fo€an Nova Scotiandarners. | identified four
themes: 1) efforts relating to the expression or understanding of empathy through experiences or
exposure to marginalization, 2) the significance of relationshipseB)eing and 4) a
commitment to teaching and learning

The development of these themes cemented the link between the why and what they were
doing. Because they had personal experiences with or exposure to marginalization, they
recognized the significance of authentic and meaningful relationships with staddtie
community. Theywere aware of a responsibility to be mindful of the vieling ofAfrican Nova
Scotian éarners given thafrican Nova Scotiand ar ner s experiences with
they remained committed to teaching and learning. | teerganizedny coding by highlighting
segments of participant responses that included experiences and exposure to marginalization,
evidence of authentic and meaningful relationships and thebeiely of their students, and their
ongoing commitment to teaching andreing when their efforts did not go as planned.

As a result of the discovery of this link between the why and what, responding to my
guestions became a bit more fluid in being able to say that these teachers who have been
identified as being culturally relevant and responsive to the needs of studentsada
experiences and exposure to marginalization (expressed empathy), they are committed to
meaningful and authentic relationships, they are focused on théeied of their students and
are committed to teaching and learning from a personal and simfakperspectivgndthey

critically reflect on ways to improve.



In reviewing my thematic analysis with my supervisor, | was challenged to explain
situations whereby teachers have experiences and exposure to marginalization but fail to make
the effort to acknowledge and commit to responding to the needs of margisalidedts like
these participants have. This ongoing analysis and critical reflection enabled me to reconsider
that the core characteristic of what was happening with these teachers was their ability to
empathize. These conversations and critical reflestsupported the ability to evolve these
themes to more stable framing and supportive literature to bolster/evidence these claims.
Participant Profil es

Zones identified by the Nova Scotian Health Authoaitg theCentral Zone (Halifax
area, Eastern Shore and West Hariastern Zone (Cape Breton, Guysborough and Antigonish
areas)Northern Zone (Colchestétast Hants, Cumberland and Pictou areasjl\WWestern Zone

(Annapolis Valley, South Shore and Southwest)



Figure 1: Nova Scotia Health Regions

Using pseudonyms to protect the identity of thgaficipans who agreed to be interviewed,
four individuals identified as having Africaancestry Erica, Nancy, Becky, and Nicgleand six
were of EuropeadescentMargaret, Daniel, Corey, Neil, Fran, and Megan.

Margaretis a white teacher, who teaches High School in the Central Region of Nova
Scotia. When she was a child, she attended elementary school in the Sackville area (Central
zone) before moving to New Brunswick during her Junior jigha r s . Eventually,
family returned to Nova Scotia where she attended and graduated High School.

Margaret was a competitive soccer player throughtigih School and planned to attend a local
University to study math and science, with a goal of pursuing a career in sports medicine. But
because her friends were taking commerce, Marg&agted in the commerce program but

quickly learned that this was not her calling.



















































































































































































































































































































































