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ABSTRACT

EXPLORING THE DEVELOPMENT AND PRACTICES OF CULTURALLY REPONSIVE
TEACHERS: OBSERVATIONS OF AND TEACHERS VOICES IN K-8 PUBLIC

EDUCATION

In response to increased diversity in the United Sta@ucational system teachers must
be equipped with the skills to teach diverse learnbtslticultural education has been proposed
as a framework in which to prepare the educatiorsibsy and teachers for diversity. A critical
component of multicultural education is culturally responsive teaching. “Culturally responsive
teaching is defined as using the cultural knowlegger experience, frames of reference, and
performance styles of ethnically diverse students toenb@krning encounters more relevant and
effective for them” (Gay, 2000, p. 29). The theoretical and concefiasé of the cultural
responsive teaching construct has been clearly &tezlin literature. However, the
developmental process of individual teachers in attgioultural responsive practices is an area
of needed investigation. This research looks tordmrte to knowledge of cultural responsive
development by examining teachiepgrspectives about development and practice ofralltu
responsive teaching.

| utilized a collective case study approach to ex@the phenomena of culturally
responsive teaching in an interpretive and constreictiethod across a group of nine teachers
The culturally responsive practices of nine elenmwtaiddle school teachers were examined in

classroom observations and participant interviews a Asllective group common codes,



categories, and themes emerged from data analysie aofrta teachers' culturally responsive
practices.

The collective case analysis revealed common culifuesponsive teaching
characteristics in teacher pedagogy, developmadtjreental approaches:indings indicate that
for teachers in this study, (1) culturally responseaching development is independent in nature
and accrued outside teaching education support nietw(®) there are specific pedagogic
practices associated with culturally responsive tiaggtand (3) mindsets and thinking patterns
of teachers are identifiablelhese findings provide implications for the continuederstanding
and development of culturally responsive practic8sere is a continued need for established
cultural responsive teacher training that inclutkesdevelopment of cultural awareness,
culturally responsive pedagogy, and mental strateyi address the needs of all students.
Explicit pedagogical practices are associated witkurally responsive practice anklosid be
developed in teacher preparation programming andoarggrofessional development. The
identified mindsets and thinking patterns of thedtucally responsive teachers provide

examples of characteristics to be cultivated in asp@and practicing teachers
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CHAPTER 1
INTRODUCTION

Ethnic, racial, cultural, economic and religiousatsity is increasing in the United States
(U.S.) (Banks, 2008). Current demographic trends of ntynpopulation growth indicate that
there will soon be no majority racial or ethnic goan the U.S. (Aud, Fox, & KewalRamani,
201Q Center for Public Education [CPE], 2012Trends indicate significant increases in U.S.
Latino populations and steady increases in Africamefican and Asian populations. The oVera
makeup of the U.S. population is becoming more divassthe percentage of the White
population decreases and Latino, African AmericasiaA, and other populations make up larger
percentages of the total population (Aud et al., 2010

Current economic trends in the U.S. indicate condisésrels of inequality among
population groups The official poverty rate has steadily increased dvermpast 40 years. In
2012, the poverty rate was 15 percent, a full 4 peéagenpoints higher than it was during the
early 1970s (Danziger & Wilmer, 2014). Children livimgooverty increased from 19% of
children living in poverty in 2005 to 23% (16,39700€hildren) in 2012 (Annie E. Casey
Foundation, 2014). Within the official poverty ratieere is a documented overrepresentation of
minority populatiors (see Table 1). The U.S. is experiencing increasguhdties in income
gaps among upper, middle, and lower classes (Le20E] The Stanford Center on Poverty and
Inequality, 2014). White household median incomessaynificantly higher than Latino and
African Americans (DeNavas-Walt & Proctor, 2014hhe combination of economic trends

indicates that inequities impact a significant portof the U.S. population.



Table 1

Economic Disparities Aligned to Racial/Ethnic Catdge

Race/ U.S. Overall  Living in Percentage of Median Household
Ethnicity Population poverty children living in  Income
(U.S. Census, (U.S. Census poverty (DeNavas-Walt &
2010) Bureau, 2014)  (Aud et al., 2010) Proctor, 2014)
(percent) (percent) (percent) (dollars)
White 72.4 10 10 58,270
Latino 16.3 24 27 40,963
African 12.3 27 34 34,598
American
Asian 4.8 10 11 67,065
Overall 95.8 71 82 44,617

Note.Combined U.S. demographic and economic statistics that indicate inequities hasegcefethnicity.

Trends of income inequality and rising poverty conelivith demographic trends create
a significant challenge for the U.S. Culturally th&lUs becoming more diverse and moving
away from its traditionally White majority populatioEconomic,jncome, and poverty
inequities exist along racial/ethnic categories lt@ally diverse groups make up a
disproportionate portion of those living in poverty. $a@emographic and economic
imbalances create significant challenges for the W §uiding American philosophy df
pluribus Unum“out of many onée’, is dependent on a nation that honors, celebrates, a
empowers all to participate equally in the democqatoress. A society that marginalizes
citizens based on income, wealth, and ethnicity fail to be a representative democracy.
Expectation, Opportunity, and Achievement Gaps

The current demgraphic and income trends present explicit challefiges).S. schools.

A consistent theme in schools is the cultural mismaetween studertsome culture and

2



school culture. Schools traditionally have implerteela monoculture approach that replicates
values and norms of the middle and upper class majopulation (Arronwitz, 2009; Delpit
2006). Students outside the majority populationcargronted with a cultural mismatch that is
defined as a lack of congruence between their homsamabl cultwes (Nieto, 1996). The
mismatch between home and school cultures creapdeiechallenges for non-majority
students.

Cultural mismatches manifieis two types of educational equity: (1) educational
opportunity and experience outcomes (school quaigess to high quality teaching, rigorous
curriculum), and %) student outcomes (performance on standardized tegitsstiool
graduation, college enrollment, and completion) (Reay@014). Current opportunity,
experience, and outcome measures are dispropodlgress for students who are economically
or ethnically different from White middle class popidas (Aud et al., 201CPE, 2014;
Reardon, 2014). Markers of inequity studied most ctesily are student outcome measures of
standardized test performance, high school graduatith college enroliment/completion
(Reardon). A consistent focus of outcome researchéasthe gaps in performance on
standardized tests. abeled as “the achievement gap”, this gapis the documented difference
betwen populations of students’ achievement due to economic and racial categorization (Nieto,
2004). Lower academic achievement has been docethembe aligned with racial and
economic variables (Aud, Fox, & KewalRamani; Reardd®)th race and economic categories
are correlated with higher levels of proficiency inderaic achievement measures (Aud, Fox, &
KewalRamaniAnnie E. Casey Foundation, 2014; Reardon, 2011).

Literature has expanded to describe the studeng¢aement discrepancy as three gaps;

expectations gap (Nieto, 2004ppotunity gap (Carter & Welner, 2013), and the income ga



(The Stanford Center on Poverty and Inequality, 20T4h)is broadening of terminology seeks to
move beyondthe achievemergap” as the sole descriptor of educational inequity. There has
been a push to identif§ie causes of “the achievement gap” rather than continuing to rely on its
limited descriptive outcome measurele expectations gap describes how teachers andlscho
systems have different expectations of student sadxzsed on perceptions of socioeconomic
status. The opportunity gap and income gap termattmpts to identify disparities in student
experiences/resourcést lead to “the achievement gap”. This is best described as a change in
analytic focus from outcomes to inputs (Carter & Well2€x13).

According to Nieto (2004) the expectations gap is “based on the both overt and covert
messages from teachers about students’ worth, intelligence, and capability” (pp. 46-47). Teacher
beliefs about student success can directly influshegent performance. Rosenthal and
Jacobsois (1968) research suggested the Pygmalion effect,emleaches’ expectations
influence student performance (Elashof & Snow, 19¥0hile Rosenthal andacobson’s
research has been criticized “oversimplified and inaccurate”, its premise of expectations
influencing performance has been supported in sodeee research (Cadinu, Maass, Frigerio
Impagliazzo & Latinotti, 2002; Elashof & Snow, 19)/0The expectations gap is one aspect
believed to contribute to the current achievemept @af the three gaps, the expectation gap is
the only one directly impacted by teactsiéeliefs and actions.

The researcbf opportunity and income gaps seeks to understandtabgifluences on
the achievementap. The opportunity gap is the discrepancy in oppatitesithat exist between
social and economic groups. The opportunity gapesiatdifferences in resources,
experiences, and supports basagocio economic lines. Students growing up in poverty

receive unequal access to opportunities compareddmlerand upper class students. The



unequal exposure to educational and life opportundieates differences in school preparedness
among students. Different levels of school preparesiaee one contributor to the existing gap

in achievement (Carter & Welner, 2013). The opporyugitp directs society to examine and
provide educational and life opportunities for studeéatslose the current discrepancies in
academic achievement.

The income gap directly connects student achieveterconomic status. The gap in
student achievement between students in tHep@dcentile and H0percentile of family income
distribution is larger than the achievement gap agnawcial/ethnic categories (Reardon, 2014).
There is a significant difference in student achieset based upon household income level.
Income level is a powerful predictor of student succasd,correlates directly with student
achievement levels (Reardon 2QRbthstein, 2013)Reardon (2011) found evidence of
increasing income gaps in households, with studsmts in 2001 having 40 to 50 percent larger
gaps than students born before 1976.

The new terms of expectation, opportunity, and incgages represent the limitations of
the“achievement gap” as a primary descriptor of educational inequitjhe Tachievement gap”
outcome measure has been a vehicle for larger soisistas to be imposed onto schools. In the
age of the‘achievement gdp schools are held accountable for studeaatthievemast or lack
thereof. The expectations gap does affirm educator resportgifoli understanding how
expectations can influence student achievemeng opiportunity and income gaps seek to
distribute causes of inequities from schools to broaderety. Both terms seek to describe the
difference in student success linked to societabfactuch as ethnic, racial, and economic

categorizations (Reardon, 2014).



The current disparity in student opportunities antt@mes based upon socioeconomic
and cultural variables is a serious challenge fatie U.S. public education system (Aud et al.,
2010). The current gaps in student opportunity artidomoe measures have macro and micro
level consequences. The lack of equity in educationtcomes challenges our fundamental
democratic ideals and presents continued civil sigggues (Nieto, 2004). The fundamental
principles of a democratic society depend upon acaeéd citizenry. Grant and Sleeter (2007)
contend that if education is to serve U.S. demgcitamust prepare all students equally for
democratic participation. If children continue to i@ofe at disproportionate rates the U.S. is at
risk of creating an unequal and economically polargeciety (Reardon, 2011). Schools and
communities must find ways to promote the succesdl gtudents to create an equally
representative democratic nation-state (Hawley, 2007).

Consequences of educational inequality are alignethtoic, racial, and economic
categories. There anunderrepresentation of minorities in skilled professiof education,
science, medicine, and engineering (CPE, 20TB)s shortfall influences the ability of the U.S.
to compete in an ever-increasing competitive globatket. The current gaps in opportunity and
outcomesare undermining the national need for a highly trained and educated citizenry. “In an
increasingly knowledge-based economy, young adedfsire specialized skills, especially those
providing opportunities amid the persistent forces obglization. In the U.S. and other
developed countries, the economy requires graduwatiestrong math, science, and literacy
skills” (Carter & Welner, 2013, p. 5 To compete globally for resources the U.S. must remain
an innovative forcegriven by an educated populace. The U.S. cannot affoucider develop
human capital that is associated with lack of studancessvithin our educational system. The

most substantial consequence of opportunity and meatisparities is that the gaps are evident



in quality of life indicators of wages and jobs, homenevghip and good housing, and quality of
health care (Grand & Sleeter, 2007).
Problem Statement

Exasperating the current disparities in opportundied outcomes of the educational
system is the demographic makeup of the K-12 U&hieg population. Teacher demographics
are not representative of the U.S. population, wil8of teachers being Whjté3% being
female, and the vast majority being middle classpofingual and of European ancestry (Gay,
2013 National Center for Educational Statistics [NCES], 201Phe current
monoculture/lingual teacher workforce does not aligin wiverse student populations present in
U.S. classrooms. There is a distinct mismatch betwéd® is teaching in classrooms and the
student composition of classrooms. Teachers enteultgrally diverse environments face
additional challenges of learning about their stusidetarning pedagogic skills needed to teach
students of the cultural “other”, and overcoming existing gaps in opportunity and achievement.

Teacher attrition is a significant a problem wighto 50% of new teachers leaving
classrooms within the first year (Ingersoll, 2003). ifittn rates are highest in urban schools and
those schools serving low income and minority stislélankford, Loeb, & Wyckoff, 2002).
Scheopner (2010) found schools serving low achievavg,income, and minority students have
the hardest time retaining teachers early in thegarar The challenges of teaching diverse
students coupled with existing high attrition rabéseachers indicate the need for explicit
preparation and continuous professional support (Educ@ommission of the States, 2005).

Current teacher candidates find themselves unfamiliduuaprepared for the populations
of their classrooms (Gross & Maloney, 2012; Ladson+Bjki, 2005). A prerequisite skill to

entering the classroom is that teachers be knowl&dge@hout the social and cultural contexts of



teaching and learning (Hawley, 2007). A significelmallenge exists for professional educators
to prepare teachers with the needed skill sets toegglcwith all students. The most significant
challenge facing the U.S. educational system is tooprepare and support teachers for the
diversity that exists within the classroom.

Multicultural Education

Economic, racial, and ethnic diversity present asstooms is best defined by the term
cultural and linguistic diversity. Cultural and lungtic diversity encapsulates the different
socio-economic categories and contextualizes how nal#fifgrences manifest within U.S.
schools. Cultural complexity within the U.S. ishéxted in societal relations, outcomes, and
structures. Nieto (1996) defines culturé‘aglues, traditions, social and political relationships,
and worldview created, shared, and transformed by ggrbpeople bound together by a
common history, geographic location, language, social class, religion, or other shared identity”

(p. 146). Historically, in the U.S. cultural differences haveated tension, conflict, and
inequities. The U.S. has a dominant White cultbet has amassed power and privilege at the
expense of other cultural groups (Howard, 2006). Wittirer cultural groups, a segment of the
White culture is separated by low income status. uCalligroups, outside of White dominant
culture, have been marginalized socially, politicadind economically. This marginalization
continues to be enacted in classrooms and schatdy {®elpit 2006).

In respoise multicultural education has been proposed as axpatsolution to
educational inequity (Banks, 2008; Bennett, 2007;,2890; Ladson-Billings, 2008; Nieto,
2004). Banks (2008) argues that multicultural edooais away to ensure students from diverse
racial, ethnic, and social-class groups will experéesuccessful educational outcomes. Multiple

models have been proposed to describe the processitafuttural education. The models of



Banks (2008), Bennett (2007), Ladson-Billings (1995) ldieto (2007) unite in basic
assumptions of multicultural education. Each multimal model contains similar principles of:
(1) awareness of difference in self and others, (2)taldirespond pedagogically to differences
and (3) the active amelioration of inequities ie #ducational/societal sygsh

One construct that emerges from multicultural moseleaches' pedagogical skillsot
respond to culturally and linguistically diverse staots. A term that defines the pedagogical
skill sets needed by teachers is culturally resp@n&aching, a set of pedagogical knowledge
and skills that help promote successful outcomesdoh student. Culturally responsive
teaching has developed into a sub theory of multicalteducation that targets how teachers
respond pedagogically to increasingly diverse clagssooCulturally responsive teaching is a
tool adopted by educators to accomplish the goatsudticultural education.
Cultur ally Responsive Teaching Conceptual Framewor k

Culturally responsive teaching is rooted in theorétigailosophical, and epistemological
assumptions. The creation of culturally responsaeting has its foundation within
Constructivism, Critical Theory, Social Cognitive Thecapd Racial Identity Theory. The
synthess of these theories is critical to the developmeik @ractice of culturally responsive
teaching. Each theory provides essential elemeatsatk prerequisites to the practice of
culturally responsive teachingrhe pedagogical implementation of culturally respoms
teachings dependent upon the presence of specific attritafteach theory.

Culturally responsive teachifiggfoundation begins with adopting a constructivist
ontological perspective. Constructivist ontology emuls that reality is locally constructed, a
shared experience, and relativist in nature (Howel,3. Culturally responsive teaching

acknowledges that individual thoughts and behawaoesthe result of the co-construction of



reality among individuals and society. Cultural®gponsive teaching requirasindividual’s
thoughts and perceptions of culturally and linguatycdiverse students be addressed prior to
being able to practice the skill.

The first theoretical pillar of culturally responsieathingis Racial bentity Theory,
which hypothesizes factors of race, racial attitudas, perceived racial attitudes of others
impact individual’s thoughts, relationships, and actions (Helms, 1990). Helms (1990) theorizes
there is a specific process whereby one becomesafaelf, others, and current socio-cultural
power dynamics in societyCulturally responsive teaching integrates the pergspetiat
individual progression throughracial development process affects how a teacher reacts
pedagogically to their students. To practice cullyrasponsive teaching, teachers must have
knowledge and awareness of their own racial idedstyelopment. The last step of Racial
Identity Theory is implementing pedagogy based upeir new understanding of racial
differences and similarities.

The second theoretical pillar of culturally respoedi®aching is Critical TheoryCritical
Theory proposes that societal oppression exists hgsmu social, cultural, political, economic,
gender, sexual, ethnic, and/or racial values (Linéotauba, 2013) The knowledge and
acceptance that groups have been oppressed anddthdéfbrentiated access to societal
resources is a prerequisite to culturally responsivehteg Culturally responsive teaching
requires teachers to acknowledge that oppression kdagabconsequences for students entering
into their classroomsAn individual having a critical perspective acknogdes inequities
understands impacts, and seeks to emancipate oth@rsmoression (Lincoln & Guba)A
precursor to culturally responsive teaching is the Kadge that some students and their families

have not had equitable access to monetary, acadendexperientialesources helpful to
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prepare and, subsequently, supported in K-12 educaGailturally responsive teaching requires
specific pedagogical actions to promote the suagksach student who marginalized and
oppressed by inequitable access to resources.

The third theoretical pillar of culturally responsieaching is Social Cognitive Theory
After ascertaining the need for culturally responsiaeténg based upon racial identity
development and gaining a critical perspective,iteexmust possess the ability to act on their
beliefs and knowledge. Social Cognitive Theory isychological theory that seeks to explain
the reproduction of human behavior through the conistodi¢agency” and “efficacy” (Bandura,
1977; 2006). For the individual, agency is the pssa# acting out behavior, and efficacy is the
belief in potential success of those actions. Sdugnitive Theory emphasizes the importance
of both constructs in application and reproduction ohno behavior. Agency and efficacy
allow for intentional pedagogical practice based ugair racial and critical understandings.

Racial Identity, Critical, and Social Cognitive Thexsricombine to create a theoretical
framework of the practice of culturally responsive teaghifihe theoretical framework gives
teachers the ability to understand the question oftivege is a need to implement culturally
responsive teaching. When utilized as a collegiogip these theories give teachers purpose,
understanding, and motivation for the practice of cullurasponsive teachingAfter the
exposure to each theory, a teacher can move to doffisgpedagogies required, the how and
what of culturally responsive teaching.

The practices of culturally responsive teachingirmpmemented using a range of
pedagogical approaches and thought processes. L-&ilbogs (1995) describes Culturally
Relevant Pedagogy as just good teaching. GroubSdmd (2010) similarly state that broad

repertoires of skills are required to be successful stitdents from diverse backgrounds.
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Culturally responsive teaching has been linked twothteaching practice” rather than a specific
set of isolated techniques. The process of culturafiponsive teaching is both a personal and
professional endeavor that includes a broad range It akquired over time (Gay, 2013).
Pur pose of Study

There has been a push in recent culturally resperisaching literature to define specific
pedagogical frameworks and practices. In additissptxific pedagogy, there is a need to
explore teachetdhought processes, perspectives, and mental straiadiee delivery of
culturally responsive teaching. A final componehheeded analysis the process and
experiences that lead to the individual developnagewt practice of culturally responsive
teaching. The process by which individual teachexsdaveloping and practicing culturally
responsive teaching in natural classroom settingmnseded area of clarification and research
(Banks, 2004; Milner, 2011). By examining the livegberiences of practicing teachers, | hope
to build current understanding of the practice ancetiggment of cultural responsive teaching.

In this research, | sedd identify specific pedagogical/mental elements of caliyr
responsive teaching and develop understanding of éaghers are developing their abilities to
respond pedagogicaltp culturally and linguistically diverse students. Myrpose in this
research is to examine)(the thought processes, perspectives, and mentalgéata culturally
responsive teachers, (2) identify the specific pedagdgractices and strategies of culturally
responsive teachers, ar®) explore culturally responsive teachgpgrceptions of their
personal/professional experiences to understand thegzes that lead to the development of
culturally responsive teaching.

| seek to contribute to an improved understandingexttehded sophistication of

culturally responsive teaching (Lincoln & Guba, 31 There is a growing need to standaedi
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culturally responsive teaching in pre-teaching prafessional development programming
(Keengwe, 2010; McAllister & Irvine, 2000Findings compared to existing culturally
responsive teaching developmental models could infbain efficacy and feasibility in
application. The process of this research will addenstanding and clarity to how and what
professional educators develop to practice culturakponsive teachingrhe intended
application is to inform the development of a teasherkforce that is prepared, responsive, and
proactive in meeting the educational needs of atl estits
Resear ch Questions
1. What are the thought processes, perspectives, aninsgategies of teachers who
implement culturally responsive teaching?
2. What are the specific pedagogical practices antesfies of culturally responsive
teachers?
3. What are the processes and experiences of practidugators that lead to the perceived
development of culturally responsive teaching?
Delimitations
This research was conducted from June 2014 to M&§.2The study utilized a sample
from a school district in Northern Colorado. Within thistrict, teachers were selected based on
nomination from principals or their participation inltcwally responsive teaching professional
development. The sample selected for this studyist@asof nine elementary and middle school
educators (K8). | examined teacher practices by conducting observasindsxplored teacher
perceptions in individual interviews.
These data collection methods gathered evidencewftbachers develop and practice

culturally responsive teaching. These data catlaanethods present two delimitations to
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acknowledge in the interpretation of this researthe first delimitation of this research was the
data collected via observation. During the obs@mat| did not interact with teachers/students
and | collected data by scripting teacher/studerbgdige. As a qualitative researcher, | am a
participant observer. While | attempted to suspegawn thoughts and judgments to gather
and explore data inductively, it is impossible tpaate myself completely from the data
collection and analysis process. My own personal paentially influenced the collection and
analysis of data. My frame of reference, previous B&pees, and observational training
influenced what | observed and analyzed in data.ulterstanding of culturally responsive
teaching and my professional practice inclinationgrdmumed to the data collection and analysis
of this case study.

A second delimitation of the proposed study is targdaghes’ perspectives on development
in individual interviews. Analysis and findings drasedn individual’s perceptions, thoughts,
and feelings. Perceptions are dependent on individemnory and descriptions of culturally
responsive teaching process and practice. Theseppierceare rooted in individual
constructions of reality and may vary from others pdioep. The reliance in perception as a
data collection point limits the proposed stishpplication to understanding of culturally
responsive teaching outside of the individual.

Terms

Achievement Gap - Documented differences of studerdshievement based upon
socioeconomic variables in K-12 standardized acmevd tests.

Critical Theory— Recognition that social injustice and inequitigsedue to existing power

differentials between dominant and oppressed popukati
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Culture - An identified/unidentified attribute of sgoups of people that may include shared
values, beliefs, customs, norms, actions, and betsavio
Cultural Competence - Competency skills and knowlgdgeallow an individual to respond
successfullyto cultural differences in personal/professional settings
Cultural Mismatch - Differences experience based upon an individual’s membership in a
minority cultural group in majority cultural environmis.
Culturally and Linguistically Diverse - Describes digity that exists within classrooms that
includes cultural, racial, ethnic, economic, amgyuiistic difference.
Culturally Responsive TeachingpA-teacher practice that incorporates teacher criticédfisel
racial identity knowledge, and efficacy in addresstglent diversity in the classroom. Includes
pedagogical knowledge, thought processes, technigqmesskills that help promote successful
outcomes for each student.
Opportunity Gap - Differencdn type and quality of educational opportunities asstedi with
socioeconomic, demographic, atiefacto segregation patterns
Racial Identity Theory - Individuals develop specifxcial identity by progressing through
sequential stepsf learning, accepting, acknowledging, and ameliogatippression that occurs
among racial groups.
Social Cognitive Theory - Attributes learning and babiato specific social and individual
cognitive processes. Learning and behavior are depéod the interplay among social and
individual experiences and thoughts.
Resear cher Per spective

| am a White male educator who identifies as midtiss in upbringing and status. |

am beginning my 4th year as an administrator atemehtary school in Northern Colorado.
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Prior to administration, | spent seven years as a speaigcation teacher in primary and
secondary settings. My educational work is driveralpassion for equity for diverse
populations. As a professional educator, | have w#ad unequal outcomes for students. In my
practice, | consistently strive to bridge the gagt thivides some students from finding success in
our educational system. | attempt to bridge thefgaptudents by consistently focusing my
administrative resources on key strategies: (1) ensatudent access to instruction, (2)
facilitating student engagement, (3) assessment diitegaand learning, and (4) building
reciprocal connections between the home and schidmd.development and implementation of
culturally responsive teaching has been a commeméhin my personal teaching and
administrative practice.

This research is an extension of my professional peaptassion guided by personal
drive to promote equitable outcomes for students. My development as a multicultural
educator is ongoing and this study was recursivaiare. | designed this research to build
foundational knowledge of cultural responsive teacland inform/modify my understandings of
the construct.
Assumptions

This research was framed by underlying assumptibtieeasocietal and teacher levels.
The first societal assumption is that diversity wdhtinue to increase and there is a need for
teachers to have pedagogical skills that are respois all students. The second societal
assumption is that educational outcomes and oppbesiare unequal for culturally and
linguistically diverse.The third societal assumption presumes that multicallieducations a
means of attaining social justice in our society eSihthree broad societal assumptions guide the

overall purpose in conducting this research.
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Teacher level assumptions arose in the sampletisglex this study. The first
assumptiorwas that the teachers selected represent teachers \gagesim culturally responsive
teachingn one district This assumptiois integral to data collection, interpretation, analysis
and findings. A second assumption is that teacrergontinually learning, changing, and
refining their educational pedagogy. The assumpsidhat this processf changes occurs
outside structured education and professional developoieeachers The third assumption is
that pre-service teachers need explicit and contipueplaration and development to teach
culturally and linguistically diverse student$he knowledge to teach effectively, culturally and
linguistically diverse students must be explicityagght and developed through extensive

experience.

17



CHAPTER 2
LITERATURE REVIEW

U.S. classrooms are becoming increasingly cultugiylinguistically diverse (Aud et
al., 2010; The Stanford Center on Poverty and Inequ&@14). Although classrooms continue
to increase in social complexity, the teacher worlda@ntinues to be composed predominately
of White, female, and middle class teachers. Tresemismatch between who is in front of our
classrooms and who populates our classrooms. Thmatoh presents pedagogical challenges
for teachers and has significant consequences for $tuienur educational system. Indicators
of these challenges show in high levels of teachgtiat and lower levels of efficacious
practice (Ingersoll, 2003; Lankford et al., 2002; Scheop?010; Siwatu, 2011). The challenges
associated with mismatebfor culturally and linguistically diverse students &yend in current
disparities in academic achievement, academic efficacy, graduadites, college acceptance,
and college completion.

In response to these trends and consequences, teaebdrsxplicit training in culturally
responsive teaching (Ga300Q Ladson-Billings, 1995). Culturally responsive telachis a
teaching approach that seeks to prepare teachersgugckly to meet the needs of all students
Culturally responsive teaching has a rich literabase and multiple models develoged
prepare and train both pre-service and practicinghexadBennett, 2007; Gay, 2000; Nieto,
2004). Despite a breadth of culturally responsivehtery literature, empirical research on
models and training is lacking. Of the limited r@®h on culturally responsive teaching, the
affirmation of models is a primary focus. An area of gardgd research is the understanding of
how teachers are developing culturally responsivehiag skills during and after pre-service

and professional development experience. There éxplicit need to affirm and refine cultural
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responsive teaching theory based upon the study 6titheel experience of teachers” (Banks,
2008 Ladson-Billings, 199h

This literature review analyzed culturally respong®&ching in a developmental
continuum from pre-service preparation to continuedgasibnal development for teachers.
Origins of culturally responsive teaching were exploséthin a foundational framework of
multicultural education. Culturally responsive teiag was explored in creating and comparing
similar terminology that describes iCulturally responsive teachifgtheoretical framework,
critical assumptions, and models of development \masdyzed to build understanding. A new
conceptual framework synthesizes the theoreticaldations and empirical research of
culturally responsive teaching. To conclude, curegnpirical research of culturally responsive
teaching clarifies how the term manifests itselfnia practice of educators.
Cultur ally Responsive Teaching History

Culturally responsive teaching has historically emdrfyem the field of multicultural
education, which seeks to increase equitable aecebspportunity for all students.
Multicultural education operates on an assumpti@h $egments of society have been
marginalized. Bennett (2006) identifies historicahtls where European, Jewish, African,
Indian, Latino Asian, Muslim, and Arab Americans audbgroups of each have all experienced
marginalization by dominant White populations. Hoavg?2006) describes this marginalization
as a 500 year-old history of racism and cultural geleothat has been institutionalized in
practices that “systematically favor certain racial, economic, and language groups” (p. 29). This
history has created a society with a dominant Whitkdie/upper class population. Howard

contends that Americans, outside of this norm, hasnbmarginalized within society.
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In recent history, the civil rights movement confroniteel marginalization of African
American, Latinopoor, and disabled Americans. The civil rights movetradithe 1950s and
1960s sought to break down systems of power andggesthat oppressed these groups. The
primary educational goal of the civil rights movemersats attained with the $reme Court’s
ruling in Brown v Board of Education of Topekhat de jure racial segregation was
unconstitutional (Reardon, 2014). Based on the rusiolgools in the 1950s, 60s and 70s
desegregated and began the attempt to create usifleabl systemsThe civil rights movement
spawned other educational equity initiatives ofilgilial education, special education, and
mainstreaming (Sleeter & Grant, 1987hese combined equity movements strived for the
opportunity to promote access for marginalized grouggitdity public education.

Resulting from the civil rights educational initia#s was an attempt to integrate the U.S.
school systemDespite civil rights efforts, the integration of schefdr culturally and
linguistically diverse studentsss not translated into equitable results. De faegregation
continues, as communities continue to be segregated by hopsitigrns, which are heavily
segregated by race as well as income, with higheitgsahooling associated with White
neighborhoods (Orfield, 2013). Higher quality schoaimeelated to differences in outcome
measures (achievement, dropout, college acceptandechnol financial resources. School
finances are tied directly to the local property tagdy with higher income/prepty value areas
receiving more taxes for school suppao#iffirmed by the Supreme Court its ruling in San
Antonio Independent School District v. Rodrigushool finance was deemed a function of local
property values. This ruling has institutionalizeeégual finance systems that link amount of

school finance to overall wealth in a communitye facto racial and economic housing
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segregation still represents a tremendous barriretsuccess of culturally and linguistically
diverse students.

Following theintended integration of schodly Brown v Board of Education of Topeka
continued segregation, marginalization, and inggwitnain (Banks, 2008). The inequitable
results of integration of schools are replicated ingmesducational outcome measures. African
American, Latino, American Indian, and poor childoemtinue to achieve below grade level,
drop out in greater numbers, and go to college in nlmwekr proportions than their middle class
and European American peers (Nieto, 2004).

The historical and continued marginalization of awdtly and linguistically diverse
students has led to the creation of the multicultedaication movement. According to Bennett
(2007),“Multicultural education in the United States is an approach to teaching and learning that
is based on democratic values and beliefs and afittigral pluralism within culturally diverse
societies in an interdependent world (p. A)primary goal of multicultural education is moving
from the monoculture school system to a truly pluralisthool system Multicultural education
argues for a cultural pluralism, characterized by auadudppreciation, respect, and value for
diversity (Bennett). Pluralistic schools are respamsivdiverse student needs and are capable of
preparing students for a broad range of post-secondagyrimities.

U.S. schools have traditionally aligned with the ony, White middle class norm. The
majority U.S. culture exercises direct power overicutum, structure, and goals of the
educational system. Children from middle-class horaed to do betteasthe culture of the
school is familiar and based upon the culture ofuiy@er and middle classes (Delpit, 2006).
U.S. schools function as credentialing systems, lvprepare students for middle and upper

class career or college tracks (Aronowitz, 2009).tuZally and linguistically diverse students
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have been assimilated into U.S. schools, beingtpditoward White middle and upper class
outcomes. Class mobility has been a fundamentahg#tton of U.S. schools. Realities in
educational outcomes revedtmythology of mobility”, that culturally and linguistically diverse
students are not attaining outcomes designed bydh@ol system (Arronwitz).

Multicultural education seeks to prepare students skills, knowledge, and attitudes for
a diverse nation and world rather than a singular 8Mniddle class outcome (Banks, 2008).
Multicultural education is a proposed method todessg current inequities for culturally and
linguistically diverse students in schooling. Ba(2808), Bennett (2007), Ladson-Billiag
(1995) and Nieto (2004) each provide a theoretical moiigle essential components of
multicultural education. Each of these models dostaimilar themes that are applicable to the
practice of schools, teachers, and students. In asalf/the models, four themes emerge
pedagogy, curricular modification, multicultural kniealge, and social justicelTable 2 displays

eachauthor’s specific theoretical framework of multicultural education.
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Table 2

Multicultural Theoretical Models

Multicultural Theoretical Models

Model Ladson-Billings Nieto Bennett Banks
Themes (1995) (2004) (2007) (2008)
Pedagogy Culturally relevant Critical pedagogy Equity pedagogy Equity pedagogy
pedagogy
Curricular Sociopolitical Curriculum reform Content integration/
modification consciousness Knowledge
construction
Multicultural  Cultural responsivenes Multicultural
Knowledge competence
Academic achievemen Antiracist/Anti- Toward social justice Prejudice
Social Justice discriminatory/ reductioriempowering
Education for social school culture and
justice social structure
Other Pervasive/Important fol
all students

A consistent theme included within each multicidldrameworkis pedagogy.
Pedagogy is characterized by teashpractices that promote equity for culturally and
linguistically diverse studentsAcross the models, teacher pedagogy, in resporzsttoally
and linguistically diverse student needs, may bel&bequity pedagogy, culturally relevant
pedagagy, and critical pedagogy. Broadening the scope ofiouldural literature beyond these
four authors, other terminologies encapsulating classneedagogy include cultutl
appropriate pedagogy (West-Olatunji, Behar-HorensRemt, & Cohen-Phillips, 2008),
culturally sustaining pedagogy (Paris & Alim, 201@)lturally responsive teaching (Gay, 2013)
and cultural competence (Colombo, 2007).

The multiple terms describing the constratpedagogy for culturally and linguistically

diverse students poses a challenge for educatorsmiitiple terms and definitions for a single
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construct creates confusion in practice. A consigeem will strengthen the ability to describe
teacher pedagogy for culturally and linguisticallyetse students. Finding a single term for this
construct will clarify meaning, understanding and agpion of pedagogy for culturally and
linguistically diverse students

Cultural competence, culturally relevant pedagand culturally responsive teaching
emerge as the most cited and consistent terms thiaédleis construct. The definitions of each
term are similar in scope, identifying the same unydgglprinciples. Bennett (2007) defined
cultural competencasteacherscomfort with and ability to interact with all students, families
and other teachers who are racially and culturallyedsfit from them. Ladson-Billirig (1995)
culturally relevant pedagogy is defined as studerperiencing academic success, development
of cultural competence, and development of studemitical consciousness. Gay (2000) defines
culturally responsive teaching &sising the cultural knowledge, prior experience, fraofes
reference, and performance styles of ethnically diverskeats to make learning encounters
more relevant aheffective for them” (p. 29).

Of the three terms, culturally responsive teachirthesmost comprehensive in defining
the construct of culturally and linguistically divegsedagogy. Paris and Alim (2014) critiqued
culturally relevant pedagogy, based on use ofe¢hmatrelevant. They contend that relevance
is not explicit in mandating pedagogy. Ongedagogy can be relevant without directly
implementing the skill. Cultural competencevord competence similarly falls short of the
intended meaning of the term. Competence is limised descriptive term because of its
reference to a level of masterZulturally and linguistically diverse pedagogy isamngoing
iterative process that is not limited to a pre-deteediskill level. In comparison to culturally

relevant pedagogy and cultural competemcédturally responsive teaching defines dynamic and
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synergistic relationships among cultures (Ladsonrgjd, 1995). Culturally responsive
teachng’s ‘responsivemandates that teachers actively respond to stsideetds on an
everyday basisDue to its strength, culturally responsive teachirgghe primary term used for
this study Culturally responsive teaching embodies a pluiialisame,is wide in scope, and
captures an asset-based frame of reference for cuftaradl linguistically diverse teaching
practices
Cultur ally Responsive Teaching’s Theoretical Base

Culturally responsive teaching links to other sos@énce theories. The term culturally
responsive teaching is rooted within the construdtpasadigm and ontological foundation.
Constructivist ontology contends that knowledge divildualized and based upon individual
perspectives and constructions of culture, diversitydifierence (Hatch, 2002). Individuals
actively construct their own interpretations of selfl anlture. Culturally responsive teaching
pedagogy requires that teachers recognize thatitepishsocially and culturally bound and
inherently value laden (Howell, 2013). Culturallypessive teaching looks to move toward a
“shared” understanding of how cultural difference impacts teaching practice. Moving from
constructivist ontology, culturally responsive teiaghincorporates the theories of Critical
Theory, Racial Identity Theory, and Social Cognitive TiyeoThe constructivist paradigm and
adopted theories have formed a conceptual foundatidmofw culturally responsive teaching is
developed and practiced by teachers.
Individual Perspective and Critical Theory

The first element of culturally responsive teachsgn individual’s perspective of the
world and society. Culturally responsive teachinginegs an individual to adopt Critical Theory

as a basic assumption. Critical Theory posits thala§economic inequities exist and these
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inequities have a real life impact on individualour society (Hatch, 2002). The inequities in
society represented in power and privilege structtaesr the White male social group and
marginalize others (Howard, 2006; Johnson, 2006). Jitosp has exercised power and
privilege at the expense of other groups who occupiabp subservient positions. The
indicators of this phenomenon are evident in existiwgme gaps, wealth gaps, and educationa
outcome gaps between White populations and othaicétacial groups in society (Aud et al.,
2010; DeNavas-Walt & Proctor, 2014; The Stanford CemdPaverty and Inequality, 2014).
The symptomology of existing power and privilege greare the direct oppression of other
social/economic groups within the U.S.

Critical Theory openly criticizes the status quo @anogimotes an inclination to bring about
emancipation and change for marginalized groups (Hp2@13). A key component of Critical
Theory is for individuals to acknowledge that syst@hgower and privilege exist (Howard,
2006; Johnson 2006). After recognition of inequitgiwiduals must understand their roles as
perpetuators or participantssystems of privilege and power. The final step ofi€i Theory
is enacting emancipatory change against systemswedpend privilege To create change
individuals must consciously seek to challenge untégp in our society. Within culturally
responsive teaching, these behaviors are purposethieidaducator pedagogical actions that
promote student success and empowerment (Gay, 2008ph-aBillings, 199h
Cultur al Development and Racial Identity Theory

Acknowledging that inequities exist, culturallsp@nsive teaching literature has
explored how individuals develop within systems oWer and privilege. Culturally responsive

teaching acknowledges that thoughts and perceptibas individual form along cultural lines.
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Racial Identity Theory has been used to model howiddals understand and interact with
“other” cultural groups.

According toHelms (1990) “the term racial identity actually refers to a sense of group or
collective identity based on one’s perception that he or she shares a common racial heritage with
a particular racial group(p. 3). This attribution to a racial group has explitipact on
individual perceptions, beliefs, and behaviors. @alty responsive teaching requires teachers
to understand what cultural group they belong to amdkrstand how their beliefs, valuesg
actions will impact their pedagogy.

Racial Identity Theory statebat building awareness of the cultural “other” occurs in
particular stages. Process models detail how indagdprogress in awareness of
racial/ethnic/economic differences in society (Ben&gttammer, 1998; Helms, 1990; Howard,
2006). Helms theorizes that White and African Aroanis have stages of identity development
in reference to other racial/ethnic groups. The igestages of racial development influence
individual perceptions, specific behaviors, and sveadividuals interact with cultures different
from their own. An outcome of Racial Identity Theoryds individuals to understand where
they are on a developmental continuum. The undetistgrof where individuals are can help
them progress into healthy and asset based levedgial consciousness (Helms, 1990).

Helms’s (1990) model describes White and Black racial identity development. White
racial model progresses through two phases: abandometism and defining a non-racist
White identity. The model follows stages of contadsintegration, reintegration, pseudo-
independence, immersion/emersion and autonomy. Helbael is limiting based upon its
presentation of only Black and White racial developtmeBoth, Howard (2006) and Bennett and

Hammer (1998) offer synthesis models that include hibindividuals’ progress through racial

27



identity. Bennett and Hammer describe the stagesad! identity development as denial,
defense, minimization, acceptance, adaptation, raiedriation.

Howard (2006) offers a synthesis model that includesaaial groups while including
Helms (1990) basic model of racial identity devetgmt. Howard (2006) outlineseh
transformative process that teachers must go througé@vieloping a new racial identity:

(1) to know who we are racially and culturally; (2) tade about and value cultures
different from our own; (3) to view social reality throutyie lens of multiple
perspectives; (4) to understand the history and dyesaofidominance; (5) to nurture
in ourselves and our students a passion for justiceéhanskills for social action (p.
85)

These models demonstrdtew racial development is a complex and sequential ggce
Each model articulates the progression toward agriated perspective that promotes the
breakdown of negative racial relationshiggacial development is individualized and requires
structured education, experiences, reflection, ascbdrse to progress through the steps to a
new identity Racial Identity Theory has shown a positive correlatmbhroad multicultural
competencies in teachers (McAllister & Irvine, 2000).many culturally responsive teaching
frameworks the first step is targeting Howard/Helmsaladientity development process (Groulx
& Silva, 2010; Han, West-Olatunji, & Thomas, 2011,;2013; McAllister & Irvine; Villegas &
Lucas, 2002). Culturally responsive teaching requ&ashers be aware of racial/cultural
differences, understand the impact of these differerarabsactively implement pedagogy that
amelioraesinequities in the classroom.

Cultur ally Responsive Teaching Practice and Social Cognitive Theory
After teachers adopt a critical perspective, engagieeimacial development process, the

final theoretical component of culturally responsieadhing is that teachers must possess

abilities to act on their beliefs. Culturally respom teaching requires that teachers put their
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critical beliefs and racial knowledge into pedagobazion. The theoretical basis of this action
is rooted within Social Cognitive Theanbocial Cognitive Theory is a psychological theory that
seeks to explain causes of human behavior. Socgii@ee Theory promotes a causal model of
behavior; where behavior, cognitive, personal factang, environmental events interact as
collective determinants of behavior (Bandura, 1988).

Culturally responsive teaching is dependgmbna teacher’s active initiation and
deliveryof culturally and linguistically diverse pedagogy. Bb€ognitive Theory operationally
definesinitiation to take action as an individual’s “agency”. According to Bandura (2006),
agency is the intentional actions one producesspamese to a given problem and has four core
properties; intentionality, forethought, se#activeness, and self-reflection. téacher must
possess and practice each component of agency tenrapt culturally responsive teaching
effectively. To implement culturally responsive teaching exglidior student’ needs, a teacher
must demonstrate agency in planning, delivering, raflecting on instruction. Critical theory
and racial development provide the motivation for gally responsive teaching; agency is the
manifestation of thoughts into pedagogical action.

A critical component of agegds Bandura’s (1977) concept of self-efficacy. Self-
efficacy is the personal belief in the success ofrgivehaviors that foster behavior initiation,
expended effort, and duration of behaviors in respongbdtacles and aversive experience
(Bandura, 1977). To have and maintain agency withitually responsive teaching a teacher
must believe in the success and value of their pegiagl initiatives. To apply a critical
perspective in cultural responsive practice teache&s possess individual agency and efficacy

with their pedagogical beliefs and actions.
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Culturally responsive teaching practice arises outaieé Cognitive Theoris constructs
of agency and efficacy. Agency and efficacy are éisedevelopmental steps in enacting
culturally responsive teaching. Critical perspexsiand racial identity development are
precursors to pedagogical actions of culturally resperteaching (Gay, 2013). They are
important to understanding culturally responsive i@¢agxbecause they govern the level of
implementation of culturally responsive teaching.adreers have to be active agents in
emancipation for students who experience marginabzat schools and society.

Cultur ally Responsive Teaching Training M odels

Culturally responsive teaching models are based @ydital Theory, Racial Identity
Theory, and Social Cognitive Theorfgach model reflects how each of these theories m#mifes
in the development of culturally responsive teachiRgcial Identity Theory and Critical Theory
represent individuals' building of cultural self-awaees and cultural awarenegsritical Theory
and Social Cognitive Theory encompass

in agencyl/efficacy beliefs and pedagogical practices.

Multiple models exist that guide pre-service and meiftnal development training for
teachers.Entire books describe the in depth process of deirgjoqulturally responsive teaching
(Bennett, 2007; Gay, 2000; Howard, 2006). Synthedimsdeworks have condensed text
versions and several are in Table 3. In cumulatnadyais of the models, themes arise across
each. Table 3 illustrasdour commonalities across models: (1) knowing culteedfl and other,
(2) developing a critical perspecti @) having agency/efficacy in implementing changel &
having a pedagogical skill set to implement thésanges.Based on continued discrepancies to
attain equitable outcomes for culturally and lingiealy diverse students, there has been a

consistent call to implement these frames in preiseteaching and professional training
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programing (Brown, 2007; Li, 2013; Villegas & Luca®02). There is a current push to affirm

and analyze these models empirically to strengtivinrally responsive teaching training.

Table 3

Four Culturally Responsive Models

Model Authors

Modd lllinois State Villegas and Brown Li
Themes Board of Lucas (2007) (2013)
Education (2002)
(1995)
Cultural Building knowledge of Curriculum for teachers Develop a culturally Cultural reconciliation:
Awareness and cultural theory and that builds a diverse knowledge bas¢ knowing self and others
Knowledge multicultural education sociocultural conscious
Critical Develop attitudes Affirms view of Design culturally Cultural translation:
Perspective toward cultural students with diverse  relevant curricula developing skills and
differences and multi  backgrounds competences to bridge
cultural teaching differences in
instruction
Agency/Efficacy Developing See themselves as Demonstrate cultural Cultural transformation:
interpersonal and responsible for and caring and build a becoming change agen
professional skills. capable of bringig learning community and skilled cultural
equitable change to workers
schools
Pedagogical Understand how Build effective cross-
Skill Set learners construct and cultural

promote knowledge,
know students, and
design instruction that
builds on what they
know

communications

Deliver culturally
responsive instruction

Culturally Responsive Teaching Research “Theory to Practice”

There has been a consistent research focus to affitorally responsive teaching

theory, models of development, and practice. Affiroratf culturally responsive teaching

theory, programming, and practice remains an area ¢ihc@al articulation In this literature

review, three categories of culturally responsivetigagresearch are analyzdéd) affirmation
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of theory within developmental training models, (B)grammatic components of experience
and instruction, and (3) reflections and attribubeg promote development in educators.
Affirmation of Theory

A body of research has examined the affirmation ofid®&bentity Theory and Social
Cognitive Theory within culturally responsive teachtngining models (DeJaeghere & Jang,
2008; Groulx & Silva, 2010; McAllister & Irvine, 200@ampson & Garrison-Wade, 2011
Siwatu, 2011). Siwatu (2011) and Groulx and Silva @&becifically studied application of
Social Cognitive Theory in the development of cultyradisponsive teachingractice. Siwatu
identified types of experiences that build self-eftig behaviors in pre-service teachers. This
research provides an important link to how Social Cognitheory manifests within culturally
responsive teaching developmental proegs&roulx and Silva (2010) explored efficacy bedief
in preservice teachers’ culturally responsive teaching development. Tioeynd that
programmatically pre-service teachers felt efficaciaush@ importance of culturally responsive
teaching, but less efficacious in how to implemeritucally responsive practice. Combined
findings from Groulx and Silva and Siwatu indicate itlhportance of self-efficacy in practicing
culturally responsive teaching. According to Fordl@0 teaching and learning are rooted in
social contexts that require teachers to be efficscio educating culturally and linguistically
diverse students.

Self-efficacy has been related to teachertattri In a review of literature on teacher
attrition, Sheopner (2010) describes efficacy adlyitlamportant to retaining teachers; teachers
must experience effectiveness and feel suppdoteeimain in the field. Additionally, Sheopner

discusses that loss in agency and efficacy to infleethers postively contributes to teachers
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leaving the profession. These combined studies detraie how Social Cognitive Theory has
been a component in the developmental processedtofadly responsive teaching.

A second theme in theoretical affirmation of cultyra#sponsive teaching is the
exploration of Racial Identity Theory within teachek$an et al. (2011), McAllister and Iren
(2000), Sampson and Garrison-Wade (2011) and Tat@82]kexplored how racial identity
procesesmanifest themselves in adult students, pre-servicehta, and practicing teachers. In
each study, the authors found Alignment to Racialtilefiheory. McAllister and Irvine
validated the process models of Banks (2006), Benr@d7(2 and Howard (2006). McAlister
and Irvine found theoretical model processes as censistarkers of culturally responsive
teaching development in practicing teachers. Haal dbund representative characteristics of
Helm’s racial identity model in White practicing kindergarten teachers. Sampson amdsGn-
Wade found that early childhood pressee teacher’s experiences aligned with Helm’s (1990)
White Racial Identity Development Theory. Tatum smedl student experiences within her
college course, the Psychology of Racism and citedistent affirmation of student experieace
that aligned tddelm’s (1990) racial identity model. Theestudies provide support to the
presences dfielm’s theoretical racial model in teacher practice. Theieconsistent link to
culturally responsive teaching training and howiurdials progress in understanding cultural
others. This body of research has affirmed how RacialtitgeTheory is a significant
component of culturally responsive teaching develempal training.

Synthesized Conceptual M odel and Definition of Culturally Responsive Teaching

Culturally responsive teaching’s theoretical foundations h&e been affirmed in empirical

research. Culturally responsive teaching develops imdividual through the interplay of

critical, social cognitive and racial identity thiexs. Figure 1 represents a synthesized model that
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represents both theoretical and research based undingisof the factors that contribute to an
individual’s ability to practice culturally responsive teaching. Construcitvist oogyl forms the
base of how cultural responsive teaching knowledgenstructed. Racial Identity, Critical
Theory and Social Cognitive Theory combine to form essletievelopmental elements of the

construct.

Critical Theory
Social
Cognitive

Racial Identity Theory
Devleopment

and Perspective

Agency and
Efficacy

Cultural Responsive
Teaching

Figure 1.Theoretical Framework of Culturally Responsive Teaching

Compared to Gay's (2000) definition, this framework acteplexity to the definition of
culturally responsive teaching. Gay's definitidrcolturally responsive teachirigising the
cultural knowledge, prior experience, frames of refeeg and performance styles of ethnically
diverse students to make learning encounters maozreard and ffective for them” (p. 29), is
limited in description. Gay's definition emphasizke delivery of instruction, but does not
include foundational culturally responsive teachiegnponents presented in FigureA new
definition must include the five elements of cultunaowledge, cultural self-awareness, critical

pespective, agency and pedagogy.
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Based on Gay's definition and my theoretical framéwbpropose a new definition of
culturally responsive teaching. Culturally resggadeaching is evident when a teacher
possesses cultural knowledge, cultural self-awareitical perspective, agency, and pedagogy
to make learning encounters relevant and effectivelfstuadents. Cultural knowledge and self-
awareness develop in interaction with other pomratand progress through racial identity
framework. A teacher must be aware of other cultures as wellasdiwvn cultural background.
Critical perspective arises out of the recognitiomefjuities in society that aligns to cultural
lines. This critical perspectiuides a teacher’s purpose in the active implementation of
culturally responsive practices. To become cultynasponsive teachérsmust combine
knowledge and critical perspectivento the delivery of instructionA teacher must have
agency and efficacy in the intentional implementatd culturally responsive teaching practice.
The last component of cultural responsive pract@specific pedagogical skill set to actualize
equitable outcomes for their students.

Cultur ally Responsive Teaching Programmatic Resear ch

Culturally responsive teaching literature has largetused on programmatic
components necessary to build teacher capacity withrally responsive teaching. Culturally
responsive teaching programs seek to build culturalkedge, awareness, critical perspective,
agency/efficacy, and pedagogy within culturally resgiee teaching Culturally responsive
teaching programmatic research falls into two caiego(l) development in pre-service and
professional development and (2) identification of hesc/ariables/character traits that
contribute to development. Within this body ofrdtire there is an explicit attempt to examine
the state of culturally responsive teaching develogrard its necessary components to prepare

teachers for and students’ diversity within their classrooms.
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Essential Programmatic Elements

Culturally responsive teaching programmatic componiangse-service institutions and
professional development are a consistent research fakisa, 2011; Colombo, 2007; Groulx
& Silva, 2010; Keengwe, 2010; Shestok, 2012; Siw2011). Researchers have looked to
validate the content, protocols and effect of cultyredsponsive teaching training programming
in both pre-service and professional development strest Training for existing teachers and
pre-service teachers has seen equal amounts of fooeseaschers seek to further culturally
responsive teaching development and applicatiofassooms.

Akiba (2011), Groulx and Silva (2010), and Keengwel®ll explore pre-service
culturally responsive teaching developmental conepdsy Akiba found that pre-service
teaching programs should contain the following pasti classroom as a learning community,
instructor modeling constructivist and culturally respiwe teaching, and field experiences that
promote contact with diverse cultures. Groulx andeéSdontend that pre-service programs need
to build efficacy, by creating opportunities to praetaulturally responsive teaching, scaffolding
these opportunities, and then supporting teachersoeittinuing professional development.
Keengwe found that pre-service teachers would benefit more cultural experiences, diversity
training, and engagement in specific self-reflecabout their experience.

Colombo (2007) and Shestok (2012) examined esseptigbanents of professional
development experiences for practicing teachers. Cmocites that practicing teachers
professional development experiences need to hayva:gdnse of being lost, (2) interaction with
cultural other, (3) integration between field expade and coursework, (4) regroup with
discussions, an(b) address Howards (2006) luxury of ignorance. Shestak)2€oncluded

that professional development for practicing teacheosilgl include: (1) non-traditional learning
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experiences, (2) a common core of factors of culturaponsive teachingnd(3) a specific
reflection on practice. Taylor (2015) found that teasiwho received professional development
on cultural awareness and culturally responsive pagalgad a perceived improvement in
engaging culturally and linguistically diverse stotéeand a perceived improvement overall
effectiveness with culturally and linguistically dige students.

The research conducted on programmatic componentdtofaily responsive teaching
pre-service and professional development has yieldesistent findings. Three themes emerge
in the development of culturally responsive teachimigoth pre-service and practicing teachers:
diversity of experiences, specific instruction, andaured reflections. Experience was
included a need for diverse encounters with cultutiesrahan théndividual’s base culture.
Instruction was training in asset-based models, peEglegl techniques, and education of societal
inequities from a critical perspective (Groulx & SiNZ@10; Siwatu, 2011). Structured
reflections help individualsprocess racial development, develop a critical petsgeand
understand cross-cultural experience. Reflectiothese concepts is key to individuals gaining
capacity to practice culturally responsive teaching.

Types of Culturally Responsive Teaching Programmatic Experiences

Of the three programmatic components in culturally resp@ teaching development,
experience has been a significant focus of resedriobre has been an explicit attempt to
analyze what types of cross cultural experiencesthald culturally responsive teaching skills
within individuals Interacting with the cultural other builds individwapacity for cultural self-
awareness and cultural awareness of others. Varied tfpexperiences have been studied to
clarify types are most beneficial to building culilyaesponsive teaching in teachers.

Experiences in this review of research included: hgisies, cultural travel experiences, service
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learning, parent partnerships, and independent tedelvefopment. Across each type of cross-
cultural experience presented, pre-service, and piagtieachers gained capacity to practice
culturally responsive teaching.

Lin and Bates (2010) explored home visits with hetadit teachers as an experiential
method of building culturally responsive teachingonie visitsby teachers promoted a positive
perspective on diversity, allowed better understandirahildrens cultural backgrounds, and
created more multicultural learning opportunities. &and Bates cited that teachers increased
their ability to create multicultural learning enviraents and lesson plans after conducting home
visits. The home visits addressed teach&rseowledge of their studeritsultures and wera
valuable way to structure cross-cultural experiences.

Nelson (2008) explored cross-cultural contaetsracticing teachetrsvho traveled to
Kenya for a two-year professional development oppdsturithrough narrative inquiry Nelson
tracked the growth of teachers as they “shifted their identities” toward a multicultural mindset.

The study sought to understand how events in tesidinees shift self-understanding and impact
pedagogical work. A unique way to demonstrate coodgHal contact, this study showed the
importance of experiencing differences to promote prafaasgrowth.

Similarly, Keengwe (2010) examined experiences itngaships between pre-service
teachers and English Language Learners. The purpdise stfudy was to clarify how specific
experiences can help develop cultural skills, kndg#e and understanding. At a university
facility pre-service teachers played games, convees®tiengaged in social and academic
activities. As a result of cross-cultural experientee participants reported they saw growth in

their cultural knowledge and empathy, and the probeter prepared them to teach in diverse
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schools settings. Keengwe (2010) used the findingsiggest that pre-service teachers need
more cultural experiences, diversity training, and-seflective opportunities.

Gross and Maloney (2012) examined service learningriestpees with pre-service
teachers who volunteered at a community baseddieveganization providing tutoring for
adults building language skills. The pre-servi@chers were required to document at least 20
hours of tutoring with adults during a semester couiidss type of servielearning impacted
the pre-service teacheriews of themselves and others. This translateédd@ased cultural
competence and efficacy in teaching all studentse rEcommendation was the need for
continued cross-cultural experiences in teacher dpwatnt programs.

Colombo (2007) exploredrgcticing teacher’s culturally responsive teaching
development iraparent partnership program with structured professionadldement In the
program, practicing teachers provided targeted supp@arents to understand how to help their
children and communicate with schools. In additmmeeting with parents, teachers took a
professional development course that targeted incrgasiltural awareness/competence and
explicit teaching strategies. Colombo falthe combination of experience and professional
development increased teacher capacity for culturaipensive teaching skills.

Using a different frame of reference, Milner (2011areined unstructured learning
experiences that built culturally responsive teaghiMilner examined the lived experiences of
one teacher in buildgculturally responsive teaching.hdteacher’s experiences of creating
relationships, building similarity, and purposefuldig®mn practice built capacity with culturally
responsive teachingMilner’s study represents a void in experiential research of culturally

responsive teaching. The analysis of independentifepexperience outside of structured
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professional development and pre-service institutisnmique. Milner’s study represents an
area of culturally responsive teaching that needsraoed exploration and research.

This body of research indicates the importance of etakaral contact in building
culturally responsive teaching skills. Researchvalidated different types of explicit
experiences for pre-service and practicing teacherbuwisthcapacity fo culturally responsive
teaching (Colombo 2010; Gross & Maloney, 2012; Keem@®@10; Lin & Bates, 2010; Nelson,
2008). In addition to experience, structured reflectirough professional development,
coursework, or individual processes increased culturafiponsive teaching skills in pre-service
and current teachers. These findings support theaketizdels and programmatic components
of culturally responsive teaching. Experienbage been validated as a critical component to
guide the development of culturally responsive teagh
Cultur ally Responsive Teaching Programmatic | nstruction

Another focus of research is the specific programmasituction needed to build
culturally responsive teaching. Instruction chagdezed by specific coursework targeting racial
identity development and building critical perspees and pedagogical techniques develops
culturally responsive teaching. The majority oftinstion in culturally responsive teaching
builds cultural knowledge and awarenegBsversity training has been found to be a critical
component of culturally responsive teaching prograngni@olombo, 2007; Howard, 2006;
Keengwe, 2010) Awareness must come before, as it provides purposd, aad drive to
implement practices that support equity for studentsA(Nster & Irvine, 2000). One of the
most important aspects of culturally responsive teagis the teacherbeliefs that all students
want to learn and can be successful (Brown, 200€ulturally responsive teaching requires

replacing pathological and deficient perceptionstefient and communities of color with more
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positive ones” (Gay, 2003, p. 54). Training and learning to build this capacity areach of the
models in Table 3Awareness follows process models of Racial Identitydlpment and seeks
to move teachers toward a higher level of racial/etlsonsciousness.

Pedagogical practices have not been analyzed sgistaity to the extent that instruction
in racial/critical development has. A reason fos tisithat the immense range of needs within a
classroom requires many pedagogical skilsilturally responsive teaching instruction has
focused on developing a mindset to add depth tdvératcthinking patterns in preparing for their
students. Culturally responsive teaching pedagsgyhroad spectrum of practices that promote
student success, not a magic bullet or intricate féarfiLtadson-Billings, 2005). Culturally
responsive practices include constructivist perspectagset based instructional frames,
recognition of the cultural contexts of teaching agatriing, a focus on academics, creating
common learning outcomes for diverse students, prometingational equity and excellence,
and helping all students experience academic ssi¢Eesd, 2013; Gay, 2013; Ladson-Billings,
1995; Li, 2014; Villegas & Lucas, 20027 broad repertoire of skills is required to be sustids
with culturally and linguistically diverse studentsr¢@Ix & Silva, 2010). The techniques
required being successful with culturally and lingeslly diverse students are often pedagogical
techniques needed for all students.

Culturally responsive teaching pedagogy divides imo areas of emphasis: normative
teaching pedagogy and critical teaching pedagdrmative teaching pedagogy is defined by
practices considered best with all students. Criteathing pedagogy incorporates specific
strategies that engage culturally and linguisticdliyerse students and promotes their access to
education. Most culturally responsive teaching noahelude a blend of normative and critical

practices (Aceves & Orosco, 2014; Akiba, 2011; Bro2007; Villegas & Lucas, 2002). To

41



build concrete knowledge of culturally responsiveckaiag pedagogy, both normative and
critical teacher practesneed to be articulated.

Culturally responsive teaching literature has hidttkgl normative teaching pedagogy
that promotes positive outcomes for culturally anddistically diverse students. Aceves and
Orosco (2014) offer examples of normative pedagogy ttatsinclude the following traits:
collaborative teaching, responsive feedback, mogdgiirstructional feedback, problem-solving
approaches, child-centered instruction, assessmemhatatdials. Ford (2014) cites normative
pedagogical traits of assessment, modeling, buildmgtudent past experiences,
visual/auditory/hands-on instruction, vocabulary, gioeing, prediction, and student
engagement activities. fhe Dreamkeepertadson-Billings (2009) found normative
pedagogic techniques of classroom community; assetoastructional frame; constructivist
views of teaching and learning; scaffolding; and atrurcsional focus in classroom.

Critical teaching pedagogyg describedn LadsonBilling’s (1995) culturally relevant
teaching model. This model seeks to target stytlemipowerment through student cultural
competence and the development of students’ critical consciousness that challenges the status
quo (Ladson-Billings). Culturally responsive teacherplement practices of co-construction of
knowledge, building on studentpersonal and cultural strengths, helping stude@mee
curriculum from multiple perspectives, using variedeassent practices, which promote
learning, making the culture of the classroom inclegor all students (Villegas & Lucas, 2002).
Montgomery (2001) states that essential criticabgedical techniques are: (a) conducting self-
assessment of their cultural awareness, (b) usingdvanikurally responsive teaching
techniques, (c) establishing classroom environmé)sstablishing interactive classrooms and

employ ongoing culturally aware assessments.
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In culturally responsive teaching, normative andaaltpedagogy is frequently part of
the frameworks. Research on the independent andicedhbpplication of normative/critical
pedagogy is an emerging area of focus. Groulx ava &010) examined self-efficacy in
culturally responsive teaching within the skillskofilding diverse perspectives in curricula,
helping students navigate ethnic differences, tegchnti-bias and teaching interpersonal skills.
They found that pre-service teachers endorsed nornrabdéications more consistently than
critical teaching pedagogy. Milner (2011) examinteg practice of one teacher who was able to
bridge effectively the gap between students' homesandol cultures. Milner found that critical
pedagogy superseded the delivery of normative pedagdbg practice of the participant
teacher In a study of practicing teachers, Taylor (2015) fourad teachers had a perceived
improvement in both critical and normative pedagdgicactices after explicit training in both
areas.

Continued research could clarify both normative antital pedagogical practices that
have the most success with culturally and lingcdgly diverse students:Explanations of
culturally responsive teaching need to be clearspttific so that a wide range of readers can
understand what iseing said without too much difficulty” (Gay, 2003, p. 52). The broad skill
sets to promote normative and critical pedagogy irsereice and current teachers represents an
area of continued articulation and alignment. Themidication of normative and critical
practices of culturally responsive teachers can helpfglessential skills needed to meet the
needs of all students
Cultur ally Responsive Teaching Programmatic Reflection

Programmatic reflection was the last theme of speciiiturally responsive teaching

programing Gay (2013) articulates that resistance to cullpyrasponsive teaching is normative

43



and needs to be addressed in a structured way. S#&dceflectiononthoughts, feelings, and
experiences is critical to building teacierapacity to practice culturally responsive teaching.
Structured reflection builds awareness in diversityknand beginning field experiences with
culturally and linguistically diverse students.

There is a propensity for individuals to react torinstion and experience in an adverse
way. Akiba (2011) states that individuals confronteth societal inequities two entry points
“apathetic or inquisitive” and “anxious or hostile” (Akiba, 2011). Without structure around
emotions, other programmatic elements are unsuccesgiudmoting developmental culturally
responsive teaching practice. Teachers must seffetedbout their own bias build respect for
differences, and gain abilities to teach from a multical perspective (Keengwe, 2010).

Teacher experience with cultural others needs to reghavith structured learning
opportunities and reflection. Experiences neecetontegrated with course work, be varied and
consistent, and have scaffolds with components ofugda@lease to independent reflection
(Colombo, 2007; Groulx & Silva 2010; Keengwe, (201These experiences must be rooted in
context and connected to field experience learnatiyiies (Colombo). Teachers need to
engage in discussions, self-reflections, and groflecteon to build culturally responsive
teaching capacity and understandiagiba, 2011; Colombo, 2007; Keengwe, 2010).

Cultur ally Responsive Teacher Attributes

A final aspect of culturally responsive teachingdhiis literature review is attributes of
teaches. Attributes explored help to understand impacts oividdial characteristics on
culturally responsive teaching development. Atitéds of individuals in practicing culturally
responsive teaching are useful in understanding hatraature teachingral training. By

understanding how attributes influence developnraontifications of programming can
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support, develop, and target culturally responsiaeligng. Attributes give potential goals for
development in individuals and can serve as sti@fEgnning elements for culturally responsive
teaching models.

Rychly and Graves (2012) identified attributes of unatly responsive teaching as caring
and empathetic toward others, reflective of self, kamalvledgeable of other cultures. Of these
knowledgeable of other cultures represents the oely far external instruction. Caring,
empathy, and reflectiveness represent intrinsitstes prerequisites to culturally responsive
teaching. McCallister and Irvine (2000) studied hompathy relateso teachers ability to
practice culturally responsive teaching. They fouma:gplicit need to embed empathy nurturing
activities into pre-service and professional develaptrpeograms. McCallister and Irvine cited
that cross-cultural interactions creatshtexts for empathetic dispositions and behaviors
Culturally responsive teaching programming should exarhow to increase capacity of
intrinsic traits of reflectiveness, empathy, andraar

Thomas and Kearney (2008) identified other teachebates and examined how their
variables influence culturally responsive teachingcfice. They found that key variables relate
to teaches ability to practice culturally responsive teachinthese were familiarity with other
culturesnonEnglish linguistic status, primary level teachingt(secondary), and pre-service,
in-service, or postgraduate training, which were pasyt associated with teachers perceived
levels of culturally responsive teaching ability. ilBefamiliar with other cultures, having
linguistic diversity, and receiving specific traigiare all important implications for culturally
responsive teaching development.

In broader analysis, Thomas and Kearney concludetibeg ts an explicit need for the

development of professional standards for culturallpoasive teaching pedagogy. This move

45



toward professional standards looks to build an acetiity mechanism for culturally
responsive teaching attributes. Knowing that thegmee of certain characteristics enable
culturally responsive teaching practice, requineggssional educators to ensure their presenc
within individuals. Research is needed to undetstasw the presence or lack of certain
attributes affects the success of culturally resp@tsaching pedagogy. If attributes are critical
to culturally responsive teaching, standards anchi&raaccountability structures must be present
within schools.
Continuation of Culturally Responsive Teaching Resear ch

Culturally responsive teaching research has exanahgament to theory and modegls
development of instrumentation, programmatic compaamid teacher attributes that
contribute to culturally responsive teaching. Witkhe scope of this literature review, three
components arise that need to be explored. Thaditee understanding of the individual
processes that develop culturally responsive tegattside of specific pre-service and
professional development structures. The second iseb@ed understanding of essential
pedagogic skills in the delivery of culturally respimegeaching. The third is the understanding
of how and which specific teacher attributes andtpras are crucial to the development and
implementation of culturally responsive teaching.

There is need to build understanding about how tiglerthe gap between pre-service
and service application of culturally responsive béag. A discrepancy exists in pre-service and
professional development training and the long-temgitoidinal nature of culturally responsive
teaching development in practicing educators (GrouRil&a, 2010). Gay (2013) states
“culturally responsive teaching is both a personal and a professional endeavor, and that the

knowledge and skills needed are cumulative andiestjgradually over time instead of begin
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mastered all at once (p. 57Jhe investigation of the longitudinal skill andréttite development
of instructors can provide a clarified reference forriature of professional development and
pre-service teacher trainindgxploration of the lived experience of culturallypesasive
teachers can provide further insights into the necesstityutes, longitudinal nature, and
individual markers of culturally responsive teach{Bgnks, 2008; Ladson-Billings, 1995;
Milner, 2011).

Practice of culturally responsive teaching needs toléer and specific for teachers (Gay,
2003). Culturally responsive teaching practice muste "beyond the rhetoric of research” and
provide educational practitioners with practical stigas and tools (Griner & Stewart, 2012).
The broad scope of both critical and normative pedageguires continued articulation of
specific practices associated with culturally regpmteaching Culturally responsive teaching
practices can continue to be refined to develop globderstanding. There is an explicit need to
examine practices of culturally responsive teachisgd consistently within instruction. The
naturalistic setting of classrooms and practicing teeschan provide clarity on explicit culturally
and linguistically diversteaching practices.

The specific attributes of teachers may reveal hotually responsive teaching
implemented.Continuing to examine attributes of culturally respwa teaching teachers can
hep build clarity to the attitudes and behaviors tailitate the practice. By understanding
attributes of individuals who practice culturally resgive teaching, programming can be more
responsive in screening, developing, and teachiagacher attributes. These traits can serve as
potential markers in observation and evaluation oflemgntation of culturally responsive

teaching.
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Studies of the development, pedagogy, and individiiabutes are needed to support
culturally responsive teaching training and practibesestigation of each of these components
in individuals can provide clarified understandindiofv culturally responsive teaching is
learned and practiced. The application of this rebe@an strengthen professional training and
development of culturally responsive teaching forheas. With more comprehensive training,

teachers will be better prepared to meet the needk students within their classrooms.
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CHAPTER 3
METHODOLOGY

| utilized a case study appich to understand teachers’ development and practice of
culturally responsive teaching. A prerequisitdlgkientering the classroom is that teachers
must be knowledgeable about the social and culaamatiexts of teaching and learning (Hawley,
2007). Teachers need to be equipped with the pedadadill sets to succeed with all students.
A significant challenge facing the U.S. educationatay is how to develop new and continuing
teachers for the cultural and linguistic diversity tlsists within the classroom. | setek(1)
understand the thought processes, perspectives, artdlrsteategies of culturally responsive
teachers, (2) identify specific pedagogical practares strategies of culturally responsive
teaching, and3) explore culturally responsiweachers’ perceptions of their
personal/professional experiences to understand thegzes that lead to the development of
culturally responsive teaching.

| selected the case study appio@ar its fit with the research questions and context of
study. The case study approach is consistent wiéngretivist and construeist paradigms.
These paradigms are participatory and contend thatvlealge is created through interactions
between the mind and the world (Howell, 2013). hderstand fully a phenomenon, one must
examine thoughts, beliefs, and behaviors of indivisluéthterpretivist/constructivist paradigms
posit that knowledge is individually and contextydlased within the lived experiences of
individuals. Interpretivist based research seelsiudy phenomena within individuals and
interprets data gathered with a contextual frame (YR007). “Interpretivism proposes a
relativist world of multiple realities that are constedccand co-constructed by the mijsland

required to be studied as a whole” (Lincoln & Guba, 2013, p. 88). Constructivist approacke
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seek to uncover the constructions held by individaats to confront, compare, and contrast
these to other individugil experiences (Lincoln & Guba, 2013).

The case study approach is uniquely suited to exgigghenomena ian interpretive and
constructive method. Case studies allowrtiiearcher to answer complex “how” and “why”
guestions within andividual’s lived experience (Baxter & Jack, 2008). With this case study, |
explored the phenomena of how practicing teachersldpand practice culturally responsive
teaching. | utilized a collective case study appndaexplore individual experiences across a
sample of teachers. Multiple cases, of a singularg@hnenon, were explored to illustrate
development and practice of culturally responsivertigac(Creswell, 2007). | selected the
collective approach becauseitsfpotential increased analytic benefits and expamctéeinal
generalizability (Yin, 2003). An essential aspeica @ollective case study is the paegens that
bound it Defining the boundaries, or specifying the unit of gsigl, is a key point in case study
design (Hatch, 2002)This collective case is a sample of classroom teadtensified as
culturally responsive and having 5 years or more iifafiexperience. The selectedchers
teach in schools with diverse student populations.

Pilot Studies

Two rounds of pilot studies were conductednform this dissertation in the spring and
summer of 2014 The main purpose of the pilots was to develop sowsdtipning, refine
instrumentation, and develop data analysis methodSach pilot study interviewed one teacher
selected from the school where | previously serveahasdministrator. The selection was based
on my direct observation of their culturally resporesiractices.

Pilot study one yielded specific question refinameata analysis, and interview

protocol. The participant provided feedback aboubireefit of having questions prior to the
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interview because of the difficulty of reflecting oetdiled practices in the moment of the
interview. Pilot one was instrumental in developdaga analysis replicated in pilot two.
Research and interview questions were modified saamfly for pilot two. The research
guestions changed from an exploration of practicesdandlopment of culturally responsive
teaching to the exploration of thought processesweldpment, delivery, and reflection on
culturally responsive teaching. Interview questiealignedto the altered research questions,
were designed to promote deeper and richer dialoguegaticipants.

Pilot study two utilized similar data collectionierview protocol, a refined interview
instrument, and offered support for the continued datiysis procedures. The participant's
responses indicated the need for continued refineofequestioning. For a second time, the
participant voiced feedback about the need for hagurggtions prior to the interview. Analysis
showed the need to align further interview questigrsrasearch questions. Participant answers
showed a need to modify questions to solicit deapdrtargeted responses. The two pilots
informed this studis research questions, instrument design, interviewopadtinterview
guestions, and data analysis procedures.

Participants and Sampling

A key component of the collective case study issthlection of cases for inclusion
(Creswell, 2007).Each case must contribute to similar findingethods must be replicated to
produce robust and data worthy of investigation arefpmetation (Yin, 2003) Cases were a
purposeful sampling of teachers in&settings. Figure 2 demonstrates the selection process

utilized in selection of teachers.
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School Selection Based On Screening Criteria

Principal nomination form Enrollment in multicultural education
professional development

I dentify individual teachers

4

Dir ect observationsin classrooms

4

Interviews with participants

Figure 2.Sample Selection Process
Sample Selection Process

The first selection criterion was selecting schaath significant culturally and
linguistically diverse student populations. Schowése culturally and linguistically diverse if
they had student populations that were greaterttmafollowing percentages in all sub-
population areas: (1) 60% or less White populati@gh50% Free and Reduced Lunch (FRL), (3)
12% English as a Second Language (ESL), and (4) 7%i&@e&ducation. These percentage
screeners were set based on demographic data fromartt@pating school district. The cut
points created a method to identify a sample of ssheih established diverse populations.
The study sample was limited to schools meetingfathe screening criteria.

After identification of schoolsasecond sample selection step identifietential

teachers for inclusion. The teacher selection stelpded two selection methods that occurred
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simultaneously. The first step utilized principafghe selected schools to nominate teachers
displaying traits of culturally responsive teachirgnomination form (Appendix C) infored
principals of the definition and examples of cultyraisponsive teaching. Principals were
asked to nominate teachers who met the screenigiari The second step to identify potential
teachers was to examine professional developmentlatiea records within the participating
school district. Teachers who had attended profeabasvelopment that targeted multicultural
education or culturally responsive teaching wergdéd for potential participation. Teachers
meeting both nomination and professional developroetdria were prioritized for selection and
approached for participation. Of the teachers who didneet both screening criteria, a
principal nomination was prioritized for the fulfillmeaf the selection criteria. The final
component of sample selection was teachers' willisgte participate and be observed.

The target sample for inclusion included 4-6 elenrgraéiad 4-6 middle school teachers.
Teachers identified for participation were sent an grgaien informed consent page (see
Appendix A), and asked to respond via email if theyensccepting/declining participation.
When teachers agreed to participate, they weraddskeontact me to schedule observation
times At the time of the observations, signed consent foxsie collected.

In the participating school district, four elementacii@ls and one middle school met
initial screening criteria. Two elementary schablst qualified for inclusion declined to
participate, cithgteacher workload requirements. Two elementary sshamieed to participate
and had 9 nominated potential participants. Ofithe elementary teachers nominated by
principals, 7 agreed to participat€he middle school had 4 participants nominated by the

principal and 2 teachers agreed to participate.
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In referencing school district multicultural educatfmmofessional development roster
lists, none of the teachers appeared on the lise rdster had four courses offered to district
staff during the 2013-1dnd 2014-15 school years. Due to a lack of participant naomethe
multicultural education professional developmentengtrincipal nomination was the selection
screener.

Data Collection Procedures

Case studies use multiple data sources to explomydihe case at hand: documents,
archival records, interviews, direct observatiorastipipant-observations, and physical artifacts
(Yin, 2003). This case study used direct classrobservations and interviews to build
understanding of culturally responsive teaching in thétiple cases. Observations of teacher
practice targeted habits, strategies, practicespahdviors of culturally responsive teachefs
understand perceived cultural responsive teacheraawent, thought processes, and pragtice
interviews were conducted.

| observed each participant for 40-60 minutes in thesssboms during direct instruction
with students. During the observatidrrtollected notes with observation sheet (Appendix G)
that recorded teacher actions, student actionsheéestudent dialogue, photographs of student
work, and photographs of classroom environment. Therghgon transcriptions
(student/teacher dialogue scriptinghotographs, and descriptions were inductively arealy
through preliminary coding and thematic analysis.lifmeary codes led to the creation of
preliminary themes for each individual observation doented with analytic memos
Preliminary themes were developed at this stage alf/sis by a review of my initial perceptions
of observation and areas within each case that magharequency of preliminary coding. Two

examples of themes from this stage of analysis indiudg Teacher Participant 3A had three
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preliminary explicit vocabulary instruction codes and notatioanalytic memo of high levels of
student ownership and (2) Teacher 2B had three preliynclassroom management codes and
notation in analytic memo about a unique classroowrenment. Preliminary theme
development helped identify rich areas of individualgpices within each particular case. These
themes helped guide secondary code developmenterdud codes, and category creation later.

After preliminary coding and thematic analysis of okiagons, | interviewed teachers to
gain understandingf their perceptions of culturally responsive teachdegelopment and
practice. | selected interviews as a data collegi@mint because of their rich potentiality to
uncover meaning structures that individuals use gamize experiences and make sense of the
world (Hatch, 2002). In interviews$sought to uncover knowledge, experience, and praobte
culturally responsive teaching. The observatioth iaterview transcriptions provided multiple
sources of data that contributed to deeper understodite culturally responsive teaching
phenomena (Baxter & Jack, 2008).
Interview I nstrument Development

A challenge to developing the interview instemhwas conceptualizing a construct that
has diverse terminology and definition bases. Tduwraghe true meaning of culturally
responsive teaching | analyzed literature for botkucally responsive teaching and cultural
competence. Cultural competence was included becdutsesimilarity to culturally responsive
teaching (Chapter 2) and the greater prevalence of itatarg instrumentation developed to
measure it. Culturally responsive teaching has tie@moughly described in scholarship,but has
not translated to the development of qualitative @ngitative instruments designed to measure
it. To develop questions for culturally responsiwadhing interviews, | utilized culturally

responsive literature and cultural competence assesgmegnments.
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| began the interview question development procgssxbmining the theoretical pillars
of culturally responsive teaching, definitions oftowdlly responsive teachingnd existing
cultural competence quantitative questionnairdsecfetical pillars of constructivist, Critical
Theory, and Social Cognitive Theory and Racial Idenfitgory guided question development.
Cultural competence and culturally responsive teactafinitions of Bennett (2007) and Gay
(2000) analyzed common components to formulate queastidhis analysis yielded an initial
framework that guided question development.

Cultural competence quantitative assessment instrisnaenoss the fields of education
(DeJaeghere & Zhang, 2008; Siri, Rogers-Sirin, & Ce]li2010), nursing (Perng & Watson,
2012) and rehabilitation (Suarez-Balcaetal., 2011) were used to inform interview questions.
The cultural competence assessmearggchometrically validated, provided critical refrece
frames from which to develop questions. In the psychoonealidation process, factor analysis
revealed factors in each quantitative assessment.moanfactors identified across the
instruments guided interview question developmeab(@ 4). In analyzing the assessments four
common factors across each instrument emerged: awarehsslf, awareness of others,
pedagogical practices, and ethical/professional respiity (DeJaeghere & Zhang; Siri, Perng

& Watson; Rogers-Sirin & CollinsSuarez-Balcazar et. al).
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Table 4

Cultural Competence Assessment Instrumentation Factors

Cultural Competence Instruments

Common Quick- Educational instrument Nurse Cultural Cultural
Factors Racial designed by DeJaeghere and Competence Competence
Ethical Zhang (2008) Scale, Assessment
Sensitivity (Perng & Instrument
Test (Siri, Watson, 2012) (Suarez-Balcazar
Rogers-Sirin etal., 2011)
& Collins,
2010)
Cultural Awareness Ethical Cultural self-awareness Cultural Cultural
Self/Other sensitivity knowledge awareness/
Awareness of cultural knowledge
Moral difference
motivation
Ethical/professional Moral Cultural Organizational
Responsibility judgment sensitivty support
Pedagogical Practicc Moral action Awareness of how cultural Cultural skills  Cultural skills

differences affect:

e classroom teaching
curriculum/content
pedagogy
teaching styles
classroom
management
e communication styles

The literary/theoretical frame of culturally respongigaching and the common factors
from culturally competent instrument provided a framegieestion content. The literary/theory
review led to the specific inclusion of racial idéntiself-efficacy, constructivist, and critical
perspectives in question content. Interview questartent included common factors of
awareness of self, awareness of others, pedagogawiges, and ethical/professional
responsibility. These resources guided essentideod | sought to address in the creation of my

interview instrument.
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The interview instrument utilized open-ended questiof descriptive and structural
types (eLeeuw, Hox, & Dillman, 2008; Hatch, 2002; Spradl&979). The overall design of
the questions was open ended to capture partigqeaspectives on their experiences and
understandings (Hatch, 2002). Structural questiopsvatl for understanding of how
participants organized their knowledge (Spradley). ctral interview questions targeted
teacher practices and implementation of culturabpomsive teaching. Descriptive questions
were used to describe processes of culturally respoteaching development and explanation
of practice Probes provided additional information to instrumergsgions (Appendix D).
Observation Protocol

Observations took place after principal nominatbteachers. Observations were
conducted in the teacher participdrtlassrooms in 40-60 minute sessions. During obsens
| collected data by recording teacher/student dialogaeher/student activities, activity types,
and teacher behaviors related to lesson progreskissed observation form (Appendix G) to
script dialogue, script activities, and gather plgoaphic evidence of teacher/student practice. |
took photographs of classroom environment to add additidocumentation of teacher
practices. Each teacher was emailed observatiortr@atscriptions prior to interview to allow
for member checking. Each teacher participant digprmtide feedback on observation
transcriptions and | proceeded to interview protocol.

I nterview Protocol

Interviewees received a copy of the interview questjanor to the interview.
Participants were emailed the interview questions and Gay’s (2000) definition of culturally
responsive teaching; “as using the cultural knowledge, prior experience, frames of reference, and

performance styles of ethnically diverse students toenkedrning encounters more relevant and
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effective for them” (p. 29). To prompt deeper reflections on culturally responsdaehing
development and practices | gave questions to paeitits before the interview.

Interviews were conducted at the schools of particgpainterview questions and probes
exploredteacher’s individual development and experiences of culturadlyponsive teaching.
Interviews were audio-recorded and transcribed afeemtierview. Transcriptions of each
interview were emailed to teachers to check for acguocesponses and additional comments
were solicited. Of the nine, Teacher Participant2 the only teacher who provided
additional detail to interview responses. This bes@dedthat home visits while he/she taught
pre-school were beneficial to understanding famileadture and that he/she believed it would
be beneficial for all levels of teachers to engageimé visits.

Data Analysis

In analysis of the cases, two overarching analysigegjies were used: theoretical
propositions and case descriptions (Yin, 2003). Tétemal propositions from literature review
(Figure 1) provided a frame to view emergent data amtkeghe analysis and interpretation of
data. The case description strategy used a daserfpamework for describing phenomena
experiences and practices of teachers within and @thhescases (Yin). Theoretical propositions
and description guided inductiesergent methods to uncover culturally responsiveitiegc
pedagogical and developmental proes¢gaves, 2001; Hatch, 2002; Saldafio, 2009

The analysis process began with analysis of obsenvatnscriptions The observation
transcriptions (student/teacher dialogue scriptingdt@draphs, and descriptions were analyzed
inductively through preliminary coding and thematialgsis. The preliminary process began
with line-by-line coding, accompanied by recording analytic mem@salytic memos

documented my thoughts and notes about each particase. Preliminary codes were
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determined by words or phrases that represented aspectkurally responsive teaching theory
and practice. Preliminary codes led to the creatimverall themes for each individual
observation and documented with analytic memos.

After interviews were completed, | had each transdtibinterview and observation
transcriptions combined, createeth teacher’s case. Each case was analyzed in the following
steps: (1) completing preliminary coding of intervieanscript, (2) secondary coding of
observation and interview transcriptions, and (3%tatng of common codes across observation
and interview transcriptionsPreliminary codes were analyzed systematically aadahchically
to determine secondary codes. At this stage in aisalymaintained, deleted, or renamed
preliminary codes. Examples of this included thdimieary code of classroom management,
which was unpacked into specific codes of norms, mestiredirections, and affirmations.
Secondary code names were developed based upon frggqpierocurrence, match with theory,
and match with culturally responsive teaching literat A consistent challenge analysis was
finding secondary code names that were specific, mgfan, clear and concise, and captured the
richness of the phenomenon (Saldafio, 2008 final step in singular case analysis was the
clustering of secondary codes within individual cdsased on similarities into potential
thematic categories (Eaves, 2001; Saldafio, 2009

After individual case analysis, the cases were aedlgpllectively. As a collective case
analysis, | utilized the following procedures acrosesd4) refinement and alignment of
secondary codes, (2) clustering of cqd8} category creation, (4) category analysis, and (5
broad theme creation. Refinement and alignment afrskry codes consisted of making
common codes for similar terms across cases. The rdudteodes were deductively linked to

conceptual and theoretical properties of culturally eespve teaching. The clustering of codes,
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review of analytic memos, and deductive analysis tifical responsive conceptual/theoretical
base guided final category creation. Analytic mehoasumented this process and captured
emergent themes in the collective analysis of ca8d®r analysis of categories broad themes
were developed linking categories to research gurest

Internal content of categories was used to refineratchal organization of content
within categories (Eaves, 2001; Saldafio, 2009)xrass-case synthesis, | examined each as a
separate study and examined aggregated findingssacasss (Yin, 2003)This synthesis
provided completed naturalistic generalizations deddmom singular and group analysis. Total
analysis across the multiple cases helped to bustallactive understanding of how teachers
develop and practice culturally responsive teachingedSpradley’s (1979) domain and
taxonomic analysis techniques to explore relatigpesshnd structure within categories created.
Figure 3 demonstrates an example of methods utilizéuis analysis and includes the processes
of secondary coding, clustering, category creatiod,exploration of relationships through
taxonomic analysisEach of the cases was compared and contrastedse@dtndary codes,
clusters of codes, category creation, and responsesearch questiondVord clouds produced
by Wordleé™ were a final analytic tool. Word clouds providecastfand visually rich tool to
analyze frequency of words that appeared in participdetview responses (McNaught & Lam,

2010).
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Final Category Clusters of Codes Secondary Codes

Life Experien Childhood experiences
E E Marriage

Living in different communities

XXXX University
Teacher Preparatioé Teacher placement
High diversity/social/economic placemer

CR Development
XXXX, NJ
Experiences XXXX and XXXX, CO
eaching Experien Private, charter, and public schools
Middle, elementary and early childhood
Diverse co-workers

rofessional Development— Culturally responsive teaching focdse
professional developmemt district

Pedagogical Succeé Teachets belief in success with all
students

Curriculum integration
Student success

Figure 3.Pilot Study Example of Analysis Process

Resear cher Role and Per spectives

In interpretive research, the researcher has persndgirafessional involvement within
the study (Clough & Nutbrown, 2007). As a current adstiator, | am an active member in the
implementation of culturally responsive teachingm responsible for continuing to personally
learn about and support culturally responsive tegch®erving in a leadership capacity, | am
responsible for the development and implementatiorutdfi@lly responsive teaching with staff
members. In adapting a constructivist approach, myladge, experiences, and perceptions
continually interact and influence this researctcpss (Howell, 2013). Interpretivist
epistemology seeks to understand subjective behetsare co-created between the researcher

and researched (Lincoln & Guba, 2013). Acknowleddims influence, reflexivity wa practiced
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as this study involved an interpretive, nonlinear tegtive process where knowledge of
culturally responsive teaching is enhanced (Hov2€I1,3; Willis, 2002).

In completing this study | had three goals: (1) informually responsive teaching
training practices by contributing to a body of reskea(2) increase my own knowledge of
culturally responsive teaching, enabling me to prienirocreased capacity within
teachers/schools, and (3) to clarify culturally resgiee teaching development and pedagogical
practice

In the design and process of conducting this stildyas essential to recognize my
personal bias. In interpretivist/constructivist reskatice researcher cannot be separated entirely
from the study. My bias developed in my experieraea teacher, administrator, and
researcher. Each of these experiences produced thamghperceptions prior to this study.
Entering into data analysis, | attempted to suspgbodghts and perceptions to truly explore the
phenomena of culturally responsive teaching. Trasaecomplished by using inductive and
emergent methods in analysis of transcriptions froneiasions and interviewsThese
methods moved me beyond the body of knowledge thatibuted to my understanding of the
construct. There was attempted detachment fromqus\experience in analysis to allow for
new codes and clusters of codes to emerge from theseéatahroughout analysis, it was
important to ground myself in inductive methods to mim@new scholarship on culturally
responsive teaching
Trustworthiness

Validation is dependent on the degree to whichwaghiness was addressed throughout
the study Trustworthiness provides a naturalistic validationhodtto evaluate the quality of a

study (Creswell, 2007). According to Lincoln and Gud@13),trustworthiness refers to quality
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of a study and has four components: credibility, treradility, dependability, and
confirmability. Trustworthiness and its four subcomponents are theapy validation
techniques adopted for this study

The case study lends itself to numerous methodptbanote credibility (Baxter & Jack,
2008). Credibility was gained through engagemerangplation of sources, theoretical
foundation, and member checking. | accomplisheddutation of data via sample selection
(nomination of teachers), observatspand interview datal established the theoretical
foundation of the study within the literature review &ras$ed it upon Critical Theory, Racial
Identity Theory, and Social Cognitive Theorybuilt in member checking of observation and
interview transcriptions.

| developed transferdity through description of methodology and collectigses study
approach. Thick description of contéxihecessary to allow findings to be transferable
(Creswell, 2007). The detailed description of methoad analysis allows for replication of this
study in other contexts. The collective case apgraxpands the external generalizability and
transferability of findings (Yin, 2003)Having a larger sample selected from different teaching
levels(elementary and middle schools), provided contexts fooeemepresentative study
sample

Dependability recognizes that the findings of tiesearch are subject to change and
instability (Creswell, 2007)] addressed dependability through two validation metho
connection of interview instrument to other culturalnpetence measures and peer review of
inquiry and analysis method§&eedback was gained during the development of Cisapte,
and 3 in a structured research proposal developmergecoinstrument and analysis

dependability were informed by existing cultural conepet and culturally responsive teaching
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instrumentation that had been psychometrically adéid. From this instrumentation, | identified
common factors and incorporated them into interviewrumsent. | attempted to strengthen
dependability within literature review, which informadalysis coding, categorization, and
thematic creation.

The last element of trustworthiness, confirmabiltiy, vwatablished throughout collection
and analysis of data. Confirmabilisydescribed best as an audit trail of practices irptbeess
of this study (Willis, 2007). An essential guidelifoe case study research is to describe the
process so that others could repeat procedures aad similar results (Yin, 2003). | supported
confirmability by my completion of detailed analytiemos and ann-going journal. These
data sources provided a systematic record of my procgdiata collection, and analysis.

Memos and journal serve to understand and replicaten#gthodology utilized.
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CHAPTER 4
FINDINGS

As proposed in Chapter 1, the purpose of this reseatoh(l) examine thought
processes, perspectives, and mental strategies ofallyltresponsive teachers, (2) identify
specific pedagogical practices and strategies afi@lly responsive teachers, arg) éxplore
culturally responsiveeachers’ perceptions of their personal/professional experiences to
understand the processes that lead to the develomhemiturally responsive teaching. This
chapter is organized around the three research questi@impter 1. School and participant
demographics are described as an introduction toabe study analysis. | explored teacher
participants$ interviews and observations individually and cdlilesly for emergent evidence of
culturally responsive practice. After emergent indeectioding and clustering, | created
categories deductively aligned to theoretical prapos and research questions. Findings from
the collective case study analysis are presentédttes broad themes of culturally responsive
practices, development, and mindsets

Participant schools were selected on having syh#ations of students greater or equal
to (1) 60% or less White population, (2) 50% Free and Ratluaach (FRL), (3) 12% English
as a Second Language (ESL), and (4) 7% Special EdncaDemographics including student
sub-populations of each participating school ar€ahble 5. To maintain anonymity of schools'
demographis, percentages were rounded to the nearest five pegeeptants School 1 was an
elementary school (K-5) with a dual-language focusho8t2 was an elementary school (K-5)
with an emphasis on arts and technology. Scheas3a middle school (6-8) and had an
International Baccalaureate School (IB) designatiom.m&intain anonymity of participants,

each teacher and school were assigned a code. rBeeprticipating schools were provided
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code of 1, 2, and 3individual teachers were identified with lead schaotl an identifying letter.
School 1 had three teacher participants (1A, 1B,18D) School 2 had four teacher participants
(2A, 2B, 2C, and 2D), and School 3 had two teacher paatits (3A and 3B). General
demographics and information of participant teachersraiable 6.

Table 5

201516 School Demographics

Student Categories Sample Schools
School 1 School 2 School 3
Total Students 300 425 500

Sub-Population Percentages

White Population 25 55 40
Free and Reduced Lunch 90 65 80
English as a Second Langua 50 20 30
Special Education 10 10 15
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Table 6

Teacher Demographics

School Teacher Grade/Position Years at current Years of _teaching
position experience

School 1 1A 2nd 1 18

1B 3rd 2 5

1C 3rd 3 16
School2  2A 2nd 11 21

2B 1st 3 11

2C Kindergarten 9 9

2D 3rd 2 12
School3  3A English Language 6-8tt 2 13

3B English 6-8th 5 17

Cultur ally Responsive Practices

A common emergent theme that arose from both indeieind deductive methods of the

analysis was culturally responsive teaching prasti€ulturally responsive practices observed

and heard in teacher reflections included constristtparspectives, asset based instructional

frames, recognition of the cultural contexts of teacflaind learning, a focus on academics,

creating common learning outcomes for diverse studprasoting educational equity and

excellence, and helping all students experienceéema success (Ford, 2013; Li, 2014: Gay,

2013; Ladson-Billings, 1995; Villegas & Lucas, 2002)he practices revealed were as

preliminary codes, secondary codes, clusters of cadesa category of culturally responsive

practice. Within observations and interviews, 40 sdeoy codes were identified as culturally
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responsive practices. Observations and interviemstr@ptions produced rich evidence of

culturally responsive practices. These culturasponsive teaching practices were gexlip

three categories: pedagogy, classroom learning enveofhrand student engagement.
Cultur ally Responsive Pedagogy

The first category that | constructédm the teacher participant observations and
interviews was teacher pedagogy. Pedagegydefinedaspurposeful teacher actions and
statements about instructional practice that supgate individualized learning needs of
students "Culturally responsive pedagogy engages studentsauiitiple ways and benefits all
learners, while meeting individual needs, modifyind ascommodating for cultural, linguistic,
learning, and behavioral differences" (Ford, 20149). The approaches identified in
participants' pedagogy are examples of specific culgur@sponsive practices used to meet the
needs of all students.

The majority of codes within the category of pedageperged from teacher
observations. | observed teacher actions that prodi/deaf pedagogical codes. Teadier
responses in interviews added additional data tpauppecific pedagogical actions identified
as culturally responsive practice. Common in aieslations were pedagogic clusters that
included instructional purpose, assessment, instnedt@pproach and access. Analysis of the
secondary codes and clusters of codes reddww the teachers collectively approached the

delivery of instruction (Figure 4).
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Secondary Codes Clusters of Codes

Standards based Instructional purpose
Learning target

Direct instruction

Rubric use

Assessment Assessment
Formative assessment

Student centered approaches Instructional approach
Student dialogue
Reciprocal teaching
Collaborative groupings
Teachable moment
Student conceptions explored
Teacher directed approaches
Questioning
Gradual release

Connection to previous instruction
Explicit vocabulary instruction

Sheltered Instructional Observational Protocol® Access

Differentiate

Scaffolding

Student choice
Figure 4.Pedagogy Secondary Codes and Clusters.
Instructional Purpose

Instructional purpose was characterized by the secpmoades: standards based lessons,

learning targets, direct instruction, and rubric u$kese codes represented how teacher
participants tied instructional delivery to acadentamdards and purposeful planning. The
secondary codes represent how each teacher partgganght equity for students by pursuing
common learning outcomes and provided equal edu@tipportunities to classrooms rich in

diversity (Gay, 2013)I assigned the code standards basethy knowledge of standards as a

current administrator. All teacher paipants' lessons were based on grade level, state
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standads, and all had strategies to make students awamhaft they were learning by posting or
describing learning targets of their lessons. Phafw from Teacher Participants' (2B, 2D, and
3A) classrooms demonstrated the application of leanargets (Figure 5). Learning targets
provided students with academic focus of learning #eudfied instructional goals. Another
example of instructional purpose was how two teacheicgeants facilitated student
understanding of contenfleacher Participant 2B provided whole group math instnu¢o

teacha standad based skill and utilized reciprocal teaching, studggagement strategies, and
direct instruction to facilitate student understagdiTeacher Participant (3A) recognized
students not meeting instructional expectationsuditided a rubric to reteach desired learning

outcomes.
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Figure 5. Teacher Participantd earning Targets
Assessment

During observations, | viewed teacher participantsgiagssessment to determine student
understanding of concepts targeted in instructiongdgse. In interviews, responses included
explicit references to using assessment to understaiens’ prior knowledge (pre-assessment)

and understand how students responded to instruéionative/post-assessment). Assessment
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of students' knowledge demonstrated an emphasisstrepgeriences and recognition that
learning emerges from previous student experiencesl(E614). The collection and analysis of
assessments demonstrates culturally responsivedfdgsacher reflexivity, reflection, and
inquiry (Li, 2014).

Assessment was coded in observations and intemésponsesf all participants
transcriptions. Teacher ParticipafC] referenced assessment in her interview and was
observed discussing assessment results with stud@asésher ParticipaniC) leveraged
assessment to give actionable and individualizedWack, "so everyone has something left on
the test from yesterday, | left a sticky for you, cameone show me a sticky? Most of you did
awesome on your array, but some arrays did not matcdiigm”. Teacher ParticipantA) gave
an exit ticket at the end of the math lesson to gaigdent response to instruction. In addition
to observations, assessment was coded in six ofirflee@aches’ responses to interview
guestions As observed and discussed, assessment was a\sti@tgafimize studest learning
in classrooms. In interviews, multiple participantsced that assessment was a i@y
understand student needs, differentiate instructioth aaapt instruction. | interpreteght¢hers’
perspectives on assessment as a professional etspainsibility to guarantee the success of
each student (Ladson-Billings, 1995).

Instructional Approaches

Instructional approaches were a particularly rich afemding that occurred acroak
teacher participant observationisobserved teacher participants implementing a waokt
techniques and strategies in the delivery of theairrirction. Due to the number of secondary

codes within the cluster of instructional approaches,dub-clusters were created. The two sub-
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cluster groups within the instructional approach pacerdter were student centered approaches
and teacher directed approaches.

These approaches facilitated the delivery of instroetipurpose by promoting student
engagement and deepening understanding of contémt.coimmonality in these approaches was
instruction from a constructivist perspective that helpteidents generate meaning in response to
new content and ideas (Villegas & Lucas, 2002).t@ally responsive teachers see cultural
differences as assets and use this knowledge te gustructional strategies to optimize their
educational effectiveness with all ethnic groups (@&40).

The sub-cluster of student approaches included ttendary codes of student dialogue,
reciprocal teaching, collaborative groupings, teachatdments, and student conceptions
explored. Student dialogue was an important instructional apgresed to bolster student
construction of knowledge and was observed in alsgboms. In teacher participant
observations, students were encouraged to sharertgimkieaching moments in whole or small
group instruction. Teacher Participants (2A, 2B, 2@, 3A) were observed using structured
student dialogue where students conferred about atstnal topic. Teacher Participant (2B)
was observed implementing structured student digp'tgo when | say turn and talk, | want you
to find a partner and tell them about a time you eddtkelp getting something done. Ok friends,
are you ready? When | call on you, | want you tol@rpwhat your partner told you".

Reciprocal teaching, where students assumed a teatb@n either whole class or
partner work, was another method to support learningtetpreted this as an asset based
approach, which when leveraged helps students cehstieaning in classrooms. Reciprocal
teaching was observed for most Teacher ParticipantsZAA2B, 2C, 2D, 3A, and 3B)An

example of reciprocal teaching came from Teacher Patitsp(1A) "can you help me at the
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board?" and "O.k. [student] is going to show you wiikese two numbers are on the meter
stick". A different example from Teacher Participa(@®) classroom was "your job with a
partner is to find another strategy to solve thidopam, talk with your neighbor”. These quotes
provide examples of how teacher participants' utilizsziprocal teaching to promote student
construction of knowledge.

Students worked in collaborative groupings in abetvations. Each teacher participant
structured student activities that utilized collaboratgroups havingn going conversations both
on topic and off. During these collaborative work timgtudents were independent, self-
directed, and free to dialogue with each other inmgetion of activities. While present in all
observed classrooms there were varying levels of coldlye learning design. Teacher
Participant (3A) had a deep level of collaboration esdlleel into his/her classroom structure.
This was observed in , instructional delivery anduksed in depth within the nterview
response.

Well, the way my classroom is set up, we use a Kagating model. They don't know

this, but | group them according to their reading scdg® I'll have one student who is

the highest in the group and then a middle highaamdddle low and the middle high

will be his shoulder partner, or her shoulder partner tla@dniddle low will be their face

partner, and then diagonally will be the lowest studecause it's really frustrating for

both those students if they have to interact anckwopaired projects because their
levels are so... Especially here at [school name]saseparate. So they do group work
together but they don't do pair work together 'cabeg sit diagonally across from one
another, but the kids who are interacting are clasérvel and what that allows me to do
is kind of spread all of my needs throughout the otes®a so that | don't just have one
group of high kids sitting at one table and one groulpw kids sitting at another.

The consistent use of collaborative learning byeather participants allowed for student
co-creation of knowledge, removing the teacher asadlteedisseminator of learning.

Teachable moments and exploring student concepivens common across most teacher

participants practiceTeachable moments were interpreted as bridgingdpégtween school
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and home by investigating what students' connectmisntent were. Studeniconnections to
instruction occurred in most classrooms and wereifaigtl by allowing students to share
perspectives (1A, 2A, 2B, 2C, 2D, 3A, and 3B). Tedde moments were short moments where
student voices were invited and welcomed into teat#d dialogue. An example of a teachable
moment occurred during Teacher Participant's (2A) classrastruction. While reading a book
to a small kindergarten group, Teacher Participant &8pped to explore a picture in the text,
"Do you have pets at your house"? Teacher Partitsgad, 2A, 2B, 2C, 2D, 3A, and 3B) were
observed honoring student contributions/connectiodstlaen continuing with direct instruction
in content Another example was how Teacher Participant 2B lirkketbry to the students’
community o.k. Iés look at this picture, does this look like our ®ityrhere is also a snake, do
we have snakes? What do you notice, oh an alligakoa tree, do we have those in our city".
Similarly, to teachable moments, exploring studmniceptions was integral to the
knowledge creation process and present in mostwdsans (1A, 1B, 1C, 2A, 2B, 2D, and 3A).
Student’ conceptions differed from teachable moments as tlayed more to content being
taught by teacher. An example of this was how TeaBlarticipant (2D) used probing questions
to explore student thinking "tell me more about that, who else g@ittR Teacher Participant
(3A) explored conceptions of vocabulary meaning withnepeded questions about homophone
meaning. By engaging in exploring studérnhinking patterns teachers had multiple purposes
that included; promotion of knowledge creation, afijigstheir practice to meet student needs,
and promoting common learning outcomes. Teachabieents and exploring student
conceptios were opportunities utilized to both help studentsstauct their own knowledge

frames and celebrate student assets to the teactdngarning process.
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The sub-cluster of teacher directed approaches intltrgesecondary codes of
guestioning, gradual release, connection to prewimatsuction, anekxplicit vocabulary
instruction. These approaches were spedifictudent learning needs. These practices are
heavily rooted in constructivist approaches to teaghimd learning, emphasizing the co-creation
of new knowledge.

Teacher questioning was a consistent stratedjy edi by most teacher participants (1A,
2A, 2B, 2C, 2D, and 3A) to help students in the krealgle creation process. Teacher
participants utilized questioning to deepen thinkamgl assess student conceptions of
knowledge. An example of questioning was Teacheidizaht 2B discussion about previous
instruction "yesterday we started our science lessbn,can tell me what we are learning to
become". Teacher Participant 3A in discussing previvriting instruction "ok tell me what'
important to include in our writing". This secondande was also present in the category of
student engagement aisdiscussed/analyzed in that categoiyese teacher participants used
open-ended questions to deepen student engageamsess learning, and facilitate knowledge
creation.

Gradual release was an approach that recognizec#uefar bounded learning and sva
used by some Teacher Participants (1A, 2B 3A, and 3B). Gradual release is a process by
which students move from teacheredied to independent application of a skill through “I do,
we do, you do”. Most instruction observed was characterizgdwe do” or “you do”.

Examples of this included Teach@rticipant’s (1A) classroom reciprocal teaching that
proceeded student ingendent work. In Teacher Participant’s (3A) classroom, students

collectively and in pairs scored writing, utiliziegubric prior to engaging in independent
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writing. Gradual release indicated teachers' re¢mgnof the sequential aspect of knowledge
construction for learners.

Connection to previous instruction was coded in steaeher participant observations
(1B, 1C,2A, 3A, and 3B).To help facilitate the active construction of knowledigachers
purposively linked current instruction to previoustinstion. By connecting instruction
progression, teachers activated prior content knowléaldgecilitate continuing knowledge
construction. Teacher ParticipadB] began her geology lesson with “Ok I want you to open up
to the page in your jourtsato the definitions of your rock types” “Friends now tell me about the
three types of rocks”. This quote is one example diow some participants connected current
content to previously taught content

During observations, all teacher participants levedageentional vocabulary instruction
to prepare students for content of lessons. Vocabulamuction was a method used to promote
new knowledge construction with students. Teacheidfznt BA) hadan explicit focus on
homophone instruction at the beginning of a writiegsbn, exploring students' understanding of
each particular word. Teacher Participant (3A), "Alougians permitted, what does permitted
mean? Yes, like accepted or a car permit. Can anyamedf another permit you might nééd
At School 1, each teacher participant blended nmagtieal vocabulary into instruction during
observations and discussed application of this styatemterviews. At School 2, Teacher
Participants (A and B) were observed delivering eipliocabulary instructiorBoth reflected
on this instructional approach in their interviews.
Access

The last cluster of pedagogy that was consisterganher observatisiwas access.
Access waa culturally responsive technique used by teacloarsspond to student needs by

providing instruction where pace, level and type sfrinction are adjusted based on student
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strengths and interests (Ford, 2014). Teacher PariidigA) had a powerful interview response
about the importance of access, "that every studeggtisng what they need at their level, and
making sure they have access to the curriculumthdrdiverse classroom settings teacher
participants implemented several approaches to ergjbgteidents in grade level instruction.
These approaches addressed both cultural and learedny of students and promoted
excellence for all students.

Teacher Participants (1A, 1B, 2A, 2B, 2C, 2D, and 8&tussed and applied methods to
promote student access to instruction in interviewgs@servations. Three strategies utilized by
some of teacher patrticipants were the use of Shelteséictional Observational Proto@|
(SIOR®), curricular modifications, and relevant texfBeacher Partipants (2A, 2B, 2C, and
2D) referenced SIOP® as a way to modify and deliverutsion. The SIOP® Model is an
instructional delivery and modification protocol targgat supporting the needs of language
learners and students below grade level in direttuiason (Echevarria, Vogt, & Short, 2008).
SIOP® strategies support the needs of learners throudgbafhing and language objectives and
(2) the purposeful clarification of content, conceptatarials, and activities in teacher planning.

A second method to create access was the use afediff&ion in classrooms.
Differentiation is the process of making learning asitds by modifying content, process, or
product for students (Heacox, 2002). An example afwras Teacher Participan{1A) use of
differentiation and student choice in assigning hwor& of different complexity and asking
students to choose preferred homework. A comporfatitferentiation is supporting students in
completion of product by providing scaffolding. Scaffodde learner supports to help facilitate
successful learning outcome$eacher Participants (1B and 2D) voiced in their witsv about

the need for scaffolds like sentence starters and framtesg scaffold student work. Teacher
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participant$ (1B, 1C, 2A, 2B, and 3A) had different visual scaffaldat included sentence
starters, vocabulary resources, and writing organizesggport students in producing work.
Teacher Participantg2A, 2C and 3A) leveled reading libraries that\aklol each student to
select a texatther level. Access was a key pedagogic skill that teacherqyaatits reflected
upon and were observed implementing purposively toenradtruction accessible to all students
within their classrooms.

Classr oom L ear ning Environment

The second emergent category in teacher pedagogihevatassroom-learning
environment.A key task of culturally responsive teachers is toteredearning environment in
which all students can make sense of new ideas @mstraict knowledge (Villegas & Lucas,
2002). In addition, Ladson-Billings (1995) describes the watly relevant classroom as a
community of learners characterized by a high levelaaidemic success for all student®
actualize these academic outcomes culturally resp®otassrooms need to create a culture of
value for each studerduthentic relationships, clear community norms, aatlamic excellence
for all students “Teachers must also understand how to accommodate differences and
incorporate students’ background knowledge and experiences in classroom participation
structures” (Ford, 2014, p. 140).

All observations included a purposeful emphasis eatang and maintaining a learning
environment. Observations were rich in coding anernews provided rich descriptions of how
teachers created/maintainedlassroom-learning environment. Domain analysis cbiséary
codes in the category of classroom learning environsigoported teacher participaht
reflections and actions (Figure.6n observations, each teacher was very purposeful aticge

a learning environment that combined learning spaogsectations, accountability,
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independence, relationships, community, and classmanagement. All teacher participants
strategically designed learning environments to prorsigent knowledge creation and high

levels of success.

Learning spaces Are ways to create Classroom learning environment
Collaborative centers
Student choice
Clear expectations

Expectations
Structures and routines
Varied expectations
Posted expectations
Student knowledge
Academic expectations
Rubrics
Learning targets
Dialogue about assessment
Assessment

Accountability
Reciprocal teaching
Randomized checks
Purposeful inclusion

Student independence
Access to learning resources
Learning targets
Student materials
Learning spaces

Relationships
Classroom cultte
Humor
Teachable moments
1:1 student interactions

Classroom community
Peacekeepers
Mindfulness
Building relationships
Multiple intelligences

Classroom management
Expectations
Classroom agreements
Routines and structures
Norms
Redirections
Affirmations

Figure 6 Domain Analysis Classroom Learning Environment
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L ear ning Spaces

Teacher Participants (1A and 2A) explicitly creatsgividual learning spaces in their
classrooms. Learning spaces promoted student knowvt@egtion by encouraging independent
learning, collaborative learning, independence, amdceh Different types of learning spaces
demonstrated teacher recognition of the diverse typksaofing situations needed to facilitate
academic success for all. These classrooms had oozgrs, nooks, and pillows to facilitate
types of independent work of students. Learning spaciksded different whole group
instructional settings. TeachRaticipants (1B, 2A, 2B, 2C, and 2D) utilized front carppace
when delivering instruction. These teacher partidipased small group collaborative centers
for students to complete group and independent wAlkclassrooms had collaborative table
groupings, where students could work independentlyithr table partners. Teacher Participants
(2A, 1A, 2B, 2C, 2D, and 3A) were observed as havdifigring behavior expectations based
upon location of learning, whole or small group instiarg and independent or collaborative
work times. In each classroom individual and groaprieng spaces were clearly articulated,
student centered in choice/type, and promoted stud@ependence in task completion.
L ear ning Expectations

A key component of the classroom-learning environm&rg creating learning
expectations in a variety of modalities. Structures rutines of different learning
environments were clear to students across observatidresse structures and routines provided
norms for students and were essential to creatingraitey environment. Norms facilitated how
the knowledge construction process (collectively addvidually) functioned day to day.

Established methods and processes enabled studemtgdge in learning arwek self-directed in
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learning, promoting the collective success of all stusl. Students were knowledgeable about
norms for different types of instruction and specific ioeg in the classroom.

Most Teacher Participants (1B, 2A, 2B, 2C, and 2D} yaried expectations for whole
group instruction and group table work. These teaghsicipants had various learning spaces
and specific behavioral/academic expectations foh egation. Teacher participants across
classrooms observations posted expectations thatwigeral guides for students (Figure 10).
Several Teacher Participantisd 2A, 2B, and 2 exhibited specific classroom expectations
when they brought students to front carpet area to lengirect instruction. Durg
instruction, students sustained attention and disdogas teacher directed with minimal student-
to-student talk. Students then weéntable groups where learning expectations changed. At
table groups, students were free to dialogue with etteer ande self-driven in gathering
materials.| observed that students had different learning behswbased on what type of
instruction was taking place. In Teacher 2A's clagsrcstudents were asked to independently
begin work at literacy centers. Students knew reugind expectations for different literacy
centers within the room. It was clear during obseovatithat students internalized and were
knowledgeable about expectations. Another arepe&diic focus was expectations of how
students were to work in collaborative teams with ieploles and responsibilities. Teacher
Partcipant BA) created table groups with shoulder talking partnased upon a collaborative
group model.

A second aspect of classroom learning expectatioscigar teacher communication of
academic expectations. Academic expectations preraoted by using learning targets,
dialogue about assessment, and the use of rubrearning targets were verbally and visually

presented and were observed as a method to facgttedent awareness of the instructional
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purpose of the day. Another form of academic expecanmunication was teacher dialegu
about assessment results. During some teachécipant observations, student and teacher
dialogue about performance clarified academic expeatafor students. Teacher Participant
(1C) utilized previous assessment to discuss, wittclags as a whole and each student, about
progress and specific areas of improvement neededdijatTeacher Participar@4) hada
whole gro