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Abstract

This transcendental phenomenological study sought to understand and describe teachers’ lived
experiences with cultural diversity in middle school and high schools using cross-cultural
dimensions as lenses. A social constructivist research paradigm derived from Lev Vygotsky’s
social constructivism theory urged this study’s theoretical framework. The approach of cross-
cultural dimension from Geert Hofstede was applied as a lens to investigate the participants’
views about their experience with cultural diversity. Teachers from middle school and high
schools participated in the research. The participants were from different social backgrounds,
races, lifestyles, countries, and organizations, which made each answer unique regarding cultural
diversity and cross-cultural dimensions. The research includes 12 interviews. Interviews,
transcriptions, questionnaires, memoing, and journaling produced the data that were thematically
analyzed to reach a conclusion and create the findings. Purposeful, snowballing, and criterion
sampling guided the selection process. The researcher applied epoché, phenomenological
reduction, and imaginative variation while formulating textural and structural descriptions to
analyze the participants’ interviews and capture their lived experiences without bias. The
analysis produced seven themes focused on cultural diversity in the classroom. They are: 1)
Cultural Diversity Implementation, 2) Teaching Methods and Practices facilitating Cultural
Diversity, 3) Professional Development Ineffectiveness about Cultural Diversity, 4) Cross-
Cultural Dimensions in the classroom, 5) Experience Level Importance in Cultural Diversity, 6)
Fear of Reprisal and Being Incompetent, 7) Value of Parents’ VVoices for Cultural Diversity
Integration.
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CHAPTER ONE: INTRODUCTION

Overview

Studying culture without experiencing culture shock is like practicing swimming without
experiencing water (Hofstede et al., 2010, p. xiv).

The focus of the study was to describe and examine how teachers experience, understand,
and address cultural diversity in middle and high school classrooms. | asserted that teachers must
be conscious of cultural diversity in classrooms, particularly cross-cultural dimensions, to favor
all students’ advancement. This chapter establishes why I conducted the research, its structure,
and its boundaries. | provide the contextual background for the investigated issue while
explaining the study’s purpose and the research problem. Then | emphasize the significance of
the study while presenting the central and subsequent research questions. Finally, I describe
relevant terms used in the study that are necessary for readers to understand certain concepts and
frameworks.

Background

Balestra and Fleischer (2018) reported that the world would continue to become more
blended and fused due to globalization and increased migrations, changing the education
landscape. The National Center for Education Statistics (2020) reported that diversity will
continue to grow among race, gender, and ethnicity in the nation. The Organisation for
Economic Co-operation and Development’s (2021) goal is to create policies encouraging
prosperity, fairness, opportunity, and welfare for all. The education department focuses on
promoting inclusivity and diversity in education worldwide. The organization wants to eradicate
inequality while ensuring global quality and equal access to education—the cultural context and

environment of education impact learning and teaching (Ju et al., 2016). Teachers are vital in
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acknowledging cultural diversity in their classrooms, including their cultural backgrounds,
because they bring their beliefs, experiences, and attitudes while teaching and formulating
educational strategies (Kaur & Noman, 2015). Multiple definitions of culture are associated with
education (Foncha et al., 2016; Jensen et al., 2018; Morling & Lamoreaux, 2008; Roy, 2020).
However, the definitions of Hofstede (1980) and Fiske (2002) were the most appropriate for this
study. They defined culture as transmitted social constructions and shared preconceived
ideologies that impact the human environment and education. The definitions emphasize
classrooms’ interactions between teachers and students as constructed cultural transmissions and
communications vital to learning success.

Jensen et al. (2018) explained that culture plays a vital role in how students learn at the
middle and high school levels to prepare them for independent learning in college. They noted
teachers’ underestimation of how culture influences teaching and instructing. Whitaker (2019)
clarified that teachers must know their culture and students’ identities to support culturally
diverse classrooms effectively. Finally, Jensen et al. concluded that the difference between
students’ and teachers’ worldviews is an inevitable dynamic in the classroom and school; most
teachers’ interactions with students they observed were marginally connected to students’ lives
outside the school. Because of this disconnect, teachers can develop a curriculum under Western
cultural perspectives while ignoring the multicultural aspect of classrooms or espouse a sense of
individualism while ignoring students’ collectivistic tendencies.

Students’ personal and cultural identities translate to cross-cultural dimensions often
ignored in the educational realm. From a cross-cultural perspective, a problem could exist in
classrooms in collectivistic societies when teachers are individualistic and vice-versa. Therefore,

teachers and educators must understand cross-cultural dimensions to implement proper teaching
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methods to facilitate students’ cognitive ability to learn (U.S. News & World Report, 2021;
Vandello & Cohen, 1999). The cross-cultural dimensions matter very much to education.
Individualism, collectivism, and the power relation between students and teachers matter how
interactions, perceptions, and knowledge are constructed in education. Therefore, more studies
must focus on the subcultural dimensions to increase teachers’ understanding of their impacts on
learning and classroom interactions.
Historical Context

An increase in the waves of migration since the industrial era in the 18" century and
world wars in the 20" century precipitated cultural diversification. It necessitated the need for
educational changes in multicultural countries and, recently, in monocultural nations (Dietz,
2007). In the United States, when President Lyndon B. Johnson signed the Hart-Celler Act, also
known as the Immigration and Nationality Act of 1965, he reshaped the landscape of the nation
and allowed over 30 million people from cultures with few members previously living in the
country to enter, which affected the American educational system (Fass, 2020; Suarez-Orozco,
2020). From an academic standpoint, the 1960s, 1970s, and 1980s produced ethnic studies
during the Civil Rights Movement to counter racial oppression, which transitioned to multiethnic
studies, then multicultural education to illuminate the positivity in recognizing cultural diversity
as a strength in education while favoring representation and providing resources for minority
students (Banks, 1993, 2013; Gay, 1975; Jordan, 1985). Banks (2016) affirmed that while
assimilationist theories and tendencies had been the goal of national education, the theories
revoked the products of cultural diversity and inclusion.

The United Nations (2021a) reported that in 2021 some 272 million people migrated to a

different country, 51 million more than in 2010. The United Nations Educational, Scientific, and
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Cultural Organization (UNESCO) aims to promote diversity and reduce inequality; the
organization recognizes that education is the first step in supporting and advancing inclusivity
worldwide (United Nations, 2021a). This stance puts teachers at the forefront of combating
unfairness and discrimination by being aware of cultural diversity in their environment.
Secretary-General of the United Nations Kofi Annan, while proclaiming 21 May 2002 as Culture
Diversity Day, said in his message to the world,

Culture is the flower of the human being—the fruit of our minds, the product of our

traditions, and the expression of our yearnings. Its diversity is wondrous, part of the rich

tapestry of civilization. Culture is also a powerhouse—an employer of millions, an engine

of economic progress, and a force for social cohesion. (as gtd. in Stenou, 2002)
This statement accentuates how teachers must acknowledge cultural diversity in education and
promote inclusion. They are the gatekeepers of learning and are situated at the center of
knowledge construction. As cultural tendencies, cross-cultural dimensions are integral in
institutions in society such as schools and families (Hofstede, 1986). In the role-pair teacher—
student, a problem could exist in education when teachers and students share various attitudes on
the different spectrums of the cross-cultural dimensions but interact daily in teaching and
learning. For example, in collectivistic societies, one can ask what approaches individualistic
teachers use to instruct collectivistic students and vice-versa.
Social Context

The impact of cultural diversity has been recognized and documented in education, from
Plato and Socrates to current mainstream ideologies (LeMoine, 2017). Much research worldwide
has been conducted in multiple disciplines and levels of education to ascertain, identify, and

provide solutions to the adverse effects that impact teaching if cultural diversity is ignored
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(Alexander & Weekes-Bernard, 2017; Civitillo et al., 2019; Giudici & Grizelj, 2017; Lozano &
Escrich, 2017). Diversity in education has been constantly related to students’ success, the
achievement gap, discrimination, violence, and harassment at all school levels, in the US and
abroad (Austin et al., 2019; Byrd, 2020; Hanson et al., 2020; Howard, 2019; Parmegiani, 2019;
Suna, E. & Ozer, M., 2021). Yu (2018) reported that a high drop-out rate among disadvantaged
students is related to schools’ cultural diversity and that a typical curriculum might not support
the increase in immigration trends. Effectively and adequately teaching a culturally diversified
student body relates to their positive attitudes to work later with associates, customers, and
patrons from other cultures (Wells et al., 2020). This phenomenon requires teachers to be
conscious of their classrooms’ cultural composition to enable all students’ success.
Theoretical Context

People share determinations, ambitions, motivations, and mental capacities within
cultures; they live together within the same social environment and learn from and within their
group (Hofstede, 2017). However, students from those social environments do not choose who to
learn from. Teaching is naturally integrated into cultures, and cultures are part of teaching.
Culture dominates classroom interactions and learning (Kaur & Noman, 2015). Therefore,
studying cultural diversity is vital to understanding all components of students’ and teachers’
constant interactions while learning and teaching. Cultural generational shifts are inevitable, and
evidence has shown evidence throughout research in many fields (Beugelsdijk, Kostova, Kunst,
Spadafora, & van Essen, 2018; Beugelsdijk, & Welzel, 2018; Lee et al., 2022). Teachers must be
ready to understand their students’ culture to guide them through success during their academic

years.
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Ladson-Billings (1994, 1995a, 1995b, 2003, 2006, 2009, 2014, 2021) and Gay (1975,
1980, 2002, 2010, 2013) have written extensively about culturally responsive teaching and
cultural competence pedagogy. They both emphasized the practices to support multiculturalism
and cultural diversity in education while introducing the theory of culturally relevant education,
which bridges the gap between students’ home cultures and schools. Furthermore, knowledge is
not static or constructed, and specific criteria to implement the approaches must account for
students’ lives’ racial, ethnic, and cultural aspects (Ladson-Billings, 1995b). For CRT to succeed
in classrooms teachers must understand their students’ individuality and cultural affiliation and
instruct without prejudice (Archibald et al., 2020; Garces-Bacsal et al., 2021).

Banks (1990) introduced different approaches to implementing multicultural education.
First, in the contributions approach, educators celebrate special ethnic days with lessons while
introducing typical ethnic heroes. Second, in the ethnic adaptive system approach, educators add
curriculum characteristics without modifying their specific constructions to introduce ethnic
material to students. Third, the transformative process approach provides complementing and
supplementing features or perspectives to current views while explaining how to implement
multicultural diversity. Finally, in the decision-making and social action approach, teachers and
students understand relevant ethnic issues while identifying solutions and taking appropriate
actions to combat ethnic prejudice and discrimination in their environment, from the classroom
to their homes. Multicultural education should not be omitted from any curriculum; the approach
favor social justice and inclusion at all academic levels. Many researchers and educators
emphasize the needs for teachers to provide an environment for all students to feel accepted,
valued, and safe and multicultural education is the best approach to facilitate those applications

(Kwok et al., 2020; Schuelka et al., 2019; Sengupta et al., 2020).
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Problem Statement

The problem is that teachers in middle school and high schools are not aware of or
prepared to address cultural diversity in their classrooms (Acquah & Commins, 2017; Glock et
al., 2019; Juang & Schachner, 2020; Sar1 & Yiice, 2020; Shedrow, 2017). Teachers do a
disservice to students if they do not understand, manage, and address cultural diversity in their
classroom to favor all students’ educational attainment individually. The more diverse the United
States becomes, the more schools will become multiracial, which necessitates teachers to be
responsible and understand the impact of cultural diversity in their classrooms (Wachira &
Mburu, 2019). In the last ten years, secondary and primary schools’ composition has changed
dramatically. While the percentage of White students decreased from 54 to 47, for Hispanics, it
rose from 22% to 27%, and for Blacks, it decreased from 17% to 15%. Students of more than
two races rose from 1% to 4%, which means that all minority (non-White students) students
accounted for 75% of the public schools’ population (National Center for Education Statistics,
2020). Teachers not addressing cultural diversity can contribute to low performance, a higher
achievement gap, and student failures. Teachers must be aware of all the harmful ways they can
hurt students’ cultural sensitivity. Students should feel free to exercise their positive cultural
beliefs in schools without fear of reprisal or losing their sense of belonging (Melnyk, 2017; Sar1
& Yice, 2020).

Wells et al. (2020) noted that cultural diversity can enhance intellectual skills, critical
thinking, and problem-solving. Additionally, the quality of learning and teaching increases as
diversity increases in the teacher workforce (Stevens & Motamedi, 2019). So far, during the
literature review, most current research and publications have been focused on higher education

and have been conducted in foreign countries. Even though there is much research on the effects
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and impact of cultural diversity in education, there is little research addressing teachers’ views,
experiences, and perspectives on cultural diversity while understanding cross-cultural
dimensions in their middle school and high school classrooms. The literature reveals clashes
between teachers’ cultural attitudes and their students’ inclinations. The literature shows that
teachers struggle with cultural challenges and are unprepared to teach in culturally diverse
classrooms. Hence, in an inevitably racially diverse society, it is essential to understand how
teachers understand, experience, or perceive cultural diversity in middle schools and high

schools because their actions can impact students as lifelong learners.

Purpose Statement

The purpose of this transcendental phenomenological study was to understand and
describe teachers’ lived experiences with cultural diversity in middle school and high schools.
For this research, the most appropriate definition of cultural diversity was “the representation, in
one social system of people with distinctly different group affiliations of cultural significance”
(Mazur & Biatostocka, 2010, p. 8). Furthermore, Hofstede’s (1980) theory of cross-cultural
dimensions amplified the need to assess teachers’ views, experiences, and perceptions of their

learning environment while emphasizing culture in the classroom.

Significance of the Study

| assumed that teachers should be equipped with the proper knowledge, training, and
experience to overcome the challenges of teaching in culturally diverse settings. The study
magnified the need to foster cross-cultural competency in teachers’ education and classroom
instruction. In addition, capturing cross-cultural perceptions and experiences of teachers could

provide educators with a benchmark to gauge students’ opinions, experiences, and learning needs
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to benefit all stakeholders in schools and classrooms. Educators could use the study’s results to
re-evaluate (a) teaching degree programs produced from traditional teaching methods
emphasizing cross-cultural dimensions, (b) schools’ vision and mission, and (c) teachers’
instructional strategies to teach effectively while creating inclusive classrooms.
Theoretical

The research provides a new understanding of how teachers experience cultural diversity
from a cross-cultural perspective. It could help educators in multicultural environments to
understand and account for cross-cultural dimensions analysis while formulating curricula to
promote learning. Hence, this study in teacher education and teaching strategies builds on other
studies (e.g., Khan et al., 2020; Pruitt, 2017; Wachira & Mburu, 2019) by adding knowledge and
accentuating the need for teachers to understand the value of cross-cultural dimensions and their
impact on teaching pedagogies in their classrooms practice.
Empirical

The research added data from middle and high school teachers to the body of knowledge
on how cross-cultural dimensions affect teaching and learning experiences. Based on
observations, interviews, and the participants’ familiarity with classroom practice, the findings
could allow educators to understand how it improves learning environments for students and
teachers in culturally diverse settings. School administrators could devise professional
development to instill the proper teaching methods to support cultural diversity. Finally, the
research data provide substance to research on teachers’ understanding of cross-cultural
dimensions (Huppert et al., 2018) and reemphasizes the need to replace instructivist with

constructivist cultures in education (Feyzi Behnagh & Yasrebi, 2020; Porcaro, 2011).
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Practical

The study compared Yi’s (2018) research on the cross-cultural dimensions to the
participants’ views of learning environments to determine the value of fostering such pedagogy.
The study provides information on the participants’ academic, educational, and personal aspects
while instructing in multicultural schools. Educators and administrators in middle school and
high schools could affect and implement change by applying the study’s findings in their district
or other schools with diverse demographics. Teachers in culturally diverse classrooms could
identify and relate to similar challenges and benefit from the actions implemented by the

participants to mitigate the issues.

Research Questions

The proposed research questions help to frame the study. They allowed me to set
conditions to interview and observe the participants in multiple settings. The questions drove the
goals of the focus groups and provided the objectives for the interviews and questionnaires. |
derived them from the theoretical framework to collect the relevant data for the study.
Central Research Question

What are the lived experiences of teachers in culturally diverse classrooms?
Sub-Question One

How do teachers perceive, define, and facilitate cultural diversity in their classrooms?
Sub-Question Two

What do teachers perceive as positive and negative aspects of culturally diverse
classrooms?

Sub-Question Three
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How do teachers recognize, acknowledge, and facilitate cross-cultural dimensions in their

classrooms?

Definitions

The terms defined here provide context, background, and boundaries to their significance

in the study.

1.

Constructivism-Student-centered teaching model and learning environments in
which students continually construct knowledge from previous experience (Clark,
2018).

Constructivist learning environment-Educational settings that emphasize
collaboration and interactions to support efficient learning relating to students’
and teachers’ real-life and authentic conditions to promote problem-solving
(Loyens & Gijbels, 2008).

Culture-The collective programming of the mind that distinguishes one group’s
members from another’s (Hofstede, 1980).

Cultural dimensions-These dimensions indicate how significant and relevant
interactions between students and teachers translate to their lives outside the
school (Jensen et al., 2018; Jensen et al., 2019).

Cultural diversity-The representation in one social system of people with
distinctly different group affiliations of cultural significance (Mazur &
Biatostocka, 2010).

Diversity-observed or factual differences based on human traits (Koppelman,

2020).
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7. Pragmatic constructivist approach-Teaching method combining pragmatism and
constructivism while applying practicality to knowledge construction. (Hickman
et al., 2009).
Summary
Culture is a powerful aspect of interaction and learning in the classroom. Students and
teachers interact while sharing different cultures, views, and opinions about education. The more
diverse the country becomes, the more schools will become multiracial and diverse, requiring
teachers to understand cultural diversity and create an environment that promotes multicultural
learning. Unfortunately, cross-cultural conflicts can be detrimental to teaching and learning. The
adverse actions of teachers regarding cultural diversity can contribute to low performance, a
higher achievement gap, and student failures. Therefore, teachers should be able to apply
multiple teaching styles to educate all students regardless of culture. Students should feel free to
exercise their cultural beliefs in schools without fear of reprisal or a sense of belonging. This
research investigated how teachers experience, understand, and address cultural diversity in their
classrooms to individually favor students’ educational attainment. The problem is that teachers
are not aware and prepared to address cultural diversity in their classrooms, specifically from a
cross-cultural dimension. The purpose of this transcendental phenomenological study was to
understand and describe teachers’ lived experiences with cultural diversity in middle schools and

high schools using cross-cultural dimensions as lenses.
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CHAPTER TWO: LITERATURE REVIEW
Overview

The purpose of this transcendental phenomenological study was to understand and
describe teachers’ lived experiences with cultural diversity in middle school and high school
through the lens of cross-cultural dimensions. A systematic and snowballing review of the
literature was conducted to understand how cultural diversity impacts teaching and learning
while creating teacher challenges. A social constructivist theoretical framework was applied to
structure the examination of pieces of literature. First, constructivism and social constructivism
theories were addressed to identify the lenses | would use to consult the literature. The second
part of the chapter includes a review of the literature to identify gaps and formulate a problem
statement. The literature review helped me understand cultural diversity, its impact, and its need
in education. Second, the importance of recognizing cross-cultural dimensions in education is
discussed. Third, the individualism-collectivism, power distance, and uncertainty avoidance
dimensions are synthesized to provide their relevance to subcultural diversity in education.
Finally, constructivist aspects of teaching and cultural competency are discussed to support and
provide mitigations to the problem and gap identified in the literature. The review of academic
literature established a disparity for the present study, the framework to synthesize peer-reviewed

documents, and analyze the data collected.

Theoretical Framework

Hofstede’s (1980) theory of cross-cultural dimension informed the study. The theory
provided the foundation for evaluating literature and synthesizing information and data. The
paragraphs below will explain the approaches to producing a coherent and cohesive literature

review and research.
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Hofstede’s Cross-Cultural Dimensions Theory

The purpose of this transcendental phenomenological study was to understand and
describe teachers’ lived experiences with cultural diversity in middle school and high school
using cross-cultural dimensions as lenses. Hofstede’s (1980) theory of cross-cultural dimensions
emphasizes the need to identify students’ subcultural tendencies. The dimensions of the theory
are associated with students’ views and perceptions of their learning environment while
evaluating concepts. According to Roy (2020) and Nair et al. (2022), cross-cultural dimension
studies have been dominated and influenced by the seminal research and extensive writings of
Hofstede. Hofstede’s theory has dominated cultural studies while analyzing national and
individual cultures (Wadhwa et al., 2022). He produced four parameters to explain individuals’
interactions, behaviors, and cultural differences while surveying the International Business
Machine (IBM) workers from 1967 to 1973 in 40 countries (Rojo et al., 2020, Yi, 2021). The
original dimensions offered by Hofstede were power distance, individualism, masculinity, and
uncertainty avoidance. After more research, he added two more dimensions—long-term
orientation and indulgence—to address the importance of value in cultures (Cao et al., 2020;
Foncha et al., 2016; Nair et al., 2022; Roy, 2020; WPSU, n.d.). The theory guided the analytical
approach to data collection. It informed the research questions, data analysis, and results reported
in chapter four.

Related Literature

Various topics must be discussed to understand the value and challenges teachers
experience with cultural diversity in middle schools and high schools. The literature review
elaborates on the theoretical framework and establishes the study’s structure for identifying how

students and teachers interact, perceive, and experience the phenomenon in a natural setting.
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First, | described the dimensions and their implications for education. Second, | discussed the
IND/COL, the power distance, and the uncertainty avoidance cross-cultural dimensions from
Hofstede (1980) and their relations to education because they are essential in understanding
classroom teacher—student relations. Third, | evaluated the implications of social constructivism
on cultural diversity in education. Fourth, | reviewed cultural diversity’s impact on education.
Finally, | examined the different constructivist pedagogies related to cultural diversity and
elaborated on the value of multicultural education, technology, and cultural competency to
support cultural diversity in the classroom from a cross-cultural perspective. In conclusion, to
provide context for the research, I related teachers’ importance in identifying and understanding
the cross-cultural dimensions while teaching in culturally diverse classrooms.
The Dimensions and Their Implications for Cultural Diversity

Noorbehbahani & Salehi (2020) explains that Hofstede’s research provides the best
option to understand how culture affects value in a working environment. Given that schools are
working environments where teachers interact with students constantly, Hofstede’s framework of
national culture based on individuals is appropriate for this study. Culture can be defined as
collective programming regulations, assumptions, values, and morals adopted by a social group
that affects their behaviors and how they perceive and receive information. The definition
emphasizes that students will understand and receive instructions from different perspectives
from teachers (Bozkurt & Akbulut, 2019; Cao et al., 2020; Kasler et al., 2020; Tlili et al., 2021).
Through a meta-analysis, Morling and Lamoreaux (2008) concluded that culture is the
foundation of everyone’s perception, beliefs, and interaction with others; hence, failing to
understand the aspects of culture that can affect students’ learning is detrimental to creating

environments that favor all cultures properly. Teachers should not have specific expectations
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about how students should learn because of their social background; instead, they must be ready
to teach any student regardless of the culture in individualistic and collectivistic countries
(Jensen et al., 2018; Morling & Lamoreaux, 2008). After conducting extensive research over six
years and 70 countries, Hofstede produced six cultural dimensions representing distinctions
between people or groups (Insights, 2022). Hofstede (1980, 1986, 2005, 2011) and colleagues
(Hofstede & McCrae, 2004; Hofstede et al., 2010) correlated the dimensions’ impact on
education and culture while stating that the dimensions represent national rather than individual
values. Also, each dimension can exist within individuals and cultures due to social changes,
globalization, immigration, and technology (Lansford et al., 2021; Morling & Lamoreau,x 2008).

The first dimension, power distance, deals with the unequal distribution of power
between people or groups in a country; less powerful people either accept the hierarchical order
or fight for equality and to overthrow the system and take power, but people on each side of the
spectrum tolerate the level of inequality. It is always clear each person’s position in all
interactions (Bissessar, 2018; Fernandez et al., 1997; Noorbehbahani & Salehi, 2020; Tavanti,
2012). Education is student-centered in this dimension when there is a small distance between
the top and bottom of hierarchical power. Students feel comfortable questioning teachers and
receiving feedback; however, when the power distance is bigger, education is teacher-centered,
accentuating roles, fear, and obedience (Tlili et al., 2021).

The second dimension, uncertainty avoidance, measures people’s or groups’ comfort with
vagueness in all situations. In this dimension, the stronger the distance, the stricter the rules and
laws to keep society in constant orderliness. Regarding absolute truth, a weak distance allows
people to accept and anticipate the future and feel comfortable facing adversities and the

unknown. Life is regarded as adaptable and many activities are accepted (DeBode et al., 2020;
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Foncha et al., 2016; Noorbehbahani & Salehi, 2020; Yi, 2021). Teachers provide final answers
and absolute truths in a strong uncertainty avoidance society with structured curriculum while
leaving students with less critical thinking. In a weak uncertainty avoidance society, teachers can
decide to hold on to solutions to generate students’ critical thinking by having them evaluate
gathered information (Tlili et al., 2021).

The third dimension is individualism versus collectivism, in that individualistic societies
allow people to focus on themselves, the ““I,” and their immediate family, whereas people in
collectivistic societies focus on loyalty to groups and communities, and the “we” is fortified to
accentuate allegiance and trustfulness. Individualists focus on self and family, while collectivists
favor community benefits and rewards. In this dimension, collectivistic societies’ education
provides a means to learn how to do things with a focus on practicality and less questioning.
However, in individualistic cultures, education facilitates teaching how to learn while theorizing
and synthesizing are propagated and professed. Also, teamwork allows for better information
sharing and management (Cao et al., 2020; De Mooij & Hofstede, 2010; Noorbehbahani &
Salehi, 2020; Tlili et al., 2021; Yi, 2021).

The fourth dimension is masculinity versus femininity, which revolves around societies’
assertive and modest polarization. Masculine societies are more competitive, whereas feminine
ones focus more on consensus and are caring-oriented. Gender roles are evident in masculine
society, and quality of life is very important in feminine societies (De Mooij & Hofstede, 2010;
Noorbehbahani & Salehi, 2020; Tlili et al., 2021). In masculine cultures, education involves
competition, the best students are to be modeled, and male students do not venture into academic
subjects seen as feminist. In contrast, feminine societies allow students to engage in reciprocal

camaraderie and encourage collaborative learning. The academically average students are
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imitated and choose academic subjects from intrinsic motivation (Gomez-Rey et al., 2016;
Hofstede et al., 2010).

Long-term and short-term orientation is the fifth dimension, which entails how society
prioritizes the past, present, and future (Insights, 2022). Long-term-oriented societies focus on
pragmatic planning for the future through the present; current preparation should benefit future
generations. In contrast, short-term societies focus on preserving traditions and are skeptical of
societal changes (DeBode et al., 2020; Basnakova et al., 2016; Noorbehbahani & Salehi, 2020).
In long-term-oriented societies, educational rewards are for motivation, though in short-term-
oriented societies, those rewards are for satisfaction and contentment (Kaur & Noman, 2015).
This dimension can help identify students’ educational ambition, motive, and motive (Tlili et al.,
2021).

The final dimension is restraint versus indulgence, which concerns how people in
societies can express gratification (Insights, 2022; Tang & Bao, 2020). The dimension was added
after Hofstede et al. (2010) analyzed the results of the World Values Survey from 93 nations.
Restraint societies score higher on morality and follow strict norms. In contrast, indulgent ones
are looser on ethics and virtue, value leisure and freedom of choice, and standards can change to
facilitate progress (DeBode et al., 2020; Beugelsdijk et al., 2015; Sun et al., 2018). There is little
research on the correlation between the restraint versus indulgence dimension and education
(Beugelsdijk et al., 2015; Sandoval & Collins, 2016). However, one can conclude that indulgent
societies favor an educational system that provides many options for student progress. At the
same time, a restricted one will inhibit changes and hold students to one standard across the
curriculum, while a fixed structure establishes teacher-student interaction (Tlili et al., 2021).

The Individualism-Collectivism Dimension Relation to Cultural Diversity
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This study focuses on individualism-collectivism, power distance, and uncertainty
avoidance dimensions to establish context for the participants’ subcultural inclinations. The
individualism—collectivism IND-COL dimension is one of the first four dimensions that
Hofstede (1984) popularized with his studies on cross-cultural dimensions. Hofstede applied an
etic approach to developing a questionnaire to survey nations. From Hofstede, the IND-COL
dimension situates each measurement at the opposite end of the spectrum. Individualistic
cultures emphasize self-independence and are driven by competition (Nickerson, 2021). In an
individualistic culture, people put their immediate family’s interests before those of the
community and subordinate their needs to those of the group or community (Cachia et al., 2020;
Lansford et al., 2021). In a collectivistic culture, individuals focus on commonality in the
community, interpersonal relations, interdependence, reputation, prestige, and the welfare of
others, and extended families are vital (Cachia et al., 2020; Yi, 2018). Societies that score low on
the end of the IND-COL dimension are considered constructivist and collectivist, with a high
score corresponding to Western societies, which can indicate individualistic tendencies (DeBode
et al., 2020; Gomez-Rey et al., 2016; Kasler et al., 2020). Nevertheless, distinctions must be
made for patterns found inside individualistic and collectivistic societies.

Horizontal and Vertical IND-COL Dimension within Culture

Other researchers like Triandis (1995) included guadra-dimensionality in the theory of
cross-cultural dimensions. They added the horizontal and vertical axis on the original continuum
to emphasize the independent and interdependent self. The vertical quadrants focus on accepting
social hierarchy, selfishness, and inequality, whereas the horizontal underscores equality and

reliance on the self or the collective (Humphrey et al., 2019; Singelis et al., 1995).
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Those aspects of students’ culture can impact their learning abilities and perception.
Researchers conducted studies with undergraduate students from two different countries to
explain individuals’ characteristics on the quadratic dimension. The study allows them to
conclude that it is essential to understand individuals of the two cultures. Self-indulgence and
self-gratification are even more potent in the vertical quadrants than in the horizontal ones. That
potency means students and teachers in those quadrants will perceive and be motivated about
education for different outcomes. Vertical individualism can be associated with less
psychological well-being, while horizontal collectivism is paired with more psychological well-
being in young adults between 18-25 years of age. These findings could imply that the welfare
and happiness of high school students can be attributed to their cross-cultural tendencies.
Collectivist behaviors should be part of the educational curriculum to help young people combat
individualistic tendencies that can contribute to depression (Humphrey et al., 2019; Triandis &
Gelfand,1998).

The IND-COL Dimension’s Implication to Education.

Being individualistic or collectivistic as a student or teacher matters in how interactions,
perceptions, and knowledge are constructed in education. Preservice teachers’ attitudes are the
main challenge to curriculum development to support culturally diversified classrooms.
Individualistic or collectivistic tendencies will affect teachers’ educational models and students’
perceptions of the educational environment (Cachia et al., 2020; Wachira & Mburu, 2019).
Hence, teachers’ expectations of students and the environment will not be met if they maintain a
cultural approach and do not account for others which will force students not to share their
beliefs. Cheng et al. (2020) reported that teachers create curricula that focus on individual

requirements in an individualistic educational system and do not hold students to the same
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criteria; they view performance as distinct and evaluate students based on distinctiveness.
Furthermore, an educational environment based on collectivism will target students as groups,
teachers’ expectations will be aggregated into the group, and students will internalize and feel
responsible for the success or failures of classmates (Cheng et al., 2020). Societies that score low
on the IND-COL dimension employ constructivist teaching styles, and teachers act as facilitators
of students learning approaches, and the US as an individualistic culture, does not favor group
work due to high autonomy and independence (Gomez-Rey et al., 2016; Tamimy et al., 2022).
The Power Distance Dimension and Culture

The power distance dimension concerns the allocation of power between individuals or
groups in a country who either accept the hierarchical order or combat the inequality (Bissessar,
2018; Fernandez et al., 1997). Hofstede (1986) provided some fundamental and salient
differences that could exist in education when teachers and students interact in classrooms. He
defined power distance as how people with less power in organizations or countries accept their
position in society in relation to power (Nair et al., 2022; Tavanti, 2012). Power is synonymous
with authority and is relevant in classrooms because the hierarchy is established and engrained
by the legitimate position of schools’ administrators and teachers over students (Cortina et al.,
2017). Power distance will affect how teachers are free to use their own teaching style or
curriculum from administration and students’ cognitive ability for knowledge assimilation
(Cachia et al., 2020). Hence, understanding the dimension and its impact on education is crucial
for teachers to comprehend cultural diversity and deal with it in their environment.

High-power societies’ educational systems are teacher-centered and stress roles and
obedience in classrooms, which reflects an authoritarian style of instruction, while students are

often reactive to teaching (DeBode et al., 2020; Wadhwa et al., 2022). Teachers are regarded as
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respected professionals and keepers of knowledge and initiate all communication. Seniority is
perceived as experience. Students are followers and trust that teachers have the correct answers.
Parents and students respect teachers’ final decisions and recommendations, questioning is
discouraged, and classroom discussions are initiated to clarify learning, not as debates. Students’
success is attributed to teachers’ excellence, and knowledge is processed to follow and achieve
goals (Cortina et al., 2017; Hofstede, 1986; Kaur & Noman, 2015).

On the other hand, in low-power societies, education is student-centered or egalitarian,
and education occurs in a mutually inclusive educational environment (DeBode et al., 2020;
Wadhwa et al., 2022). Students feel comfortable questioning teachers, and two-way
communication is attributed to students’ achievement. Critical thinking is emphasized with
discussions, and students’ views are esteemed. Students are expected to participate in their
educational planning decisions, and learning must be pleasing (Cortina et al., 2017; Hofstede,
1986; Kaur & Noman, 2015).
The Uncertainty Avoidance Dimension and Culture

Globalization and new technologies have revolutionized the world. Students and teachers
equally share that space in the classroom. Teachers must recognize that students in a low-
uncertainty avoidance culture will feel more comfortable making mistakes, accept non-rigid
instructions, and want to be rewarded for innovation. At the same time, students in high-
uncertainty avoidance cultures will only take part in activities that are pre-defined and well-
structured with pre-disposed outcomes (Hofstede, 1986). In their research, Yi (2021) concluded
that cultural interactions have become more ambiguous while validating the effectiveness and

relevancy of the uncertainty avoidance dimension in today’s societies. Lee and Lee (2018)
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explain that teachers can recur to isolation from peers and avoid educational novelties while
teaching to avoid uncertainty.
Cultural Dimensions and Educational Leadership

Cross-cultural dimensions provide a lens to correlate educational leaders’ leadership
styles to their cultural backgrounds and national culture impacted the duties and decisions of
educators. Educational leadership style depends on classrooms, schools’ cultural settings, or the
background of educational leaders. Different dimensions are associated with specific leadership
styles. For example, power distance is related to servant leadership, individualism to shared or
participatory leadership, uncertainty avoidance to transformational and emergent leadership, and
masculinity to tasks versus people-oriented leadership (Bissessar, 2018; Brion & Ampah-
Mensah, 2021; Tsiligiris et al., 2022). Different leadership approaches can be linked to
educational leaders’ cultural backgrounds, which are the foundation of all interactions and
support amongst all school stakeholders. Educational improvement, success, and student
achievement will be affected by the leadership style of personnel responsible for setting
education outcomes.

The effects of culture on effective leadership are apparent. Culture ultimately impacts
educational leaders’ decisions on how to lead culturally diverse environments. Culture is the
multiple shared attitudes, morals, and actions of a given individual, organization, community, or
society (Cheon, 2000; Fisher, 2021). The differences between the members of those
organizations are vital to effective educational leadership. Understanding the granularity of the
impact of cultures on effective school leadership sheds light on how educational programs do not
prepare leaders to lead in culturally diverse environments. Educators adapt their leadership styles

from experience, not training. Hence, a trial-and-error style of action is ineffective because
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students could suffer from the consequences of that perspective. Cross-cultural leadership skills
must be engrained in educational programs (Ballard et al., 2018; Robila & Taylor, 2018).
Advocates and Critics of Hofstede

Although there are pros and cons to Hofstede’s cross-cultural dimensions, his theory
allows researchers to continually argue and probe cultural diversity’s relation, importance, and
impact in all settings and environments. From the Department of Education’s data, there are no
clear indications that the dimensions correlate to educational achievement (Lansford et al.,
2021). Most of the top countries with the best education are individualistic, like the USA, and
collectivistic, like China. Hofstede was a pioneer in pragmatic and practical research about
culture and has been selected as a top influencer by The Wall Street Journal; his theory has been
cited almost 1000 times, and his advocates emphasized the relevance of his work as a whole for
cross-cultural studies, the theory’s vital contribution to critical thinking about national and
organizational culture, and its simplicity and forthright logic (Batova & Ruediger, 2023; De
Mooij & Hofstede, 2010; McSweeney, 2002; Sandoval & Collins, 2016; Sgndergaard, 1994).

Some critics challenged Hofstede’s theory based on multiple facets (Gerlach & Eriksson,
2021; Noorbehbahani & Salehi, 2020). Gerlach and Eriksson (2021) have disputed the Values
Survey Module that Hofstede has used due to the inconsistency of their alpha values from
guantitative research. Taras and Steel (2009) presented misconceptions of the cross-cultural
dimensions that most researchers who use the theory make conceptually or as a framework. They
concluded that the validity of measurement instruments’ assumptions about culture is the most
questioned aspect of any study. Triandis (1982) examined the responses from the survey because
they were not answered in unstructured interviews; there was no way to check or confirm the

respondents’ replies. Also, he noted that the results should have been discussed and represented
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for each country, not generalized, and heterogeneity should have been applied to questions. Roy
(2020) discussed and examined the relevance and statistical adequacy of the survey as a single
instrument, the lack of national cultural homogeneity, dimensions and boundaries, political
impacts, and globalization as fallacies in Hofstede’s approach. Yi (2018, 2021) reviewed the
individualism/collectivism and uncertain/avoidance dimensions and concluded that the
dimensions must be updated with new contemporary information unavailable during the original
research to be more relevant to current studies. Batova and Ruediger (2023) expressed the
limitations to the dimensions as fixed approaches to culture without accounting for deviation and
scale versus polarity as a definition.
Constructivism, Social Constructivism, Cross-cultural Dimensions, and Cultural Diversity
Because learning and teaching are social constructs, teachers and students bring their
prior knowledge and opinions to the classroom while interacting (O’ Dwyer, 2018). The study
adds new rich data from cross-cultural dimensions to emphasize the need to understand the
phenomenon. | adopted a social constructivist theoretical framework in this study because it
situates teachers in their classrooms while making sense of their environment, which is
imperative to trends of cultural diversity in education (Tomaszewski et al., 2020). Constructivist
theorists include Piaget’s (1952) theory of cognitive development, Bruner’s (1960, 1961, 1964,
1966, 1984, 1985) theory on cognitive growth, and Lev Vygotsky’s (1962, 1978, 1987) theory
on social constructivism. These thinkers introduced different models of constructivism, such as
social, cognitive growth, and cognitive development. They all focused on individuals being
creators of their learning by observing, participating, and continually transforming their
construction of reality (Hickman et al., 2009; Schunk, 2020). Constructivism is a theory in which

individuals are assumed to structure their learning and conceive their knowledge through active
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learning and is a learner- or student-centered, instructor-facilitated, and interactions-focused
approach (Loyens & Gijbels, 2008; Clark, 2018; Krahenbuhl, 2016; Pruitt, 2017; Schunk, 2020).
When people construct their knowledge, they organize their thoughts as a valuable plan of action
to solve problems outside the classroom (Stevens, 1998). Individuals’ goals are affected by their
culture and contribute to social constructivism, which must be discussed to understand how the
learning environment affects how teaching and learning happen in classrooms.

Understanding Social Constructivism and Culture

Lev Vygotsky (1962) introduced social constructivism, which attested to the importance
of the environment and social interaction as the vehicle for learning without rejecting the mind.
Vygotsky emphasizes the impact of society on individuals’ learning. Social constructivism
should be distinguished from cognitive constructivism, presented by Piaget (1952), who
maintained that students use their intellectual ability to understand their environment and further
their knowledge. Students develop their thinking framework through culture while contributing
those affirmations to their beliefs. There are multiple Vygotskian concepts of learning in
teachers’ education. However, social constructivism must not be mistaken for a teaching practice
because it is a learning philosophy (Castro-Félix & Daniels, 2020; Shabani, 2016; Smagorinsky,
2012; Wachira & Mburu, 2019).

There are drawbacks or disputes in adopting constructivist pedagogies. There are
challenges and fallacies in implementing a constructivist teaching method. Teachers must
understand that focusing solely on activities and constant engagement to promote knowledge
discovery can lead to long-term memory misconceptions. Teachers should not ignore the

learning environment’s culture, the distinctions between constructivism as a learning theory,
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philosophical position, and instruction theory (Krahenbuhl, 2016; Lewis, 2018; Porcaro, 2011;
Renkl, 2009).

Vygotsky did not offer any implications for moral development. But Lewis (2018),
although accepting and supporting Vygotsky’s theory, advised that the approach was not
complete in supporting the development of moral education, as suggested by Tappan’s (1997)
interpretations of Vygotsky. Newman and Latifi (2020) reaffirmed that only some of Vygotsky’s
research was intended to be published. Therefore, some of the information used by researchers
could be an inaccurate assumption from Vygotsky. Nevertheless, the social and cultural
interactions in education must be understood from the theory of cross-cultural dimensions to
emphasize the differences between teachers’ and students’ views of education.

Constructivist Learning Environment and Cultural Diversity

Constructivist learning environments include collaborative and active teaching and
learning, promoting learning autonomy, emphasizing problem-solving skills, and designing
lessons to meet each student’s experience and account for their perception of the world (Clark,
2018; Splitter, 2008). Those perceptions or worldviews are related to the cross-cultural
dimensions and are vital to how students receive, process, and assimilate knowledge. Hence,
cultural diversity can create clashes in teaching and learning and become challenging for
teachers instructing middle and high school students to prepare them to be productive citizens.
Teachers are coordinators and assistants in constructivist learning environments; they are not
sages on stages, and student-centered pedagogies dominate classroom interactions (Harjali,
2019). Grier-Reed and Williams-Wengerd (2018) proposed constructivist teaching as an
approach to advance inclusive education. They affirmed that the constructivist approach could be

utilized to identify inequalities and injustice in classrooms. Since social constructivism facilitates
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knowledge to be transmitted and shared between teachers and students, culture plays a vital role
in allowing co-creation and innovation in the classroom. Thus, constructivist learning
environments can create an educational atmosphere that facilitates all those aspects mentioned
above. Therefore, constructivist pedagogies must be introduced to complement constructivist
learning environments.

Constructivist Pedagogies

Constructivist pedagogies focus on learning, not teaching; teachers challenge students’
critical thinking while providing an environment that includes dialogues and conversations to
decipher the truths (Binkley & Minor, 2020). Charania et al. (2021) explain that constructivist
pedagogies were essential to introduce and apply problem-based learning (PBL) as part of the
integrated approach to technology in education (ITE) during the COVID-19 lockdown. She
expressed that constructivist teaching and PBL allow students to produce and transmit
knowledge in new ways while the teachers create content to facilitate their study.

Hindhede (2020) reinforces constructivist teaching by accentuating its importance in
capturing students’ interests while being a student-centered approach. From her study in a
Danish school, she acknowledges that teachers are, by virtue of their position, cultural producers.
She observed that teachers’ power in the classroom drives instructional conduct. The teachers
failed to use student-centered approaches or teaching while applying constructivist pedagogies
because they were reluctant to lose their traditional role in their classroom.

Binkley and Minor (2020) emphasize that constructivist pedagogies support
multiculturalism by allowing students to produce knowledge. The constructivist classroom

employs problem-based learning (PBL) and experiential learning to transform, transfer and share
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knowledge that students co-create in inclusive environments while participating in activities and
assignments that are thought provocative.

To support the constructivist learning approach, constructivist learning environments
components like the flip classroom method supports independent learning, problem-based
learning (PBL) enables engagement and interaction, multicultural education acknowledges
students’ cultural inclusiveness, and technology allows new cognitive skills to be introduced.
Flipped Classroom Method

The flipped classroom method originated from Lage et al.’s (2000) inverted classroom
theory; they identified the mismatch between teaching and learning style as a cause of students’
disinterest in education. However, two chemistry teachers in Colorado, Bergmann and Sams,
coined the term flipped classroom (Eppard & Rochdi, 2017). Koonce (2019) defined the flipped
classroom as an inverted educational technique where homework is converted into classwork.
From a flipped classroom concept, activities like homework are held in schools as lectures and
theory are learned at home. Ozdamli and Asiksoy (2016) explained that the flipped classroom
method emphasizes providing the maximum time for teachers and students to apply and discuss
subjects in class. Students are responsible for getting acquainted with topics on their own time
outside the classroom and coming to class ready to receive help from the teacher, share with
other students, and apply their knowledge. In a flipped classroom environment, homework is
done in an interactive classroom environment, whereas instruction happens outside the school,
where students employ models to understand theories or abstract instructions (Webel et al.,
2018).

The technique has multiple advantages, including students’ autonomy and responsibility

for learning to complement the constructivist approach. In addition, students can study at their
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speed and conduct more research while parents can be involved and track the students’ learning.
It furthermore increases or forces teachers’ technology prowess to facilitate a student-centered
learning approach (Webel et al., 2018). However, there are disadvantages and challenges to
implementing the method. First, students’ access to technology and the internet may be limited.
Second, students might need to acquaint themselves with their subjects before class. Third,
teachers created substandard instructional videos and used them in class (Ozdamli & Asiksoy,
2016).

The Efficacy of the Flipped Classroom for Students. Much research has been
conducted to identify the benefits and effectiveness of the flipped classroom in different subjects
and learning environments. (Cheng et al., 2019; Campillo-Ferrer & Miralles-Martinez, 2021;
Darmansyah, 2019). For example, Cheng et al. (2019) conducted a meta-analysis of 1590
publications that included four variables: student levels, publication types, study durations, and
subject area. They concluded that the flipped classroom method benefits students’ learning
outcomes from three moderators: student levels, publication types, and subject area; study
durations were insignificant. Zheng et al. (2020) conducted a meta-analysis to identify how
flipped classrooms affect students’ learning and motivation. They included 12 moderators and
1393 publications. They provided substantial evidence that the flipped classroom method is
beneficial while considering all moderators. Also, Winter (2018) concluded that flipped
classrooms motivated middle school students while applying a technology-based approach.
Problem-Based Learning

After multiple years of clinical observations at McMaster University medical school,
Barrows and Tamblyn (1980) decided to design a teaching method to complement medical

students’ work with replicated and actual patients. From 1963 to 1974, they created “problem
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boxes” to motivate students by solving real challenges but did not produce the expected results.
Students were not wholly engaged and did not use critical thinking to diagnose their patients
because they never identified alternative treatments. Barrows and Tamblyn researched and
accumulated data to arrive at P4, the first model for implementing problem-based learning for
medical students. They affirmed that problem-based learning allows people to endure their
environment by finding and producing solutions to daily challenges. Barrows and Tamblyn
wanted teachers to apply the same methods and techniques they would propose to their students
in the classroom during medical research. Problem-based learning (PBL) can be found in John
Dewey’s (1934) approach to teaching, who believed that teachers should allow students to
investigate problems and create solutions to challenges they face in their environments (Delisle,
1997).

Schunk (2020) referred to problem-based learning as discovery and constructivist
learning. He defined problem-based learning as a teaching method to motivate and engage
students with unique perspectives about solving problems. Problem-based learning can be traced
back to Plato’s dialogues techniques, Dewey’s teaching values and school in Chicago, Bruner’s
learning by discovery, and Fraser’s case studies method. Each philosopher advocated that
problems should be the start of learning, which laid the groundwork for problem-based learning
(Schmidt, 2012). Abraham et al. (2019) conducted research with international students to
identify considerations that influence group discussion with problem-based instruction in a
diverse setting. The authors concluded that, in PBL settings, cultural differences were associated
with encouraging and positive educational outcomes. Students were able to share their views
while producing solutions to issues that were presented. They also advised that teachers should

strive while using PBL in group discussions to avoid criticism from any students about each
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other’s solution or point of view. Frambach et al. (2019) also cautioned about the use of PBL as a
universal term. The authors accentuated using PBL while including culture and pluralism as the
objective to improve education locally and not globally. They affirmed that PBL, as a universal
approach, might not be the best learning approach for every social-cultural environment. PBL
does not always increase motivation in students; rather, it can favor problem-solving and
academic achievements (Aslan & Duruhan, 2020).

Other authors, such as Kardipah and Wibawa (2020), combined PBL with flipped
classrooms to test the Flipped Blended Learning model with 48 students. They concluded that
the model was effective to motivate and increase students’ performance. Servant-Miklos et al.
(2019) reaffirmed that PBL had become a well-known teaching approach around the world. They
expressed the achievements, improvement, and success of the PBL approach while advising
educators to consider the differences between theory and practice to avoid the dire consequences
of culture on the teaching method. PBL, when coupled with other active learning practices, has
produced better results than being used alone in the classroom (Hallinger, 2020; Permatasari et
al., 2020). However, all the previous learning concepts must involve technology as a current
trend and skill that students and teachers ought to apply while learning and teaching.

The Impact of Technology on Cultural Diversity in the Classroom

In this generation, technology is inevitably a force in education. Students use
smartphones and tablets at an early age to learn. Technology enhances teaching and learning in
the classroom and can increase students’ learning at all grade levels (Purdue Online, 2017).
Educators have professed mobile learning to represent other terms like self-directed learning.
Educational technology is associated with constructivism, engaging students’ learning outside

the classroom, like the flipped classroom method, and problem-based learning to solve current
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and relevant problems (Harper & Milman, 2016). Technology enables learners to take control
and personalize their education in a constructivist environment while providing real-time and
real-life experience to solve problems through the problem-based learning method (An & Oliver,
2020; Sophonhiranrak, 2021). The philosophy of technology derived from Marx (1964) and
Heidegger (1996) recognized the relations between technology, humans, and education.
Educational technology is obligatory due to the industrial age in human history, characterized by
the introduction of technology. Therefore, technology must be ingrained in schooling for fruitful
human development and education.
Effects of Technology on Students and Teachers’ Culture

Flipped classrooms motivated middle school students while applying a technology-based
approach. Teachers’ and students’ beliefs contribute to their use of technology in the classroom.
There is a link between teachers’ pedagogical beliefs and their appetite to use technology in their
classrooms. Teachers should introduce technology in their classrooms regardless of their
pedagogical beliefs. Teachers with a constructivist mentality, which supports a student-centered
pedagogy, are more prone to use technology in their classroom because it supports current and
future skills that students will need to navigate through their studies and the future. Teachers
with teacher-centered pedagogy benefit from using technology in their teaching environment.
Cross-cultural dimensions can correlate teachers’ culture and their preference for applying
technology in their classrooms. As culture influences pedagogies and educational policies,
education enculturates students and teachers. (Panicker, 2020; Tondeur et al., 2016; Winter,
2018)

There is skepticism about the narrative on technology’s impact on education. The

increase in data mining, datafication, capitalist tendencies to sell technologies in or to education,
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and the increase in information and communication technology (ICT) does not mean an increase
in achievement in education. Research has made it evident that math students’ literacy does not
increase with more access to digital or technological means. The push for technology to support
online learning in education can be attributed to during and post-COVID-19 (Terés et al., 2020;
Tsinonis, 2018).
Faculty Development to Teach with Technology to Improve Cultural Diversity

There is a difference between teaching with technology and teaching technology.
Teaching with technology means applying specialized hardware, guidelines, and structures;
researchers have made the distinction by defining educational technology as using technical
applications to improve education by focusing on three concepts, visual directives,
individualized systems, and systematic assessment (An & Oliver, 2020; Brown, 2003). Training
with technology increased students’ diversity awareness, inclusion, and self-expression and
facilitated participation and collaboration in class and online (Collins et al., 2020; Haghanikar,
2019; Hali et al., 2021). There are challenges from cultural diversity associated with technology
in special education; concerting and conscious efforts must be made in the field to support
innovation and implementation (Hollingshead & McMahon, 2022). Teachers in K-12 were not
aware of the possibilities and opportunities that were available to them to use in schools with the
enactment of “The Assistive Act” of 2004 (Kaczorowski et al., 2022; Shaheen, 2022). There are
more current issues that exist for marginalized or disabled and marginalized-disable students.
Many barriers exist that are correlated with technology and cultural diversity. Many authors
addressed the effects of technology on cultural diversity within the disabled population of
students (Shaheen, 2022; Kaczorowski et al., 2022; Zilz & Pang, 2019). Shaheen (2022) offers

technology-mediated education as a solution to combat the challenges to access, use, implement,
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and assess the use of technology for disabled students. At the same time, Kaczorowski et al.
(2022) recommend using technology that reflects students’ diversity or culture and facilitates
inclusion while constantly evaluating assistive technology.

Multicultural Education and Cultural Diversity

Multicultural education, as a paradigm, involves using and applying strategies to promote
pluralism and eradicate any types of discrimination that can be ingrained from kindergarten to
12" grade. It requires curricula that incorporate techniques to involve parents, students, teachers,
and communities to accept all groups of people that form societies (Cortés, 2013). Multicultural
education has moved over time from an idea to a reform movement and is currently a process
that educators must embrace to implement social justice actions in their environment and amplify
multiculturism and diversity (Arsal, 2019a, 2019b).

Multicultural Education, the Educational Idea, Reform Movement, and Process

As an idea, multicultural education stemmed first from ethnic studies, which contributed
to the cultural deprivation paradigm theory, which was introduced to support educational
opportunities for low-income and minority students. However, theorists believed that the
schools’ culture was more important than the students. Therefore, the culture difference theory
was formed to counter the cultural deprivation paradigm and emphasize students’ culture as a
priority in implementing a multiethnic education (Banks, 2013; Kirylo, 2017).

As a reform movement, multicultural education’s goal is to achieve and maintain
pluralism in education, which favors the development of students to become active participants
in a diverse and democratic society (Koppelman, 2020). Banks (2013), the pioneer in
multicultural education, stated that the reform is derived from ethnic studies, which resulted from

the Civil Rights Movement in the 1960s and 70s. Black studies were the first programs, and
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ethnic studies grew to incorporate other minority racial groups, like Mexican-Americans, Puerto
Ricans, and Asian Americans. Furthermore, he explained that the reform movement allowed
teachers and activists to agree that a multiethnic curriculum must be implemented to eradicate
the inequality in education to acknowledge African American contributions to American history.
Banks (1990) introduced different approaches to implementing multicultural education as
a process. First, the contributions approach allows educators to celebrate special ethnic days with
lessons while introducing ethnic heroes or characters the same as the White ones. Second,
through the ethnic adaptive system, educators can add different curriculum characteristics
without modifying their specific constructions to introduce ethnic material to students. Third, the
transformative process does more than add to the curriculum; it provides complementary and
supplementary features or perspectives to current views while explaining how to implement
multicultural education. Finally, the decision-making and social action approach allows teachers
and students to understand relevant ethnic issues while identifying solutions and taking
appropriate actions to combat ethnic prejudice and discrimination in their environment, from the
classroom to their home. Educators can use all these methods to satisfy minimal ethnic teaching.
However, the transformative and decision-making (social action) approaches are best for
students to become active in multicultural societies and less discriminatory (Banks, 2004).
Multicultural education is more than teaching students about cultures. The approach
denies discrimination against disadvantaged groups in society, supports pluralism while
emphasizing diversity, and implements a multicultural curriculum in any school. Educators must
present ethnic education without taking a side or promoting superiority according to race,
ethnicity, sex, gender, or religion in a democratic society. Diversified communities must practice

multicultural education to allow each social group to be equally learned and understood
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(Cumming-McCann, 2003; Koppelman, 2020; Parkhouse & Thomas, 2022). For example, it is
not appropriate to teach Japanese American students about Pearl Harbor while praising the
atomic bombing of Hiroshima and Nagasaki; it could create dissent among students and make
them become unmotivated to learn history. Therefore, the approaches provided by Banks (2013)
are crucial for educators to understand when they want to implement multiethnic and
multicultural education in their classrooms to support cultural diversity. Cultural competency
must be introduced in teachers’ education to support multicultural education.
Why Multicultural Education

Research on inequality, race, and ethnicity have been necessary for a new wave of
teaching pedagogies that translate to eradicating discrimination in and from education from early
childhood. Stevens and Dworkin’s (2019) provided global perspectives on the issues related to
prejudice worldwide. Researchers have supported the need and effectiveness of multicultural
education in different countries, professions, and disciplines related to education (Arphattananon,
2018; Dameron et al., 2020; Geerlings et al., 2019; Hummelstedt et al., 2021; Hummelstedt-
Djedou et al., 2018; Merlin-Knoblich & Dameron, 2021). In school counseling, multicultural
education helps counselors to be prepared to understand and meet students’ educational
achievements in a diversified setting (Dameron et al., 2020). In psychology, Geerlings et al.
(2019) confirmed that students’ perception of their classmates’ ethnic backgrounds in
multicultural classrooms depends on their teachers’ interactions with those groups. In teacher
education, preservice teachers provided with a multicultural education curriculum and training
presented positive attitudes towards diversity in their classrooms (Arsal, 2019a, 2019b). In early

childhood education, Khalfaoui et al. (2020) affirmed that interactions between teachers and
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students in a culturally diversified setting contribute to a positive classroom climate from a
structural and pedagogical perspective.

Globalization, as a driving force in our current world, is changing how multicultural
education must evolve with classroom diversification. In many disciplines, researchers have
expressed their views about multicultural education. For example, in teacher education, programs
must include and employ multicultural education to improve social justice and equality in their
candidate. Educators’ development programs must entail more long-term, collaborative, and
supportive intercultural training to allow prospective teachers to develop and maintain
multicultural education in their classrooms. (Hummelstedt et al., 2021; Shin, 2016; Tualaulelei &
Halse, 2021).

Cultural Diversity

The Organization for Economic Co-operation and Development’s (2021) primary goal is
to empower and promote inclusivity and diversity in education. The organization wants to
eradicate inequality and ensure quality and equal access to education worldwide. The cultural
context and environment that envelops education impact learning and teaching; the world, while
continuing to become more blended and fused due to globalization and increased migrations, will
change the education landscape (Balestra & Fleischer, 2018; Ju et al., 2016). Teachers have a
vital role in acknowledging cultural diversity in their classrooms, including their own beliefs,
experiences, and attitudes, while teaching and formulating educational strategies (Kaur &
Noman, 2015). Multiple definitions of culture are associated with cross-cultural education
(Foncha et al., 2016; Jensen et al., 2018; Morling & Lamoreaux, 2008; Roy, 2020). However,
Fiske (2002) provided the most appropriate definition for this study and defined culture as

transmitted social constructions that impact the human environment and education. That
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definition emphasizes that classroom interactions between teachers and students will result from
cultural transmission and communication vital to learning success. Instilling inclusive education
and learning concepts into all educational systems will benefit all students. Through inclusive
education and learning, all students will be able to accept, understand and attend to each other’s
differences and diversity no matter their situation, if it is physical, cognitive, academic, social, or
emotional (McManis, 2017). Culture is a complex concept, and its dimensions should be studied
to identify their implication for education. Multiple different terms are used to explain “Cultural
Diversity,” including racialized demeaning terms like whiteness (Fylkesnes, 2018; Tlili et al.,
2021).
The Need for Cultural Diversity in Education

Culture plays a vital role in how students learn at the high school level to prepare them
for independent learning in college. Teachers must understand the goal of education for each
student and not misjudge their culture’s influence while teaching and instructing (Jensen et al.,
2018; Toraman & Demir, 2016). The difference between students’ and teachers’ worldviews is a
critical dynamic in the classroom; most of the settings observed through research are marginally
connected to students’ lives outside the school (Ural & Bimen, 2016). In this instance, teachers
can develop curricula under Western cultural perspectives while ignoring the multicultural aspect
of classrooms or espouse a sense of individualism while ignoring students’ collectivistic
tendencies and vice versa.

Many studies identified how cross-cultural differences affect classroom interactions,
learning, and teaching perceptions and development (Acquah & Commins, 2017; Bissessar,
2018; Lawter & Garnjost, 2021; Shedrow, 2017).) Cross-cultural dimensions would produce

different outcomes from different students’ learning needs and teachers’ perceptions; they could
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perceive cross-cultural experiences and values differently. Furthermore, preservice teachers’
recognition of diversity does not correspond directly to their cultural competence (Lawter &
Garnjost, 2021; Shedrow, 2017).

Recognizing and supporting cultural diversity in education is linked to student
achievement, success, inclusiveness, and mental health in different countries and cultures
(Gopalkrishnan, 2018; Kefallinou et al., 2020; Oskarsdéttir et al., 2020; Schachner et al., 2019;
Simén et al., 2021). For example, Schachner et al. (2019) found that managing cultural diversity
allows all students to thrive. However, Schwarzenthal et al. (2019) conclude that contact and
cooperation, color-evasion, and multicultural approaches must be combined effectively to
achieve cultural diversity objectives. The researchers emphasized that a singular approach is not
a viable course of action to attain inclusive education. Multiple strategies from culturally
responsive pedagogy must be tried with all types of students (Institute of Education Sciences,
2019). Cultural diversity can impact many different aspects of education, such as teachers’
professional satisfaction and openness to students with different backgrounds, diversity climate
in multiethnic schools, and teachers’ professional development and perceptions (Tardif-Grenier
et al., 2022; Schachner et al., 2019; Szelei et al., 2019)

The Impact of Culture Diversity on Education

Plagiarism and culture are also related for students. Teachers must be aware of the impact
of students’ culture on their perception of plagiarism. Cross-cultural dimensions such as
individualism, collectivism, power distance, and uncertainty avoidance impact national culture
and influence how students understand plagiarism. Educational policymakers must consider their
cultural environment and students’ cultures to formulate rules, regulations, and procedures to

implement plagiarism policies (Kasler et al., 2020; Mahmud et al., 2018). It is evident that
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culture plays a role in the students’ interaction and expectations from teachers, school policies,
and regulations. A multiethnic classroom will incorporate different levels of collectivism, power
distance, uncertainty avoidance, feminism, masculinity, individualism, and a long-term
orientation, all at the same time (Heathy, 2020).

Principalship and Service Quality in Relation to Students’ Culture

Leadership in schools impacts both students and teachers. Principals are responsible for
setting schools’ climate for subordinates to emulate and supporting teachers while ensuring
students have appropriate support and services to succeed. Teachers’ motivations are linked to
cross-cultural dimensions like power distance, collectivism, uncertainty avoidance, and
masculinity. There are differences between teachers’ perceptions of principalships and the actual
actions of their principals (Larsen, 2021; Massry-Herzallah and Arar, 2019)

Students’ expectations of service quality from their schools and teachers also depend on
their cultures (Tsiligiris et al., 2022). Service quality is how organizations, like schools, evaluate
their customers’ (Students) outlooks on the services provided. Hence, schools should be very
interested in the results of service quality from their stakeholders to focus on productivity which
equals students’ achievement in the education realm. Schools or education service quality must
encompass students’ culture to identify shortfalls and produce excellent education for students
and all patrons. For example, students with high long-term orientation (LTO) would expect and
focus on employability as an outcome of their education; they will be willing to travel and move
to a different country to receive employment.

Generations and National Culture Impact on Teaching Style and Student Experience

Relationships exist between generations, national cultures, teaching styles, and student

experience. Specifically, uncertainty avoidance, power distance, and individualism dimensions.
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Teachers’ experience as students, professional background, and personality affect their teaching
styles and methods. Higher scores on the power distance dimension relate to teacher-centered
methods, while a student-centered approach is attributed to being more individualistic and
accepting of uncertainty (Glock et al., 2018; Hecht & Kahrens, 2021). There are cultural
differences between various generations of students and faculties. Generation Y prefers student-
centered instructions; they want to know the “why,” not the “how”; they prefer associations with
others, and education provides them a sense of social attainment while Generation Zs are more
masculine than all the other generations; they want power, accept social hierarchy, and are
materialistic. Generation Zs want teacher-centered instructions and are self-centered.
Generational gaps create differences in the cultural background among students from the same
national culture. Educational leaders must be aware of the impact of cross-cultural dimensions on
generations (Bukhari et al., 2019; Finneman, 2019). Family life education (FLE) is implemented
to help individuals and families identify and resolve issues in family settings. have correlated the
impact and needs of FLE programs to cultures. FLE educators must be culturally competent to
navigate the ambiguities of providing services to a diverse population. FLE educators will have
to provide services to individuals with different cultural backgrounds from their own. In that
instance, educators need to be cognizant of the different aspects of cultures and the strengths and
weaknesses of individuals. Those aspects can be related to poverty, race, gender, sex, religion,
and military affiliation. FLE will impact classrooms and schools while providing services to
empower families and students to achieve success. Authors (Ballard et al., 2018; Robila &
Taylor, 2018).

Cultural Competency
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Ladson-Billings (1994, 1995, 2003, 2006, 2009, 2014) and Gay (1975, 1980, 2002, 2010,
2013) have written extensively about culturally relevant and competency pedagogy related to
multicultural education. Ladson-Billings introduced the theory of culturally relevant education,
which bridges the gap between students’ home cultures and schools. Furthermore, she
recognized that knowledge is not static and constructed and proposed specific criteria to
implement the approach while accounting for racial, ethnic, and cultural aspects of students’
lives. Cultural competence refers to appreciating others with different conviction systems and
cultures; it stresses acceptance, expansion of cultural familiarity, and cross-cultural relations for
educators and students (DeAngelis, 2015; Nelson & Nelson, 2020). Teaching cultural
competence will open teachers’ and students’ aperture to diversity. Culturally relevant pedagogy
is a holistic approach to multicultural education. It reflects a way of thinking that allows teachers
to identify students’ educational inequality challenges based on discrimination while proposing
actionable solutions from a social justice standpoint. Being culturally competent helps educators
to be open to diversity in their classrooms. They become self-aware, understanding, and humble
about their students’ different ways of life (Grosser, 2020; Kirylo, 2017).

The correlation between constructivism, multicultural education, culturally relevant and
competency pedagogy, and student outcomes is evident. The association emphasizes that
teachers, students, and parents use schools and classrooms to understand, create knowledge, and
implement problem-solving skills to engage issues and problems in their communities to benefit
students’ overall success. Teachers have to be more aware of diversity differences in their
classroom as a strength rather than an impediment (Aronson & Laughter, 2016; Chase et al.,
2021). Howard (2021) pointed to the interdependence between teachers’ cultural competence and

students’ success and attributed teachers’ cultural expertise to students’ knowledge construction,
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their safety feelings about expressing themselves, and the classroom as a continuance of their
home.

Many trends around the nation and the world continue to impact education. Phuntsog
(1999) explained that teachers and educational leaders must reflect on views about diversity and
realize that culturally responsive teaching is a practical rather than a theoretical approach. He
explained that ethnocentrism, cultural perspectives, and differences in social status play a
significant role in how much teachers’ appetite is for culturally responsive teaching in their
curriculum. Colombo (2007) noted that without the proper cultural competence, mainstream
teachers would identify the strengths of international students as weaknesses or challenges.
Furthermore, cultural competency deficiencies can lead to gaps in social comprehension between
culturally diverse students and their mainstream teachers. Teachers’ professional development in
cultural competency is crucial to understanding students’ culture and fairness in their
pedagogical philosophy. Thompson (2020) emphasizes the importance of cultural self-awareness
for students; Nelson & Nelson (2020) stressed the need for teaching cultural competence to open
students’ aperture to diversity, and Collins et al. (2020) used technology in a diversity course to
provide a better venue for students to express themselves and facilitate participation.

Summary

This literature review reveals that culture is vital in how students learn in their
classrooms. Globalization and migration will continue to change educational environments, and
cultural diversity is challenging for teachers to understand while facilitating academic success for
all students. Findings in the educational field identify how cultural differences affect classroom
interactions, learning, teaching, perceptions, and development. Recognizing and supporting

cultural diversity in education is linked to student achievement, success, inclusiveness, and
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mental health across countries and cultures. Culturally competent educators are open to diversity
in their classrooms and can become self-aware, understanding, and humble about their students’
different ways of life and perceptions.

However, it is unknown how teachers address students’ subcultural tendencies in their
classrooms and what type of learning environment they implement to facilitate success for all
students. Those aspects of students’ culture can impact their learning abilities and perception.
This study provides insights into how middle school and high school teachers experience cultural
diversity and implement learning environments that contribute to students’ success.
Understanding teachers’ experiences and the aspects of culture that can affect students’ learning
is essential to creating knowledge about teaching styles that favor all cultures. This study could
contribute to culturally relevant and competency pedagogies with a cross-cultural dimension
perspective. Furthermore, it could provide techniques, tactics, and actions for teachers to

facilitate cultural diversity in their classrooms.
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CHAPTER THREE: METHODS

Overview

The purpose of this transcendental phenomenological study was to understand and
describe teachers’ lived experiences with cultural diversity in middle schools and high schools
using cross-cultural dimensions as lenses. In this chapter, first, | present the research method,
design, type, procedures, and data analysis plans to give readers details of how the problem
investigation was conducted. | also describe the rationale, articulating and justifying all
procedures | applied to investigate the perceived issue. Successively, | explain the nature,
characteristics, and purposes of the research methodologies while directly relating them to the
heart of the inquiry’s problem and goal. Second, | reintroduce the research questions to remind
readers of the focus of the study. Third, I describe the setting and participants to provide
visualization to readers of the environment surrounding the research. Fourth, I offer justifications
for my positionality as a researcher and communicate the interpretive framework that provided
the lens that directed the study. My philosophical assumptions provide my views of the world
and my role as the human instrument in research. Fifth, I outline the steps I applied to complete
this research. Sixth, I delineate the multiple strategies or methods to collect data to arrive at
findings and triangulation to ensure the accuracy, comprehensiveness, and breadth of the study.
Finally, I provide the steps I took to conduct the study ethically that is easy to follow while
protecting the participants provides trustworthiness. This study was exploratory, using the
qualitative approach and a transcendental phenomenological study design.

Research Design
There are many qualitative research methods such as (a) case studies, which allow a

researcher to select a particular case in advance and focus on the issue; (b) narratives, which
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explain a single individual’s experience; (c) grounded theories, which generate or discover a
theory as a unified explanation of an experience lived by many people; and (d) ethnographies,
which assess shared patterns among many individuals like culture and behaviors by participation
observations. In conducting this research, | wanted to explore and understand cultural diversity
in middle schools and high schools in a natural setting from teachers’ perspectives. In this
research, | identified the knowledge, experience, and training teachers are equipped with to
overcome the challenges of teaching in a multicultural environment. Hence, | chose a qualitative
research method to provide a “thick description” of the findings from data interpretations
collected with multiple instruments and from different sources or participants (Creswell, 1998;
Creswell & Creswell, 2018; Creswell & Poth, 2018). A qualitative research method empowered
the participants to share their views and opinions of their reality. Researchers use qualitative
research methods when time is not a constraint, want to collect social realities from humans,
explore different facets of influences on a phenomenon, and describe participants’ experiences
from specific circumstances. In contrast to qualitative methods, quantitative methods are used to
collect impersonal, fast, calculable, measurable, and less resourceful data from larger samples to
generalize statistics and test premises (Baskarada, 2014; Bennett & Elman, 2006; Hancock &
Algozzine, 2016; Stake 1995, 2010). This qualitative study is exploratory because it identifies
ongoing occurrences and trends in cultural diversity without anticipating outcomes in the
research site and participants’ actions (Check & Schutt, 2012). | used a specific qualitative
design to research the phenomenon.

Because phenomenology represents individuals’ socially constructed experiences and
views, | applied a phenomenological design to the study to answer the “what” while searching

for meanings of cultural diversity from teachers’ lived experiences, understandings, and
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viewpoints (Creswell, 1998; Moustakas, 1994; Tomaszewski et al., 2020). Phenomenological
studies describe a phenomenon experienced by many individuals to make its meaning universal
while aiming for empirical generalization and rest between qualitative and quantitative research
(Creswell, 1998; Creswell & Creswell, 2018; Creswell & Poth, 2018; Moustakas, 1994; Schreier,
2017; Van Manen, 2016). | applied a specific type of phenomenology to conduct the research.

The research design of transcendental phenomenology accentuates realism, discovery,
and subjectivity from the deliberate collection of data on natural phenomena while (a) avoiding
prejudgments, (b) being open, and (c) being receptive to the participants’ experiences
(Moustakas, 1994). This approach allows participants to express what they think and how they
feel and perceive cultural diversity in their environments from a cross-cultural perspective.
Furthermore, transcendental phenomenology focuses on describing rather than interpreting the
participants’ lived experiences. Their experience was undistorted and clear from the interviews
(Yee, 2019). During the research, | applied epoché, phenomenological reduction, and bracketing
to be mindful of the complete meaning of the participants’ lived experiences (Moustakas, 1994).
Epoché is the process of evading or excluding presumptions and preconceived notions while
studying a phenomenon, which can capture pure descriptions from participants.
Phenomenological reduction brings out the participants’ lived experiences and provides vivid
explanations of its central ideas to create textural descriptions. Bracketing helps researchers
acknowledge and constantly reflect on their judgments and presumptions about the studied
phenomenon (Moustakas, 1994).

Epoché and the phenomenological reduction allowed me to visit, revisit, and re-revisit the
applicants’ experiences with purity and self-restraint from assumptions and avoid judgments

from previous biases derived from ordinary or common knowledge. Participants’ characters were
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described rather than explained (Moustakas, 1994). Bracketing followed the epoché to create the
textural and structural descriptions of the phenomenon experienced by the participants. | applied
bracketing by acknowledging and constantly reflecting on my judgments and presumptions about
cultural diversity (Perry, 2013). While conducting the research, | avoided asking leading
questions that could arise from my experiences with cultural diversity as an immigrant. |
intuitively paid close attention to my feelings and emotions to avoid them in my analysis.

From the data collected, | produced reports and findings that (a) emphasize the opinions
and assessments of the participants and (b) contribute to a body of knowledge on educative and
teaching strategies that favor cultural diversity in classrooms from teachers’ viewpoints (Check
& Schutt, 2012; Creswell, 1998; Creswell & Poth, 2018). | followed the methods prescribed by
Moustakas (1994) and Van Manen (2016) to conduct the study, which is textural, structural,
systematic, and thematic (Randles, 2012; Thani, 2012; Tomaszewski et al., 2020).

The phenomenological research approach originated from the social and health sciences,
sociology, psychology, and education. Some of the thinkers credited for introducing, expanding,
and promoting the phenomenological approach in research are Kant (1765), Heiderberg (1977),
Edmund Husserl (1993), and Moustakas (1994). Husserl is considered the father of the
movement and philosophy (Tuohy et al., 2013; Van Manen, 2016). Phenomenological research
can be hermeneutic, empirical, transcendental, or psychological (Moustakas, 1994; Randles,
2012; Thani, 2012; Tomaszewski et al., 2020).

Research Questions

The research questions helped to frame the study and set conditions for me to interact and

observe the participants in multiple settings to accumulate different data. The questions drove the

interviews and focus groups’ goals and provided objectives for the questionnaires.
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Central Research Question

What are the lived experiences of teachers in culturally diverse classrooms?
Sub-Question One

How do teachers perceive, define, and facilitate cultural diversity in their classrooms?
Sub-Question Two

What do teachers perceive as positive and negative aspects of culturally diverse
classrooms?
Sub-Question Three

How do teachers recognize, acknowledge, and facilitate cross-cultural dimensions in their
classrooms?

Setting and Participants

The purpose of this transcendental phenomenological study was to understand and
describe teachers’ lived experiences with cultural diversity in middle schools and high schools
using cross-cultural dimensions as lenses. This section describes the setting in sufficient detail to
allow readers to visualize and understand its implication for the study’s problem statement and
presents the profile of the participants by articulating the criteria for eligibility and selection with
the rationale for the study.
Site

With 257 public schools serving middle schools and high schools, Hawaii is the only
state with a single governing body for public schools with a student and a military representative
on their board of directors with nonvoting power to make sure that cultural diversity is included
in their decision-making process at the highest educational level (Hawaii Department of

Education, 2021b). Nonetheless, there is a cultural disproportion in the state’s schools that is at
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the center of the problem for this research. For example, middle schools and high schools in
Oahu, a cosmopolitan locality, support over 1 million inhabitants. Most schools primarily serve
students of military or government-employed parents (Hawaii Department of Education, 2021a).
The military and tourism bases of these parents’ employment contribute to a significant student
turnover yearly, hence the diversified academic population, which could pose issues related to
cultural diversity for teachers.

The district 145 middle and high schools are located primarily in urban areas. Most
schools have assistant principals to support the principals in managing students. The assistant
principals are assigned students based on the first letter of the student’s last name. The district
contains about 181,088 students and 11756 teachers, with a 15 to 1 student/teacher ratio
(HomeTownLocator, 2022; National Center for Education Statistics, 2022; Niche, 2022). The
district has a diversity index of 81%, 26.9% of which is Asian and 73.1% other minority
students, and ranks third as the most diverse district in the state (World Population Review,
2022). The site was selected for the study because of its cultural diversity and rare attributes
from those characteristics.

Participants

The diversity gap is evident between teachers and students in Hawaii. As of 2020, 25% of
students and 10% of teachers were native Hawaiian, 25.5% and 18% were White, and 7.4 % and
22% were Filipino. The state has 24% of Japanese teachers serving 9% of Japanese students
(Hawaii Department of Business, Economic Development & Tourism, 2020).

The sample of participants was mixed by gender, race, ethnicity, qualifications, and
sociocultural stance. Participants were teachers of any content area with more than one year of

experience in middle schools and high schools to be eligible for the study. They had to have
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more than one year of teaching practice and a teaching certification. The participants could not
be students, teacher candidates, or in the process of completing their teacher certification. This
mixture ensured that the participants had enough experience in classroom instruction, had
experienced student turnover, and were experienced with cultural diversity in their classrooms.
Those criteria allowed the participants to articulate their lived experiences, involvement, and
knowledge with more context about cultural diversity and the study’s phenomenon.
Researcher Positionality

This section articulates the social position and motivation that fueled my curiosity about
conducting the study. Positionality in research affects outcomes, methods, and ethics; it is
defined as the relationship between researchers, participants, and the setting (Laycock &
Nikulina, 2021). Mason-Bish (2019) stated that researchers should assume an outsider position to
exercise reflexivity throughout the investigation process. For this study, | used the social
constructivist interpretive framework and provided my philosophical assumptions, such as
ontological, epistemological, and axiological, to guide the research and analyze the data.
Interpretive Framework

A social constructivist approach informed this study’s interpretive framework. Utilizing a
social constructivist paradigm helped frame the study’s research questions and produce data
collection instruments that captured and explained teachers’ constructed views and opinions
about cultural diversity while discussing the sociocultural challenges in education.
Constructivism is derived from Vygotsky’s (1962, 1986) ideas of social constructivism, which
attested to the importance of the environment and social interaction as the vehicle for learning
without rejecting the mind. Vygotsky emphasized the impact of society on individuals’ learning.

A social constructivist framework allowed me to focus on the participants’ multiple views rather
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than on any specific meanings of the phenomenon using collaboration as a venue (Baxter & Jack,
2015; Creswell & Poth, 2018). This framework permitted me to investigate the issue while
considering all participants’ views and comprehension of the world they occupy. With this
framework, each participant could have different opinions of the phenomenon because of the
social setting of each class. However, | can still develop consensus from the data collected
(Check & Schutt, 2012). From my social constructivist worldview, the participants constructed
their views from the social interactions in their environment, and cultural and social subjectivity
is vital to situate the phenomenon and formulating findings (Creswell & Creswell, 2018).
Philosophical Assumptions

Several philosophical assumptions helped me articulate my position, standpoints, and
background that could affect the research. Posing the philosophical beliefs for the study provides
the reader with the lens and approach for analyzing the central research question. The three
philosophical assumptions addressed in the study are ontological, epistemological, and
axiological.
Ontological Assumption

Ontology is a branch of philosophy that assesses the varieties of human beings while
allowing researchers to accept the multiple facets of a phenomenon (Kim & Sosa, 1995). The
reality, for me, is the tangible and actionable aspect of life. My ontological assumption allowed
me to focus on a natural phenomenon like teachers’ perspectives of cultural diversity in schools
that we ought to learn from. | believe that the reality of cultural diversity is specific to and with
individuals. Every teacher will provide their own perspective on what is really happening in
culturally diverse classrooms. The participants for the research are culturally diverse and interact

daily with students from different backgrounds. Therefore, asking teachers about their lived



68

experiences and beliefs about the nature of cultural diversity is appropriate to give me insight
into reality in their classrooms. Hence, the ontological assumption let me account for the
multitudes of views from the participants about their opinions attributed to cultural diversity
(Creswell & Poth, 2018).
Epistemological Assumption

Philosophical epistemology relates to how knowledge is acquired, which is central to
research because studies always try to add understanding to the world (Goes & Simon, 2018). As
a transcendental phenomenology, the participants’ interviews were the cornerstone of data
collection (Roulston & Choi, 2017). My epistemological assumption helped me structure the
collection of information about the teachers’ interpretations of cultural diversity in their
classrooms (Moon & Blackman, 2017). As a social constructivist, | believe that knowledge is
built upon individuals’ experiences with their environment. | established close contact relations
with the participants before collecting data to understand their lived experiences in their
environment and contextualize their responses (Creswell & Poth, 2018). The central research
question regarding teachers’ experiences with cultural diversity in their classrooms allowed me
to gather data directly from the participants to answer the inquiry (Ahmed, 2008). Ultimately, |
want to acquire knowledge about cultural diversity firsthand from the teachers themselves.
Axiological Assumption

The axiological assumption is the foundation of qualitative research because it provides
the background to understand, establish, and ground credibility and validity to the investigation
(Creswell & Poth, 2018; Madondo, 2021). As a social constructivist, | am interested in minority
opinions and experiences while respecting individuals’ values; for me, a smaller sample is more

important than a majority generalization (Madondo, 2021). Also, | recognize that specific
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knowledge must be divulged to readers to reinforce my curiosity about cultural diversity and
how I interpreted the findings. Readers must know that I am a military service member and have
experienced cultural diversity in schools as an immigrant, student, parent, and teacher.
Furthermore, | have been in an interracial marriage with multiracial children attending public
high schools and universities in the American educational system. Therefore, as a service
member, | live by the military values. Values engrain standards in life; they give meaning to my
decisions and actions.
Researcher’s Role

| chose a qualitative and transcendental phenomenological design for the investigation
because it allowed me to collect multiple points of view on the topic without expected outcomes
using extensive interviews as instruments to gather data. | used interviews, focus groups, and
observations to collect information during the study. As the study’s human instrument, my
values, experiences, and assumptions were bound to be part of the research (Siegle & McCoach,
2009). | had to apply specific techniques for my results to meet and reach a degree of confidence.
| assumed an informant-centered approach to complement the transcendental phenomenological
study, which enabled me to recognize that the participants know their reality better than | do;
they shared more about their experiences with me. | did not have any expectations from their
responses during the interviews (Peredaryenko & Krauss, 2015). First, | applied epoché to
remove as many as possible biases and judgments to better understand the lived experience of
the participants. Second, horizontalization allowed me to capture every relevant and meaningful
phenomenon topic. Finally, | used a cluster of meanings to create themes and remove recurrent
or intersecting statements to provide clarity and conciseness in my findings (Creswell & Poth,

2018; Moustakas, 1994).
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For the research, | acknowledge that | did not have any authority over the participants,
and none of them taught my children or had any contact with them. While teaching at a military
academy, | witnessed firsthand the implications of cultural diversity on a military campus.
Students and teachers struggled to understand each other to succeed on campus. My time at the
academy triggered me to research the same phenomenon at the middle school and high school
levels to learn how teachers impact future college students. | have experienced or observed
cultural diversity in classrooms for two decades.

Procedures

| applied the steps to complete this research: First, | submitted a request to secure the
Institutional Review Board (IRB) approval from Liberty University (see Appendix A). Second, |
drafted a memo to receive site permission from Hawaii’s Department of Education (see
Appendix C). Third, I used flyers to solicit teachers’ participation via forums like Facebook
pages, teacher associations, and school boards. | created a schedule that participants agreed upon
for the various data collection times. Finally, | transcribed and analyzed the information after
collecting all the data to achieve triangulation.

Permissions

Before conducting a study, researchers need to receive approval from authorities to
obtain admission to the sites and complete a questionnaire with the participants (Creswell &
Creswell, 2018). I met with the principals of the schools | was seeking to study and briefed them
on the research proposal to obtain their support or permission (see Appendix C). After they
agreed with the research conditions, | drafted a memo to receive official site permission if and
when needed (see Appendix B). The principals signed to acknowledge the agreement with the

requirements. After receiving the principals’ consent, | requested Liberty University Institutional
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Review Board (IRB) approval before collecting data (see Appendix C). After receiving Liberty’s
IRB approval, | scheduled a meeting with the participants to discuss the daily plan for the
various data collection times, places, and locations.
Recruitment Plan

Stake (1995) stated that qualitative research is not about collecting large participant
samples; instead, it is about sampling that favors research. A selected pool of participants may
better represent an investigation than a large population. In this section, the techniques to recruit
from the sample pool to reach the required size and type are defined rationally. The purpose of
this phenomenological study was to understand and describe teachers’ experiences with cultural
diversity in middle schools and high schools using a cross-cultural dimension as lenses;
therefore, the total possible sample pool for the qualitative research was 11,756, which was the
number of teachers at middle schools and high schools in the district. The sample size was
between 10-15, representing the number of teachers who agreed to participate and were selected
to participate in the study. Mason (2010) recommended 20 to 30 participants from a content
analysis study for phenomenological research. To receive adequate data and feedback, a sample
size between 10 minimum and 20 maximum middle school and high school teachers was optimal
in this study. However, careful judgment supports saturation while selecting participants, which
is achieved when adding or interviewing additional participants who do not contribute to novel
themes or information about the phenomenon being studied (Guetterman, 2015; Schreier, 2017).

| distributed a recruitment flyer to the school principals to solicit participants. The flyer
contained all the research information and was posted on schools’ bulletin boards. | added my
screening questions on my flyer to provide the criteria for eligibility. Principals announced the

research during staff and faculties’ meetings and distributed the flyer to amass volunteers. The
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principals conducted the screening of the potential participants and forwarded the list to me.
After | received contact information for all the volunteers required for the study, I used
snowballing, purposeful, or criterion sampling with the requirements set forth to choose the final
participants. This qualitative research used transcendental phenomenology; hence, to properly
represent the problem in the study and contrary to a random sample to obtain a larger population,
| used purposeful, snowballing, and criterion sampling to guide the selection process to choose
the participants with specific conditions. Those sampling styles allowed me to select participants
who have lived and experienced cultural diversity and provide substantive information from
interviews while meeting particular standards for the study (Creswell & Poth, 2018;
Readingcraze.com, 2021). The sample was appropriate for the study because the participants
were selected because they teach in high-ranking schools in diversity in the state and cater to a
multiracial student body (Braun et al., 2017).

After selecting the participants, | contacted each person to confirm their participation
while answering any of their questions. If they confirmed their involvement in the study, | met
with them to set conditions for the interviews and focus groups. | introduced and discussed the
research to emphasize credibility and trustworthiness. Furthermore, | addressed scheduling and
locations for the interviews and focus groups to gauge the participants’ preferences. At the end of
the meeting, | had the participants sign a consent form (see Appendix E) to acknowledge their
role, commitment, and responsibility in the study.

Data Collection Plan

Braun et al. (2017) provided novel and contemporary ways that are not dull or archaic to

collect data for qualitative research. However, critical considerations must anticipate ethical

misrepresentation and deception in collecting data (Creswell & Poth, 2018). The collection plan
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must be engrained in the research questions to amass rich information and foster deep thinking
for the participants in phenomenological (Bassey, 1999; Madondo, 2021; Moustakas, 1994;
Stake, 2010). 1 used purposeful sampling to select information and data-rich participants to
provide more informed evidence about classroom cultural diversity (Patton, 2015). Mason
(2010) found from a content analysis of 560 qualitative dissertations that the repeated sample
used were 20 and 30. To receive adequate data and feedback, a sample size between 10
minimum and 20 maximum middle school and high school teachers was optimal in this study;
careful judgment will support saturation. The percentage of Hispanic, Chinese, Korean, Black,
Samoan, and Native American teachers was minuscule compared to students from those same
groups in Hawaii. At the time of this research, the schools’ teachers and student demographic
included seven ethnicities.

This section delineates the multiple strategies or methods to triangulate data to add
accuracy, comprehensiveness, and breadth to the study (Bloomberg & Volpe, 2008). Several
subsections show the different sources of documentation in the data collection plan. To collect
rich information and provide a thick description, as in qualitative research, the data were
collected in the following sequence: (a) individual interviews, (b) focus group interviews, and (c)
observations. This structure allowed me to gather personal information about the participants and
understand individual and group perspectives or experiences on the phenomenon. Then, |
interpreted the data and compared the information from all viewpoints. After | present each data
collection method, | discuss the specific data analysis.

Individual Interviews
Stake (2010) stated that interviews lead to multiple truths because each person

interviewed has a unique way of experiencing a phenomenon. Researchers’ principal duty is to
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construe meaning by describing and interpreting others. In-person interviews offer researchers a
means to probe and clarify respondents’ answers while monitoring their reactions through social
interactions (Check & Schutt, 2012; Kvale & Brinkmann, 2015). Roulston and Choi (2017)
explained that phenomenological interviews contain open questions centered on the participants’
feelings, perceptions, and understanding of the lived experience; researchers must focus on
listening rather than questioning. After collecting basic information about the participants, |
scheduled in-person interviews in a location of their choice, free of distraction and noise. The
interview lasted between 45-60 minutes. | reminded the participants of their consent before each
data collection session. The interviews were recorded face-to-face or online, and due to the
pandemic, participants could request in-person interviews via Zoom or Teams. As recommended
by Kvale and Brinkmann (2015) and Madondo (2021), | used the seven stages of the interview
process for phenomenology using a semi-structured interview protocol with prewritten open-
ended questions that let participants express themselves and space in writing new information,
questions, or notes while clarifying respondents’ answers if necessary.
Individual Interview Questions

1. Please introduce yourself and describe your educational background and career

through your current position.

2. What are your experiences with teaching culturally diverse classrooms? CRQ

3. Describe your challenges when teaching culturally diverse classrooms. SQ1

4. Describe your challenges when working with culturally diverse students in your

classes. SQ2
5. Describe successful teaching practices you use to address culturally diverse

classrooms SQ3
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What professional development experiences have prepared you to work with
culturally diverse classrooms? SQ3

What else would you like to add to our discussion of your experiences in culturally
diverse classrooms that we haven’t discussed? SQ1

How would you describe your students’ learning trends from a cultural diversity
perspective? SQ2

What learning environments are appropriate for culturally diverse classrooms? SQ3
What can teachers do to make learning practices beneficial to culturally diverse
classrooms? SQ3

What else would you like to add to our discussion of your experiences with learning

environments, practices, and cultural diversity that we haven’t discussed? SQ3

Van den Scott (2018) recommended that researchers be mindful of their and the

participants’ feelings. He explained that reflexivity is vital in executing research while

interacting with interview participants. Additionally, Loughran and Mannay (2018) noted that

researchers must negotiate feelings and emotions with participants during qualitative research to

build trust and integrity in collecting data. However, Moustakas (1994) and VVan Manen (2016)

emphasized the need for researchers to practice epoché, bracketing, and reduction in

phenomenological studies; they must free themselves from suppositions and preconceived biases

or knowledge.

The first question allows the participants to introduce themselves and break the ice from

formality and rigor. The question was designed to let participants feel comfortable and connect

with me about the topic. Questions 2 through 7 relate to the central themes of culturally diverse

classrooms, while Questions 8 through 12 focus on cross-cultural dimensions and teaching
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practices. All interview questions are formulated to gain the participants’ perspective and
experience on the study’s phenomenon and the research questions without them feeling
interrogated or judged for their practices.

Before conducting the interviews, | had my doctoral committee members review the
questions. After receiving IRB approval to collect data, | piloted the interview with the schools’
principals, who were not sampled in the study, to identify and correct flaws in the interview

process.

Individual Interview Data Analysis Plan

Kennedy (2018) explained that induction is used in qualitative research to decipher
patterns and conclusions from data. | applied epoché, phenomenological reduction, and
imaginative variation and formulated textural/structural descriptions while analyzing 10-15
participants’ interviews. Epoché is the process of avoiding or precluding presumptions and
preconceived notions while studying a phenomenon that allows researchers to capture pure
descriptions from participants. Phenomenological reduction brings the participants’ lived
experiences to originality and provides vivid explanations of its central ideas to create textural
descriptions. Imaginative variation aims to produce a structural description from the “how” to the
“what” of lived experiences (Moustakas, 1994).

| applied Moustakas’s (1994) methods to analyze the data. He recommended transcribing
the data collected from the interviews, analyzing them for patterns, concepts, and theories
relevant to the study, and finally, creating themes. Then, developing textural and structural
descriptions of the data using memos to record thoughts and reflections on the participants’
responses. Finally, applying horizontalization and cluster of meaning to the themes to build on

the data from the interviews (Creswell & Poth, 2018; Moustakas, 1994; Schreier, 2017; Van
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Manen, 2016). Giorgi (1997) proposed a scientific strategy to identify pattern matching for
processes and outcomes to be applied while writing the results in codes or themes. The plan
allowed me to provide a holistic approach by reading the entire data before conducting any
analysis. Because the study aimed to describe teachers’ experiences in culturally diverse
classrooms, a discovery-oriented approach led to meaningful themes from the data.
Focus Groups

Wilson (1997) claimed that focus groups are great avenues to accumulate and produce
rich qualitative data while adding validity through triangulations. Focus groups allow researchers
to gauge consensus on a research topic without extensive analysis (Morgan, 2019). Morgan and
Hoffman (2017) explained that focus groups provide a venue to reduce issues from a diversified
sample and get consensus on specific themes. The focus groups in the study were executed as
needed and only included a maximum of four participants, allowing me to interact with small
groups to understand other perspectives of the phenomenon. The focus groups were recorded and
transcribed later. | invited through emails or met participants identified for the focus groups in
person. Each focus group was held at a location best suited for the participants and lasted
between 30 and 60 minutes or until discussions did not bring any new information to collect. The
focus groups featured preselected participants, semi-structured questions, and follow-up
interviews to probe for more input on the study’s topics if needed. Focus groups were scheduled
only to allow participants to expand on patterns and themes revealed in the initial data analysis to
seek group ideas, stimulate feelings and emotions, and understand perspectives (Bloomberg &
Volpe, 2008).
Focus Group Questions

The focus group questions are as follows:



78

1. What steps do you take to overcome the challenges associated with cultural diversity
in your classrooms? SQ3
2. How do you describe your experience while implementing the steps you discussed in
your classroom? SQ3
3. How can you describe the impact of cultural diversity in your school? SQ1
4. How does cultural diversity concern you as a middle school or high school teacher?
SQ2
The four questions invited deep and critical thinking from the participants, who shared their
perspectives on the research topic (see Appendix G).
Focus Group Data Analysis Plan
The purpose of this transcendental phenomenological study was to understand and
describe teachers’ lived experiences with cultural diversity in middle schools and high schools
using cross-cultural dimensions as lenses. Therefore, the focus group’s data were analyzed
through the same procedures as the interviews, and thematic analysis was included by coding,
applying correlated themes from previous data collection, and memoing (Morgan, 2019).
Observations
Observations allow researchers to collect data in a natural setting that produces adequate
and suitable data for a specific study. However, observers must consider the impact of biases
before initiating the process (Gold, 1970; Madondo, 2021). After collecting individual and group
perspectives through interviews and focus groups, observations were scheduled with selected
participants to ensure participants’ bias is removed or compared to or from other individual data
collections (Wasterfors, 2018). Observations lasted one class period. | used an observation

protocol (see Appendix H) to allow the sessions to produce relevant data to the research
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questions and the participants’ perspectives, practices, and classroom attitudes. I did not record
observations once with each participant; however, more observations could have been scheduled
for amplified assessment.

| assumed a nonparticipant role during the observations but built enough rapport with the
participants to be trusted and make them feel at ease during the session. During observations, |
had to stay cognizant of details, sequences, and atmospheres to avoid collecting irrelevant notes

or points of view (Madondo, 2021; Wasterfors, 2018).

Observations Data Analysis Plan

The observation data were analyzed through descriptive and reflexive notes from the
field. 1 focused on gaining insights into how the participants act and react to issues from cultural
diversity in their classrooms and what they do to prepare, apply, and assess their learning
environment on the same subject. These observations allowed me to examine how teachers deal
with cultural challenges in their classrooms. | coded the results and applied analytic induction to
arrive at consistent inferences from the notes captured on the observation protocol.

Data Synthesis

As a transcendental phenomenological study, the research relied heavily on individual
and group social interactions with the participants. Transcriptions are conversions of social
interactions to allow researchers to analyze phenomena (McMullin, 2021). Transcription of
collected data requires skills, methodology, and experience; it must be clear, depict the social
interaction, and be accurate (Jenks, 2018). While transcribing, researchers translate social
interactions and create a visual space for the readers to understand the context of recorded data;
that transcription was selective because it cannot mimic all the features of the interactions

(Davidson, 2009).
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Transcribing is the first step in analyzing social interaction data (McMullin, 2021).
Before transcribing, | chose a medium that allows me to record my interviews and focus groups.
| offered Zoom or Microsoft Teams to the participants and used the recording feature on the web
media to capture all visual and audio components of the session. After completing the interviews
and focus group, | used the transcription method to produce the written data that can be analyzed.
| applied Perry’s (2013) process to identify the relevant themes in the transcripts. | went through
the transcripts to correct all grammatical errors using reduction and interpretation to make the
texts clear and significant for further analysis (Bailey, 2008). Perry (2013) initially recommended
reading the texts to understand the interviews or focus groups while identifying themes by
writing notes, highlighting parts of the transcript, or comments with one word. Second, create a
table to determine each transcript and its summary. Finally, using that table unifies the single
themes, phrases, or paragraphs while synthesizing their meaning and linking them to understand
their relation to each other.

Making sense of the abundance of data collected during qualitative research is demanding
but exciting (Patton, 2015). | followed a specific order to collect, organize, analyze, and
synthesize data to fluidize the process to overcome challenges. Specifically, | synthesized the
textural and structural descriptions while describing the essence of the lived experience of the
participants so that readers can have enough information to understand the study’s findings in its
context and if they apply to other circumstances or settings (Siegle & McCoach, 2009).

As mentioned, | collected the data in the following sequence to facilitate critical and
analytic thinking. The steps were (a) individual interviews, (b) focus group interviews, and (c)
observations. Then, | organized the data by types and codes. | analyzed the data through a

thematic approach. Triangulation was achieved by implementing coworker and member-
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checking of the findings from the different collection methods. | conducted the entire data
analysis with coding, memoing, and journaling to summarize the results and create an audit trail.

| applied a thematic analysis method using an inductive, deductive, and emic approach to
synthesize the collected information. Thematic analysis categorized themes and patterns while
answering the research questions. Themes allow researchers to reach saturation from topics or
subjects while analyzing the collected, integrated, combined and summarized data (Wésterfors,
2018). From Bassey (1999), | used research questions to collect raw data. Reflective thinking on
the data led to analytical statements that were tested against the data to saturate the themes,
providing the empirical findings for the study. Finally, because |1 am using an inductive
approach, a codebook permitted me to create a hierarchical tree diagram to represent and merge
my findings visually for the readers.

Trustworthiness

Bloomberg and Volpe (2008) affirmed that transparency is the objective of
trustworthiness in research. They explained that transparency could be achieved by divulging the
steps taken to conduct the study in a manner that is easy to follow. Lincoln and Guba (1985)
addressed trustworthiness in research by offering credibility, transferability, dependability, and
confirmability as agents to support researchers’ efforts to clarify and simplify their study.
Credibility

Credibility is achieved when readers can correlate their truth and reality with the study’s
findings and context and when researchers provide and explain mitigation for their biases in
studies (Madondo, 2021; Nowell et al., 2017). While collecting the data, | was conscious of the
impact of malicious information. | requested the support of a methodologist to test the research

instruments used to collect data for credibility with a Coefficient of Credibility (CC) score
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(Madondo, 2021). During the research, | employed some techniques to maintain credibility: (a)
prolonged engagement with the participants in the natural setting to understand the background
of the study; (b) constant triangulation of the data, (c) member-checking to confirm findings, and
assumptions by having the participants’ review the written reports of their lived experiences for
accuracy, and (d) reflexive journaling to check how biases inform data interpretation (Creswell
& Poth, 2018; Cohen & Crabtree, 2006).
Transferability

Transferability in qualitative research is equal to generalizability in quantitative studies
(Guba, 1985). In non-technical language, transferability means that a study’s findings can be
applied to a similar study with the same context (Lincoln & Guba, 1985). To achieve
transferability, the research must be identical in geographical location, nature, population, and
participants (Madondo, 2021). To favor transferability, | designed the study, collected and
analyzed data, reported the findings, and compared the results to other studies of cultural
diversity, which is the phenomenon being studied. | presented the participants’ experiences and
behaviors in their context.
Dependability

Dependability in qualitative studies is equal to reliability in quantitative research.
Dependability can be achieved with replication testing, which implies that similar findings were
produced while replacing the study’s context and staying relevant to change and variability
(Creswell & Poth, 2018; Lincoln & Guba, 1985; Madondo, 2021). | employed memoing while
collecting data to facilitate audit trails, verifying, and comparing data collected from multiple

instruments. Additionally, I submitted my final research to my dissertation committee and the
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qualitative research director of the university to conduct a thorough review of the study’s
development, method, results, and products to ensure dependability.
Confirmability

Confirmability in qualitative studies is equal to objectivity in quantitative research
(Bloomberg & Volpe, 2008; Lincoln & Guba, 1985). Bloomberg and Volpe (2008) stated that
findings are the research’s results, not subjective notes. Therefore, to reach confirmability, 1
situated myself in the study while providing and describing any personal, cultural, and political
biases that can impede results. Previous procedures such as audit trails, triangulation, and
reflexivity applied throughout the research’s data collection, analysis, and synthesis established
confirmability.
Ethical Considerations

Check and Schutt (2012) attested that research provides a way to generalize or
particularize the findings of selected individuals, groups, or organizations. They explained that
researchers must refute contradictory analyses or calculations using criteria that enhance study
trustworthiness. Finally, those criteria diminish inaccurate interpretations of the world. Hence,
researchers must conduct research ethically; ethical considerations protect the participants and
provide credibility to the study. Throughout the research process, | acted to(a) anticipate any
ethical issues, (b) not violate participants’ privacy, (c) not deceive readers and participants, and
(d) safeguard the data.

First, | obtained site and participant access through the school principal when needed.
Second, consent letters were used to inform participants’ agreement and compliance. To
maintain confidentiality, pseudonyms, and coding were applied to participants and the site.

Physical data were secured and locked in a private location, while electronic data were protected
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with a password and kept on a personal remote cloud server. The data collected through
interviews, surveys, focus groups, and notes will be destroyed after three years if the study is not
furthered.

| created an extensive and detailed table to apply while conducting all phases of the
research process to anticipate ethical issues. The table allowed me to have a checklist throughout
the different stages of the research to examine and consult to stay within the ethical parameters.
The table covers all aspects of the three IRB principles: respect for people, concern for welfare,
and justice.

Summary

This research was guided to describe participants’ lived experience of a phenomenon in
culturally diverse settings while emphasizing, as a research problem, that teachers should be
equipped with the proper knowledge, training, and expertise to overcome the challenges of
teaching in a culturally diverse environment. This chapter elaborated on the research method,
design, data collection methods, analysis strategies, and ethical considerations.

First, I anticipated ethical issues throughout the research process, did not violate
participants’ privacy, and did not deceive readers and participants while safeguarding the data. |
focused on the three IRB principles: respect for persons, concern for welfare, and justice to
conduct the research and establish trustworthiness. Second, | applied a qualitative method, such
as transcendental phenomenology, to answer the “what” from the teachers’ experiences and
perspectives about the phenomenon (Moustakas 1994). Purposeful, snowballing, and criterion
sampling guided my selection process for participants with specific conditions. Third, to collect
rich information and provide a thick description, the data were collected in the following

sequence:(a) individual interviews, (b) focus group interviews, and (c) observations. Fourth, the



85

entire data collection analysis was coded, memoed, and journaled to summarize each category’s
findings. I applied a thematic analysis method using inductive, deductive, and emic approaches
to synthesize the collected information with a hierarchical tree diagram to represent and merge

my findings for the readers visually.
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CHAPTER FOUR: FINDINGS
Overview

The purpose of this transcendental phenomenological study was to understand and
describe teachers’ lived experiences with cultural diversity in middle schools and high schools.
Hofstede’s cross-cultural dimensions were applied as a lens to examine the data. This chapter
describes and explains the study’s data analysis results as findings. This chapter includes the
findings for 12 participants’ descriptions; data in narrative themes, tables representing themes;
outlier data; research question responses, and conclusion. As a transcendental phenomenological
study, the research relied heavily on my social interactions with the participants independently
and in groups to collect the data. The focus of the data collection and thematic analysis was to
answer the “what” from the teachers’ lived experiences and perspectives about the phenomenon,
which is cultural diversity in their classrooms (Moustakas 1994). Purposeful, snowballing, and
criterion sampling guided the selection of the participants. The data were analyzed using open
coding and Delve as the data analysis software. | executed journaling and memoing while
conducting the interviews and applied epoché, phenomenological reduction, and imaginative
variations as proposed by Moustakas (1994) and van Manen (2016) to remove suppositions and
preconceived biases or knowledge. This chapter elaborates on and discusses the lived
experiences of 12 teachers. Interview questions were structured as a framework for discussion
but were not followed strictly. A discussion and conversational approach were adopted to
facilitate the interviews. Questionnaires were collected to accentuate participants’ answers and
amass relevant data. Textural and structural descriptions provided the “what” and “how” of the
teachers’ lived experiences from the interviews. An interpretation and discussion of the results

are provided in Chapter 5.
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Participants

The sample sought a culturally diverse set of teachers to provide relevant feedback for
optimal relevancy to the study. The selection of participants for the study was executed
differently than planned. Rather than selecting a specific site for the study, | was more successful
in seeking participants from multiple organizations in different states and countries using many
social media vectors. The selection represents an amalgamation of participants’ responses during
the data collection. The participants are from different social backgrounds, races, lifestyles, and
organizations, which makes each answer unique concerning cultural diversity. | conducted 12
interviews and was unable to schedule a focus group due to participants’ locations and time zone.
Four of the 12 interviews were face-to-face, including two in Germany and eight via Zoom.
Observations were not conducted because | could not secure approval from various institutions
due to the pandemic’s regulations, and minors’ consent was not planned; students would be
involuntarily participating in the process. Interviews, transcription, questionnaires, memoing, and
journaling produced the data that was analyzed thematically to reach a conclusion and create the
findings.

Table 1 presents the participants in the study. Twelve teachers from different locations,
backgrounds, experiences, and socioeconomic stances volunteered to be interviewed and
discussed their lived experiences with cultural diversity in their careers and classrooms. The
teachers had different motives for becoming educators. They all started from different industries
before transferring to teaching. However, one common theme was that they knew that they
always wanted to be teachers. For example, Suzane started in business to get experience and

transition to teaching. She stated,
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| had always looked forward to being a teacher, and it was always something that |
planned on much later in life. | wanted to have a business career. | wanted to have all this
real-world foundation | would take to the classroom. So being a teacher was always

something I planned much later.

Edwidge recognized that academics was inevitable as a job prospect. During the interview, He

stated,

Since | was certain I didn’t want to leave Hawaii, my job prospects at the university level
as either a researcher or a professor didn’t look too great. Also, | begin to look at other
fields to go into. But then the opportunity came up here, and I switched. | went into an
accelerated teaching license program and got my teaching license instead. And then, |

started teaching here as a teacher.

Jocelyn graduated college, and because her interest was in tutoring, she started her teaching

career as a teacher during the pandemic to secure an income. She stated,

Obviously, the pandemic came, and | was like, well, I liked tutoring enough, so that’s
when | started to look into teaching. I did an alternative teaching program that took about
a year. So, | finished my student teaching at the end of the 2021 school year, and then |
just finished my full year of first teaching.

Overall, the sample was diverse in race, gender, age, location, and sex. The participants

enjoy their position in the classroom. Most of the teachers decided to interview via Zoom and

declined observation because of schools’ regulations due to the pandemic.
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Highest
Teacher degree Grade
# participant Gender Experience earned Content area Level
1 Suzane F 4 Master’s AP Social Studies 9-12
AP Economics,
Government & Politics,
Econ/American Problems,
World History
2 Edwidge M 5 Master’s Mathematics 9-12
3 Jocelyn F 2 Bachelor Mathematics 9-12
AP Calculus AB,
Trigonometry/Precalculus
Geometry
4 Christine F 11 Bachelor Physical Education 10
Health Education All
Grades
5 Aisha F 15 Bachelor Math K-12
Reading Special
Education
6 Jack M 10 Doctorate English 9-12
ESL
Language
7 Clarice F 2 Bachelor Special Education 9-12
ELA, AVID
8 Laura F 10 Master’s Performing Theater K-12
9 Mark M 4 Master’s General Special Education 7 & 8
Math, Science, English,
and Social Studies
10 Kaitlyn F 10 Master’s Arts 9-12
11 Judith F 15 Doctorate Social Studies, English, 9-12
Gifted, Special Education,
Reading Resource, and
Migrant Resource
12 Marjorie F 10 Master’s German as a Second and 9-12

Foreign Language
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The central research question that guided the data analysis was “What are the lived

experiences of teachers in culturally diverse classrooms?” This section is organized thematically.

Themes emerged using suitable narrative and raw data, particularly utilizing Delve participants’

quotes to reveal evidence of themes from the information. Data were collected from interviews,

questionnaires, memoing, and journaling. The data were analyzed using Moustakas’ (1994)

epoché, bracketing, and reduction process to remove my suppositions and preconceived bias or

knowledge. The data were synthesized by applying Perry’s (2013) process to identify the

pertinent themes in the transcripts. Using Perry’s method, I read the texts from the interviews,

focus groups, and questionnaires to single out the themes by taking notes, highlighting parts of

the transcript, or comments with one word. Table 2 presents all themes and provides a visual

depiction of the correlation between 26 themes and 480 teachers’ comments. Finally, Figure 1

depicts the seven main themes and their subthemes.

Table 2

Themes from the First Analysis

#  Themes Theme explanation Total
comments

1  Parents voice Parents’ Contribution to cultural diversity 5
implementation

2 Fear Consequences of implementing cultural 3
diversity

3 Place-based education Focus education on location and individual 4

4 Multicultural education Practices while focusing on inclusivity 4

5 Relationships building Spending time to learn about each student 16

6 Balance in the classroom Rapport building between students 2

7 Cross-cultural dimensions Dimensions of culture that are more 30
individual and span multiple cultures

8 Classrooms set up Spatial importance or awareness of cultural 7

diversity
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11

12

13

14

15

16

17

18

19

20

21

22

23

24
25

26

Backgrounds and expectations
Misunderstanding

Role of cultural diversity

Accountability

Researcher’s point of view
Methods and practices
Learning trends

Successes

Subjects

Inquiry-based teaching

Students’ voice

Challenges

Actionable steps
Implementation
Experience with cultural
diversity

Teaching experiences

Professional development

Education

Presuppositions about cultural diversity
The confusion created by cultural diversity
between and among students and teachers
What cultural diversity needs to be in the
classroom

Requirements needed to force educators to
learn and implement cultural diversity in
their environment

What cultural diversity means to each
teacher separately

The actions that teachers take to facilitate
cultural diversity while instructing
Common learning actions that are
associated with a certain culture

Favorable outcomes or results while
implementing cultural diversity

Academic studies or curricula that are more
favorable to cultural diversity
implementation

Teaching methods that allow the teacher to
explore their students’ culture

Allowing students to participate in their
learning while implementing cultural
diversity

Barriers to cultural diversity
implementation

Quantifiable and qualifiable procedures to
implement cultural diversity

Teachers’ responsibilities in the classroom
regarding cultural diversity

The Credibility of Teachers in cultural
diversity

The credibility of teachers in instructing
Formal and nonformal opportunities for
teachers on cultural diversity

Teachers training level

14

33

16

30

23

70

28

64

28
12
53
14
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Figure 1

Visualization of Themes from TagCrowd
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Figure 2

Final Themes and Subthemes

Themes and Sub-themes

Cultural Diversity Methods and Practices in Experience
Implementation (255) Cultural Diversity (61) Importance in

[ Rote of cottiral divercite. | Cultural Diversity

* Role of cultural diversity « Inquiry-based education (54)

* Background and expectations « Place-based education

* Actionable steps « Multicultural education * Teaching

* Accountability « Learning trends * Cultural diversity

» misunderstanding * Education

* Challenges

* Classroom set up

* Success

* Relationship building

» Balance in the classroom

Professional Development

F
Cross-Cultural Dimension in Ineffectiveness about Cultural Parents’ R_; a;;-;’;,
The Classroom (30) Diversity (53) Voice (25) —L@
* Self-Development -
* Inquiry-based education « School level * Parents . B1a§ed
* Place-based education « District level  Students * Ogtmg
» Multicultural education « Specificity » Mistakes
* Learning trends * Check the box approach




93

Cultural Diversity Implementation

The first theme, cultural diversity implementation, was the most talked about during the
interviews. The theme comprises 255 comments from all teachers and ten subthemes. All
teachers explained and commented on all positive and negative aspects that impact implementing
cultural diversity. They acknowledged that cultural diversity is impeded by time to teach
curricula. They recognized that implementing cultural diversity requires repetition. It is not easy
to identify when lessons need to include culturally relevant attributes. They affirmed that
teachers could implement cultural diversity easier in certain subjects. Christine affirmed her
struggle with implementation by saying,

So, I’m White, so just, you know, trying to find people of all sorts of different

backgrounds and religions and cultures, so it’s kind of hard; and in fact, | somewhat

recently went back to some of my slides and looked at them, and | was like, you know,

there’s definitely not as much diversity in my slides as | wish there were, so went it

through, you know, found the pictures, it changed some of the wording, and it was a

challenge to really find especially videos.
Success

The teachers expressed some of their successful actions in implementing cultural
diversity. Those were the favorable outcomes or results while implementing cultural diversity.
Over 30 comments about success in the classroom focused on creating relationships,
collaborations, and making connections with and between students. Clarice explained that her
success is attributed to taking the time to create an inclusive classroom to support cultural

diversity.
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Building Relationships

The teachers expressed that building relationships in the classroom is the most important
aspect of supporting cultural diversity. The theme was reinforced by the role of cultural diversity
in the classroom. Suzane appreciated the conversation during the interview because it allowed
her to remember and reflect on her role as a teacher and to support cultural diversity. She said,

I’m thankful that this whole interview and everything brought that back to the forefront

of my mind because it is something that you go back to.
Edwidge echoed the importance of building relationships. The relationship allows students with
different backgrounds to collaborate and share their views and values. He said that “It helps with
By-ins. It’s that excitement about going into something that they recognize and can talk about, so
they’re more likely to do it.”
Challenges

Challenges were the most spoken subtheme while implementing cultural diversity. There
were 71 comments about the struggle with implementation. Time is the biggest and most
common challenge for all teachers in implementing cultural diversity. Edwidge said, “There’s
just not enough time to do everything. We have only about 12 instructional class days in quarter
one, and | have to get through like 30-something lessons in those 12 days.” Aisha explained that
time does not allow her to focus on cultural diversity in her classroom. She admits that she
mistakenly assumed sometimes that her students’ race or skin color represented their culture.
She explained,

We assume you know one person’s skin color could be their culture, but you don’t really

know. But truthfully, for me, the challenge is the time, the time to be able to truly value

the differences.
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Actionable Steps

The teachers expressed a lack of actionable steps available to help them to include
cultural diversity in the classroom. They referred to missing content in curricula to promulgate
cultural diversity in teaching. The teachers expressed that classrooms’ observation and
evaluation systems for teachers could address or reinforce actionable steps to account for cultural
diversity in their daily tasks. The participants want help from their administration to help them
better understand cultural diversity and how to be more culturally responsive in their classrooms.
They explain that sometimes they wish they could have some list that could provide guidance
and serve as a reminder to be cognizant of cultural diversity in their classrooms. Suzane asked,

What are the actionable steps that you take? How do you actually put it into action? How

do I reach each student with cultural responsiveness in that 75-minute and allow them to

share or bring their cultural background into learning?
Accountability

The teachers wanted more accountability in professional development that focuses on
cultural diversity. They mentioned that training on cultural diversity is optional and therefore is
not a priority for educators. The participants expressed concerns about how accountability for
cultural diversity implementation is non-existent since cultural diversity is not the priority for
their schools or districts. Mark expressed his disenchantment about professional development on
cultural diversity by saying that the reality is that cultural diversity professional development
will not happen and the conversations about windows and mirrors will keep happening but
without any plan of action. On cultural diversity professional development, Suzane concluded by
adding that if everything is optional and suggestive, then we’re just turning in circles and talking

about stuff without follow-up and consequences.
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Misunderstanding

The teachers recognized that cultural diversity could create confusion in the classroom
between students and among teachers. Edwidge explained that mispronouncing a student’s name
could impede learning and motivation. He explained that sometimes teachers and students can be
misunderstood because of differences in cultural background. While teachers focus on their
curriculum, simple mistakes like not knowing how to pronounce the name of their students can
be disrespectful or impolite and reduce learning.
Professional Development Ineffectiveness with Cultural Diversity

The second theme, professional development, included 53 comments from 10 out of 12
teachers. The consensus among the teachers throughout the interviews was that professional
development opportunities were ineffective because they do not teach actionable steps or are not
provided at all. Some of the teachers never received professional development to help them deal
with cultural diversity or to be successful in addressing cultural diversity. They affirmed that
they acquired a ton of other professional development on learning strategies, collaboration, and
behavior management, but never specifically on cultural diversity. Jack added to his discontent
about professional development by saying:

They need professional development that deals directly with classroom diversity.

Defining and reflecting on it, you know what type of diversity is represented in your

classroom and what accommodations you must and can make to complement culture.
Aisha pointed to her lack of cultural diversity training by saying: “I had one, maybe one class a
long time ago, but that’s it.”

Teaching Methods and Practices to Facilitate Cultural Diversity
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The third theme, teaching methods, and practices, received 33 comments from 11
teachers. Those are the actions that teachers take to facilitate cultural diversity while instructing.
The teachers acknowledged that personality and cultural backgrounds are crucial in
implementing cultural diversity in the classroom. The comments focused on inquiry-based and
place-based teaching, multicultural education, and students’ learning trends. The teachers
acknowledge that certain disciplines or topics are more conducive to cultural diversity; they
explain that it is hard to implement cultural diversity in the sciences because the focus is to
complete the curriculum.

Inquiry-Based Teaching

Teachers acknowledged that inquiry-based teaching allows them to explore their
students’ culture and gives students a means to provide and share insights into their culture in the
classroom. Jocelyn added, “The most important thing was just knowing that I’m never going to
know everything, and I’m always going to have to be asking the students questions to figure out
like what they need and then to not be surprised when I’m like, oh, I didn’t know that.” Suzane
reinforced inquiry-based teaching with cultural diversity by asking her students “how do you
connect this to any experience that you have had a background, places you have lived, and things
you’ve seen personally?”

Place-Based Teaching

The teachers mentioned that they apply place-based teaching to instill cultural diversity
into education and teaching because it focuses on location and individual students. Kaitlyn
asserted, “I think when | did my masters, and | learned more about place-base pedagogy and
connecting students to their communities into their places where they from, I think that really

made a difference.” Laura attested that in her classroom, “we tend to focus on place-based
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education, which grounds us in the place that we live but also takes into account where the
individual children come from.”
Multicultural Education

Marjorie and Clarice stated that multicultural education is a practice that helps them
focus on inclusivity in the classroom. Marjorie pointed out that the most important aspect of
teaching in culturally diversified classrooms is to be open and reflect on oneself because
everyone is ethnocentric, and perhaps the teacher might be the problem with cultural
implementation. Clarice noted, “We took a class called Multiculturalism in Education, and that
was the class that really showed me the importance of making notes of your students; that’s the
class that made me realize me being a teacher isn’t about my kids getting A’s; it’s about whom
I’m teaching.”
Learning Trends

For the teachers, specific learning trends or common learning actions are associated with
a certain culture. They recognized that those trends could impact and facilitate cultural diversity
in the classroom. Marjorie recognized that “Russians are really focused on reading, and the
younger ones now, they are really into YouTube videos to check on learning.” Clarice mentioned
that ““Ah, like my islander kids, I notice that I have to be direct with them; they respond when
I’m direct with them, they respond when I’m blunt with them, and | don’t BS anything like this
is how it is, this is how it’s going to be.”
Cross-Cultural Dimensions in the Classroom

The theme of cross-cultural dimensions drew 30 comments from the teachers, who
recognized that they were unaware of those dimensions of cultural diversity. However, after

discussing it in the interviews, they understood the implications of the dimensions of learning
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and teaching. All the teachers agreed that more training or professional development should be
provided about cross-cultural dimensions. Aisha fervently said, “Yes, and it’s eye-opening, you
know, to actually hear the definitions and the how and why behind.” The participants express the
need to make cultural diversity known in the educational community because it is very
important. The factors that need to be considered are more important than generalizing. The
participants do not want to sit through policy briefs; they would rather have speakers talk about
cultural diversity, the differences, what to look for, and how to recognize and utilize any kind of
tools to better serve our students’ cultures.
Christine was surprised by the implications that | shared during the interview about the cross-
cultural dimensions. She stated:

Having those cross-cultural dimensions really adds a layer to what people know and what

they think they know, you know. Because you can see some things in people that other

people are already judging, and you really don’t know what their backgrounds are, you

don’t know what their other kinds of dimensions are; | guess that is true.
Experience Level Importance to Cultural Diversity

The teachers recognized different levels of experience in teaching, cultural diversity, and
education matters about how to approach diversity in the classroom. They attributed experiences
to credibility in cultural diversity and instructing. During the interview, experience, and
longevity in the classroom did not translate to the knowledge of the cross-cultural dimensions.
Apparently, teachers from minority backgrounds were more aware of their students’ challenges
and learning trends. Teachers who wanted to teach from an early stage in their life were more
aware of the impact of cultural diversity in their classrooms. Participants that became teachers by

default were less concerned or experienced with cultural diversity. Teachers that were affiliated
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with the military services were very expressive of the lack of support for cultural diversity from
their administration.
Outlier Data and Findings

Two unexpected findings and themes did not align with specific research questions or
themes. Fear was mentioned as an impediment to implementing cultural diversity, while parents’
voice was pointed to as necessary to instill cultural diversity in education. Fear from the
participants was related to cultural bias, being terrified of being outed by peers, and making
mistakes that could cost them their job. Students’ and parents’ voices were mentioned as an
essential tool to support teachers’ views on cultural diversity.
Outlier Finding #1: Fear of Reprisal or Making Mistakes

One teacher mentioned that fear is a huge factor that negatively impacts cultural diversity
implementation. The teacher explained his concern about making mistakes while affirming that it
is risky to out oneself as being ignorant about cultural diversity to a group of peers or a superior.
Fear is very powerful because it inhibits a lot of teachers from taking action to implement and
talk about cultural diversity. Teachers do not want to make a mistake that can cause them to lose
their employment.
Outlier Finding #2: Parents’ Voice in Cultural Diversity Integration

One teacher mentioned that parents’ voice is integral to receiving the proper feedback
and forming a coalition with parents on cultural diversity in the classroom. Kaitlyn noted that in
those studies where they got to have input about the school, the school should allow parents a
voice by asking them for feedback and information. The feedback will allow the school to have
an idea about how to form relationships with students and how to address cultural diversity in a

way that’s meaningful and actionable.
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Research Question Responses

This section presents succinct answers to the research questions. It sets up the reader for
the discussion in the next chapter. The narrative of each research question is supported by the
themes developed during the data analysis and reinforced by participant quotes from the
interviews.

Central Research Question

What are the lived experiences of teachers in culturally diverse classrooms? The theme
that corresponds to the main research questions is the implementation of cultural diversity. The
participants’ perspective is that implementing cultural diversity is difficult and complicated.
They recognized that there is a multitude of challenges. However, the most common impediment
is time. The participants believe that leaders are unaware of their struggles. Teachers want the
districts and schools to be a part of the conversation on how to implement cultural diversity. In
the participants’ view, upper leadership or management gets removed from these conversations
because they are removed from the classroom, hence become detached from their own
diversified population of students.

All teachers expressed their success and attributed that success to building relationships
with students. They believed that if time was allotted at the start of the school year to get to know
the students, it would pay dividends rather than get straight to instructions. They agreed that
there should be more accountability in cultural diversity training, and professional development
about culture should not be optional. Also, they expressed that programs should provide
actionable steps for implementing cultural diversity in the classroom. The participants do not

want to include cultural diversity as a subset of any other discussion. Cultural diversity must be
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an essential topic like funding. Teachers feel that they are not given the time, the opportunity, the
space, or the latitude to really accomplish what needs to be done about cultural diversity.
Sub-Question One

How do teachers perceive, define, and facilitate cultural diversity in their classrooms?
The themes that relate to the first sub-question are the experience level of the participants and
implementation. The teachers define cultural diversity in different ways depending on their
experience level and speak of implementation from personal views. Christine, an 11-year
veteran, defined the implementation of cultural diversity as making sure to include as many
cultures as possible in her teaching. For teachers, it is all about being open-minded to all
backgrounds and cultures. Mark, a four-year teacher, explained that cultural diversity, as it
pertains to the classroom, revolves around the students seeing themselves in the curriculum’s
content as well as being introduced to cultures they are unfamiliar with. The teachers’
perceptions of cultural diversity were completely distinct; they used different approaches to
include cultural diversity in their teaching practices. For example, Clarice, a new teacher, stated
that her teaching style is being real with her students; “I don’t BS them, and they don’t BS me.”
But Jack, a 10-year teacher, noted that he uses project-based learning across the curriculum as a
requirement. Most of the teachers in his school have seen the value of project-based learning.
Jack uses the Project-Based Learning Works Checklist, which is a checklist to evaluate project-
based learning and applies it to other curricula.
Sub-Question Two

What do teachers perceive as positive and negative aspects of culturally diverse
classrooms? The themes that relate to the first sub-question are the need for professional

development and teaching methods and practices. Teachers recognize that cultural diversity is
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inevitable in the classroom, and they need more training to facilitate it in their instructions. The
participants mentioned that some of the positive aspects of cultural diversity are inclusion,
collaboration, awareness, and a sense of belonging. Edwidge mentioned that cultural diversity
brings students together on topics they would normally not participate in; he mentioned that
cultural diversity helps with by-ins; it’s the excitement about going into something that they
recognize and can talk about, so they’re more likely to participate in it. Regarding inclusion,
Mark stated that when students are in a place where they feel accepted and welcome, then they
look forward to being there. Christine accentuated the sense of belonging as very important.
Once teachers and students have common values and perspectives, it might not just be the exact
cultures; they can find common ground with each other.

On the other hand, some teachers recognized that the students’ home cultures could
become a problem in the classroom. Sometimes, students’ actions in class do not support their
culture at home or vice versa. Judith explained a situation about how the culture at home was
disruptive to her classroom. Students felt like the classroom was their place to be free, then they
went back home after school to being culturally suppressed. So, Judith learned to work around
the challenge because her approach wasn’t working, and she was getting frustrated. Sending
them out of class, giving them referrals, and calling their parents were the worst approach
because then the students would go home and get scolded by their parents. Edwidge emphasized
home culture as an impediment in his class. He stated that teachers need to value education with
their students, which can elicit resistance against it from their parents. So, when students come
from a household where their parents don’t appreciate math and barely understand arithmetic,
then the students internalize that view, and they say that there’s no reason to learn math because

they never have to use it; that’s what their phone is for. Versus a family that emphasized
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education, and those students come in, and it’s like, oh my goodness, why aren’t we in
Trigonometry right now? Why are we so far behind?
Sub-Question Three

How do teachers recognize, acknowledge, and facilitate cross-cultural dimensions in their
classrooms? The themes that relate to the first sub-question are the cross-cultural dimension in
the classroom and the professional development of cultural diversity. Teachers needed to gain
knowledge of the cross-cultural dimensions and their impact on the classrooms. However, after |
explained the dimensions during the interview, all the teachers recognized the tendencies of their
students that correlate to the cross-cultural dimensions. They recognized cross-cultural
dimensions as individual characteristics and made the connection to their instructional methods,
learning trends, and challenges in the classroom. Mark reflected on his teaching practices and
expressed that having the ability to know the curriculum’s intention and the diversity of the class
allowed him to add lessons that would focus on the different cultures that are represented in his
school. Teachers should apply and create lesson plans that center around different cultures.
Kaitlyn explained that the multitude of cultures makes it difficult to reach every student during
the time allotted for instruction. In Kaitlyn’s view, in the United States, one of the challenges
might be that teachers have so much diversity in their classrooms that they have to make sure
that they engage each student. Aisha placed her challenge on recognizing, knowing, and applying
actions to foster inclusion through cultural diversity. She explained that the challenge is that
everyone knows that cultural diversity is there but feels that teachers can’t do anything more than
just consider the impact with no plan of action to attack the challenges. Because knowing and
considering the challenges is one thing, but actually creating an inclusive environment is

different.
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Summary

Implementing cultural diversity is a crucial aspect of learning that all teachers agree with.
Time for instruction was the most detrimental aspect of cultural diversity implementation in the
classrooms. Failures or successes were attributed to the amount of time devoted to building
relationships with and between teachers and students. The participants noted that they want their
leadership to create and maintain accountability for cultural diversity implementation by
providing training that has actionable steps rather than being abstract.

The participants want professional development on cultural diversity to be mandatory and
not optional. They want professional development to focus on helping them understand the
dynamics in their classrooms while applying cultural diversity. The participants affirmed that
different teaching methods and practices could be applied to facilitate cultural diversity.
However, inquiry-based, place-based, and multicultural education were the specific ones
mentioned to engage all cultures in classrooms.

The participants did not know the cross-cultural dimensions and their impact on teaching.
However, the interviews made them aware of the dimensions that exist in their classrooms and
why they must understand the cross-cultural dimensions and their consequences while teaching
and learning. The participants acknowledged that their experience in teaching, cultural
background, and education level was a great factor in their exposure to cultural diversity and
how they facilitated cultural inclusivity in their method of teaching.

A few participants mentioned some facets of cultural diversity that were not expected
during the interviews. Fear of being misunderstood and judged hinders teachers from expressing
their abilities or lack thereof to facilitate cultural diversity in their classrooms. The participants

agreed that parents should have a voice in implementing cultural diversity in schools to get their
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buy-in and support at home. Their voice will provide feedback to the teachers and translate to

success for students in the classroom.
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CHAPTER FIVE: CONCLUSION

Overview

The purpose of this transcendental phenomenological study was to understand and
describe teachers’ lived experiences with cultural diversity in middle schools and high schools.
Hofstede’s cross-cultural dimensions were applied as a lens to examine the data. This chapter
plainly and succinctly illustrates organized discussions using my interpretations, explanations,
and thoughts to hone on the findings of the study while clarifying them for the reader. The
chapter includes five discussion subsections: (a) interpretation of findings, (b) implications for
policy and practice, (c) theoretical and methodological implications, (d) limitations and
delimitations, and (e) recommendations for future research.

Discussion

The purpose of this section is to discuss the study’s findings from the thematic analysis of
data collected through 12 interviews and questionnaires provided by teachers from around the
world teaching in middle schools and high schools. The subsections included in the following
paragraphs of the study are (a) Interpretation of Findings; (b) Implications for Policy or Practice;
(c) Theoretical and Empirical Implications; (d) Limitations and Delimitations; and (e)
Recommendations for Future Research.
Interpretation of Findings

To interpret the research findings, | present a brief summation of the themes developed
throughout the analysis and their significance to education. Then | provide a concatenation of my
understanding of the themes deemed significant to the reader. The thematic analysis allowed me
to read the transcripts multiple times to produce the six major themes and subthemes that

emerged from the data evaluation (Alshahrani et al., 2022).
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Summary of Thematic Findings

The data analysis provided seven major themes that emerged from interviewing 12
teachers and reading their responses to a questionnaire. The themes are dominated by cultural
diversity implementation, with time being the most detrimental to application, (b) professional
development about cultural diversity is needed and must be required and not optional, (c)
teachers must apply teaching methods and practices that are conducive to cultural diversity, (d)
cross-cultural dimensions are relevant to cultural diversity, (e) experience level matter for
implementation and identifying challenges with cultural diversity, and (f) two outliers, fear and
parents’ voices accentuate the role of administrations and parents to provide feedback to teachers
about cultures in the classrooms. Each theme represents the teacher’s lived experience with
cultural diversity in their classrooms. From my analysis of the interviews and questionnaires, |
formulate some of my observations and interpretations of the thematic findings.

Prioritization of Cultural Diversity in Education. Educational leaders have not
prioritized cultural diversity and therefore are neglected at all levels. That lack of prioritization is
reflected in the challenges faced by teachers. While conducting the research, | realized that all
teachers know the challenges of implementing cultural diversity in their classrooms. They
expressed challenges at schools, district, state, and federal levels. When segregation was declared
unconstitutional, all teachers had to learn how to teach all students regardless of race or skin
color while providing equal resources to them (Weathers & Sosina, 2022). However, cultural
diversity has been and will always be there. Classroom diversification is inevitable because of
globalization and migration movements. If cultural diversity does not become a priority in all

schools, teachers’ challenges with cultural diversity in their classrooms will become increasingly
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strenuous and ambiguous. Specifically, cross-cultural dimensions should become part of teaching
frameworks because they exist in all cultures, including students and teachers.

Cross-Cultural Dimensions as an Element of Any Teaching Framework. Teaching
frameworks are critical for teachers to create curricula that support their goals. If cultural
diversity is employed constantly as an element of all teaching frameworks, it will become
apparent and practical for teachers. In the research, the teachers said the focus is on meeting
prescribed time, standards, and requirements to teach a curriculum rather than implementing
cultural diversity. However, teachers acknowledge that certain subjects are more conducive to
facilitating cultural diversity implementation. For example, they expressed that it is easier to
apply cultural connection with discussion prompts in AP classes because they provide more
leeway for conversations and debates. The cross-cultural dimensions of Geert Hofstede must
become essential to teachers and enforced as part of any cultural training. It emphasizes the need
to identify students’ subcultural tendencies in all cultures. Teachers should not have specific
expectations about how students should learn; instead, they must be ready to teach any student
regardless of culture (Jensen et al., 2018).

Actionable Practices. Educational leaders at the school, district, state, and federal levels
must create, provide, or adopt processes that have actionable steps that can be quantified or
qualified for future and consistent application in education. The step-by-step process could
provide sustainable and identifiable changes through measures of performance and effectiveness.
All the teachers in the research understood what needs to be done about cultural diversity in their
classrooms. However, they asked how to get and maintain results. | recognized that none of the

teachers had a recipe for implementing cultural diversity in their classrooms. They acknowledge
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that they do not think of it all the time and must remind themselves of its implication in the
classroom.

Cultural Diversity in Teachers Education. Cultural diversity must become a pillar in
teacher education. It can’t be just a course or a lecture in a program; it must be the core of all
teaching education or preparation. Multiple barriers constrain teachers’ efficacy in professing
cultural diversity in their classrooms. For example, Lu et al. (2022) found that teachers’
autonomy in their classrooms is a factor in implementing cultural diversity in their curriculum;
more autonomy showed more implementation. In this research, the teachers expressed a need for
more training during their education on cultural diversity, precisely cross-cultural dimensions.
Succinctly expressed, teachers’ education lacks training with quantifiable and actionable steps to
support future teachers in their curriculum development.

Implications for Policy or Practice

Cultural diversity must have a universal approach across schools, districts, states, and
federal educational levels. The various stakeholders, such as policymakers, administrators,
teachers, and parents, must recognize the value of cultures in education and implement
approaches or laws that support their goals. The implications for policy and practice from the
research are presented below.

Implications for Policy

During the interviews, none of the teachers mentioned the specific policies or approaches
to the cultural diversity that their district or state was promoting. The lack of guidance and
support leaves teachers with no guidance and hence their frustration with implementation and
actionable steps to cultural diversity. School districts, states, or federal policies could mandate

cultural diversity as a teacher training requirement and professional development. The standards
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must differentiate which approach they want to adopt because different methods will require
different implementation steps. While all approaches focus on minorities’ inclusion, they will not
foster cultural diversity. For example, a multiculturalism approach will favor cultural diversity as
an additional value, a colorblindness approach will disregard cultural diversity and accentuate
equal treatment, and an assimilationist approach will favor the majority culture (Celeste et al.,
2019). Therefore, teachers must be briefed or trained on the specific approach their school
districts employ to facilitate curriculum development.
Implications for Practice

The implications for practice draw from the research’s participants’ comments and the
themes constructed from the interviews and questionnaires. Educators and administrators in
middle schools and high schools could affect and implement change in their district or other
schools with diverse demographics. Educational policymakers may need to focus on cultural
diversity implementation by providing mandatory training, creating measures of performance
and effectiveness related to the training, and creating a system that holds stakeholders
accountable. Teachers in culturally diverse classrooms who identify and relate to similar
challenges can benefit from the successful actions implemented by the participants of this study
to mitigate their issues with cultural diversity.
Theoretical and Empirical Implications

The study confirms and corroborates previous research on the importance of teachers
understanding and facilitating cultural diversity in their classrooms. In many fields, the
challenges encountered by teachers correspond to the findings of this study. For example,
educators’ attitudes about cultural diversity are not the same as they display after they received

professional development; they become aware of the challenges with cultural diversity
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implementation (Merlin-Knoblich & Dameron, 2021); in teacher-student relationships, teachers
must be aware of their culture and students’ identities to effectively support culturally diverse
classrooms (Whitaker, 2019). Under the methods and practices’ themes that facilitate cultural
diversity, classroom instruction and practices that include inclusion help implement pedagogies
to reach all learners (Simon et al., 2021). Teachers’ professional development to facilitate
cultural diversity is not too par. Teachers continue to report the lack or disparity of professional
development needed to advance cultural diversity (OECD, 2019). Cross-cultural dimensions
matter in the classroom for both students and teachers. The impact of the dimensions relate to
students’ and teachers’ perception of each other on gender identity (Pishghadam et al., 2016),
students’ evaluation of teaching (Arnold & Versluis, 2019; Hofstede, 1996), students’ sense of
belonging (Cortina et al., 2017), their effect on school and educational leadership (Bissessar,
2018, Engin, 2020; Santamaria & Jean-Marie, 2014).

The study brought novel contributions by expanding on new perceptions and
interpretations of how teachers experience cultural diversity from a cross-cultural perspective. It
could help educators and educational leaders in multicultural environments to understand and
account for cross-cultural dimensions while formulating curricula to promote learning and
students’ achievement. Hence, this study builds on other research (e.g., Khan et al., 2020; Pruitt,
2017; Wachira & Mburu, 2019) by adding knowledge and accentuating the need for teachers to
understand the value of cross-cultural dimensions and their impact on teaching pedagogies in
their classrooms practice.

The research provides new insights into how teachers experience cultural diversity from
the cross-cultural dimensions viewpoint. The findings can allow educators in multicultural

environments to acknowledge and account for cross-cultural dimensions while formulating
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curricula to promote learning. The study reinforces the need to educate teachers and educators
about the theory of cross-cultural dimension from Geert Hofstede (1980) to emphasize
identifying students’ subcultural tendencies while teaching and instructing. All teachers agreed
that there should be more training or professional development about cross-cultural dimensions.

The findings are congruent and support constructivist pedagogies as being the best
methods to support cultural diversity in the classroom. Constructivist pedagogies provide a
venue for collaboration, discussions, and student-centered approaches (Binkley & Minor, 2020;
Charania et al., 2021; Clark, 2018; Grier-Reed & Williams-Wengerd, 2018; Harjali, 2019;
Splitter, 2008). The teachers affirmed that inquiry-based, place-based, and multicultural
education are favorable to cultural diversity implementation.

The study extends previous research by reinforcing that teachers must recognize cross-
cultural dimensions as a vital part of their classrooms. The teachers may refocus on the goal of
education for each student and not underestimate their cross-cultural tendencies while teaching
and instructing (Mesker et al., 2020; Toraman & Demir, 2016; Cen¢k, 2020). The success that
teachers expressed during the interviews in the study could help other educators achieve their
goals with cultural diversity in their classrooms. Throughout the study, success is observed and
attributed to taking the time to create an inclusive classroom. Teachers expressed that building
relationships in the classroom is the most important aspect of supporting cultural diversity. Fear
of making mistakes and home culture was mentioned as an impediment, while parents’ voices
were vital to implementing cultural diversity.

Limitations and Delimitations
There were limitations to the study that can be considered difficulties, as | could not

control them. First, covid protocols restrained me from conducting classroom observations
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because teachers could not get approval from their school districts. Second, many teachers
elected to conduct the interviews over Zoom, which impeded me from observing visual clues
from the participants. Third, many schools reject the study because of the pandemic rules.
Fourth, focus groups were not conducted because of the participants’ geographical location and
time zones. The participants could never agree on a time to run focus groups because of their
locations and time. Finally, many participants refused to participate and volunteer for the study
out of fear of reprisal from their schools or districts. They express concern about getting
reprimanded and even losing their jobs.

Some delimitations encountered during the research were very apparent and
demotivating. After submitting many requests to different schools and districts in vain, | decided
not to use a specific site for the study. | chose snowballing, purposeful, and criterion sampling to
redefine the study’s boundaries. | elected to include any teachers that met the criteria as teaching
at any middle school and high school level worldwide to get a better perspective of the
phenomenon. Also, time was a factor of delimitations; as an active-duty soldier, | was deploying
to a foreign country and did not want to jeopardize completing the research. Ample time
management and discipline help control the work workload commendations for Future Research

From the limitations and delimitations of the study, multiple recommendations and
directions for future research can be invoked. More studies on cross-cultural dimensions in a
different environment and with other participants could produce different conclusions from
teachers’ perceptions. First, choosing a specific site, like a school or district, for the study would
be beneficial to identify challenges and recommend specific solutions for that population.
Second, the study can be repeated after schools’ protocols for the pandemic have been removed

to facilitate site selection, more volunteers, observations, and focus groups.
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The study could be executed while focusing on or comparing specific teachers’ age
brackets, years of experience, gender, ethnicity, and race. Also, the study could be conducted
with different types of educators like principals, assistant principals, and guidance counselors to
receive a different perspective of the phenomenon from administrators rather than teachers. A
hermeneutic rather than transcendental phenomenology could be conducted to include my
interpretations, opinions, and constructive meaning. A case study could also be appropriate for
researchers to select a particular case in advance and focus on the phenomenon. The study could
be action research to evaluate any institution’s practice regarding cultural diversity and cross-
cultural dimensions while providing critical analysis to improve their process.

Conclusion

This transcendental phenomenological study sought to understand and describe teachers’
lived experiences with cultural diversity in middle schools and high schools using cross-cultural
dimensions as lenses. The theory of cross-cultural dimension from Geert Hofstede was applied as
a lens to investigate the participants’ views about their experience with cultural diversity.
Teachers from middle schools and high schools participated in the research. They were from
different social backgrounds, races, lifestyles, countries, and organizations, which made each
answer unique regarding cultural diversity and cross-cultural dimensions. The researcher
conducted 12 interviews; four were face-to-face, including two in Germany, and eight via Zoom.
Interviews, transcriptions, questionnaires, memoing, and journaling produced the data that were
thematically analyzed to reach a conclusion and create the findings. Purposeful, snowballing, and
criterion sampling guided the selection process with specific conditions for eligibility.

The research revealed that none of the participants mentioned the particular policies or

approaches to the cultural diversity that their district or state was promoting. The lack of
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standards and support leaves teachers with no guidance, hence their frustration with cultural
diversity implementation and actionable steps. Schools, districts, or states must differentiate
which approach they want their teachers to adopt because different approaches will require
dissimilar implementation steps. Throughout the study, teachers observed and attributed success
to taking the time to create an inclusive classroom. Teachers expressed that building
relationships in the classroom is the most important aspect of supporting cultural diversity and
identifying cross-cultural dimensions. Fear of making mistakes by teachers and students’ home
culture was mentioned as an impediment, while parents’ voices were vital to implementing
cultural diversity.

Teachers do harm to students if they do not take appropriate actions to address cultural
diversity in their classroom while favoring all students’ educational abilities individually. The
study helps capture cross-cultural perceptions and experiences of teachers about cultural
diversity. The findings of the study could provide educators with a benchmark to gauge students’

opinions, experiences, and learning needs to benefit all stakeholders in schools and classrooms.



117

REFERENCES

Abraham, R. R., Frambach, J. M., Verheggen, M., & Dolmans, D. H. (2019). Exploring the
dimensions of group discussion in problem-based learning among a diverse group of
international students: A qualitative study. JOURNAL OF CLINICAL AND

DIAGNOSTIC RESEARCH. https://doi.org/10.7860/jcdr/2019/40867.13123

Acquah, E. O., & Commins, N. L. (2017). Methods that matter in addressing cultural diversity
with teacher candidates. Teaching in Higher Education, 22(5), 501-518.
https://doi.org/10.1080/13562517.2016.1273217

Ahern, K. J. (1999). Pearls, pith, and provocation: Ten tips for reflexive bracketing. Qualitative
Health Research, 9(3), 407—411. https://doi.org/10.1177/104973239900900309

Ahmed, A. (2008). Ontological, epistemological and methodological assumptions: Qualitative
versus quantitative. https://files.eric.ed.gov/fulltext/ED504903.pdf

Alexander, C., & Weekes-Bernard, D. (2017). History lessons: Inequality, diversity and the
national curriculum. Race, Ethnicity and Education, 20(4), 478-494.
https://doi.org/10.1080/13613324.2017.1294571

Alshahrani, K. M., Johnson, J., Hill, L., Alghunaim, T. A., Sattar, R., & O’Connor, D. B. (2022).
A qualitative, cross-cultural investigation into the impact of potentially traumatic work
events on Saudi and UK ambulance personnel and how they cope. BMC Emergency
Medicine, 22, 1-11. https://doi.org/10.1186/s12873-022-00666-w

An, T., & Oliver, M. (2020). What in the world is educational technology? Rethinking the field
from the perspective of the philosophy of technology. Learning, Media and Technology,

46(1), 6-19. https://doi.org/10.1080/17439884.2020.1810066


https://doi.org/10.7860/jcdr/2019/40867.13123

Archibald, Dawson, A. J., Glanfield, F., & Nicol, C. C. (2020). Living culturally responsive
mathematics education with/in indigenous communities. London
Arnold, 1. J., & Versluis, I. (2019). The influence of cultural values and nationality on student

evaluation of teaching. International Journal of Educational Research, 98, 13-24.

https://doi.org/10.1016/j.ijer.2019.08.009

Aronson, B., & Laughter, J. (2016). The theory and practice of culturally relevant education.

Review of Educational Research, 86(1), 163-206.

https://doi.org/10.3102/0034654315582066

Arphattananon, T. (2018). Multicultural education in Thailand. Intercultural Education, 29(2),
149-162. https://doi.org/10.1080/14675986.2018.1430020

Arsal, Z. (2019a). How do teachers increase’ quality and participation in lifelong learning? The
European Proceedings of Social and Behavioural Sciences, 67, 1830-1834.
https://doi.org/10.15405/epsbs.2019.08.03.225

Arsal, Z. (2019b). Critical multicultural education and preservice teachers’ multicultural

attitudes. Journal for Multicultural Education, 13(1), 106-118.

https://doi.org/10.1108/jme-10-2017-0059

Aslan, S. A., & Duruhan, K. (2020). The effect of virtual learning environments designed

according to problem-based learning approach to students’ success, problem-solving

skills, and motivations. Education and Information Technologies, 26(2), 2253-2283.

https://doi.org/10.1007/s10639-020-10354-6

Austin, D., Atencio, M., Yeung, F., Stein, J., Mathur, D., Ivester, S. S., & Woods, D. (2019).

Diversity and inclusion curriculum: Addressing culturally relevant pedagogy and the

118


https://doi.org/10.1016/j.ijer.2019.08.009
https://doi.org/10.1108/jme-10-2017-0059
https://doi.org/10.1007/s10639-020-10354-6

119

achievement gap at a racially diverse university. Currents in Teaching & Learning, 11(1),

112-134. https://www.worcester.edu/currents-in-teaching-and-learning/

Bailey, J. (2008). First steps in qualitative data analysis: Transcribing. Family Practice, 25(2),

127-131. https://doi.org/10.1093/fampra/cmn003

Balestra, C., & Fleischer, L. (2018). Diversity statistics in the OECD: How do OECD countries
collect data on ethnic, racial and indigenous identity? (SDD working paper No. 9).
Organisation for Economic Co-operation and Development.

https://www.oecd.org/officialdocuments/publicdisplaydocumentpdf/?cote=SDD/DOC(20

18)9&docLanquage=En

Ballard, S. M., Cassidy, D., Taylor, A. C., & Robila, M. (2018). Family life education in the
United States. Global Perspectives on Family Life Education, pp. 195-215.

https://doi.org/10.1007/978-3-319-77589-0_13

Banks, J. A. (1990). Approaches to multicultural curriculum reform. Encyclopedia of Diversity

in Education. https://doi.org/10.4135/9781452218533.n491

Banks, J. A. (1993). Multicultural education: Historical development, dimensions, and practice.

Review of Research in Education, 19, 3-49. https://doi.org/10.2307/1167339

Banks, J. A. (2004). Multicultural education: Historical development, dimensions, and practice.
In J. Banks (Ed.), Handbook of research on multicultural education (pp. 3-29). Jossey-
Bass.

Banks, J. A. (2013). The construction and historical development of multicultural education,
1962-2012. Theory Into Practice, 52(supl), 73-82.

https://doi.org/10.1080/00405841.2013.795444



https://www.worcester.edu/currents-in-teaching-and-learning/
https://doi.org/10.1093/fampra/cmn003
https://www.oecd.org/officialdocuments/publicdisplaydocumentpdf/?cote=SDD/DOC(2018)9&docLanguage=En
https://www.oecd.org/officialdocuments/publicdisplaydocumentpdf/?cote=SDD/DOC(2018)9&docLanguage=En
https://doi.org/10.1007/978-3-319-77589-0_13
https://doi.org/10.4135/9781452218533.n491
https://doi.org/10.2307/1167339
https://doi.org/10.1080/00405841.2013.795444

120

Banks, J. A. (2016). Cultural diversity and education: Foundations, curriculum, and teaching
(6th ed.). Routledge.

Basnakova, J., Brezina, I., & Masaryk, R. (2016). Dimensions of culture: The case of slovakia as
an outlier in Hofstede’s research. Ceskoslovenska Psychologie, 60(1), 13-25.

Baskarada, S. (2014). Qualitative case study guidelines. The Qualitative Report, 19(40).

https://doi.org/10.46743/2160-3715/2014.1008

Bassey, M. (1999). Case study research in educational settings. McGraw-Hill Education.

Batova, T., & Ruediger, S. (2023). Cross-country analysis of the association of cultural
dimensions with prescription opioid consumption and implications for health education.
Substance Use & Misuse, 58(4), 536-550.

https://doi.org/10.1080/10826084.2023.2177957

Baxter, P., & Jack, S. (2015). Qualitative case study methodology: Study design and
implementation for novice researchers. The Qualitative Report, 13(4).

https://doi.org/10.46743/2160-3715/2008.1573

Bennett, A., & EIman, C. (2006). Qualitative research: Recent developments in case study
methods. Annual Review of Political Science, 9(1), 455-476.

https://doi.org/10.1146/annurev.polisci.8.082103.104918

Beugelsdijk, S., Maseland, R., & Van Hoorn, A. (2015). Are scores on Hofstede’s dimensions of
national culture stable over time? A cohort analysis. Global Strategy Journal, 5(3), 223—

240. https://doi.org/10.1002/gsj.1098

Beugelsdijk, S., &Welzel, C. (2018). Dimensions and dynamics of national culture: Synthesizing
Hofstede with Inglehart. Journal of Cross-Cultural Psychology, 49(10), 1469-1505.

https://doi.org/10.1177/0022022118798505



https://doi.org/10.46743/2160-3715/2014.1008
https://doi.org/10.1080/10826084.2023.2177957
https://doi.org/10.46743/2160-3715/2008.1573
https://doi.org/10.1146/annurev.polisci.8.082103.104918
https://doi.org/10.1002/gsj.1098
https://doi.org/10.1177/0022022118798505

121

Binkley, E. E., & Minor, A. J. (2020). Constructivist pedagogy to promote cultural learning in
counselor education. Journal of Creativity in Mental Health, 16(3), 348-359.

https://doi.org/10.1080/15401383.2020.1763222

Bissessar C. (2018). An application of Hofstede’s cultural dimension among female educational

leaders. Education Sciences, 8(2), Article 77. https://doi.org/10.3390/educsci8020077

Bloomberg, L. D., & Volpe, M. (2008). Completing your qualitative dissertation: A roadmap

from beginning to end. SAGE Publications. https://doi.org/10.4135/9781452226613

Bozkurt, A., & Akbulut, Y. (2019). Dropout patterns and cultural context in online networked

learning spaces. Open Praxis, 11(1), 41. https://doi.org/10.5944/openpraxis.11.1.940
Braun, V., Clarke, V., & Gray, D. (Eds.). (2017). Collecting qualitative data: A practical guide
to textual, media and virtual techniques. Cambridge University Press.

https://doi.org/10.1017/9781107295094

Brion, C., & Ampah-Mensah, A. (2021). Changing cultural norms through education: Voices
from Ghanaian women principals. International Journal of Educational Management,

35(7), 1458-1475. https://doi.org/10.1108/ijem-11-2020-0521

Brown, D. G. (2003). Developing faculty to use technology: Programs and strategies to enhance
teaching. Jossey-Bass.

Bukhari, A. A., Park, Y. S., Hamed, O. A., & Tekian, A. S. (2019). Cultural influence on
generational gaps. Saudi Medical Journal, 40(6), 601-609.

https://doi.org/10.15537/smj.2019.6.23863

Byrd, M. (2020). Capitalizing on differences: Keys to unlocking the academic achievement gap.
Multicultural Learning and Teaching, 15(2), Article 20190003.

https://doi.org/10.1515/mlt-2019-0003



https://doi.org/10.1080/15401383.2020.1763222
https://doi.org/10.3390/educsci8020077
https://doi.org/10.4135/9781452226613
https://doi.org/10.5944/openpraxis.11.1.940
https://doi.org/10.1017/9781107295094
https://doi.org/10.1108/ijem-11-2020-0521
https://doi.org/10.15537/smj.2019.6.23863
https://doi.org/10.1515/mlt-2019-0003

122

Cachia, R., Aldaoud, M., Eldeib, A. M., Maya Jariego, I., Hiari, O., Tweissi, A., Villar-Onrubia,
D., & Wimpenny, K. (2020). Cultural diversity in the adoption of open education in the
Mediterranean basin: Collectivist values and power distance in the universities of the

Middle East. Araucaria, (44), 53-82. https://doi.org/10.12795/araucaria.2020.i44.03

Cao, C,, Li, N., & Liu, L. (2020). Do national cultures matter in the containment of COVID-19?
International Journal of Sociology and Social Policy, 40(9/10), 939-961.

https://doi.org/10.1108/ijssp-07-2020-0334

Celeste, L., Baysu, G., Phalet, K., Meeussen, L., & Kende, J. (2019). Can school diversity
policies reduce belonging and achievement gaps between minority and majority youth?
Multiculturalism, colorblindness, and assimilationism assessed. Personality and Social

Psychology Bulletin, 45(11), 1603-1618. https://doi.org/10.1177/0146167219838577

Charania, A., Bakshani, U., Paltiwale, S., Kaur, 1., & Nasrin, N. (2021). Constructivist teaching

and learning with technologies in the COVID - 19 lockdown in eastern India. British

Journal of Educational Technology, 52(4), 1478-1493. https://doi.org/10.1111/bjet. 13111

Check, J., & Schutt, R. K. (2012). Research methods in education. SAGE Publications
Cheng, A., Rizkallah, S., & Narizhnaya, M. (2020). Individualism vs. collectivism. In V.
Zeigler-Hill & T. K. Shackelford (Eds.), Encyclopedia of personality and individual

differences. Springer, Cham. https://doi.org/10.1007/978-3-319-24612-3 301279

Cheong, C. Y. (2000). Cultural factors in educational effectiveness: A framework for
comparative research. School Leadership & Management, 20(2), 207-225.

https://doi.org/10.1080/13632430050011434



https://doi.org/10.12795/araucaria.2020.i44.03
https://doi.org/10.1108/ijssp-07-2020-0334
https://doi.org/10.1177/0146167219838577
https://doi.org/10.1111/bjet.13111
https://doi.org/10.1007/978-3-319-24612-3_301279
https://doi.org/10.1080/13632430050011434

123

Clark, K. R. (2018). Learning theories: Constructivism. Radiologic Technology, 90(2), 180-182.

http://www.radiologictechnoloqgy.org/content/90/2/180.extract?related-

urls=yes&legid=radtech;90/2/180

Civitillo, S., Juang, L. P., Badra, M., & Schachner, M. K. (2019). The interplay between
culturally responsive teaching, cultural diversity beliefs, and self-reflection: A multiple
case study. Teaching and Teacher Education, 77, 341-351.

https://doi.org/10.1016/j.tate.2018.11.002

Cohen, D., & Crabtree, B. (2006). Qualitative research guidelines project.

https://sswm.info/sites/default/files/reference attachments/COHEN%202006%20Semistr

uctured%20Interview.pdf

Collins, T. A., Heidelburg, K., & Scott, M. N. (2020). Using technology to teach cultural
competence. Innovations in Higher Education Teaching and Learning, 219-227.

https://doi.org/10.1108/s2055-364120200000028021

Colombo, M. W. (2007). Developing cultural competence: Mainstream teachers and professional
development. Multicultural Perspectives, 9(2), 10-16.

https://doi.org/10.1080/15210960701386236

Cortés, C. E. (2013). Multicultural America. In C. E. Cortés (Ed.), Multicultural America: A
multimedia encyclopedia (pp. 1503-1506). SAGE Publications.

Cortina, K. S., Arel, S., & Smith-Darden, J. P. (2017). School belonging in different cultures:
The effects of individualism and power distance. Frontiers in Education, 2, Article 56.

https://doi.org/10.3389/feduc.2017.00056

Creswell, J., & Poth, C. (2018). Qualitative inquiry and research design: Choosing among five

approaches. SAGE Publications.


http://www.radiologictechnology.org/content/90/2/180.extract?related-urls=yes&legid=radtech;90/2/180
http://www.radiologictechnology.org/content/90/2/180.extract?related-urls=yes&legid=radtech;90/2/180
https://doi.org/10.1016/j.tate.2018.11.002
https://sswm.info/sites/default/files/reference_attachments/COHEN%202006%20Semistructured%20Interview.pdf
https://sswm.info/sites/default/files/reference_attachments/COHEN%202006%20Semistructured%20Interview.pdf
https://doi.org/10.1108/s2055-364120200000028021
https://doi.org/10.1080/15210960701386236
https://doi.org/10.3389/feduc.2017.00056

124

Creswell, J., & Creswell, J. D. (2018). Research design: Qualitative, quantitative, and mixed
methods approaches (5th ed.). SAGE Publications.
Cumming-McCann, A. (2003). NCSALL: Multicultural education connecting theory to practice.

Focus on Basics, 6(B), 9-12. https://www.ncsall.net/index.html@id=208.html

Dameron, M. L., Camp, A., Friedmann, B., & Parikh-Foxx, S. (2020). Multicultural education
and perceived multicultural competency of school counselors. Journal of Multicultural

Counseling and Development, 48(3), 176-190. https://doi.org/10.1002/jmcd.12176

Darmansyah. (2019). The effectiveness of the implementation of the flipped classroom learning
strategy on motivation, discipline and learning results. The Social Science, 12(9), 1611

1617. https://doi.org/10.31227/osf.io/7av6d

Davidson, C. (2009). Transcription: Imperatives for qualitative research. International Journal of

Qualitative Methods, 8(2), 35-52. https://doi.org/10.1177/160940690900800206

DeBode, J. D., Haggard, D. L., & Haggard, K. S. (2020). Economic freedom and Hofstede’s
cultural dimensions. International Journal of Organization Theory & Behavior, 23(1),

65-84. https://doi.org/10.1108/ijotb-11-2018-0124

De Mooij, M., & Hofstede, G. (2010). The Hofstede model. International Journal of Advertising,

29(1), 85-110. https://doi.org/10.2501/s026504870920104x

DeAngelis, T. (2015). In search of cultural competence. American Psychological Association.

https://www.apa.org/monitor/2015/03/cultural-competence

Dewey, J. (1934). Art as experience. Penguin.
Dietz. B. (2007). Migration policy challenges at the new Eastern borders of the enlarged

European Union: The Ukrainian case (No 267, Working Papers from Leibniz Institut fur


https://www.ncsall.net/index.html@id=208.html
https://doi.org/10.1002/jmcd.12176
https://doi.org/10.31227/osf.io/7av6d
https://doi.org/10.1177/160940690900800206
https://doi.org/10.1108/ijotb-11-2018-0124
https://doi.org/10.2501/s026504870920104x
https://www.apa.org/monitor/2015/03/cultural-competence

125

Ost- und Stdosteuropaforschung). http://www.oei-dokumente.de/publikationen/wp/wp-

267.pdf

Engin, K. (2020). The effect of educational leadership on students’ achievement: a cross-cultural
meta-analysis research on studies between 2008 and 2018. Asia Pacific Education

Review, 21(1), 49-64. https://doi.org/10.1007/s12564-019-09612-1

Eppard, J., & Rochdi, A. (2017). A framework for flipped learning. International Conference

Mobile Learning, 13, 33-40. https://files.eric.ed.gov/fulltext/ED579204.pdf

Fatehi, K., Priestley, J. L., & Taasoobshirazi, G. (2020). The expanded view of individualism
and collectivism: One, two, or four dimensions? International Journal of Cross Cultural

Management, 20(1), 7—24. https://doi.org/10.1177/1470595820913077

Fass, P. S. (2020). Children of a new world. New York University Press.

https://doi.org/10.18574/nyu/9780814728529.003.0006

Fernandez, D. R., Carlson, D. S., Stepina, L. P., & Nicholson, J. D. (1997). Hofstede’s country
classification 25 years later. The Journal of Social Psychology, 137(1), 43-54.

https://doi.org/10.1080/00224549709595412

Feyzi Behnagh, R., & Yasrebi, S. (2020). An examination of constructivist educational
technologies: Key affordances and conditions. British Journal of Educational

Technology, 51(6), 1907-1919. https://doi.org/10.1111/bjet.13036

Finneman, T. (2019). Talkin' 'Bout my generation: Understanding generational differences.
Cross-Cultural Journalism and Strategic Communication, 323-344.

https://doi.org/10.4324/9780429488412-13



http://www.oei-dokumente.de/publikationen/wp/wp-267.pdf
http://www.oei-dokumente.de/publikationen/wp/wp-267.pdf
https://doi.org/10.1007/s12564-019-09612-1
https://files.eric.ed.gov/fulltext/ED579204.pdf
https://doi.org/10.1177/1470595820913077
https://doi.org/10.18574/nyu/9780814728529.003.0006
https://doi.org/10.1080/00224549709595412
https://doi.org/10.1111/bjet.13036
https://doi.org/10.4324/9780429488412-13

126

Fisher, D. (2021). Educational leadership and the impact of societal culture on effective
practices. Journal of Research in International Education, 20(2), 134-153.

https://doi.org/10.1177/14752409211032531

Fiske, A. P. (2002). Using individualism and collectivism to compare cultures—A critique of the
validity and measurement of the constructs: Comment on Oyserman et al. (2002).

Psychological Bulletin, 128(1), 78-88. https://doi.org/10.1037/0033-2909.128.1.78

Foncha, J. W., Abongdia, J. A., & Mafumo, T. N. (2016). Cross-cultural dimensions to the
learning and practice of learning. Gender & Behaviour, 14(2), 7479-7488.

https://www.ajol.info/index.php/gab/article/view/153172

Frambach, J. M., Talaat, W., Wasenitz, S., & Martimianakis, M. A. (2019). The case for plural
PBL: An analysis of dominant and marginalized perspectives in the globalization of
problem-based learning. Advances in Health Sciences Education, 24(5), 931-942.

https://doi.org/10.1007/s10459-019-09930-4

Fylkesnes, S. (2018). Whiteness in teacher education research discourses: A review of the use
and meaning making of the term cultural diversity. Teaching and Teacher Education, 71,

24-33. https://doi.org/10.1016/j.tate.2017.12.005

Garces-Bacsal, R. M., Tupas, R., Alhosani, N. M., & Elhoweris, H.. (2021). Teachers’
perceptions of diversity and ‘others’ in United Arab Emirates (UAE) Schools. Pedagogy,

Culture & Society, 1-19. https://doi.org/10.1080/14681366.2021.2011774

Gay, G. (1975). Organizing and designing culturally pluralistic curriculum. Educational

Leadership, 33(3), 176-183. https://www.ascd.org/el/articles/organizing-and-designing-

culturally-pluralistic-curriculum



https://doi.org/10.1177/14752409211032531
https://doi.org/10.1037/0033-2909.128.1.78
https://www.ajol.info/index.php/gab/article/view/153172
https://doi.org/10.1007/s10459-019-09930-4
https://doi.org/10.1016/j.tate.2017.12.005
https://doi.org/10.1080/14681366.2021.2011774
https://www.ascd.org/el/articles/organizing-and-designing-culturally-pluralistic-curriculum
https://www.ascd.org/el/articles/organizing-and-designing-culturally-pluralistic-curriculum

127

Gay, G. (1980). Ethnic pluralism in social studies education: Where to from here? Social
Education, 44, 52-55 (EJ215086). ERIC. https://eric.ed.gov/?id=EJ215086
Gay, G. (2002). Preparing for culturally responsive teaching. Journal of Teacher Education, 53,

106-116. https://doi.org/10.1177/0022487102053002003

Gay, G. (2010). Culturally responsive teaching: Theory, research, and practice (2" ed.).
Teachers College Press.

Gay, G. (2013). Teaching to and through cultural diversity. Curriculum Inquiry, 43, 48-70.
https://doi.org/10.1111/curi.12002

Geerlings, J., Thijs, J., & Verkuyten, M. (2019). Preaching and practicing multicultural
education: Predicting students’ outgroup attitudes from perceived teacher norms and
perceived teacher—classmate relations. Journal of School Psychology, 75, 89-103.
https://doi.org/10.1016/j.jsp.2019.07.003

Gerlach, P., & Eriksson, K. (2021). Measuring cultural dimensions: External validity and internal
consistency of Hofstede’s VSM 2013 scales. Frontiers in Psychology, 12.
https://doi.org/10.3389/fpsyg.2021.662604

Giorgi, A. (1997). The theory, practice, and evaluation of the phenomenological method as a
qualitative research procedure. Journal of Phenomenological Psychology, 28(2), 235—
260. https://doi.org/10.1163/156916297x00103

Giudici, A., & Grizelj, S. (2017). National unity in cultural diversity: How national and linguistic
identities affected swiss language curricula (1914-1961). Paedagogica Historica,

53(1/2), 137-154. https://doi.org/10.1080/00309230.2016.1229348


https://doi.org/10.1177/0022487102053002003

128

Glock, S., Kleen, H., & Morgenroth, S. (2019). Stress among teachers: Exploring the role of
cultural diversity in schools. The Journal of Experimental Education, 87(4), 696—-713.
https://doi.org/10.1080/00220973.2019.1574700

Glock, S., Kovacs, C., & Pit-ten Cate, 1. (2019). Teachers’ attitudes towards ethnic minority
students: Effects of schools’ cultural diversity. British Journal of Educational

Psychology, 89(4), 616-634. https://doi.org/10.1111/bjep.12248

Goes, J., & Simon, M. K. (2018). Dissertation and scholarly research: Recipes for success: A
practical guide to start and complete your dissertation, thesis, or formal research project
(2018th ed.). Dissertation Recipes LLC.

Gold, R. L. (1970). Roles in sociological field observations. In N. K. Denzin (Ed.), Sociological
methods (1st ed., pp. 363—-380). Routledge. https://doi.org/10.4324/9781315129945-33

Gbémez-Rey, P., Barbera, E., & Fernandez-Navarro, F. (2016). The impact of cultural dimensions
on online learning. Journal of Educational Technology & Society, 19(4), 225-238.
https://drive.google.com/file/d/IXMBY2D1NEy6aSBJwS_Vt_ 19KklwS9hgAf/view

Grier-Reed, T., & Williams-Wengerd, A. (2018). Integrating universal design, culturally
sustaining practices, and constructivism to advance inclusive pedagogy in the
undergraduate classroom. Education Sciences, 8(4), 167.

https://doi.org/10.3390/educsci8040167

Grosser, M. A. (2020). Why is cultural competence important? OU Online Blog .
https://www.ottawa.edu/online-and-evening/blog/august-2020/the-importance-of-

cultural-competence


https://doi.org/10.1111/bjep.12248
https://doi.org/10.3390/educsci8040167

129

Guetterman, T. C. (2015). Descriptions of sampling practices within five approaches to
qualitative research in education and the health sciences. Forum: Qualitative Social

Research, 16(2). https://doi.org/10.17169/fqs-16.2.2290

Haghanikar, T. M. (2019). Diversifying our curriculum: Values and intercultural experiences
through educational technology. Journal of Educational Technology Systems, 48(2), 213-

224. https://doi.org/10.1177/0047239519875735

Hali, A. U., Zhang, B., Al-Qadri, A. H., & Aslam, S. (2021). A collaborative teacher training
approach in different cultures in the era of technology. International Journal of

Instruction, 14(4), 21-32. https://doi.org/10.29333/iji.2021.1442a

Hallinger, P. (2020). Mapping continuity and change in the intellectual structure of the

knowledge base on problem - based learning, 1974-2019: A systematic review. British

Educational Research Journal, 46(6), 1423-1444. https://doi.org/10.1002/ber].3656

Hollingshead, A., & McMahon, D. (2022). Introduction to the special issue dedicated to

diversity, equity, and social justice in special education technology. Journal of Special

Education Technology, 38(1), 3-5. https://doi.org/10.1177/01626434221146766

Lee, H., Chernikov, S. U., Nagy, S., & Degtereva, E. A. (2022). The impact of national culture
on innovation: A comparative analysis between developed and developing nations during
the pre- and post-crisis period 2007-2021. Social Sciences, 11(11), 522.

https://doi.org/10.3390/socscil1110522

Hancock, D. R., & Algozzine, B. (2016). Doing case study research: A practical guide for

beginning researchers. Teachers College Press.


https://doi.org/10.17169/fqs-16.2.2290
https://doi.org/10.1177/0047239519875735
https://doi.org/10.29333/iji.2021.1442a
https://doi.org/10.1002/berj.3656
https://doi.org/10.1177/01626434221146766
https://doi.org/10.3390/socsci11110522

130

Hanson, S. J., Saunders, S., Aponte, A., Copeland, R., & Nettles, M. (2020). Diversity associated
with reductions in the achievement gap: Data mining the 2010-2011 New Jersey
assessment of skills and knowledge (NJ ASK). ETS Research Report Series, 2020(1), 1-

20. https://doi.org/10.1002/ets2.12292

Harjali, H. (2019). Building constructivist learning environment at senior high school in

Indonesia. The Qualitative Report, 24(9), 2197-2214. https://doi.org/10.46743/2160-

3715/2019.4001

Harper, B., & Milman, N. B. (2016). One-to-one technology in K-12 classrooms: A review of
the literature from 2004 through 2014. Journal of Research on Technology in Education,

48(2), 129-142. https://doi.org/10.1080/15391523.2016.1146564

Hawaii Department of Business, Economic Development & Tourism. (2020). The State of
Hawaii data book 2020.

https://files.hawaii.gov/dbedt/economic/databook/db2020/section03.pdf

Hawaii Department of Education. (2021a). Hawaii DOE: General learner outcomes.

https://www.hawaiipublicschools.org/TeachingAndLearning/StudentLearning/LearnerOu

tcomes/Pages/home.aspx

Hawaii Department of Education. (2021b). Hawaii DOE strategic plan.

https://www.hawaiipublicschools.org/VisionForSuccess/AdvancingEducation/StrateqgicPI

an/Pages/home.aspx

Hawaii Department of Business, Economic Development & Tourism. (2021). 2020 census data.

https://census.hawaii.gov/census 2020/data/

Heathy, H. B. (2020). A cross-cultural study of international students at higher level education.

Language in India, 20(8), 201.


https://doi.org/10.1002/ets2.12292
https://doi.org/10.46743/2160-3715/2019.4001
https://doi.org/10.46743/2160-3715/2019.4001
https://doi.org/10.1080/15391523.2016.1146564
https://files.hawaii.gov/dbedt/economic/databook/db2020/section03.pdf
https://www.hawaiipublicschools.org/TeachingAndLearning/StudentLearning/LearnerOutcomes/Pages/home.aspx
https://www.hawaiipublicschools.org/TeachingAndLearning/StudentLearning/LearnerOutcomes/Pages/home.aspx
https://www.hawaiipublicschools.org/VisionForSuccess/AdvancingEducation/StrategicPlan/Pages/home.aspx
https://www.hawaiipublicschools.org/VisionForSuccess/AdvancingEducation/StrategicPlan/Pages/home.aspx
https://census.hawaii.gov/census_2020/data/

131

Hecht, J., & Kahrens, M. (2021). How does national culture affect the teaching style in higher
education, and what are the implications for the student experience? Tertiary Education

and Management, 27(2), 107-127. https://doi.org/10.1007/s11233-021-09068-2

Hickman, L. A., Neubert, S., & Reich, K. (2009). John Dewey between pragmatism and
constructivism. Fordham University Press.

Hindhede, A. L. (2020). Cultural boundary work when inviting constructivist pedagogy into
Polytechnic schools. Interdisciplinary Journal of Problem-Based Learning, 14(2).

https://doi.org/10.14434/ijpbl.v14i2.28625

Hofstede, G. (1980). Culture’s consequences: International differences in work-related values.
SAGE Publications.
Hofstede, G. (1984). Cultural dimensions in management and planning. Asia Pacific Journal of

Management, 1(2), 81-99. https://doi.org/10.1007/bf01733682

Hofstede, G. (1986). Cultural differences in teaching and learning. International Journal of

Intercultural Relations, 10(3), 301-320. https://doi.org/10.1016/0147-1767(86)90015-5

Hofstede, G. (2011). Dimensionalizing cultures: The Hofstede model in context. Online

Readings in Psychology and Culture, 2(1). https://doi.org/10.9707/2307-0919.1014

Hofstede, G., & McCrae, R. R. (2004). Personality and culture revisited: Linking traits and
dimensions of culture. Cross-Cultural Research, 38(1), 52—-88.

https://doi.org/10.1177/1069397103259443

Hofstede, G., Hofstede, G. J., & Minkov, M. (2010). Cultures and organizations: Software of the
mind (3rd ed.). McGraw Hill Professional.
Hofstede, G. J. (2017). Mental activity and culture: The elusive real world. Intelligent Systems

Reference Library, 143-164. https://doi.org/10.1007/978-3-319-67024-9 7



https://doi.org/10.1007/s11233-021-09068-2
https://doi.org/10.14434/ijpbl.v14i2.28625
https://doi.org/10.1007/bf01733682
https://doi.org/10.1016/0147-1767(86)90015-5
https://doi.org/10.9707/2307-0919.1014
https://doi.org/10.1177/1069397103259443
https://doi.org/10.1007/978-3-319-67024-9_7

132

HomeTownLocator. (2022). Honolulu County, HI information. Peer Group Rankings.
https://hawaii.hometownlocator.com/hi/honolulu/

Howard, T. C. (2019). Why race and culture matter in schools: Closing the achievement gap in
America’s classrooms (2nd ed.). Teachers College Press.

Hummelstedt, I. P., Holm, G. I, Sahlstrom, F. J., & Zilliacus, H. A. (2021). Diversity as the new
normal and persistent constructions of the immigrant other—Discourses on multicultural
education among teacher educators. Teaching and Teacher Education, 108, Article
103510. https://doi.org/10.1016/j.tate.2021.103510

Hummelstedt-Djedou, 1., Zilliacus, H., & Holm, G. (2018). Diverging discourses on
multicultural education in Finnish teacher education programme policies: Implications
for teaching. Multicultural Education Review, 10(3), 184-202.

https://doi.org/10.1080/2005615x.2018.1511341

Humphrey, A., Bliuc, A., & Molenberghs, P. (2019). The social contract revisited: A re-
examination of the influence individualistic and collectivistic value systems have on the
psychological wellbeing of young people. Journal of Youth Studies, 23(2), 160-169.

https://doi.org/10.1080/13676261.2019.1590541

Huppert, E., Cowell, J., Cheng, Y., & Contreras-Ibafiez, C. C., Gomez-Sicard, N., Gonzalez-
Gadea, M. L., Huepe, D., Ibanez, A., Lee, K., Mahasneh, R., Malcolm-Smith, S., Salas,
N., Selcuk, B., Tungodden, B., Wong, A., Zhou, X., & Decety, J. (2018). The
development of children's preferences for equality and equity across 13 individualistic
and collectivist cultures. Developmental Science, 22(5982).

https://doi.org/10.1111/desc.12729



https://doi.org/10.1080/2005615x.2018.1511341
https://doi.org/10.1080/13676261.2019.1590541
https://www.researchgate.net/journal/Developmental-Science-1467-7687
http://dx.doi.org/10.1111/desc.12729

133

Insights, H. (2022). National culture. Hofstede Insights Organisational Culture Consulting.

https://www.hofstede-insights.com/models/national-culture/

Institute of Education Sciences, U.S. Department of Education. (2021). School detail for admiral
Arthur W RX high school. National Center for Education Statistics.
https://nces.ed.gov/ccd/schoolsearch/school_detail.asp?ID=150003000150

Jenks, C. J. (2018). Recording and transcribing social interaction. In U Flick (Ed.), The SAGE
handbook of qualitative data collection (pp. 118-130).

https://doi.org/10.4135/9781526416070.n8

Jensen, B., Grajeda, S., & Haertel, E. (2018). Measuring cultural dimensions of classroom

interactions. Educational Assessment, 23(4), 250-276.

https://doi.org/10.1080/10627197.2018.1515010

Jensen, B., Martinez, M. G., & Escobar, A. A. (2019). Framing and assessing classroom
opportunity to learn: The case of Mexico. In S. Swaffield & S. Thomas (Eds.),
Educational Assessment in Latin America (pp. 149-172).
https://doi.org/10.4324/9781351257169-8

Jordan, C. (1985). Translating culture: From ethnographic information to educational program.
Anthropology & Education Quarterly, 16, 105-123.

https://doi.org/10.1525/aeq.1985.16.2.04x0631g

Ju, H., Choi, I., Rhee, B. D., & Tae-Lee, J. (2016). Challenges experienced by Korean medical
students and tutors during problem-based learning: A cultural perspective.
Interdisciplinary Journal of Problem-Based Learning, 10(1).

https://doi.org/10.7771/1541-5015.1565



134

Juang, L. P., & Schachner, M. K. (2020). Cultural diversity, migration and education.
International Journal of Psychology, 55(5), 695-701. https://doi.org/10.1002/ijop.12702

Kaczorowski, T., McMahon, D., Gardiner-Walsh, S., & Hollingshead, A. (2022). Designing an
inclusive future: Including diversity and equity with innovations in special education
technology. TEACHING Exceptional Children, 004005992210905.

https://doi.org/10.1177/00400599221090506

Kardipah, S., & Wibawa, B. (2020). A flipped-blended learning model with augmented problem
based learning to enhance students’ computer skills. TechTrends, 64(3), 507-513.

https://doi.org/10.1007/s11528-020-00506-3

Kasler, J., Zysberg, L., & Gal, R. (2020). Culture, collectivism-individualism and college student
plagiarism. Ethics & Behavior, 31(7), 488-497.

https://doi.org/10.1080/10508422.2020.1812396

Kaur, A., & Noman, M. (2015). Exploring classroom practices in collectivist cultures through
the lens of Hofstede’s model. The Qualitative Report, 20(11), 11-16.
https://doi.org/10.46743/2160-3715/2015.2379

Kennedy, B. (2018). Deduction, induction, and abduction. In U. Flick (Ed), The SAGE handbook
of qualitative data collection (pp. 49-64). SAGE Publications.
https://doi.org/10.4135/9781526416070

Khan, I., Mehmood, A., & Jumani, N. B. (2020). Classroom Practices of Teacher Educators:
Constructivist versus Traditional Approach. Journal of Research in Social Sciences, 8(1),
20-34. https://jrss.numl.edu.pk/index.php/jrss/article/view/65

Khalfaoui, A., Garcia-Carrién, R., & Villardén-Gallego, L. (2020). A systematic review of the

literature on aspects affecting positive classroom climate in multicultural early childhood


https://doi.org/10.1177/00400599221090506
https://doi.org/10.1007/s11528-020-00506-3
https://doi.org/10.1080/10508422.2020.1812396

135

education. Early Childhood Education Journal, 49(1), 71-81.
https://doi.org/10.1007/s10643-020-01054-4

Kim, J., & Sosa, E. (Eds.). (1995). A companion to metaphysics (Blackwell Companions to
Philosophy). Oxford.

Kirylo, J. D. (2017). An overview of multicultural education in the USA: Grandest social
experiment. Social Studies Research and Practice, 12(3), 354-357.
https://doi.org/10.1108/ssrp-06-2017-0029

Koppelman, K. L. (2020). Understanding human differences: Multicultural education for a
diverse America (6th ed.). Pearson

Kvale, S., & Brinkmann, S. (2015). InterViews: Learning the craft of qualitative research
interviewing (3" ed.). SAGE Publications.

Kwok, M. N, Rios, A. R., Kwok, A., & Matthews, S. D. (2020). Teacher candidates’ developing
beliefs about diversity and its role in effective literacy teaching. Education and Urban

Society, 53(8), 886-908. https://doi.org/10.1177/0013124520974331

Ladson-Billings, G. (1994). The dreamkeepers: Successful teachers of African American
children. Jossey-Bass.

Ladson-Billings, G. (1995a). But that’s just good teaching! The case for culturally relevant
pedagogy. Theory into Practice, 43, 159-165. https://doi:10.1080/00405849509543675

Ladson-Billings, G. (1995b). Toward a theory of culturally relevant pedagogy. American
Educational Research Journal, 32, 465-491. https://doi:10.3102/00028312032003465

Ladson-Billings, G. (2003). Lies my teacher still tells: Developing a critical race perspective

toward the social studies. In G. Ladson-Billings (Ed.). Critical race theory perspectives


https://doi.org/10.1177/0013124520974331

136

on the social studies: The profession, policies, and curriculum (pp. 1-14). Information
Age.

Ladson-Billings, G. (2006). “Yes, but how do we do it?” Practicing culturally relevant pedagogy.
InJ. G. Landsman & C. W. Lewis (Eds.), White teachers diverse classrooms: Creating
inclusive schools, building on students’ diversity, and providing true educational equity
(pp. 33-46). Stylus.

Ladson-Billings, G. (2009). Foreword. In M. L. Hill (Eds.), Beats, rhymes, and classroom life:
Hip-hop pedagogy and the politics of identity (pp. vii—x). Teachers College Press.

Ladson-Billings, G. (2014). Culturally relevant pedagogy 2.0: A.K.A. the remix. Harvard

Educational Review, 84(1), 74-84. https://doi.org/10.17763/haer.84.1.p2rj131485484751

Ladson-Billings, G. (2021). Culturally relevant pedagogy: Asking a different question. Teachers
College Press.

Lage, M. J., Platt, G. J., & Treglia, M. (2000). Inverting the classroom: A gateway to creating an
inclusive learning environment. The Journal of Economic Education, 31(1), 30-43.

https://doi.org/10.1080/00220480009596759

Lansford, J. E., Zietz, S., Al-Hassan, S., Bacchini, D., Bornstein, M. H., Chang, L., Kirby
Deater-Deckard, Giunta, L. D., Dodge, K. A., Gurdal, S., Liu, Q., Long, Q., Oburu, P.,
Pastorelli, C., Skinner, A. T., Sorbring, E., Tapanya, S., Steinberg, L., Uribe Tirado, L.
M., Liane Pefia Alampay. (2021). Culture and Social Change in Mothers’ and Fathers’
Individualism, Collectivism and Parenting Attitudes. Social Sciences, 10(12), 459.

https://doi.org/10.3390/socscil0120459



https://doi.org/10.17763/haer.84.1.p2rj131485484751
https://doi.org/10.1080/00220480009596759
https://doi.org/10.3390/socsci10120459

137

Larsen, A. B. (2021). Perceptions of cultural diversity among pre-service teachers. Scandinavian
Journal of Educational Research, 67(2), 212-224.

https://doi.org/10.1080/00313831.2021.2006300

Laycock, R., & Nikulina, V. (2021, December 14). Understanding researcher positionality using
the insider-outsider continuum. Integration and Implementation Insights.

https://i2insights.org/2021/12/14/insider-outsider-continuum

Lee, D. H., & Lee, W. O. (2018). Transformational change in instruction with professional
learning communities? The influence of teacher cultural disposition in high power
distance contexts. Journal of Educational Change, 19(4), 463-488.

https://doi.org/10.1007/s10833-018-9328-1

LeMoine, R. (2017). Foreigners as liberators: Education and cultural diversity in Plato’s
menexenus. The American Political Science Review, 111(3), 471-483.

https://doi.org/10.1017/S0003055417000016

Loughran, T., & Mannay, D. (2018). Introduction: Why emotion matters. In T. Loughran & D.
Mannay (Eds.) Emotion and I: Sites, subjectivities, and relationships (Studies in
Qualitative Methodology, Vol. 16, pp. 1-15). Emerald Publishing Limited.

https://doi.org/10.1108/S1042-319220180000016001

Loyens, S. M., & Gijbels, D. (2008). Understanding the effects of constructivist learning
environments: Introducing a multi-directional approach. Instructional Science, 36(5-6),

351-357. https://doi.org/10.1007/s11251-008-9059-4

Lozano, J. F., & Escrich, T. (2017). Cultural diversity in business: A critical reflection on the
ideology of tolerance. Journal of Business Ethics, 142(4), 679-696.

https://doi.org/10.1007/s10551-016-3113-y



https://doi.org/10.1080/00313831.2021.2006300
https://i2insights.org/2021/12/14/insider-outsider-continuum
https://doi.org/10.1007/s10833-018-9328-1
https://doi.org/10.1017/S0003055417000016
https://doi.org/10.1108/S1042-319220180000016001
https://doi.org/10.1007/s11251-008-9059-4
https://doi.org/10.1007/s10551-016-3113-y

138

Lu, C. Y., Parkhouse, H., & Thomas, K. (2022). Measuring the multidimensionality of
educators’ approaches to diversity: Development of the in-service teacher multicultural
education model. Teaching and Teacher Education, 116, Article 103752.

https://doi.org/10.1016/j.tate.2022.103752

Madondo, S. M. (2021). Data analysis and methods of qualitative research. Information Science
Reference.
Mahmud, S., Bretag, T., & Foltynek, T. (2018). Students’ perceptions of plagiarism policy in

higher education: A comparison of the United Kingdom, Czechia, Poland, and Romania.

Journal of Academic Ethics, 17(3), 271-289. https://doi.org/10.1007/s10805-018-9319-0
Marshall, C., & Rossman, G. (2015). Designing qualitative research (6" ed.). SAGE
Publications.
Mason, M. (2010). Sample size and saturation in Ph.D. studies using qualitative interviews.

Forum: Qualitative Social Research, 11(3). https://doi.org/10.17169/fgs-11.3.1428

Mason-Bish, H. (2019). The elite delusion: Reflexivity, identity and positionality in qualitative
research. Qualitative Research, 19(3), 263-276.

https://doi.org/10.1177/1468794118770078

Massry-Herzallah, A., & Arar, K. (2019). Gender, school leadership, and teachers’ motivations.
International Journal of Educational Management, 33(6), 1395-1410.

https://doi.org/10.1108/ijem-02-2019-0054

Mazur, B., & Biatostocka, P. (2010). Cultural diversity in organisational theory and practice.
Journal of Intercultural Management, 2(2), 5-15.

http://31.186.81.235:8080/api/files/view/7178.pdf



https://doi.org/10.1016/j.tate.2022.103752
https://doi.org/10.1007/s10805-018-9319-0
https://doi.org/10.17169/fqs-11.3.1428
https://doi.org/10.1177/1468794118770078
https://doi.org/10.1108/ijem-02-2019-0054
http://31.186.81.235:8080/api/files/view/7178.pdf

139

Mesker, P., Wassink, H., & Bakker, C. (2020). How everyday classroom experiences in an
international teaching internship raise student teachers’ awareness of their subjective
educational theories. Teacher Development, 24(2), 204-222.

https://doi.org/10.1080/13664530.2020.1747531

McManis, L. D. (2017). Inclusive Education: Definition, Examples, and Classroom Strategies.

Retrieved June 17, 2019, from https://education.cu-portland.edu/blog/classroom-

resources/inclusive-education/

McMullin, C. (2021). Transcription and qualitative methods: Implications for third sector
research. VOLUNTAS: International Journal of Voluntary and Nonprofit Organizations.

https://doi.org/10.1007/s11266-021-00400-3

McSweeney, B. (2002). Hofstede’s model of national cultural differences and their
consequences: A triumph of faith - a failure of analysis. Human Relations, 55(1), 89-118.

https://doi.org/10.1177/0018726702551004

Melnyk, J. (2017, June 5). Education’s impact on individualism. Medium.

https://medium.com/fhsaplang/educations-impact-on-individualism-c645818dcfd7

Merlin-Knoblich, C., & Dameron, M. L. (2021). An examination of educator multicultural
attitudes before and after a diversity dinner dialogue. Journal for Multicultural

Education, 15(1), 85-96. https://doi.org/10.1108/jme-05-2020-0042

Miles, M., & Huberman, A. (1994). Qualitative data analysis: An expanded sourcebook. SAGE
Publications.
Miles, M. B., Huberman, A. M., & Saldana, J. (2014). Qualitative data analysis: A methods

sourcebook (3rd ed.). SAGE Publications.


https://doi.org/10.1080/13664530.2020.1747531
https://education.cu-portland.edu/blog/classroom-resources/inclusive-education/
https://education.cu-portland.edu/blog/classroom-resources/inclusive-education/
https://doi.org/10.1007/s11266-021-00400-3
https://doi.org/10.1177/0018726702551004
https://medium.com/fhsaplang/educations-impact-on-individualism-c645818dcfd7
https://doi.org/10.1108/jme-05-2020-0042

140

Moon, K., & Blackman, D. (2017, May 2). A guide to ontology, epistemology, and philosophical
perspectives for interdisciplinary researchers. Integration and Implementation Insights.

https://i2insights.org/2017/05/02/philosophy-for-interdisciplinarity/#more-7465

Morgan, D. (2019) Basic and advanced focus groups. SAGE Publications.

https://doi.org/10.4135/9781071814307

Morgan, D., & Hoffman, K. (2017). Focus groups. In U. Flick (Ed.), The SAGE handbook of
qualitative data collection (pp. 250-263). SAGE Publications.

Morling, B., & Lamoreaux, M. (2008). Measuring culture outside the head: A meta-analysis of
individualism—Collectivism in cultural products. Personality and Social Psychology

Review, 12(3), 199-221. https://doi.org/10.1177/1088868308318260

Nair, N., Selvaraj, P., & Nambudiri, R. (2022). Culture and COVID-19: Impact of cross-cultural
dimensions on behavioral responses. Encyclopedia, 2(3), 1210-1224.

https://doi.org/10.3390/encyclopedia2030081

National Center for Education Statistics. (2020). The condition of education 2020 (NCES
2020144). National Center for Education Statistics.

https://nces.ed.gov/programs/coe/indicator cge.asp

National Center for Education Statistics. (2020). ACS school district profile 2015-19. U.S.
Department of Education, Institute of Education Sciences.

https://nces.ed.gov/Programs/Edge/ ACSDashboard/1500030

National Center for Education Statistics. (2022). Racial/ethnic enrollment in public schools.
Condition of Education. U.S. Department of Education, Institute of Education Sciences.

https://nces.ed.gov/programs/coe/indicator/cge



https://i2insights.org/2017/05/02/philosophy-for-interdisciplinarity/#more-7465
https://doi.org/10.4135/9781071814307
https://doi.org/10.1177/1088868308318260
https://doi.org/10.3390/encyclopedia2030081
https://nces.ed.gov/programs/coe/indicator_cge.asp
https://nces.ed.gov/Programs/Edge/ACSDashboard/1500030
https://nces.ed.gov/programs/coe/indicator/cge

141

Nelson, K. A., & Nelson, J. C. (2020). Teaching cultural competence through the lens of
restorative justice. Innovations in Higher Education Teaching and Learning, 197-218.

https://doi.org/10.1108/s2055-364120200000028020

Nickerson, C. (2021). Individualistic cultures and behavior. Study Guides for Psychology

Students - Simply Psychology. https://www.simplypsychology.org/what-are-

individualistic-cultures.html

Noorbehbahani, F., & Salehi, F. (2020). A serious game to extract Hofstede’s cultural
dimensions at the individual level. User Modeling and User-Adapted Interaction, 31(2),

225-259. https://doi.org/10.1007/s11257-020-09280-6

Nowell, L. S., Norris, J. M., White, D. E., & Moules, N. J. (2017). Thematic analysis.
International Journal of Qualitative Methods, 16(1)

https://doi.org/10.1177/1609406917733847

O’ Dwyer, A. (2018). An insight into how a constructivist professional development program
can influence practice in six high school chemistry classrooms. Journal of Science
Teacher Education, 29(5), 353-377. https://doi.org/10.1080/1046560x.2018.1457348

OECD. (2021). Education. https://www.oecd.org/education/. Retrieved December 7, 2022, from

https://www.oecd.org/education/

OECD. (2019). How education systems respond to cultural diversity in schools: New measures
in TALIS 2018. Federal Reserve Bank of St Louis.
Panicker, P. (2020). exploring cultural challenges to implementing educational technology in the

higher education sector in India. https://arxiv.org/abs/2005.11020

Parmegiani, A. (2019). Using ESL students’ first language to promote college success: Sneaking

the mother tongue through the backdoor. Routledge.


https://doi.org/10.1108/s2055-364120200000028020
https://www.simplypsychology.org/what-are-individualistic-cultures.html
https://www.simplypsychology.org/what-are-individualistic-cultures.html
https://doi.org/10.1007/s11257-020-09280-6
https://doi.org/10.1177/1609406917733847
https://www.oecd.org/education/
https://arxiv.org/abs/2005.11020

142

Patton, M. Q. (2015). Qualitative research & evaluation methods (4th ed.). SAGE Publishing.
Peredaryenko, M., & Krauss, S. (2015). Calibrating the human instrument: Understanding the
interviewing experience of novice qualitative researchers. The Qualitative Report, 18(43),

1-17. https://doi.org/10.46743/2160-3715/2013.1449

Permatasari, C. P., Yerizon, Y., Arnawa, |I. M., & Musdi, E. (2020). Improving students’
problem-solving ability through learning tools based on problem based learning. Journal

of Physics: Conference Series, 1554(1), 012017. https://doi.org/10.1088/1742-

6596/1554/1/012017

Phuntsog, N. (1999). The magic of culturally responsive pedagogy: In search of the Genie’s
lamp in multicultural education. Teacher Education Quarterly, 26(3), 97-111.

https://www.jstor.org/stable/23478246

Pishghadam, R., Saboori, F., Samavarchi, L., & Hassanzadeh, T. (2016). Examining the gender
identity of language teachers using a masculinity-femininity scale: A case from Iran.
Issues in Educational Research, 26(1), 131-146.

https://go.openathens.net/redirector/liberty.edu?url=https://www.proguest.com/scholarly-

journals/examining-gender-identity-lanquage-teachers-using/docview/2393117676/se-2

Porcaro, D. (2011). Applying constructivism in instructivist learning cultures. Multicultural
Education & Technology Journal, 5(1), 39-54.

https://doi.org/10.1108/17504971111121919

Pruitt, R. (2017). Constructivist approaches online and face-to-face: The essential role of trust. In

C. M. Moroye (Ed.), Curriculum and Teaching Dialogue, (Vol. 19, 1-2, pp. 105—

127,171). https://go.gale.com/ps/i.do?p=AONE&u=googlescholar&id

=GALE|A514850249&Vv=2.1&it=r&sid=AONE&asid=99f2d785


https://doi.org/10.46743/2160-3715/2013.1449
https://doi.org/10.1088/1742-6596/1554/1/012017
https://doi.org/10.1088/1742-6596/1554/1/012017
https://www.jstor.org/stable/23478246
https://go.openathens.net/redirector/liberty.edu?url=https://www.proquest.com/scholarly-journals/examining-gender-identity-language-teachers-using/docview/2393117676/se-2
https://go.openathens.net/redirector/liberty.edu?url=https://www.proquest.com/scholarly-journals/examining-gender-identity-language-teachers-using/docview/2393117676/se-2
https://doi.org/10.1108/17504971111121919
https://www.infoagepub.com/authors/christy-m-moroye
https://go.gale.com/ps/i.do?p=AONE&u=googlescholar&id

143

Purdue Online. (2017). How has technology changed education?
https://online.purdue.edu/ldt/learning-design-technology/resources/how-has-technology-
changed-education

Randles, C. (2012). Phenomenology: A review of the literature. Update: Applications of
Research in Music Education, 30(2), 11-21. https://doi.org/10.1177/8755123312436988

Rob, M., & Rob, F. (2018). Dilemma between constructivism and constructionism. Journal of

International Education in Business, 11(2), 273-290. https://doi.org/10.1108/jieb-01-

2018-0002
Robila, M., & Taylor, A. C. (2018). Global perspectives on family life education: Introduction.

Global Perspectives on Family Life Education, 1-14. https://doi.org/10.1007/978-3-319-

77589-0 1

Rojo, J., Everett, B., Ramjan, L. M., Hunt, L., & Salamonson, Y. (2020). Hofstede's cultural
dimensions as the explanatory framework for performance issues during clinical
placement: A mixed methods study. Nurse Education Today, 94, 104581.

https://doi.org/10.1016/j.nedt.2020.104581

Roulston, K., & Choi, M. (2017). Qualitative interviews. In In U Flick (Ed.), The SAGE
handbook of qualitative data collection (pp. 233-249). SAGE Publications.

Roy, D. (2020). Formulation of Hofstede’s global cultural dimension index (HGCDI): A cross-
country study. Journal of Transnational Management, 25(3), 195-224.
https://doi.org/10.1080/15475778.2020.1765715

Sandoval, J. A., & Collins, S. J. (2016). Cultural indicators and global freedom of the press.
Journal of Intercultural Communication Research, 45(3), 248—-260.

https://doi.org/10.1080/17475759.2016.1173086



https://doi.org/10.1108/jieb-01-2018-0002
https://doi.org/10.1108/jieb-01-2018-0002
https://doi.org/10.1007/978-3-319-77589-0_1
https://doi.org/10.1007/978-3-319-77589-0_1
https://doi.org/10.1016/j.nedt.2020.104581
https://doi.org/10.1080/17475759.2016.1173086

144

Santamaria, L. J., & Jean-Marie, G. (2014). Cross-cultural dimensions of applied, critical, and
transformational leadership: Women principals advancing social justice and educational
equity. Cambridge Journal of Education, 44(3), 333-360.

https://doi.org/10.1080/0305764x.2014.904276

Sar1, M. H., & Ylice, E. (2020). Problems experienced in classrooms with students from different
cultures. Journal on Efficiency and Responsibility in Education and Science, 13(2), 90—
100. https://doi.org/10.7160/eriesj.2020.130204

Schachner, M. K., Schwarzenthal, M., Van de Vijver, F. J., & Noack, P. (2019). How all students
can belong and achieve: Effects of the cultural diversity climate amongst students of
immigrant and nonimmigrant background in Germany. Journal of Educational

Psychology, 111(4), 703-716. https://doi.org/10.1037/edu0000303

Schreier, M. (2017). Sampling and Generalization. In U Flick (Ed.), The SAGE handbook of
qualitative data collection (pp. 84-98). SAGE Publications.

Sengupta, E., Blessinger, P., & Makhanya, M. (Eds.). (2020). Developing and supporting
multiculturalism and leadership development : International perspectives on humanizing
higher education. Emerald Publishing Limited.

Servant-Miklos, V. F., Woods, N. N., & Dolmans, D. H. (2019). Celebrating 50 years of
problem-based learning: Progress, pitfalls and possibilities. Advances in Health Sciences

Education, 24(5), 849-851. https://doi.org/10.1007/s10459-019-09947-9

Shaheen, N. L. (2022). Technology accessibility: How U.S. K-12 schools are enacting policy and
addressing the equity imperative. Computers & Education, 179, 104414.

https://doi.org/10.1016/j.compedu.2021.104414



https://doi.org/10.1080/0305764x.2014.904276
https://doi.org/10.1037/edu0000303
https://doi.org/10.1007/s10459-019-09947-9
https://doi.org/10.1016/j.compedu.2021.104414

145

Shedrow, S. J. (2017). Cross-cultural student teaching: Examining the meaning-making of one
White, female, middleclass preservice teacher. Journal of International Students, 7(2),
720-290. https://doi.org/10.32674/jis.v7i2.381

Shin, K. (2016). Introduction. In Multicultural education in global era: New perspectives and
practices in contemporary society. Nova Science Publishers.

Siegle, D., & McCoach, D. B. (2009). The first word: A letter from the Co-editors. Journal of

Advanced Academics, 20(4), 561-567. https://doi.org/10.1177/1932202x0902000401

Singelis, T. M., Triandis, H. C., Bhawuk, D. P., & Gelfand, M. J. (1995). Horizontal and vertical
dimensions of individualism and collectivism: A theoretical and measurement

Simén, C., Mufioz-Martinez, Y., & Porter, G. L.. (2021). Classroom instruction and practices
that reach all learners. Cambridge Journal of Education, 51(5), 607-625.

https://doi.org/10.1080/0305764x.2021.1891205

Sophonhiranrak, S. (2021). Features, barriers, and influencing factors of mobile learning in
higher education: A systematic review. Heliyon, 7(4), e06696.

https://doi.org/10.1016/j.heliyon.2021.e06696

Splitter, L. J. (2008). Authenticity and constructivism in education. Studies in Philosophy and

Education, 28(2), 135-151. https://doi.org/10.1007/s11217-008-9105-3

Stake, R. (1995). The art of case study research. SAGE Publications.

Stake, R. E. (2010). Qualitative research: Studying how things work. Guilford Publication.

Stenou, K. (2002). UNESCO Universal Declaration on Cultural Diversity: a vision, a conceptual
platform, a pool of ideas for implementation, a new paradigm. www.unesco.org.

https://unesdoc.unesco.org/ark:/48223/pf0000127162



https://doi.org/10.1177/1932202x0902000401
https://doi.org/10.1080/0305764x.2021.1891205
https://doi.org/10.1016/j.heliyon.2021.e06696
https://doi.org/10.1007/s11217-008-9105-3
https://unesdoc.unesco.org/ark:/48223/pf0000127162

146

Stevens, C. D. (1998). Realism and Kelly’s pragmatic constructivism. Journal of Constructivist

Psychology, 11(4), 283-308. https://doi.org/10.1080/10720539808405226

Stevens, D., & Motamedi, J. (2019). Increasing diversity in the teacher workforce: The
importance and potential impact of authentic change. Institute of Education Sciences.

https://ies.ed.gov/ncee/edlabs/regions/northwest/blog/increasing-diversity.asp

Stevens, P. A., & Dworkin, A. G. (2019). Introduction to the handbook (Second edition):
Comparative sociological perspectives on racial and ethnic inequalities in education. The
Palgrave Handbook of Race and Ethnic Inequalities in Education, 1-6.
https://doi.org/10.1007/978-3-319-94724-2_1

Suarez-Orozco, M. (2020). Globalization, immigration, and education: Recent US trends. In M.
Sanchez Sorondo, E. Malinvaud & P. Léna (Eds.), Globalization and education (pp. 93—
126). De Gruyter. https://doi.org/10.1515/9783110207019-012

Sun, J., Yoo, S, Park, J., & Hayati, B. (2018). Indulgence versus restraint: The moderating role
of cultural differences on the relationship between corporate social performance and
corporate financial performance. Journal of Global Marketing, 32(2), 83-92.
https://doi.org/10.1080/08911762.2018.1464236

Suna, E., & Ozer, M. (2021). The impact of socioeconomic status and achievement gap between
schools on academic achievement in Turkey. Journal of Measurement and Evaluation in
Education and Psychology 12(1), 54—70. https://doi.org/10.21031/epod.860431

Sgndergaard, M. (1994). Research note: Hofstede’s consequences: A study of reviews, citations
and replications. Organization Studies, 15(3), 447-456.

https://doi.orq./10.1177/017084069401500307



https://doi.org/10.1080/10720539808405226
https://ies.ed.gov/ncee/edlabs/regions/northwest/blog/increasing-diversity.asp
https://doi.org./10.1177/017084069401500307

147

Szelei, N., Tinoca, L., & Pinho, A. S. (2019). Professional development for cultural diversity:
The challenges of teacher learning in context. Professional Development in Education,

46(5), 780-796. https://doi.org/10.1080/19415257.2019.1642233

Tamimy, M., Setayesh Zarei, L., & Khaghaninejad, M. S. (2022). Collectivism and
individualism in US culture: An analysis of attitudes to group work. Training, Language

and Culture, 6(2), 20-34. https://doi.org/10.22363/2521-442x-2022-6-2-20-34

Tang, H., & Bao, Y. (2020). Social justice and middle school and high schoolteachers’ effective

use of OER: A cross-cultural comparison by nations. Journal of Interactive Media in

Education, 2020(1). https://doi.org/10.5334/jime.576
Taras, V., & Steel, P. (2009). Beyond Hofstede: Challenging the Ten Commandments of cross-
cultural research. In C. Nakata (Ed.), Beyond Hofstede (pp. 40-60). Palgrave Macmillan.

https://doi.org/10.1057/9780230240834 3

Tardif-Grenier, K., Goulet, M., Archambault, I., & McAndrew, M. (2022). Elementary school
teachers’ openness to cultural diversity and professional satisfaction. Journal of

Education, 002205742211013. https://doi.org/10.1177/00220574221101376

Tavanti, M. (2012). The cultural dimensions of Italian leadership: Power distance, uncertainty
avoidance and masculinity from an American perspective. Leadership, 8(3), 287-301.

https://doi.org/10.1177/1742715012441876

Teras, M., Suoranta, J., Terds, H., & Curcher, M. (2020). Post-covid-19 education and education
technology ‘Solutionism’: A seller’s market. Postdigital Science and Education, 2(3),

863-878. https://doi.org/10.1007/s42438-020-00164-x

Thani, X. (2012). Phenomenology as a research design in public administration. Administratio

Publica, 20(3), 26-39.


https://doi.org/10.1080/19415257.2019.1642233
https://doi.org/10.22363/2521-442x-2022-6-2-20-34
https://doi.org/10.5334/jime.576
https://doi.org/10.1057/9780230240834_3
https://doi.org/10.1177/00220574221101376
https://doi.org/10.1177/1742715012441876
https://doi.org/10.1007/s42438-020-00164-x

148

https://uir.unisa.ac.za/bitstream/handle/10500/13732/Phenomenology%20as%20a%20res

earch%20design%20in%200ublic%20Admin.pdf;sequence=1

Thompson, M. K. (2020). Toward a pedagogy of cultural self-awareness in the first-year law
school classroom. Innovations in Higher Education Teaching and Learning, 185-196.

https://doi.org/10.1108/s2055-364120200000028019

Tlili, A., Wang, H., Gao, B., Shi, Y., Zhiying, N., Looi, C., & Huang, R. (2021). Impact of
cultural diversity on students’ learning behavioral patterns in open and online courses: A
lag sequential analysis approach. Interactive Learning Environments, 1-20.

https://doi.org/10.1080/10494820.2021.1946565

Tomaszewski, L. E., Zarestky, J., & Gonzalez, E. (2020). Planning qualitative research: Design
and decision making for new researchers. International Journal of Qualitative Methods,

19. https://doi.org/10.1177/1609406920967174

Tondeur, J., Van Braak, J., Ertmer, P. A., & Ottenbreit-Leftwich, A. (2016). Understanding the
relationship between teachers’ pedagogical beliefs and technology use in education: A
systematic review of qualitative evidence. Educational Technology Research and

Development, 65(3), 555-575. https://doi.org/10.1007/s11423-016-9481-2

Toraman, C., & Demir, E. (2016). The effect of constructivism on attitudes towards lessons: A
meta-analysis study. Eurasian Journal of Educational Research, 16(62), 115-142.

https://doi.org/10.14689/ejer.2016.62.8

Triandis, H. C. (1982). Review of culture’s consequences: International differences in work-
related values. Human Organization, 41(1), 86-90.

https://doi.org/10.17730/humo.41.1.j673560x45803521



https://uir.unisa.ac.za/bitstream/handle/10500/13732/Phenomenology%20as%20a%20research%20design%20in%20Oublic%20Admin.pdf;sequence=1
https://uir.unisa.ac.za/bitstream/handle/10500/13732/Phenomenology%20as%20a%20research%20design%20in%20Oublic%20Admin.pdf;sequence=1
https://doi.org/10.1108/s2055-364120200000028019
https://doi.org/10.1080/10494820.2021.1946565
https://doi.org/10.1177/1609406920967174
https://doi.org/10.1007/s11423-016-9481-2
https://doi.org/10.14689/ejer.2016.62.8
https://doi.org/10.17730/humo.41.1.j673560x45803521

149

Triandis, H. C. (1995). Individualism and collectivism. Routledge.

https://doi.org/10.4324/9780429499845-7

Triandis, H. C., & Gelfand, M. J. (1998). Converging measurement of horizontal and vertical
individualism and collectivism. Journal of Personality and Social Psychology, 74(1),

118-128. https://doi.org/10.1037/0022-3514.74.1.118

Tsiligiris, V., Kéri, A., & Jeremy Eng-Tuck Cheah. (2022). Exploring the relationship between
student individual culture and service quality expectations in higher education. Quality

Assurance in Education, 30(1), 51-72. https://doi.org/10.1108/QAE-11-2020-0137

Tsinonis, T. (2018). How to use ICT in the classroom effectively: The Technological Blend. In
The future of innovation and technology in education: Policies and practices for teaching
and learning excellence. (pp. 111-124). Emerald Publishing Limited.

https://ebookcentral.proquest.com/lib/liberty/reader.action?docID=5600291&ppg=128

Tuohy, D., Cooney, A., Dowling, M., Murphy, K., & Sixsmith, J. (2013). An overview of
interpretive phenomenology as a research methodology. Nurse Researcher, 20(6), 17-20.

https://doi.org/10.7748/nr2013.07.20.6.17.e315

United Nations. (2021a). Migration. https://www.un.org/en/global-issues/migration

Ural, G., & Blumen, N. (2016). A meta-analysis on instructional applications of constructivism in
science and technology teaching: A sample of Turkey. Ted Egitim Ve Bilim, 41(185).

https://doi.org/10.15390/eb.2016.4289

U.S. News & World Report. (2021). The U.S. states education ranking.

https://www.usnews.com/news/best-states/rankings/education



https://doi.org/10.4324/9780429499845-7
https://doi.org/10.1037/0022-3514.74.1.118
https://doi.org/10.1108/QAE-11-2020-0137
https://ebookcentral.proquest.com/lib/liberty/reader.action?docID=5600291&ppg=128
https://doi.org/10.7748/nr2013.07.20.6.17.e315
https://www.un.org/en/global-issues/migration
https://doi.org/10.15390/eb.2016.4289
https://www.usnews.com/news/best-states/rankings/education

150

Vandello, J. A., & Cohen, D. (1999). Patterns of individualism and collectivism across the
United States. Journal of Personality and Social Psychology, 77(2), 279-292.

https://doi.org/10.1037/0022-3514.77.2.279

Van den Scott, L.-J.K. (2018). Role transitions in the field and reflexivity: from friend to
researcher. In Loughran, T. and Mannay, D. (Ed.) Emotion and I: Sites, subjectivities,
and relationships (Studies in Qualitative Methodology, Vol. 16, pp. 19-32). Emerald

Publishing Limited. https://doi.org/10.1108/S1042-319220180000016002

Vygotsky, L. S. (1962). Thought and language: MIT Press.
Wachira, P., & Mburu, J. (2019). Culturally responsive mathematics teaching and
constructivism: Preparing teachers for diverse classrooms. Multicultural Learning and

Teaching, 14(1), Article 20160023. https://doi.org/10.1515/mlt-2016-0023

Wadhwa, B., Grover, P., Dasgupta, S., & Uppal, A. (2022). Role of power distance phenomena
in blended learning in higher education post-covid-19. CARDIOMETRY, (22), 343-350.

https://doi.org/10.18137/cardiometry.2022.22.343350

Wasterfors, D. (2018). Observations. In In U Flick (Ed.), The SAGE handbook of qualitative data

collection (pp. 314-326). SAGE Publications. https://doi.org/10.4135/9781526416070

Weathers, E. S., & Sosina, V. E. (2022). Separate remains unequal: Contemporary segregation
and racial disparities in school district revenue. American Educational Research Journal,

59(5), 905-938. https://doi.org/10.3102/00028312221079297

Webel, C., Sheffel, C., & Conner, K. A. (2018). Flipping instruction in a fifth grade class: A case
of an elementary mathematics specialist. Teaching and Teacher Education, 71, 271-282.

https://doi.org/10.1016/j.tate.2018.01.007



https://doi.org/10.1037/0022-3514.77.2.279
https://doi.org/10.1108/S1042-319220180000016002
https://doi.org/10.1515/mlt-2016-0023
https://doi.org/10.18137/cardiometry.2022.22.343350
https://doi.org/10.4135/9781526416070
https://doi.org/10.3102/00028312221079297
https://doi.org/10.1016/j.tate.2018.01.007

151

Wells, A., Fox, L., & Cordova-Cobo, D. (2020). How racially diverse schools and classrooms

can benefit all students. The Century Foundation. https://tcf.org/content/report/how-

racially-diverse-schools-and-classrooms-can-benefit-all-students/?agreed=1&agreed=1

Whitaker, M. C. (2019). Us and them: Using social identity theory to explain and re-envision
teacher-student relationships in urban schools. The Urban Review, 52(4), 691-707.

https://doi.org/10.1007/s11256-019-00539-w

Wilson, V. (1997). Focus groups: a useful qualitative method for educational research? British

Educational Research Journal, 23, 209-224. https://doi.org/10.1080/0141192970230207

Winter, J. W. (2018). Performance and motivation in a middle school flipped learning course.

TechTrends, 62(2), 176-183. https://doi.org/10.1007/s11528-017-0228-7

WPSU - Penn State Public Media. (n.d.). Cultural dimensions theory. Public Relations Ethics.

Retrieved September 9, 2021, from https://www.pagecentertraining.psu.edu/public-

relations-ethics/introduction-to-diversity-and-public-relations/introduction-to-diversity-

and-public-relations/cultural-dimensions-theory/

Yee, S. F. (2019). A phenomenological inquiry into science teachers’ case method learning.
Springer.
Yi, J. (2018). Revisiting individualism-collectivism. Journal of Intercultural Communication,

(47), 1. https://immi.se/oldwebsite/nr47/jung.html

Yi, J. (2021). Revisiting Hofstede’s uncertainty-avoidance dimension: A cross-cultural
comparison of organizational employees in four countries. Journal of Intercultural

Communication, 21(1), 46-61. https://doi.org/10.36923/jicc.v21il.5



https://tcf.org/content/report/how-racially-diverse-schools-and-classrooms-can-benefit-all-students/?agreed=1&agreed=1
https://tcf.org/content/report/how-racially-diverse-schools-and-classrooms-can-benefit-all-students/?agreed=1&agreed=1
https://doi.org/10.1007/s11256-019-00539-w
https://doi.org/10.1080/0141192970230207
https://doi.org/10.1007/s11528-017-0228-7
https://www.pagecentertraining.psu.edu/public-relations-ethics/introduction-to-diversity-and-public-relations/introduction-to-diversity-and-public-relations/cultural-dimensions-theory/
https://www.pagecentertraining.psu.edu/public-relations-ethics/introduction-to-diversity-and-public-relations/introduction-to-diversity-and-public-relations/cultural-dimensions-theory/
https://www.pagecentertraining.psu.edu/public-relations-ethics/introduction-to-diversity-and-public-relations/introduction-to-diversity-and-public-relations/cultural-dimensions-theory/
https://immi.se/oldwebsite/nr47/jung.html
https://doi.org/10.36923/jicc.v21i1.5

152

Yu, E. (2018). The impact of culturally inclusive pedagogy on student achievement in a
multicultural urban school setting. Urban Education, 57(1), 135-153.

https://doi.org/10.1177/0042085918804013

Zilz, W., & Pang, Y. (2019). Application of assistive technology in inclusive classrooms.
Disability and Rehabilitation: Assistive Technology, 16(7), 684-686.

https://doi.org/10.1080/17483107.2019.1695963

Cengk, J. (2020). Cultural dimension of individualism and collectivism and its perceptual and

cognitive correlates in cross-cultural research. Journal of Education Culture and Society,

6(2), 210-225. https://doi.org/10.15503/jecs20152.210.225


https://doi.org/10.1177/0042085918804013
https://doi.org/10.1080/17483107.2019.1695963
https://doi.org/10.15503/jecs20152.210.225

APPENDIX A: INTERNAL REVIEW BOARD (IRB) APPROVAL LETTER

LIBERTY UNIVERSITY.

INSTITUTIONAL REVIEW BOARD

June 17, 2022

Re: IRB Exemgption - IRB-FY21-22-1110 A PHENOMENOLOGICAL STUDY OF TEACHERS' LIVED
EXPERIENCES WHILE ADDRESSING CULTURAL DIVERSITY IN MIDDLE AND HIGH SCHOOLS

The Liberty University Instifutional Review Board (IRB} has reviewed your applicafion in accordance with the Office
for Human Research Protections (OHRP) and Food and Drug Administration (FDA) regulations and finds your study
to be exempt from further IRB review. This means you may begin your research with the data safeguarding methods
mentioned in your approved application, and no further IRB oversight is required.

Your study falls under the following exemption category, which identifies specific sifuaions in which human
participants research is exempt from the policy set forth in 45 CFR 48:104(d):

Category 2.(iii). Research that only includes interactions involving educational fests (cognifive, diagnostic, aptitude,
achievement), survey procedures, inferview procedures, or observation of public behavior (including visual or
auditory recording) if at least one of the following criteria is met:

The information obtained is recorded by the investigator in such a manner that the idenfity of the human subjects
can readily be ascertained, directly or through identifiers linked fo the subjects, and an IRB conducts a limited IRB
review to make the determination required by §48.111(a)(7}.

Your stampad consant form{s} and final versions of your study documents can be found under the Attachments tab
within the Submisslon Detalls saction of your study on Cayuse IRB. Your stamped consent form(s) should be copied
and used fo gain the consent of your research participants. If you plan fo provide your consent information
electronically, the contents of the attached consent document(s) should be made available without alteration.

Please note that this exemption only applies to your current research application, and any modifications fo your
protocol must be reported fo the Liberty University IRB for venfication of continued exemption status. You may
report these changes by completing a modification submission through your Cayuse IRB account.

If you have any questions about this exemption or need assistance in determining whether possible modifications to
your profocol would change your exemption status, please email us at ib@liberfy edu.

Sincerely,

G. Michela Bakear, MA, CIP

Administrative Chair of Institutional Research
Ressarch Ethics Offica
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APPENDIX B: PERMISSION RESPONSE LETTER

5 February 2022

RX High School
4361 Salt Lake Blvd

Honolulu, HI 96818

Dear Mr. RX:

After careful review of your research proposal entitled A Phenomenological Study of Teachers’
Lived Experiences while Addressing Cultural Diversity in Middle Schools and High Schools, |
have decided to grant you permission to contact our faculty, invite them to participate in your
study, conduct your study at RX High School, and utilize courses syllabus for your research

study.

[ 11 grant NN to contact our teachers to invite them to participate in his research study.

] 1 will provide potential participant information to || . and 1 agree to provide his

study information to teachers on his behalf.
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[_] The courses syllabus WILL BE STRIPPED of all identifying information before | provide it.

[ ] 1 request a copy of the results upon study completion and publication.

Sincerely,

Cristopher RX (Pseudonym)

Principal

RX High School



156

APPENDIX C: PERMISSION REQUEST LETTER

5 February 2022

4361 Salt Lake Blvd

Honolulu, HI 96818

Dear Mr. RX:

As a graduate student in the Leadership department, School of education at Liberty University, |
am conducting research as part of the requirements for a Doctoral degree. The title of my
research project is A Phenomenological Study of Teachers’ Lived Experiences while
Addressing Cultural Diversity in Middle School and High Schools, and the purpose of my
research is to understand how teachers deal with cultural diversity while instructing in

constructivist learning environments at school in Hawaii.

| am writing to request your permission to conduct my research at RX High School, contact
members of your school, and invite them to participate in my research study. | would like to gain

access to and utilize the course syllabus.
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Participants will be asked to complete the attached survey and contact me to schedule an
interview and focus group. The data will be used to collect data for the study. Participants will be
presented with informed consent information before participating. Taking part in this study is

entirely voluntary, and participants are welcome to discontinue participation at any time.

Thank you for considering my request. If you choose to grant permission, please provide a

signed statement on an official letterhead indicating your approval and respond by email to

_A permission letter document is attached for your convenience.

Sincerely,

Juan P. Remy

Doctoral Candidate
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APPENDIX D: RECRUITMENT FLYER

Research Participants Needed

A Phenomenological Study of Teachers’ Lived Experiences while Addressing Cultural

Diversity in Middle School and High Schools

Screening Questions

e Are you 18 years of age or older?
e Areyou ateacher?
e Are you instructing any content areas in middle schools and high schools?

e Do you have more than a year of teaching experience?

If you answered yes to each of the questions listed above, you might be eligible to participate in

a research study.

The research is a transcendental phenomenology that aims to understand and describe teachers’
lived experiences with cultural diversity in middle schools and high schools using cross-cultural
dimensions as lenses.

Participants will be asked to:
1. Conduct an in-person interview at a location of your choice, free of distraction and noise. You

will complete a consent form, and the interview will be audio-recorded face-to-face or online.



159

Due to the pandemic, you can request an in-person interview via Zoom or TEAMS. The
interview will not be longer than 30 minutes. Open-ended questions will be used during the
interview.

2. Participate in a focus group, if needed, at a location best suited for all participants, including a
maximum of four members. The focus group will be audio-recorded to be transcribed later. The
focus group will be scheduled by email or phone with the participants. The focus group will take

30 minutes or until the discussion ends.
Participants should not expect to receive a direct benefit from taking part in this study.

If you would like to participate, contact me at the phone number or email address provided

below.
A consent document will be given to you during the interview and focus group.

Juan P. Remy, a doctoral candidate in the Educational Leadership Department School of

Education at Liberty University, is conducting this study.

Please contact Juan P. Remy at —for more

information.
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APPENDIX E: CONSENT

Title of the Project: A Phenomenological Study of Teachers’ Lived Experiences while
Addressing Cultural Diversity in Middle Schools and High Schools

Principal Investigator: Juan P. Remy, Doctoral Candidate, Liberty University

Invitation to be part of a Research Study

You are invited to participate in a research study. You must be 18 years old and a certified
teacher. You may be instructing any content areas and have more than a year of experience.

Taking part in this research project is voluntary.

Please take time to read this entire form and ask questions before deciding whether to participate

in this research.

What is the study about, and why is it being done?

The transcendental phenomenology aims to understand and describe teachers’ lived experiences
with cultural diversity in middle schools and high schools using cross-cultural dimensions as

lenses.

What will happen if you take part in this study?

If you agree to be in this study, I will ask you to do the following things:
1. Conduct an in-person interview at a location of your choice, free of distraction and noise.
You will complete a consent form, and the interview will be audio-recorded face-to-face or

online. Due to the pandemic, you can request an in-person interview via Zoom or TEAMS.
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The interview will not be longer than 30 minutes. Open-ended questions will be used during
the interview.

2. Participate in a focus group at a location best suited for all participants, including a maximum
of four members. The focus group will be audio-recorded to be transcribed later. The focus
group will be scheduled with a calendar invitation by email for you to accept and RSVP. The

focus group will take 30 minutes or until the discussion ends.

How could you or others benefit from this study?

Participants should not expect to receive a direct benefit from taking part in this study.

Benefits to society include 1) understanding of how teachers experience challenges with cultural
diversity in their classrooms, 2) understanding of constructivist learning environments (CLEs)
are favorable for students and teachers in a culturally diverse environment, 3) How educators and

administrators can affect change in their district or other schools with diverse demographics.

What risks might you experience from being in this study?

There are minimal risks involved in this study. The risks involved in this study are minimal,

which means they are equal to the risks you would encounter in everyday life.

How will personal information be protected?

The records of this study will be kept private. Published reports will not include any information
that will make it possible to identify a subject. Research records will be stored securely, and only

I will have access to the records.
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e To protect the privacy of the participants and the confidentiality of their data: [e.g.,
Participant responses will be anonymous and kept confidential using pseudonyms.
Interviews will be conducted where others will not easily overhear the conversation.

e Data will be stored on a password-locked computer and used in future presentations.
After three years, all electronic records will be deleted.

e Interviews and focus groups will be recorded and transcribed. Recordings will be stored
on a password-locked computer for three years and then erased. Only I will have access
to these recordings.

e Confidentiality cannot be guaranteed in focus group settings. While discouraged, other

focus group members may share what was discussed with people outside of the group.

How will you be compensated for being part of the study?

Participants will not be compensated for participating in this study.

Do | have any conflicts of interest?

| am the father of a student at the school. This disclosure is made so that you can decide if this
relationship will affect your willingness to participate in this study. No action will be taken

against an individual based on their decision to participate or not participate in this study.

Is study participation voluntary?

Participation in this study is voluntary. Your decision whether or not to participate will not affect
your current or future relations with any institution. If you decide to participate, you are free not

to answer any questions or withdraw at any time without affecting those relationships.
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What should you do if you decide to withdraw from the study?

If you choose to withdraw from the study, don’t hesitate to contact me at or
I souic you decide to withdraw, data collected from you, apart from focus group
data, will be destroyed immediately and not included in this study. Focus group data will not be
destroyed, but your contributions to the focus group will not be included in the investigation if

you choose to withdraw.

Whom do you contact if you have questions or concerns about the study?

I, conducting this study, is Juan P. Remy. You may ask any questions you have now. If you have

questions later, you are encouraged to contact him at ||| |

You may also contact the researcher’s faculty sponsor, Alan Wimberley, Ed.D., at

Whom do you contact if you have questions about your rights as a research participant?

Suppose you have any questions or concerns regarding this study and would like to talk to
someone other than me. In that case, you are encouraged to contact the Institutional Review
Board, 1971 University Blvd., Green Hall Ste. 2845, Lynchburg, VA 24515, or email at

irb@liberty.edu.

Disclaimer: The Institutional Review Board (IRB) is tasked with ensuring that human subjects research
will be conducted in an ethical manner as defined and required by federal regulations. The topics covered
and viewpoints expressed or alluded to by student and faculty researchers are those of the researchers

and do not necessarily reflect the official policies or positions of Liberty University.
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Your Consent

By signing this document, you agree to be in this study. Make sure you understand what the
study is about before you sign. You will be given a copy of this document for your records, and |
will keep a copy with the study records. If you have any questions about the study after you sign

this document, you can contact the study team using the information provided above.

I have read and understood the above information. | have asked questions and have received

answers. | consent to participate in the study.

[] 1 have my permission to audio-record me as part of my participation in this study.

Printed Subject Name

Signature
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APPENDIX F: QUESTIONNAIRE

How do you identify your gender?

What is your highest degree earned?

What content area/s are you teaching?

In which grade level are you teaching?

How long have you been teaching?

How would you define cultural diversity in your classroom?

Please tell me about your experience with cultural diversity in your classroom.

How has your experience with cultural diversity changed over time?

What type of training on cultural diversity have you ever been offered by the school?

How do you feel your teaching certification prepared you to teach in a culturally
diversified school?

How would you describe the learning environment in your teaching practice in a
culturally diversified school?
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APPENDIX G: FOCUS GROUP QUESTIONS

. What steps do you take to overcome the challenges associated with cultural diversity?
How do you describe your experience implementing the steps you discussed in your
classroom?

How can you describe the impact of cultural diversity in your middle or high school?

How does cultural diversity concern you as a middle and highorschool teacher?



APPENDIX H: OBSERVATION PROTOCOL

Participant:
Date & Time:

Course Subject Title:

Cultural Diversity  Verbal Cues
In the Classroom

Perspectives

Practices

Attitudes

# Of Students:
Type of Class:

Course Format:

Nonverbal Cues
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