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Abstract 

The purpose of this hermeneutical phenomenological study was to identify, describe, and 

interpret the lived experiences of in-service teachers with culturally responsive education. The 

theory guiding this study was the social cognitive theory, emphasizing reciprocal determinism, or 

the bi-directional relationship between the personal, environmental, and behavioral determinants. 

This study's central question asked, " What are the lived experiences of in-service teachers 

concerning the concept of culturally responsive education?" The study took place in a large, 

suburban school district in Florida. The researcher selected 10 participants who have at least 

three years of classroom experience and have received an equity-micro-credential, which 

includes training in culturally responsive practices. The researcher collected data using 

interviews, focus groups, and a writing protocol for triangulation. Data was analyzed using the 

hermeneutical framework. Thematic findings were introductions to CRE, building relationships, 

understanding CRE, implementing CRE in the classroom, quality education for students of color, 

the political climate, the school climate and its impact on CRE, and a platform for social justice.  

Keywords: culturally responsive education, culturally relevant pedagogy, culturally 

responsive teaching, culturally sustaining pedagogy 
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CHAPTER ONE: INTRODUCTION 

Overview 

Culturally responsive education has long been considered good teaching (Ladson-

Billings, 2021). Considerable evidence of the positive implications of the practice is rampant in 

the literature (Howard, 2019; German, 2021). Despite the evidence, culturally responsive 

education has yet to be fully realized in educational institutions (Neri et al., 2019). This research 

study explores the potential barriers to culturally responsive education through the lenses of in-

service teachers. Chapter One introduces readers to this study's historical, social, and theoretical 

context. The research problem and purpose, the central and sub-research questions, and the 

study's empirical, practical, and theoretical significance are also discussed. Chapter One 

concludes by presenting pertinent definitions and a summary of the chapter’s content.  

Background 

One of the most critical issues facing the future of education is addressing the ever-

increasing cultural and linguistic diversification of educational spaces (Darling-Hammond, 

2010). Cultural difference scholars have long sought pedagogical and curricular solutions to the 

complex problems of educating students of color (Gay, 2018). Broadly, multicultural education, 

a conglomerate of ethnic studies approaches, has been identified as the critical component to 

transforming educational spaces to embrace the diversity of ethnic, racial, and cultural stories 

contained within American society (Banks, 2013). Cultural-pedagogy modalities, such as 

culturally responsive teaching, culturally relevant pedagogy, and culturally sustaining pedagogy, 

have been critical for transmitting multicultural knowledge and ingraining a sense of pride and 

understanding in students of colors’ cultural ways of being (Gay, 2018; Ladson-Billings, 2021a; 

Banks & Banks, 1995). Considerable hegemonic resistance has always served as an adversarial 
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element, limiting the spread of culturally pluralistic practices (Banks, 2013; Neri et al., 2019). 

The background section briefly explains the historical, social, and theoretical context for the 

problem being addressed in this study. 

Historical Context 

Brown v. Board of Education (1954) was a landmark decision overturning the long-held 

notions of American school segregation. While a celebrated endeavor, there were numerous 

(un)intended consequences. Over 38,000 black educators and administrators were displaced 

(Milner & Howard, 2004; Walker & Archung, 2013). Some districts, such as Prince Edwards 

County in Virginia, closed their schools entirely, providing white students with school vouchers 

to attend private schools. In contrast, black students remained without educational opportunities 

for five years (Anderson, 2016).  

Despite the promises of the Brown v. Board of Education decision, integration was a one-

way street, mostly sending black students and displaced black teachers to white schools with 

limited movement in the other direction (Goetz, 2018; Fultz, 2020; Walker & Archung, 2013). 

While the perceived gain was better educational access and opportunity, the cost was 

tremendous. Former teachers during the integration movement explained how black students 

were being mistreated in integrated school. Rather than being honored with awards, throngs of 

Black children were being subjected to special education (Foster, 1997). Black students were 

removed from supportive environments with warm demander teachers to one rooted in a 

Carlisle-like disciplinary system (Ware, 2006; Emdin, 2016). In addition to hostile school 

environments and methods of obfuscation of integration, black educational epistemologies were 

uprooted and eradicated. Black ways of knowing and doing were traded for assimilationist 

practices, or what Woodson (1993) would proclaim as miseducation.  
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The hostile environments and the eradication of black educational epistemologies served 

as a springboard for various ethnic studies movements, resulting in the rise of multicultural 

education and equity pedagogies, such as culturally responsive education (Banks, 2013). Ethnic 

minorities who were being forced to assimilate into the dominant culture demanded the fullness 

of their humanity to be present in schools. More granularly, multicultural education and 

culturally responsive teaching were designed by cultural difference theorists challenging 

eugenicist notions of cultural deprivation (Ladson-Billings, 2021a; Banks, 2013; Gay, 2018). 

Prominent scholars (e.g., Bloom et al., 1965; Riessman, 1962) explained that ethnic minority 

students struggled in schools because of their lack of culture and their experiences living in 

poverty, a notion which is still present today (Payne, 1996; Milner, 2015). Cultural difference 

theorists posit that rather than coming from cultures of poverty and having cultural defects, 

minority students struggle because of the differences between the school culture and the home 

culture of the students (Ladson-Billings, 1995b; Gay, 2018; Moll et al., 2005; Lopez, 2008). 

Based on this notion, multicultural education and its equity pedagogy byproduct, culturally 

responsive education, seeks to create equal and equitable educational spaces for all students, 

regardless of their ethnic, linguistic, or racial background (Banks, 1997). 

Social Context 

Despite the aims of multicultural education and culturally responsive education, 

considerable resistance persists. While multifaceted, the opposition to pluralistic educational 

modalities can be broadly characterized across sociocultural and sociopolitical domains. 

Socioculturally, hegemonic forces resist pluralistic modalities as they are viewed as a threat to 

the existing essentialist cultural norms and values and the hierarchical social structure, which 

maintains the social order (Koppleman, 2019; Sidanius & Pratto, 1999; Mahaligam, 2003). 
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Sociopolitically, the hegemonic group utilizes political mechanisms to resist and constrain views 

and perspectives to stifle counter-movements of resistance, such as pluralistic educational 

movements (Henry et al., 2023). In addition to utilizing school closures and vouchers to thwart 

integration efforts, political actors utilize policy, such as the National Defense Education Act, 

which sought to limit the access and opportunities of minoritized students in STEM fields in 

attempts to maintain the social order's status quo (Anderson, 2016).  

Contemporarily, the hegemonic, essentialist movements are rooted in neoconservative 

politics, which yearns for nostalgic American ideals using fear and narratives of crisis (Buras, 

2008). Several states have created laws and banned books that have been deemed a threat to the 

sociocultural and sociopolitical sensibilities and proclivities of the hegemonic group (The State 

of Florida, 2022; Pendharkar, 2022). Climatically, hegemonic actors using fear and crisis 

narratives have created a chilling effect on educators, stifling the implementation of pluralistic 

modalities (Tevis et al., 2022; Randall et al., 2022). Teachers and other educational stakeholders 

have been constantly threatened to lose their licenses and their jobs if they defy the proscriptive 

mandates or deter from the scripted curricula (Postal, 2022). 

Theoretical Context  

The theoretical framework guiding this study is Bandura's (1986a) social cognitive theory 

(SCT). SCT posits that human beings contain certain agentic qualities that allow them to exert 

control over their lives (Bandura, 1971). Rather than being mere products of their environment, 

humans are also substantial contributors to it. Considerable research using this framework has 

been conducted with the central phenomenon, culturally responsive education. Most of the 

research has centered on self-efficacy, or a person's beliefs about their abilities (Bandura, 1986a). 

While self-efficacy is a necessary factor, it is an insufficient construct to determine the success of 
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any individual with any life endeavor. 

There are inconsistencies between self-efficacy and the actual performance of teachers, 

despite having high self-reported levels of self-efficacy (Stepp & Brown, 2021). Self-efficacy 

studies provide very little understanding of how the participant's expressed levels of self-efficacy 

contribute to the inoculation or insulation from the previously mentioned sociocultural and 

sociopolitical hegemonic resistance. Self-efficacy does little to inform researchers of ways to 

improve the practice or how the implementation of the practice is commencing (e.g., Howard, 

2021). Implementing culturally responsive education requires a more nuanced approach through 

the triadic reciprocal framework to understand the subtle and explicit forms of internal and 

external resistance to the concept through the presentation of the lived realities of current 

practitioners (Parkhouse et al., 2022; Stout & LaMarr, 2021).  

The triadic reciprocal framework is an often-forgotten concept in SCT (Rowston et al., 

2021). The basic premise is that there is a bi-directional relationship between three determinants 

(personal, environmental, and behavioral) which are constantly impacting each other, ultimately 

affecting the personal agency of human beings (Bandura, 2001). While some mixed-methods 

studies have examined the correlation between self-efficacy and performance and others have 

begun to unearth areas of resistance and callowness, no studies have examined the bi-directional, 

multi-variational impacts the triadic reciprocal framework has on teachers’ perceptions of 

culturally responsive education (e.g., Stepp & Brown, 2021, Neri et al., 2019). This research will 

provide an understanding of how various forces contribute to in-service teachers’ willingness to 

implement culturally responsive education. 
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Problem Statement 

The problem is that in-service teachers struggle to implement culturally responsive 

education (Ladson-Billings, 2017a; Neri et al., 2019; Howard, 2019). While the literature has 

numerous examples of implementing the practice, empirical and observational data indicate 

considerable resistance to full implementation, resulting in sporadic and underwhelming 

implementation, causing seminal scholars to exclaim that the practice is corrupted and 

marginalized (Ladson-Billings, 2009, 2017a; Adjapong, 2021; Castro, 2022; Neir et al., 2019; 

Sleeter, 2011). The reasons for the lack of implementation are multifaceted, ranging from the 

trivialization of culture to the decentering of race to the misunderstanding of the core tenants to 

the rise of neoliberalism to the failure to address the white gaze and white supremacy in 

educational practice and educational research (Sleeter, 2011; Milner, 2017; Howard, 2019; 

Ladson-Billings, 2021a; Neri et al., 2019; Royal & Gibson, 2017; Paris, 2012, 2019; Alim & 

Paris, 2017; Alim et al., 2020). Despite the stated reasons, only some studies have ascertained 

empirical explanations for how these factors contribute to the corruption and marginalization of 

the practice (e.g., Neri et al., 2019).  

Studies utilizing the socio-cognitive lens have mainly explored the effects of the broader 

concept of self-efficacy and the more specific concept of culturally responsive self-efficacy on 

implementing culturally responsive education (e.g., Siwatu, 2007; Cruz et al., 2021). These 

studies have posited that impacting a teacher's self-efficacy is essential to improving the practice 

(Siwatu, 2007; Cruz et al., 2021; Siwatu et al., 2016). Research has indicated that self-efficacy 

does not predict the successful implementation of culturally responsive education (Stepp & 

Brown, 2021; Howard, 2021; Morrison et al., 2021). Self-efficacy is merely a measure of 
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confidence, which is necessary but insufficient for successfully implementing culturally 

responsive education (Gottlieb et al., 2022; Chu et al., 2020).  

Teachers’ beliefs, values, attitudes, and dispositions are the foundation for culturally 

responsive education (Gay, 2010, 2018). Through the socio-cognitive perspective, a more 

nuanced analysis is required through the triadic reciprocal framework to unearth the crux of 

teachers' culturally responsive dispositions (Bandura, 1986a; Bonner et al., 2020). Only through 

understanding how in-service teachers have developed, negotiated, and navigated various aspects 

of their identities (personal determinant) and how they operate within various contexts 

(environmental determinant) can point to the causes and courses of corruption and 

marginalization of the central phenomenon (behavioral determinant), culturally responsive 

education.  

Purpose Statement 

The purpose of this hermeneutical phenomenological study is to describe and interpret 

the lived experiences of in-service teachers’ perceptions of culturally responsive education. At 

this stage in the research, culturally responsive education is defined as the collection of 

representative approaches that infuse culture and pedagogy (Aronson & Laughter, 2016), namely 

culturally relevant pedagogy (Ladson-Billings, 1995a, 1995b, 2009), culturally responsive 

teaching (Gay, 2018), and the emergent concept of culturally sustaining pedagogy (Aronson & 

Laughter, 2016; Ladson-Billings, 1995a, 1995b, 2009; Paris, 2012; Alim & Paris, 2017; Ladson-

Billings, 2014). The theoretical framework guiding this study is Bandura's (1986a) social 

cognitive theory, specifically through the perspective of the triadic reciprocal framework. 

Utilizing the larger theoretical scheme and the embedded conceptual framework of triadic 

reciprocality will permit the researcher to adequately identify and interpret participants' 
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experiences with the phenomenon through the personal, behavioral, and environmental 

determinants.  

Significance of the Study 

In this section, the researcher is provided an opportunity to explain the theoretical, 

empirical, and practical foundations for this hermeneutical phenomenological study. A 

description of how this research contributes to the theoretically through the triadic reciprocal 

framework is discussed. The empirical significance will explain how this study contributes to the 

literature based. The practical significance will explain what this study seeks to accomplish. 

Theoretical  

Bandura’s (1986a) social cognitive theory guides this research study. Most studies 

utilizing social cognitive theory with culturally responsive education evaluate the practice 

through self-efficacy (Siwatu, 2007, 2011; Young & Young, 2021). Most of these self-efficacy 

studies have not addressed the myriad of claims within the literature regarding the limited 

implementation of culturally responsive education. This study will contribute to the literature by 

utilizing a more expansive perspective of the social cognitive theory through the triadic 

reciprocal framework, which is a microanalytic within the theoretical frame. There are no studies 

on culturally responsive education that have incorporated reciprocal determinism. By utilizing a 

more expansive view of socio-cognitive theory, along with the hermeneutical phenomenological 

method, this research provides the ability to explore and interpret the participants' lived 

experiences with culturally responsive education to discern how the reciprocal determinants 

contribute to the participants' understandings and orientations toward the central phenomenon.  

Empirical 

Exploring the participants' lived experiences with the central phenomenon, culturally 
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responsive education, through the socio-cognitive perspective and hermeneutical 

phenomenological method may provide educational institutions with the ability to improve 

professional development to target specific beliefs, attitudes, values, and dispositions to eradicate 

the perceived barriers to the successful implementation of culturally responsive practices. 

Improving the quality and focus of professional development can lead to improved culturally 

responsive practice (Mellon et al., 2018; Sleeter, 2011; Garcia & Garcia, 2016). The documented 

experiences of participants with the concept, the perceptions, beliefs, and understandings will 

provide important insight into how educational leaders and organizations can enhance culturally 

responsive practices for the benefit of schools and communities.  

Practical 

The voices of the lived experiences of in-service teachers' understandings and 

orientations toward the central phenomenon of culturally responsive education is permitted by 

this study’s methods. As educational institutions and organizations seek ways to inculcate and 

enhance culturally responsive practices for the increasing diverse student population, the 

enumeration, presentation, and interpretation of these lived experiences can provide essential 

insight for institutions and organizations to consider. The elevation of the participants' voices -- 

their perspectives, feelings, and understandings, will allow internal and external stakeholders to 

strategically design practical, targeted professional development opportunities, including whole-

school training and one-on-one instructional coaching, to increase teachers' abilities to 

implement culturally responsive practices. Through this training, organizations can develop a 

culturally inclusive disposition, increasing the educational outcomes for students of color 

(Ladson-Billings, 2009). While culturally responsive education will not solve all the problems of 

educating students of color, this study's findings can support school-wide improvement with 
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culturally responsive education (Gay, 2018).  

 

Research Questions 

The following research questions will guide this study: 

Central Research Question 

What are the lived experiences of in-service teachers concerning the concept of culturally 

responsive education? 

Sub-Question One 

 What personal factors have influenced in-services’ teachers understanding and 

orientation regarding culturally responsive education?  

Sub-Question Two 

 What environmental factors have affected in-service teachers’ understanding and 

orientation regarding culturally responsive education?   

Sub-Question Three 

 How do in-service teachers describe behavioral factors that influence their understanding 

and orientation regarding culturally responsive education?  

Definitions 

  The following terms are critical terms for this study.  

1. Culturally responsive teaching – A concept that purports to use students’ cultural referents 

and previous experiences and styles of learning to design educational experiences to 

maximize student learning (Gay, 2018; Hammond, 2015).  

2. Culturally relevant teaching – A concept that deliberately and consciously explored the 

practices of successful teachers of African American students to design a pedagogical 
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framework to empower students intellectually, socially, emotionally, and politically using 

their cultural frames of reference as a guide (Ladson-Billings, 2009; Milner, 2017).  

3. Culturally Sustaining Pedagogy – An unapologetic approach to the culture-pedagogy 

paradigms that seek to move beyond notions of relevance and responsiveness to foster 

environments that sustain the cultural ways of being of multiethnic, multiracial, and 

multilingual students (Alim & Paris, 2017, p. 1; Paris, 2012, p. 95).  

4. Culturally Responsive Education - An inclusive framework that includes the primary strands 

of culture-pedagogy-based frameworks, including culturally responsive, relevant, and 

sustaining pedagogies (Dover, 2013; Aronson & Laughter, 2016) 

5. Culturally and historically responsive literacy - In alignment with other culture-pedagogy 

modalities, culturally and historically responsive literacy calls for teachers to utilize the 

historical identities, literacies, and cultural languages of students to transmit knowledge 

(Muhammad, 2020).  

6. Equity – An approach to education that seeks to ensure that every child has what is needed to 

succeed (Safir & Dugan, 2021; Noguera, 2019). 

7. Historically marginalized communities – Groups that have been economically, socially, or 

politically relegated to the peripheries of society and denied full citizenship at various points 

in history are considered historically marginalized (Sevelius et al., 2020; Emdin, 2016). 

8. White Gaze – A pervasive, default cultural lens that filters concepts through the lens of 

whiteness, which can perpetuate stereotypes, inequality, and injustice, and often erases the 

unique cultural experiences and perspectives of people of color (Paris, 2019; Asare, 2021). 
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Summary 

While culturally responsive education has numerous positive implications, the use of the 

practice by in-service teachers is underwhelming (Neri et al., 2019). Chapter One provided the 

historical, social, and theoretical contexts for the problem for the study. The problem of the 

study, which is the underwhelming implementation of culturally responsive education, is 

identified. The purpose of the study, which seeks to describe and interpret the lived experiences 

of in-service teachers toward the concept of culturally responsive education, was discussed. The 

central research question and sub-questions were presented. Chapter One concluded with a 

discussion on the theoretical, empirical, and practical significance of the study and an explication 

of pertinent definitions the reader needs to engage with throughout the text. 
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CHAPTER TWO: LITERATURE REVIEW 

Overview 

In Chapter Two, the literature related to the topic of study is presented. The first section 

describes the theoretical framework, social cognitive theory, which guides this study. The 

proceeding section synthesizes the related literature to the problem understudy. A gap in the 

literature is discussed, including a rationale for this study through the triadic reciprocal 

framework. Chapter Two concludes with a summary of the contents of this chapter. 

Theoretical Framework 

Social cognitive theory (SCT) is the theoretical framework that guides this study. SCT is 

an oppositional theory to behaviorism. Radical behaviorism suggests that human beings are 

reactionary organisms influenced by external forces of rewards and punishments (Bandura, 

1971). SCT disagrees with this assertion, as this theory views learning from a broader, more 

holistic perspective. The core of SCT posits that human behavior results from cognitive 

functioning, giving humans more control of their thoughts and actions (Bandura, 1971). Based 

on this understanding of human behavior and learning, Albert Bandura established SCT based on 

three premises: human agency, the triadic reciprocal relationship between individuals, their 

environments, and their behavior, and, finally, self-efficacy (1971). 

Human Agency  

 SCT suggests that humans were more than mere reactionary products of their 

environments. A central desire of humans is to have some degree of control and influence over 

their lives (Bandura, 1986a). Radical behaviorists would reject this notion since they disagreed 

with the causal connections between associations and behavioral responses (Skinner, 1977). 

Skinner's criticism of Pavlov's salivation and bell association is representative of this 
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disagreement. Skinner most famously proclaimed that humans do not act to their environment, 

the environment acts upon people (1971). Skinner paints the impact of the environment on 

human learning and behavior as static, monolithic, and unidirectional. While SCT partially 

accepts the impact of the environment on humans, the theory asserts that humans can choose 

environments and act upon them in various ways. Humans have various degrees of agency to 

control their thoughts, actions, and environments, which Bandura described as human agency 

(1989, 2005).  

There are three prominent perspectives of human agency that SCT has explored to 

conceptualize this micro concept: autonomous agency, mechanical agency, and emergent 

interactive agency. The autonomous agency treats humans as disconnected from their actions, 

whereas mechanical agency subscribes humans to being merely a product of conditioned 

responses (Bandura, 1989). The previously mentioned agentic perspectives are rejected by SCT, 

given their reliance on humans responding to external stimuli (Bandura, 2005a). SCT accepts 

and formalizes around the emergent interactive perspective, which presents humans as active 

contributors to their environments possessing at least some semblance of control of their 

behavior (Bandura, 1986a).  

The categorization of SCT's position on the human agency was developed, consisting of 

individual, proxy, and collective agency (Bandura, 2005a). When a person acts, they are utilizing 

individual or direct personal agency (Bandura, 2005a). The proxy agency is a socially mediated 

construct used when a person seeks the assistance of others when the locus of control over social 

conditions is strained (Bandura, 2005a). The collective agency is exerted when people work 

together to accomplish specific tasks (Bandura, 2005a). Each of these forms of agency has 

advantages and disadvantages. While individual agency allows humans to act alone, the reality is 
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that people do not always control every situation. When people utilize a proxy, control over the 

outcomes is lost. Humans must be cautious and conscious of how and when to deploy their 

agency (Bandura, 1986a).  

SCT contends that humans do not live a sequestered, isolated life. Instead, SCT recognizes that 

humans live with other humans. Human existence is rooted in social structures, systems, and 

interactions. The human agency operates within socio-structural contexts, resulting in humans 

being both producers and products of social systems (Bandura, 1997). These social systems are 

only possible with human development, as these systems are anthropocentric. Social structures 

and systems play a role in cultivating human agency to varying degrees.  

Conceptualizing Social Structures 

Numerous perspectives of social structures exist within the academic literature across 

various disciplines. Researchers must define and operationalize their conception and perspective 

of social structure. The sociological view of social structures, namely the understanding that 

social structures reflect the social patterns and behaviors of groups within society is embraced by 

this study (Shepard, 2014). The researcher recognizes the complicated nature of these social 

patterns, interactions, and resulting behavior. 

SCT would caution against dualistic perspectives of social structures (Bandura, 1997). 

Superficial dualistic notions that divide humans based on privileged and power-based ideological 

conceptions are avoided in this study (Fox & Alldred, 2017). The monistic sociological 

perspective of social structures is embraced by this study. The researcher moves beyond the 

notion of describing and explaining the social forces typically restricted to analyzing social ties 

and embraces a broader range of heterogenous elements (e.g., biological, economic, semiotic) 

that can impact various social aggregations (e.g., racism, patriarchy, colonialism) (Fox & 
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Alldred, 2017), providing a more profound and richer view of various social phenomenon and its 

effect on human agentic outcomes. 

Reciprocal Determinism 

While behaviorists assert a unidirectional, monolithic, and passive relationship between 

humans and their environments, SCT views this interaction as much more surreptitious and 

robust. Reciprocal determinism represents the bidirectional interaction between three elements, 

the individual, their environments, and their behavior (Bandura, 1986a; Bandura, 1997). These 

elements can affect each other, although each determinant does not necessarily have equal 

strength nor affect one another in a particular order (Bandura, 1997). These determinants take 

time to affect each other, as the cognitive processes that impact human behavior can slowly 

manifest (Schunk & DiBenedetto, 2016). 

Self-Efficacy  

Self-efficacy is a term used to explain a person's beliefs about their abilities to perform 

given actions, resulting in two outcome expectations: efficacy expectation and outcome 

expectation (Bandura, 1986a). Efficacy expectations are rooted in a person's beliefs about 

performing a given action. In contrast, outcome expectations consider what a person believes the 

consequences will be when they perform a particular act (Bandura, 1986a). Efficacy expectations 

proceed the outcome expectations (Bandura, 1977). If a person had high efficacy expectations in 

their ability to swim, their outcome expectation would be that they would not drown. The 

efficacy of performing given acts is only apparent and present after a person undertakes an 

efficacy appraisal. In this cognitive process, persons use information sources to gauge their level 

of self-efficacy (Schunk & DiBenedetto, 2016).  
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Self-efficacy manifests in performance accomplishments, vicarious experiences, verbal 

persuasion, and psychological states (Bandura, 1977). Performance accomplishments are the 

most substantial information source for personal efficacy, as efficacy can endure over sustained 

periods (Bandura, 1977). Through performance accomplishments, persons experience mastery. 

Once a person develops a strong sense of efficacy, the impact of periodic failure is reduced 

(Bandura, 1977). People do not always solely rely on performance accomplishments. Instead, 

some people develop efficacy expectations vicariously, as watching a proxy perform a task 

without experiencing consequences can influence a person to believe they can perform the same 

task in the same manner. Vicarious experiences are implications of social modeling and are less 

reliable for gauging personal efficacy (Bandura, 1977).  

Verbal persuasion is also a viable source of efficacy. Human agents are convinced of 

their abilities to perform given acts by other external social agents (e.g., friends). If a social agent 

convinces a person to perform an action causing failure, feelings of inadequacy can appear, 

which might not accurately assess the human agent's efficacy. While verbal persuasion can 

provide a temporary sense of efficacy, its effects can be waning and limited (Bandura, 1977).  

Physiological states are the final source of gauging efficacy expectations. Physiological 

states represent a person's emotional responses to situations (Bandura, 1997). Psychologically, 

persons use physical responses as mechanisms to gauge their abilities. Heightened states of 

anxiety might cause human agents to doubt their abilities, whereas lower states of anxiety might 

cause them to overestimate their abilities.  

Culturally Responsive Teacher Self-Efficacy 

Self-efficacy has expanded into numerous educational-specific concepts (e.g., Gibson & 

Dembo, 1984; Tschanne-Moran et al., 1998). Culturally responsive teaching self-efficacy 
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(CRTSE) is one of the many variations. CRTSE scales are rooted in Bandura's (2005b) 

conception and suggestions for measuring a teacher's beliefs in their abilities. These abilities are 

related to the necessary skills required of culturally responsive practitioners, such as possessing 

knowledge, building relationships, and bridging the gap between home and school (Siwatu, 

2007). 

Related Literature 

A synthesis of the considerable body of research on culturally responsive education 

(CRE) is discussed in this section. Literature related to the seminal designs of culturally 

responsive education through its primary strands will be presented and synthesized. Additionally, 

the literature on the obstacles to the full implementation of CRE is also presented. Finally, this 

review concludes by presenting the gaps in the literature and orients the readers toward an 

understanding of how this study will proceed. 

Culturally Responsive Education: An Equity Pedagogical Approach 

Multicultural education is a reform movement in education that is concerned with 

creating equitable and equal educational opportunities for historically marginalized students 

(Banks, 1997; Banks, 2013). A byproduct of the ethnic studies movement, multicultural 

education focuses on the progressive implementation of pluralistic educational modalities by 

utilizing ethnic content, seeking to reduce the inequities between social groups (Maulidiah et al., 

2023). A key component to realizing the implementation of multicultural education was 

developing and implementing an equity pedagogy (Banks & Banks, 1995). Numerous scholars 

have utilized the cultural difference paradigm to explore the development of a constructivist tool 

to allow students to leverage their cultural knowledge and assets to enhance their educational 

prospects (Tualaulelei & Green, 2022). Concepts such as culturally appropriate, culturally 
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congruent, culturally responsive, and culturally compatible permeated the literature (Hollie, 

2019). While these approaches were critical, they did not garner widespread attention. The 

preliminary works provided a foundation for the three primary strands that developed, which are: 

culturally relevant, culturally responsive, and culturally sustaining pedagogies (Ladson-Billings, 

2009; Gay, 2018; Paris, 2012, 2017). The aforementioned approaches have been categorized 

under an umbrella term, culturally responsive education (CRE; Dover, 2013; Aronson & 

Laughter, 2016).  

While CRE is a circumferential label that unifies the strands, critical differences must be 

enumerated. Some scholars believe the nuances between the concepts are minimal and express 

that discussing these subtleties is counterproductive (Hammond, 2015; Howard & Rodriguez-

Minkoff, 2017). This research asserts that it is critical to identify each strand's uniqueness and 

the authors’ stated intentions to grasp fully how practitioners under study developed 

understandings and orientations toward the conceptions of CRE. Despite views of indifference, 

understanding how these strands are working and impacting students' academic and 

developmental success is essential (Hollie, 2019; Howard & Rodriguez-Minkoff, 2017). 

Culturally Relevant Teaching: A Brief Overview  

Culturally relevant pedagogy (CRP) is the most seminal of the three strands of CRE. 

Rooted in the practices of eight exemplary teachers of African American students, CRP seeks to 

empower students intellectually, socially, emotionally, and politically (Ladson-Billings, 2009). 

Moreover, CRP seeks to eradicate cultural deficit pedagogies of poverty (Haberman, 2010). The 

construct concentrates on collective empowerment (Vitt et al., 2022). There are three 

components of CRP, academic achievement, cultural competence, and sociopolitical 

consciousness (Ladson-Billings, 2021a).  
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 The primary purpose of CRP is to prompt high academic achievement among students 

exposed to the practice. While contemporary neoliberal education defines achievement as 

measured by standardized assessments, CRP rejects these notions (Taylor, 2020; Ladson-

Billings, 2009; Gay, 2018). Rather than viewing achievement through short-term measures, CRP 

is concerned with students' long-term intellectual development (Ladson-Billings, 2017a). In 

addition to providing access to academically rigorous and enlightening content and experiences 

for long-term development, CRP is also interested in providing students access to broader, 

diverse cultural exposure (Banks, 2013). Through developing student cultural competence, CRP 

posits that students will be more prepared to engage and interact in a culturally pluralistic 

democracy (Ladson-Billings, 2021a). The final tenet is the development of students' 

sociopolitical consciousness. Through the knowledge acquired and exposure to diverse cultural 

experiences, students can use these foundations to recognize, understand, and critique various 

social inequities (Ladson-Billings, 2021a). Implementing these elements rests on teachers' 

abilities to develop and maintain socially just dispositions and deploy instructional modalities to 

impart these skills to their students, particularly developing sociopolitical consciousness and 

cultural competence (Truscott & Stenhouse, 2018; Ladson-Billings, 2021a; Wilcoxen et al., 

2021). 

Culturally Responsive Teaching: A Brief Summary 

Culturally responsive teaching (CRT) is the second strand of CRE. CRT is a pedagogical 

paradigm designed to ensure historically marginalized students' academic success. When 

teachers deploy CRT modalities, they focus on using their student's cultural knowledge, previous 

experiences, mental schemas, and performance styles to engage students in learning (Gay, 2018). 

By teaching to and through students' funds of knowledge and identity and embracing the 
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community's cultural wealth, CRT practitioners can move toward providing students with an 

equitable and equal education experience (MacLeod & Demers, 2023; Yosso, 2005; Gluckman, 

2022; Moll et al., 2005; Oikonomidoy, 2022).  

  CRT is academically empowering, multi-dimensional, and validating (Gay, 2018; 

Aronson & Laughter, 2016). As a result, it is socially, emotionally, and politically empowering, 

creating an emancipatory and liberating educational experience that is humanistic, normative, 

and ethical, transforming schools and society (Gay, 2018). The enactment of CRT requires 

teachers to meet these expectations, replacing deficit perspectives about students of color (Gay, 

2010). Effectively implementing CRT requires teachers to embrace the importance of cultural 

differences and understand the criticism of pluralistic practices in popular media sources to 

ensure their confidence and competence in culturally responsive approaches, which could assist 

in making the connections between the content and the context in which they teach (Gay, 2018; 

Ladson-Billings, 2009; Moll et al., 2005) 

Culturally Sustaining Pedagogy: A Brief Summary  

 Culturally sustaining pedagogy (CSP) developed as a challenge to the existing paradigms 

of CRE. Seminal scholars questioned whether the terms "relevant" or "responsive" went far 

enough to challenge what they viewed as perpetual systemic inequalities that plagued historically 

marginalized communities (Paris, 2012). The term "sustaining" was offered as a linguistic 

mechanism to support the maintenance of historically othered people's linguistic and multiethnic 

ways of being (Alim & Paris, 2017). CSP stands as a more unapologetic culture-pedagogy 

modality that challenges the status quo (Jackson, 2022). Furthermore, CSP rejects pedagogies 

that seek conformity by decentering whiteness, creating space for the cultural values and 

perspectives of people of color to flourish (Alim & Paris, 2017; Baines et al., 2018). 
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Culturally Responsive Education 

Since culturally responsive education has been identified as “good teaching,” it has 

become ubiquitous in educational circles (Ladson-Billings, 1995b, 2017a). Researchers have 

examined CRE in mathematics, science, social studies, English Language Arts, computing, and 

English as a second language courses (Orosco & Abdulrahim, 2019; Thomas & Berry, 2019; 

Adjapong, 2021; Atwater et al., 2014; Castro, 2022; Bui & Fagan, 2013; Guzman et al., 2019). 

These studies have consistently found positive effects on students’ academic and developmental 

achievement. Despite these findings and the omnipresence and supposed adoption of the various 

terms and tenets within CRE, the practice continues to be marginalized (Sleeter, 2011).  

Most notably, Ladson-Billings (2017a), a seminal theorist, exclaimed about the 

corruption of CRE in almost every implementation instance. The literature offers numerous 

reasons for the marginalization and corruption of CRE, such as the rise of neoliberal reforms to 

the trivialization of culture to the decentering of race and failure to grapple with racism (Royal & 

Gibson, 2017; Sleeter, 2011; Brown, 2014; Milner, 2017; Howard, 2019). The resilience, 

perpetuation, and failure to address the colonial, hegemonic white gaze and white supremacy, the 

misunderstanding of the tenets and purposes of the practice, and development of culture-

pedagogy variants are also mentioned in the literature (Paris, 2012; Sleeter, 2017; Alim et al., 

2020; Matias, 2013; Picower, 2021; Ladson-Billings, 2006, 2014, 2017a, 2017b; Milner, 2017).  

The impact of the reasons listed regarding teachers is critical to understanding the effects on in-

service teachers’ will, skill, and capacity to implement CRE. Scholars have noted that teachers 

are essential to CRE (Gay, 2010, 2018). Teachers' dispositions and, to some degree, teacher self-

efficacy determines the quality of implementing CRE as a practice (Ladson-Billings, 2009; Gay, 

2018; Whitaker & Valtierra, 2018; Cruz et al., 2020). One of the basic premises of SCT is that 
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humans are not isolated. Humans are social begins, impacted by triadic reciprocal causation of 

external and internal forces (Bandura, 1997). The reasons articulated in the literature have some 

implications for teachers' efficacy and agency. Understanding how in-service teachers maneuver 

from paper to performance implementation of CRE as an evidence- and research-based practice 

is critical to this study (Fixen et al., 2005) 

Neoliberalism and Culturally Responsive Education  

The political nature of education constantly shapes and reshapes the purposes of 

education and is often overlooked (de Saxe et al., 2020). Neoliberalism is one of the most 

dominant political and economic philosophies governing the educational ecology and transcends 

partisan political positions (Sannadan & Lang-ay, 2021). Neoliberalism views education through 

a lens of competition that uses quantifiable and standardized means to gauge the competitiveness 

of American students both within and outside the borders of the United States (de Saxe et al., 

2020; Chomsky & Polychroniou, 2021; Berliner et al., 2014; Ravitch, 2013; Royal & Gibson, 

2017). Sold as common-sense measures, neoliberalism has implemented hyper-accountability 

and hyper-standardized policies that have threatened the quality and survival of public education 

(Ramlackhan, 2020; de Saxe et al., 2020; Royal & Gibson, 2017; Ravitch, 2010). The 

culminating result of neoliberalism through its hyper-accountability and hyper-standardized 

mechanisms has resulted in the deprofessionalization of education, forcing teachers to teach to 

the test using scripted and commercialized curriculum taking the joy and creativity out of 

teaching (Henricsson, 2020; Gupta, 2021; de Saxe et al., 2020; Milner, 2014; Baltodano, 

2012). The depletion of joy and ingenuity within the profession is problematic for implementing 

CRE effectively.  

Creativity is a critical element of CRE. CRE encompasses a much more fluid instructional 
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approach than traditional pedagogical paradigms. Culturally responsive practices are more of an 

art form than a science with prescriptive steps (Ladson-Billings, 2009; Neri et al., 2019; Mennit, 

2019; German, 2021). Teachers must use instructional ingenuity to enhance lessons through 

students’ cultural referents (Ladson-Billings, 2009). Neoliberalism's effects stifle these types of 

creative acts in favor of highly scripted, standardized lessons, resulting in less engagement and 

deterring the use of CRE (Royal & Gibson, 2017).  

Trivialization of Culture  

The concept of culture is the center of CRE, stressing that teachers utilize students’ home 

culture as leverage points to gain access to information in classes (Gay, 2018; Ramsay-Jordan, 

2021). How the utilization of culture manifests in classrooms is a point of exploration and 

discussion. Teachers’ usage of culture does little to extend beyond the trivial, surface notions 

(King, 2020; Milner, 2017; Sleeter, 2011; Guetterman, 2004). The low leveled usage of culture 

has been attributed to a variety of factors, including the cultural incongruity between teachers 

and students, misconceptions about culture, the development (or lack thereof) of a teacher's 

cultural competence, and the hegemonic and victimization with the curriculum (Ramsay-Jordan, 

2021; Milner, 2017; Sleeter, 2011; Guetterman, 2004). 

Cultural Incongruity 

Scholars have long prognosticated the rapidly increasing diversity present in American 

education (Darling-Hammond, 2010). The foreboding became a reality in 2014, when students of 

color represented most students in K thru 12 public education, although some states reached this 

milestone several years prior (Taie & Goldring, 2017; Maxwell, 2014; Ross & Bell, 2014, 

NCES, 2008; CDOEEDU, 2013). Despite the rapidly increasing diversity, the teaching 

workforce remains almost exclusively white (Schaeffer, 2021; United States Department of 
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Education, 2016). The lack of diversity has considerable historical roots. After the Brown v. 

Board decision, 38,000 Black teachers and administrators were either displaced or relieved of 

their duties, decimating the black teaching workforce (Milner & Howard, 2004; Young, 2015; 

Love, 2020). While the gap between white and black teachers is vast, it is even more pronounced 

between Latinx and white teachers (Lindsay et al., 2017).  

Cultural incongruity is a vital concept to this research study as it can provide insight into 

understanding what and how teachers understand and orientate themselves towards utilizing 

culture in their classrooms (Umarova, 2021). Cultural incongruity is a factor in maintaining and 

perpetuating the underperformance of students of color (Boutte, 2012; Ladson-Billings, 2021b; 

Grissom et al., 2015). Teachers’ beliefs and perceptions regarding the ability of students of color 

bolster environments of low expectations, impacting student motivation, productivity, and self-

perceptions (Sue et al., 2008; Torres et al., 2010). In contrast, the linkage between student-

teacher race matching suggests a positive correlation between student academic outcomes and 

their exposure to a teacher of color (Shirrell et al., 2021; Morgan & Hu, 2023; Gershenson et al., 

2017; Gershenson, 2019). Knowing how teachers navigate their role, particularly considering 

cultural incongruity, can provide vital insight into their lived experiences with the phenomenon 

of interest (Hill, 2021). 

Misconceptions about Culture 

There are numerous misconceptions regarding the culture that assist in the perpetuation 

of stereotypes and strengthen opportunities for the trivialization of culture (Makonye, 2020). 

While the term culture is ubiquitous in various disciplines in the literature, the concept has 

become conflated with other socio-demographic indications, such as race and ethnicity (Milner, 

2017; Koppleman, 2019). Most teachers only view culture through a surface lens, relying mainly 
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on tangible, discernable artifacts and traditions, such as celebrating a particular holiday, wearing 

specific garments, or displaying certain symbols (Hammond, 2015). Culture extends far beyond 

these visual and perceptual representations.   

While there is no universally accepted definition of culture, the concept can best be 

understood as the shared values, beliefs, customs, languages, and norms between groups of 

people (Mironenko & Sorokin, 2018; Milner, 2017; Valsiner et al., 2016). Nuances between 

groups should be considered when defining or evaluating culture, as some groups may include 

cultural heritage, race, and ethnicity as part of their cultural descriptions (Milner, 2017). Deeper, 

more profound, and complicated elements frequently go unnoticed and unacknowledged, 

particularly considering colorblind and culture-blind attitudes and dispositions (Bonilla-Silva, 

2022; Cadenas et al., 2020; Gay, 2018; Hammond, 2015). Teachers make cavalier assumptions 

about a student’s culture, which are based on assumptions that are shaped by the teachers’ 

cultural lens, influencing teachers’ perceptions and worldviews (Dyke & Dyke, 2020; Paris, 

2019; Esteban-Guitart & Moll, 2014; hooks, 1989).   

Teachers must be cultural brokers to effectively design compelling learning opportunities 

that assist in affirming and sustaining students’ cultural identities and challenge the status quo 

hegemonic norms (Gay, 2018; Alim & Paris, 2017). Becoming a successful cultural broker 

requires teachers to be culturally competent, exuding cultural humility to be able to teach 

students from cultures other than their own (Dinora & Yarbrough, 2019; Mortier et al., 2021; 

Diller & Moule, 2005; Farrelly et al., 2021; Rivera, 2021). Developing cultural competence 

requires a continuous cycle of reflection and professional learning, which includes engaging in 

cultural self-studies, acquiring knowledge of broader cultural elements, and ultimately 

cultivating a cultural praxis (Lindo & Lim, 2020). Considerable barriers persist despite the 
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evidence of the importance of developing cultural competence (Stubbe, 2020). Understanding 

how teachers navigate these barriers is critical to understanding their understanding and 

orientations toward CRE. 

In Curriculum. Cultural trivialization manifests itself in various ways within schools 

and classrooms. The curriculum has a significant role in perpetuating the trivialization of culture 

through hegemonic narratives and cultural misunderstandings (Gay, 2018; Ladson-Billings, 

2009; King, 2020; Vazquez-Heilig et al., 2011). The primary aim of multicultural education is to 

recognize and include diverse, historically marginalized narratives within the scope and sequence 

of curriculum, schools have settled on approaches that merely present the "illusion of inclusion" 

(Banks, 2013; Vasquez-Heilig et al., 2011). While there are several trivializing approaches to 

curriculum development, the most popular approach in the contemporary curriculum is the 

heroes and holidays approach (Gutmann, 2004; Chaplin, 2019). The heroes and holidays 

approach permits curriculum developers to select historical figures considered safe and non-

threatening to the hegemonic cultural norm and power structure (Grange, 2020; Flory & Wylie, 

2019; Banks, 2013). The heroes and holidays approach tends to center whites as the main 

protagonists, while historically marginalized groups were merely victims of circumstance and 

non-contributors to the development of the global and American narrative, producing what 

scholars have called whitewashed discourse (Aronson et al., 2020; King, 2020).   

Considering the impacts of neoliberalism's hyper-accountability and hyper-

standardization, teachers embody and disseminate these trivializing and marginalizing notions 

within the curriculum, which is counter to the expectations of CRE (Ramlackhan, 2020; Royal & 

Gibson, 2017; King, 2020; Vasquez-Heilig et al., 2011; Banks, 2013). Teachers are expected to 

view knowledge critically and utilize multidimensional skills to provide students with a 
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transformative and empowering learning experience to validate, explore and solidify students’ 

cultural ways of being by removing the white gaze that chooses and defines the heroes, holidays, 

and concepts under study (Gay, 2018; Ladson-Billings, 2009; Alim & Paris, 2017; Paris, 2012).  

In Practice. The relationship between curriculum and instruction is vital (Gordon et al., 

2019). Traditional curriculum-pedagogy paradigms reinforce assimilationist practices that reify 

the existing social order in schools, which privileges some while marginalizing others (Milner, 

2017; Haberman, 2010a). CRE rejects these notions in favor of more liberatory and validating 

experiences that center students’ cultures (Neri et al., 2019; Gay, 2018; Ladson-Billings, 2009). 

Neoliberal reforms have constrained teacher autonomy to make curricular decisions (Mathis & 

Trujillo, 2016). Despite these constraints, teachers can resist, adapt, and supplement hegemonic 

curricula (Buchanan et al., 2019; Castro, 2010; Stillman & Anderson, 2011). While calls for 

decolonizing the curriculum continue in the public sphere, teachers have the power to choose and 

use abolitionist pedagogical epistemologies and ontologies to create emancipatory educational 

experiences for students, radically redefining academic success, and sustaining students’ ways of 

being (Shahjahan et al., 2022; Love, 2020; Emdin, 2021; Alim & Paris, 2017).  

Julia Devereaux, a culturally relevant archetype teacher in Ladson-Billings' (1995a, 2009) 

seminal work, is a model of what CRE demands from teachers. Devereaux engaged students in a 

discussion on a piece of literature on a Greek myth about a princess, as expected by the 

curriculum. During the discussion, one of the fourth-grade students described the princess's 

beauty and flowing blond hair, which Devereaux noticed was not a part of the story. When 

probing the students, Devereaux considered why students described the princess in that manner, 

discovering that the student’s schema and mental model of a princess were that of someone with 

white skin and blonde hair. Devereaux immediately changed the lesson on Greek mythology -- 
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again, an expectation of the curriculum, and selected a book entitled Mufaro's Beautiful 

Daughters, a book about two African sisters who were princesses, to give the students a different 

concept of a princess. When Ladson-Billings (2009) debriefed the visit with Devereaux and 

asked about the shifting of the lesson, Devereaux explained the importance of providing the 

students with a view that was influential, even mythological figures can look like them. These 

opportunities can easily be missed by teachers, even those who espouse CRE beliefs (Howard, 

2019). 

Decentering of Race in CRE 

Discussions of race are absent in contemporary conceptions of CRE (Milner, 2017; 

Howard & Minkoff-Rodriquez, 2017). The most seminal ideation of CRE, culturally relevant 

pedagogy, deliberately grounded itself in a race-conscious approach by exploring the practices of 

successful teachers of African American students (Milner, 2017; Ladson-Billings, 2009). While 

the outgrowth of CRE has commenced toward other disciplines, exploring race, the conceptions, 

means, and outcomes have been ignored (McClain & Schrody, 2021; Khalifa et al., 2016; 

Milner, 2017). It is vital to understand how in-service teachers utilize and navigate race.  

In school settings, race manifests explicitly and implicitly (Agular, 2020). Explicitly, race 

is revealed in the academic and development disparities in student achievement and disciplinary 

outcomes (Goplana, 2019; Reardon et al., 2019; Morris, 2016; Milner, 2015). Implicitly, race is 

enacted and felt through various microaggressions, among other ways (Smith et al., 2020; Lee et 

al., 2020; Hammond, 2015). Dealing with these manifestations of race in schools requires 

engaging in courageous conversations about race and adopting anti-racist beliefs, values, and 

attitudes to disrupt and dismantle structural, institutional, and personal variables that may hinder 

the academic and developmental progress of historical othered students (Singleton, 2022; Kendi, 
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2019). When school districts have chosen to deal with the uncomfortable but necessary 

conversations regarding race and enact policies and curricular and pedagogical practices aimed at 

addressing the existing disparities, as is the case of Portland Public Schools, where tremendous 

gains for historically othered students can be realized (Singleton, 2022). When educators are 

reluctant to have these meaningful conversations, historically marginalized students of color are 

susceptible to the continuous explicit and implicit forms of violence traditionally inflicted on 

them in schools (Johnson et al., 2018).  

CRE has been expanded in some way to be implemented as a macro-praxis of schooling. 

CRE’s most impactful position is as an explanatory, analytical, and actionable micro-praxis 

(Milner, 2017; Khalifa et al., 2016; Ladson-Billings, 1995; Gay, 2018; Castro, 2021). CRE was 

theorized and intended to be an equity-based classroom practice that is initiated through 

deliberate, thoughtful, transformative, culturally conscious, and validating learning experiences 

to sustain students' cultural identities, with race at the center of its epistemology (Banks & 

Banks, 1995; Milner, 2017). Implementing culturally responsive practices requires a conscious 

and deliberate focus on the daily actions of educators are critical to ensuring that the journey 

toward equity is achieved (Safir & Dugan, 2021). Educators must build their racial awareness 

through thoughtful, critical, and uncomfortable conversations (Singleton, 2022). Understanding 

how in-service teachers develop racial awareness is vital to understanding their orientation to the 

central phenomenon. As studies and literature continue to highlight the importance of race in 

student-teacher match outcomes, it is important to explore teacher dispositions and orientations 

toward the concept (Gershenson, 2019; West, 1993). 
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The Resilience and Perpetuation of the White Settlers Gaze and White Supremacy 

The white gaze has had considerably affected educational institutions (Alim & Paris, 

2017). Whiteness as an ideological construct and culturally mediated practice can limit the 

opportunities of historically marginalized students (Pailey, 2020; Paris, 2012). The discourse on 

the achievement gap privileges the intellectual success of white students by comparing the test 

scores of historically marginalized groups against the scores of white students (Milner, 2017). 

More research is needed to examine the ways whiteness dominates within schools --the research 

and practice -- to ensure that the multiethnic, multilingual, and multiracial ways of being can be 

validated and ultimately sustained within the schoolhouse (Paris, 2019; Rabelo et al., 2020).  

Understanding the white gaze requires understanding whiteness, or the racial identity and ways 

of being of whites (Lewis, 2004). Like other races, white as a race should be examined from a 

legal, historical, cultural, and economic context (Milner, 2017). Examining how white teachers’ 

cultural identity shapes their understanding of CRE is vital to the problem understudy (Schaeffer, 

2021; National Collaborative on Diversity in Teaching Force, 2004; the United States 

Department of Education's National Center for Education Statistics, 2007-2008). 

Operationalizing whiteness provides researchers with an effective way to understand how 

whiteness is lived and performed (Lewis, 2004). Since modern schools have been constructed in 

ways to homogenize and maintain social control and cohesion, understanding how whiteness has 

been utilized as an assimilationist ideology at the expense of historically marginalized groups is 

vital (Banks, 2016; Race, 2017; Alim & Paris, 2017). While one's whiteness does not necessarily 

hinder or predict the ability or inability to implement CRE successfully, understanding the 

cultural schema and the structural implications can provide clarity on in-service teachers 
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understanding and orientations toward CRE (Ladson-Billings, 2017a, 2017b, 2021a; Gay, 2010, 

2018; Sleeter, 2011). 

Operationalizing Whiteness  

The study of white as a racial category has exploded since 2000 as interest has grown in 

understanding how whiteness operates (McDermott & Ferguson, 2022). Terms such as 

colorblindness, white racial frame, conscious whiteness, and numerous others have proliferated 

in the literature (Bonilla-Silva, 2022; Feagin, 2013; Jardina, 2019). Whiteness can often be 

challenging to identify, especially for those within this racial group. Many whites do not view 

their whiteness as a racialized category, impacting the ability to discuss their racial identity 

collectively or recognize the role their racial essence plays in shaping their interactions with 

historically marginalized groups and on social institutions writ large (Lewis, 2004). The inability 

of whites to describe and recognize the racial experience assist in avoiding reckoning with the 

ways that whiteness has informed the white perspective of America (Kendi, 2019). Whites have 

been afforded with a public and psychological wage, or privilege, as whiteness has been accepted 

as the cultural, historical, social, and economic normative perspective (Du Bois, 1999; Kendi, 

2019; Paris, 2019; Alim & Paris, 2017).  

The invisibility and unawareness of the privileges of whiteness provide the foundational 

understanding for this study (McIntosh, 1989). While scholars have described the myriad of 

ways the study of whiteness has evolved, this research study focuses on how teachers view 

whiteness as either an asset or a limitation in implementing CRE, if applicable (Torkelson & 

Hartmann, 2021). Teachers' dispositions, attitudes, beliefs, and values to implement CRE 

successfully (Whitaker & Valtierra, 2018; Gay, 2018; Ladson-Billings, 2009; Ware, 2016; 

Matias, 2013). Teachers must be willing to understand and unpack these personal attributes to be 
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able to meaningfully care and provide for students from underserved and historically 

marginalized communities (Aronson et al., 2020; Gay, 2010, 2018). Exploring whether teachers 

have spent time engaging in cultural therapy or have engaged in courageous conversations about 

race or not is critical to understanding the central problem of this study (Gay, 2018; Singleton, 

2022). 

The White Gaze  

Schools are the product of the society that creates them (Asante, 1991). Students are 

socialized in schools to participate within that society, reifying the social systems and customs 

that shaped the school (Asante, 1991). The history of contemporary schooling has long 

documented how this socialization process has historically impacted students of color students. 

The history of black education presents the mindsets, fears, and prejudices that led to most early 

efforts to educate Black students through manual labor rather than classical education, limiting 

black educational advancement and stifling black creativity (Horsford et al., 2021; Patton et al., 

2022; Anderson, 1988; Walker, 2018; Givens, 2020). Considerable issues with the narratives of 

struggles for other historically marginalized groups, such as Hispanics and Native Americans, 

provide evidence of the systematic efforts of whites to relegate these groups to margins of 

society, forcing these groups to assimilate into the mainstream culture and pushing these groups 

to accept a subservient sociocultural status (Nash, 2019; De La Trinidad, 2015; Gonzales, 2012; 

MacDonald & Hoffman, 2012). The intents and processes of educational leaders and education 

organizations has been used as the vehicle to provide Eurocentric conceptions of reality for 

historically underrepresented minority groups seeking to sustain and maintain the status quo 

(Anderson, 1988).  
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This ontological perspective has been described as the white gaze (Paris, 2012). Others 

have described this racial perspective as Eurocentrism, the seeing eye, and the colonial frame 

(Amin, 1972; Said, 1994; Coulthard, 2004). Regardless of the name, this provides a particular 

perspective of how things should be, sets the expectations of what could be, and forces everyone 

to accept these social constraints and perceived realities from the perspective of a white gaze 

(Paris, 2019). In schools, the white gaze treats whiteness as the normative perspective (Alim & 

Paris, 2017; Paris, 2012; Pailey, 2020). The author discussed the CRE exemplar teacher Julia 

Devereaux in a previous section. Devereaux altered a lesson on Greek Mythology when her 4th-

grade students could only conceptualize a princess as possessing white skin, blue eyes, and 

blonde hair. While her pivot represents an effective way to implement CRE, the premise of 

having to do so represents the pervasiveness of the white gaze (Ladson-Billings, 2009).  

The white gaze impacts the attitudes, dispositions, values, and beliefs of those who espouse it 

while creating feelings of inferiority for those subjected to it (Illmi, 2011; Pailey, 2020). The 

white gaze provides the foundation for cultural deficit and deprivation beliefs in society that 

matriculates in school (Alim, 2012). The awareness of the white gaze, especially regarding how 

it affects the undergirding beliefs, values, attitudes, and dispositions of in-service teachers, is 

critical to understanding how whiteness operates and how CRE is affected. 

Misunderstanding of the Tenets of CRE 

The primary strands of CRE, culturally relevant pedagogy (CRP) and culturally 

responsive teaching (CRT) provide practitioners with tenants representing the principles of 

understanding and the resultant impacts of the implication of practice. The three primary 

components of CRP are (1) student achievement, (2) cultural competence, and (3) sociopolitical 

consciousness (Ladson-Billings, 2021a). There are eight components of CRT: (1) validating, (2) 
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comprehensive and inclusive, (3) multidimensional, (4) empowering, (5) transformative, (6) 

emancipatory, (7) humanistic, and (8) normative and ethical (Gay, 2018). The foundational 

principles should provide teachers with a conceptual framework for implementing CRE 

successfully. The tenants have either been misunderstood or ignored (Ladson-Billings, 2014, 

2017a, 2021). As many of the tenants intersect, the synthesis below encompasses them under the 

three tenants of CRP (Howard & Ridoriguez-Minkoff, 2017; Hollie, 2019). 

Student Achievement  

A foundational premise of CRE is that it will lead to increased student achievement (Gay, 

2018; Ladson-Billings, 2021a; Milner, 2015; Aronson & Laughter, 2016). Culturally responsive 

practitioners should provide students with a rigorous academic experience in exciting 

classrooms, holding high expectations and believing that all students can succeed (Ladson-

Billings, 2009). Student achievement under CRE conflicts with notions of student achievement 

under neoliberalism. Neoliberalism is concerned with the short-term achievement of students 

measured by standardized assessments (Ramlackhan, 2020). In contrast, CRE focuses more on 

the long-term achievement of students (Ladson-Billings, 2021a).  

The rise of standardized and scripted curricula and programs measured by a bevy of 

standardized assessments placed teachers in a cross-current between meeting the expectations of 

the institutional demands of student achievement on assessments, placing teaching in a cross-

current when implementing CRE (Milner, 2013; Wyatt, 2014; Ladson-Billings, 2014; Royal & 

Gibson, 2017). Teachers' understanding of achievement transgressed with the definition and 

expectations of exemplary teachers (Ladson-Billings, 2021a).  

Confusion between the end-of-year measurement of student success using an assessment 

typically disconnected from the curriculum and the measurement of student academic success 
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using various progress monitoring and authentic assessments form the foundation for 

misunderstanding or misapplying the academic achievement tenant (Ladson-Billings, 2021a; 

Dixson & Ladson-Billings, 2017; Milner, 2017; Royal & Gibson, 2017). When exploring 

teachers' understanding of CRE, considering the concept of student learning or achievement is 

critical. Teachers should view student learning in broader, more subtle ways than norming the 

process against White, middle-class expectations of academic success (Ladson-Billings, 2017b; 

Gay, 2018; German, 2021). CRE teachers will not limit learning to the mere prospects of the 

standardized and scripted curriculum but rather push and cajole students into having access to 

higher, more rigorous content (Jackson, 2020; Pandey et al., 2022; Wyatt, 2014; Ladson-Billings, 

2009). 

Cultural Competence 

Teachers often struggle to develop and exhibit cultural competence. While the culture in 

cultural competence means the dynamic and expressive processes of various cultures, the 

application has been transformed to mean static, homogeneous essentialization of culture, which 

undermines the efforts of CRE (Davis, 2020; Howard & Rodriquez-Minkoff, 2017). When 

teachers utilize a limited perspective of CRE, it causes cultural trivialization, providing only 

visible aspects of culture based on certain perceived tendencies and leading to cultural 

stereotyping (Ladson-Billings, 2017a). The reasons for the static focus of culture are 

multifaceted.  

The misapplication of culture is linked to the use of the term in other disciplines and the 

unrealistic expectation for teachers and other professionals to understand a quantifiable set of 

attitudes and skills to improve their cross-cultural communication ability (Ladson-Billings, 

2021a; Neri et al., 2019; Prasad et al., 2016). Despite the reasons for misapplication, 
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understanding how teachers develop their cultural frames of reference, support students' 

evaluation and exploration of their cultural beliefs, and provide opportunities for students to 

access broader aspects of other cultural groups is critical to the problem understudy.  

Teachers should have a working knowledge of the cultures of the students they serve, they 

should begin using a place-based sense (Gay, 2018; Ladson-Billings, 2021b). Teachers should 

understand the broader and more specific cultural dynamics of the communities they serve as a 

starting point for a deeper understanding of their students' multiracial, multiethnic, and 

multilingual ways of being (Paris, 2012). How in-service teachers' have utilized the multifaceted 

cultural ways of being of the communities they work and how they apply them in the classroom, 

supporting students' development of cultural competence is of interest in this study. 

Sociopolitical/Critical Consciousness  

Sociopolitical consciousness is another theme. CRE practitioners develop students’ 

sociopolitical or critical consciousness by providing opportunities to apply knowledge to broader 

sociocultural and sociopolitical contexts, connecting was learned to their immediate social and 

cultural realities (Ladson-Billings, 2021a; Gay, 2018).When properly engaged in instructional 

acts of critical consciousness, students are provided opportunities to engage the word and world, 

decentering whiteness, and solving meaningful problems in their lives using a problem-centered 

approach (Freire, 2018; Freire, 2020; Alim & Paris, 2017; Ladson-Billings, 2017a, 2021b). More 

broadly, by developing students' sociopolitical consciousness, students are provided with the 

necessary skills to critique what they are learning in the classroom and ask questions about more 

significant social, cultural, economic, and political problems (Ladson-Billings, 2017; Freire, 

2020). While the power of providing students with meaningful next steps with their newly 

acquired and reimagined knowledge, this tenant is often ignored (Ladson-Billings 2017a, 2021a, 
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2021b). Like the other tenants, there are numerous potential reasons for this, including many 

outlined in other sections of this work (e.g., misunderstanding of culture, whiteness, and the 

white gaze). However, at least one more should be added to the consideration, neoconservatism.  

Sociopolitical consciousness and Neoconservatism. Neoconservatism can be 

understood as a method and perspective to counter leftist cultural desires (Buras & Apple, 2008). 

The most fitting for understanding the eschewal of sociopolitical or critical consciousness from 

CRE practice in contemporary times describes neoconservatism as an ideology that seeks to 

restore nostalgic American ideals that undermine progressive gains using fear and narratives of 

crisis as the primary vehicle to maintain or restore the status quo (Buras, 2008). The deployment 

of neoconservative tactics has fueled a nationwide culture war steeped in suggestions of 

indoctrination (Gentile, 2022). Calls to rid the schools of wokeness and critical race theory have 

filled various media sources (Blow, 2021; Elmhorst & Gipson, 2021). These calls have led some 

states to pass laws and ban books seeking to condemn and discredit the works of prominent and 

popular intellectuals, journalists, and others seeking to realize equity and opportunity for 

historically marginalized students (The State of Florida, 2022; McGee, 2021; Pendharkar, 2022; 

Illing, 2021; Brooks, 2022; Dorman, 2022; Strauss, 2021; Schwartz, 2021; Rhodes, 2022).  

The neoconservative efforts have had a negative effect on teachers who are confused and fearful 

about what the laws mean and how the laws impact the delivery of effective instruction (Florido, 

2021; Waxman, 2022; Meckler & Natanson, 2022). The analysis of the abandonment of 

sociopolitical consciousness by teachers must consider various factors, such as the white gaze, 

understanding how neoconservatism's effects impact the current sociopolitical and sociocultural 

climate and instructional contexts is equally essential (Paris, 2019). The need for students to 

develop the skills and knowledge to analyze and challenge existing structural inequities and the 
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power structures that create them, doing so in hostile environments to such pedagogical 

dispositions can prove formidable are important to establish (Seider et al., 2020; Paris, 2012; 

Alim & Paris, 2017; Ladson Billings, 2021a, 2021b; Gay, 2018). The sociopolitical 

consciousness aspect of CRE is not about teachers pushing a political disposition on students, 

which is where some teachers get in trouble (Ladson-Billings, 2021a). Instead, CRE allows 

students to explore sociopolitical problems and create solutions with the nurturing and support of 

the teacher (Ladson-Billings, 2006a). The notions mentioned in this work, and the awareness of 

the fruits of contemporary neoconservative movements, the researcher will identify, describe, 

and interpret how teachers either navigate, obfuscate, escape, or cultivate the development of 

students' sociopolitical or critical consciousness. 

Toward A Reciprocal Determination Understanding  

There are seven types of gaps that could be present in academic literature (Miles, 2017). 

Two kinds of gaps exist in the literature reviewed for this study: an evidence gap and a practical 

knowledge gap. An evidence gap exists when the conclusions from studies are contradicted when 

examined from a more conceptual point of view, and a practical knowledge gap exists when the 

stated behaviors of individuals differ from their advocated behaviors (Miles, 2017). 

Evidence Gap  

There are numerous concerns with the limited implementation of CRE in contemporary 

educational spaces for various reasons, including simplistic interpretations of CRE, the 

misunderstanding of the tenants, and the trivialization of culture (Ladson-Billings, 2017a; 

Sleeter, 2011; Neir et al., 2019). Neoliberal policies, the lack of skill or will or capacity, or all 

three in discussing topics such as race and racism or addressing the white gaze are also obstacles 

to CRE implementation (Royal & Gibson, 2017; Milner, 2017; Howard, 2021; Howard & 
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Rodriquez-Minkoff, 2017; Alim & Paris, 2017). Only a few studies have investigated how these 

concepts impact teachers' abilities to implement the practice. Most studies focused on how to 

implement the practice, on teachers' perceptions of the practice, on how to prepare teachers to 

implement the practice, or on measuring self-efficacy beliefs (Milner, 2016; Wrench & Garrett, 

2021; Nash, 2018; Chang & Viesca, 2022; Siwatu, 2007, 2011; Stepp & Brown, 2021). These 

studies are void of discussions or methods to gauge how these stated barriers to implementation 

impact teachers' beliefs, dispositions, and attitudes toward the practice (e.g., Milner, 2017). An 

understanding of how barriers to a teacher’s abilities to implement CRE is vital to addressing the 

mounting educational debt and the ever-widening opportunities gaps perpetually present in the 

current education system (Ladson-Billings, 2006b; Darling-Hammond, 2010; Milner, 2020).   

Practical Knowledge Gap 

Most CRE studies utilizing SCT as a theoretical framework have focused solely on 

measuring practitioners' culturally responsive teaching self-efficacy (CRTSE). Rooted in 

Bandura's (2005b) suggestions for developing self-efficacy scales, CRTSE scales to measure the 

efficacy of teachers' knowledge, skills, and beliefs in CRE, with the goals of helping educational 

institutions measure the effectiveness of CRE and provide guidance to these institutions to 

improve the abilities of in-service or preservice practitioners (Siwatu, 2007, 2011; Chu & Garcia, 

2021; Little, 2020; Cruz et al., 2018; Whitaker & Valtierra, 2018; Fitchett et al., 2012). While 

studies have indicated practitioner confidence in implementing the practice, confidence levels are 

not predictors of successful practice (Fitchett et al., 2012; Stepp & Brown, 2021). 

While the term self-confidence has been identified as too vague to accurately describe the 

underlying cognitive processes that impact human motivation, given its supposed lack of 

direction, this research study is not persuaded by this argument (Bandura, 1986b). Both self-
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efficacy and self-confidence are future-oriented concepts that are task-, context-, and domain-

specific (Bjork & Druckman, 1994; Bandura, 1977). Consequently, these terms are synonymous 

(Gottlieb et al., 2022). Self-efficacy theory assumes that the construct is a mediating factor 

affecting performance (Bandura, 1986b, 1997, 1999; Kanfer, 1992). Few CRTSE studies have 

directly tested the relationship between self-efficacy and performance outcomes (Siwatu, 2007, 

2011; Chu & Garcia, 2021; Little, 2020; Cruz et al., 2018; Whitaker & Valtierra, 2018; Fitchett 

et al., 2012). The few studies that have investigated the relationship between CRTSE and 

performance have discovered disconnections between the stated levels and performance 

outcomes. Teacher-assessed abilities are much higher on CRTSE measures than their practices 

indicated, which are like other observational data (Stepp & Brown, 2021; Howard, 2021; 

Morrison et al., 2022).  

There are several reasons a disconnection between performance and self-efficacy could 

exist, such as humans over or underestimating capabilities. Kruger & Dunning (1999) found that 

those who performed well underestimated their abilities, while those who performed poorly 

overestimated their abilities. Teachers in CRTSE studies who performed poorly in calibration 

studies potentially did not possess the required skills, resulting in an incapability to assess their 

actual competence. The participants' overestimation of their abilities stems from self-judgment 

errors (Christopher & Herbert, 2021; Bagienski et al., 2022). Errors in self-judgment can lead to 

various types of responses biases on CRTSE self-assessments, such as social desirability bias 

(SDB), which is a veil that participants present to researchers shielding their true, lived 

conceptions of reality (Larson, 2018; Bergen & Labonté, 2020; Larsen et al., 2020).  

Another potential reason for the disconnect between self-efficacy and performance is the 

role of distal and proximal traits. Since self-efficacy is a narrowly conscripted concept these 
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studies are limited to assessing individuals' beliefs of their capabilities in certain areas rather than 

understanding various external determinants that may impact teachers' beliefs and abilities to 

execute a domain-specific task (Arseven, 2016; Judge et al., 2007). This study posits that much 

of the limited implementation of CRE resides in teachers' distal and proximal behavioral traits, 

which hinder the ability to implement the practice (Luszczynska & Schwarzer, 2020). This study 

agrees with Neir et al.'s (2019) assessment that the resistance to CRE is a multileveled problem, 

which is "contingent upon a complex system of beliefs, knowledge, and know-how" (p. 199). 

This study proposes a broader, more intricate perspective through reciprocal determinism to 

evaluate the problem under study (Judge et al., 2007). 

Triadic Reciprocality and CRE 

 This study purports that CRTSE judgments alone are not sufficient indicators of the 

successful implementation of CRE. Self-efficacy judgments are indications of a person’s 

confidence level to perform a given task. While confidence in one's ability to perform a given act 

is vital, confidence alone does not correlate to the successful implementation of CRE (Stepp & 

Brown, 2021; Howard, 2021). Teachers must possess the knowledge and skills to implement 

CRE effectively (Patrick, 2022; Davis, 2020). Teachers must also possess the disposition and 

beliefs necessary to implement the practice successfully (Gay, 2018; Tuscott & Stenhouse, 

2022). Teacher dispositions and beliefs can lead to pygmalion and golem effects within the 

classroom, such as teachers having low expectations of students who are impacted by the effects 

of poverty (Jussim & Harber, 2005; Bertrand & Duflo, 2017). Teacher beliefs and dispositions 

have broader implications on students' personal beliefs and attitudes regarding their academic 

abilities (Dos Santos, 2019; Taimalu & Luik, 2019; Perer & John, 2020; Burgess & Greaves, 

2013). As a result of teacher dispositions and beliefs, scholars have advocated for shifts in 
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teachers' mindsets toward the language they use about their students (Dewitt, 2016; Campbell et 

al., 2020).  

Evaluating what and how teachers think about CRE is vital to addressing its barriers 

(Neri et al., 2019). Given the nature of CRE as a practice of opposition to traditional, 

assimilationist, and hegemonic pedagogical practices, which requires teachers to engage in 

critical self-reflection, understanding how teachers address their position to certain documented 

barriers, such as whiteness or the willingness and capacity to engage in meaningful conversations 

about race, are vital to understanding the problem under study (Gay, 2018; Ladson-Billings, 

2009; Solorzano & Delgado-Bernal, 2001; Gay & Kirkland, 2003; Paris, 2019; Singleton, 2020). 

The nature of self-efficacy studies, in general, and CRTSE studies, do not provide this 

opportunity, which places a significant limitation on understanding the elements that may lead to 

the limited implementation of CRE (Sleeter, 2011; Ladson-Billings, 2017a). A much more robust 

and broader conception of SCT is needed through the lens of the triadic reciprocal determinants.  

Triadic Reciprocality/Reciprocal Determinism 

Triadic reciprocality (TRD) is an often-forgotten concept in SCT (Rowston et al., 2021). 

TRD represents a bidirectional relationship between the personal, behavioral, and environmental 

determinants, which constantly interact with each other, impacting a person's personal agency. 

Personal agency is the perception of individuals having control over their actions and thoughts 

(Bandura, 2001). Senses of control are mediated and moderated by various complex processes, 

such as intrapersonal cognition and decision-making. The motivation to achieve given ends is 

driven by a person's desire for a specific outcome, as exemplified by the various types of 

agencies (Hagman, 2020). The desires of individuals shape various intentions, serving as a 
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guidepost for intended outcomes that are moderated and mediated by various complex processes 

is accepted by this research study (Bonner et al., 2020).  

Individuals' predispositions and environmental influences are at the core of SCT. Socio-

structural constraints, opportunities (or lack thereof), situational circumstances, and activities 

mediate human agency (Bandura, 1999). Humans, regardless of positional status, are not 

shielded from larger societal discourse, nor are humans disjointed from cultural identities, 

environments, political ideologies, or religious affiliations, among numerous others (Bandura, 

2001; Merino et al. 2020). These cultural and personal characteristics and the resulting values, 

beliefs, attitudes, and dispositions travel with individuals in all spaces and places they occupy, 

which impact others, leading to various types of cultural conflict and, at times, various forms of 

violence, particularly in the schoolhouse (Irvine, 2003; Johnson et al., 2019).  

Adopting a culturally relevant or responsive pedagogy requires teachers to confront these 

identity markers. Teachers should be aware of their implicit and explicit biases, which will assist 

in challenging teachers to teach across the boundaries of race, class, and gender to overcome 

stereotypes and power differentials (Hammond, 2015; Delpit, 2006). Educators and educational 

institutions must be cognizant of the educational debt incurred by the generations of historical, 

social, and economic oppression and marginalization and challenge hegemonic knowledge and 

incorporate multicultural and multiethnic epistemologies into classroom discourse (Ladson-

Billings, 2006a).  

Personal Determinant. Personal determinants represent individuals' beliefs, values, 

attitudes, self-efficacy, and cognitive abilities (Bandura, 1978). These attributes form the central 

perspectives of this domain. This study is interested in understanding how teachers developed 

these attributes, seeking to describe and interpret how teachers’ personal determinates relate to 
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the success or failure of CRE. This study aims to describe and interpret teachers’ understandings 

of CRE and how these understandings affect the ability to implement CRE. Nieto (2005) 

identified five attitudinal qualities that CRE practitioners possess, which include (1) a sense of 

mission to serve ethnically diverse students to improve their abilities, (2) solidarity and empathy 

with and for students' lives and experiences, (3) courage to question mainstream knowledge, (4) 

willingness to improvise and push beyond the boundaries, embracing uncertainty and flexibility, 

and (5) have an established passion for equality, equity, and social justice. Based on these 

explications, this study will use these statements as a framing for understanding teachers' beliefs 

related to CRE. This research recognizes the importance of possessing the knowledge and skills 

to implement the practice (Siwatu, 2007). Furthermore, this research is also interested in how 

teachers developed the knowledge of CRE and the capacity to implement the practice.  

Environmental Factors. The environmental determinant includes the various socio-

structural and contextual environments (Bandura, 1978; Bandura, 2001). Environments assist 

human agents to either facilitate an ability to act in desired ways or limit an ability. There are 

three types of environments, the selected, constructed, and imposed (Bandura, 2001). The 

selected environment is the most unrestricted type of environment, allowing human agents to 

choose realities and behavior in ways that fit desired outcomes (Bandura, 1999). On the other 

hand, the constructed environment begins to restrict the agentic qualities of individuals, as it 

requires people to build social environments and institutional systems (Bandura, 1999). The 

imposed environment is the most restrictive type of environment, which provide human agents 

little flexibility in how they construct or interact within it (Bandura, 1999). Understanding the 

type of environment teachers operate in, both within and outside the classroom, is vital to 

understanding the various influences on their adoption of or abstention from CRE.  
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Behavioral Determinant. The final determinant is behavioral which represents an 

individual’s actions, choices, verbal statements, learning, and achievements (Bandura, 1978; 

Bandura, 2001). For this study, the researcher is interested in understanding what actions and 

choices participants have made that have either reinforced previously held notions or diverted 

from implicit or explicit beliefs to implement CRE. These behavioral actions could include 

seeking oppositional voices from what they believe, joining echo chambers to reinforce 

previously held notions, and attending professional development, among other actions and 

choices. 

Summary 

Chapter Two reviewed the theoretical framework for this study, social cognitive theory. 

The literature on culturally responsive education was discussed. This chapter highlighted several 

conditions that have been documented to contribute to the lack of CRE implementation, which 

include the misunderstanding of the tenants, whiteness, the misunderstanding and trivialization 

of culture, the lack of discourse on race and racism, and neoliberalism and neoconservatism, 

among others. Finally, an evidence and practical knowledge gap was presented and an argument 

for a more nuanced view of social cognitive theory through the triadic reciprocal deterministic 

perspective was made. 
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CHAPTER THREE: METHODS 

Overview 

This hermeneutical phenomenology aimed to describe and interpret in-service teachers' 

understandings, perspectives, and orientation toward the concept of culturally responsive 

education (CRE). This research used social cognitive theory to explore in-service teachers' lived 

experiences through the triadic reciprocal framework, which focuses on the bidirectional 

relationship between the participants' personal experiences, the environments, and resulting 

behaviors. The purpose of this chapter is to present various aspects of this research project, 

which include the research design, research questions, setting, and participants. The researcher's 

positionality, specifically focusing on the interpretive framework, philosophical assumptions, 

and the role of the researcher is presented. The data collection procedures, plans, and measures 

for conducting the interviews, focus groups, and protocol writing and collecting demographic 

information is discussed. Chapter Three concludes by discussing the data synthesis protocols, 

explaining the trustworthiness of this research, and describing the ethical considerations. 

Research Design 

When evaluating and choosing a research method, the research's underlying philosophy 

of the study was considered (Creswell & Poth, 2018). Since the purpose of this study was to 

describe and interpret the experiences of in-service teachers toward the concept of CRE, 

qualitative rather than quantitative methods were most appropriate. Qualitative approaches aim 

to explain why or how particular phenomena exist rather than merely the relationship between 

variables (Creswell & Guetterman, 2019; Gall et al., 2007). Qualitative research orients itself 

towards “what things 'exist' rather than...how many such things there are" (Walker, 1985, p. 3). 

Qualitative approaches are appropriate when researchers are interested in clarifying, interpreting, 
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or explaining a phenomenon's existence (Keyink & Tymstra, 1993). After considering the 

underlying philosophy of the study and determining that the primary aim of the study is to 

describe and interpret the phenomenon under study, it was determined that the qualitative 

approach is the most appropriate approach to satisfy the needs of the research study (Creswell & 

Poth, 2018; Denzin & Lincoln, 2011).  

In choosing the qualitative approach, I explored five different qualitative methods and 

determined that phenomenology best meets the needs of this study (Creswell & Poth, 2018). 

Phenomenology is a philosophical and psychological construct that centers the human 

experiences as fundamental to theoretical and scientific practice (Suddick et al., 2019). When 

researchers deploy the phenomenological method, they seek to identify and explain the nature of 

the phenomenon of interest (Guillian, 2019). In the phenomenological approach, researchers gain 

insight through the individual descriptions that participants contribute to the research study (van 

Manen, 2016; Moustakas, 1994). There are two major strands of phenomenological inquiry, the 

transcendental and the hermeneutical (Moustakas, 1994; van Manen, 2016a). This study is 

interested in identifying, describing, and interpreting the experiences of participants with the 

phenomenon. The hermeneutical phenomenological approach permits the researcher to identify 

and interpret the lived experiences of the participants.  

Like transcendental phenomenology, hermeneutical phenomenology aims to describe 

participants' experiences through rich, thick descriptions (Moustakas, 1994). However, 

hermeneutical phenomenology postulates that no experience is uninterpretable (Gullian, 2019). 

When a researcher utilizes phenomenology, it is difficult for researchers to bracket experiences 

given that most researchers are oriented toward studying a phenomenon due to familiarity with 

the concept (van Manen, 2016b). Hermeneutical phenomenology is an acute exploratory practice 
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of human experiences (Guillen, 2019). Correctly identifying and describing the meaning 

participants bring to a particular phenomenon of interest requires researchers to understand their 

positionality in the ‘always-already,’ which is constantly in flux (Smythe et al., 2008, p. 1321). 

Through the deployment of the hermeneutical circle and constant reflection between the 

experiences of participants and the experiences of the researcher with the phenomenon, 

researchers can adequately interpret a text to arrive at the intended possibilities of participant 

groups (Laverty, 2003).   

Considering the purpose of this study, which was to identify, describe, and interpret the 

phenomenon of interest, I deemed the hermeneutical phenomenological approach appropriate. 

This research allowed the participants to enumerate their understandings and orientations toward 

culturally responsive education, unearthing for the field the potential pitfalls and successes of the 

practice. Furthermore, this research provided the in-service teachers who are participants an 

opportunity to discuss what they deem to be essential to the practice (Gullian, 2019). The 

findings of this study could assist educational institutions in strategically planning professional 

development to enhance the concept, ensuring the equitable and equal education of all students.  

Research Questions 

The research questions are the central element of all research studies. Creswell & Poth 

(2018) posits that qualitative researchers should reduce the study to an overarching central 

question and include several sub-questions, which assists in capturing the fullness of the central 

research question. This hermeneutical phenomenological study follows Creswell & Poth’s 

recommendation and contains One Central Research Question and three Sub-Questions. The 

central research question is stated broadly and seeks to address the phenomenon understudy 

(Creswell & Poth, 2018). The sub-questions provide supporting details to the central question, 
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using the triadic reciprocal framework from social cognitive theory as a guide. 

Central Research Question 

What are the lived experiences of in-service teachers’ perceptions of the concept of 

culturally responsive education? 

Sub-Question One 

What personal factors have influenced in-services’ teachers understanding and 

orientation regarding culturally responsive education? 

Sub-Question Two 

What environmental factors have affected in-service teachers’ understanding and 

orientation regarding culturally responsive education? 

Sub-Question Three 

How do in-service teachers describe behavioral factors that influence their understanding 

and orientation of culturally responsive education? 

Setting and Participants 

In this section, the research setting is described. The research took place in a large 

suburban school district in Florida. In addition, the research participants are granularly discussed. 

The conditions for participation is also discussed, including the sampling method used.  

Setting 

This study sought to identify, describe, and interpret in-service teachers' lived 

experiences toward CRE in a large, urban, and suburban school district in Florida. There are 137 

schools, including 76 elementary schools, 22 middle schools, 17 high schools, 6 alternative and 

exceptional schools, and 16 educational centers. The schools serve 109,100 students. The 

demographics of the students are as follows: 57,823 Whites students (53%), 20,728 Black 
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students (19%), 19,965 Hispanic students (18.3%), 5,455 Multiracial students (5%), 469 Asian 

students (4.3%), and 218 Native American students (.2%). There are 13,384 instructional 

(7,394), support (5,580), and administrative (410) staff in this district. 

Participants  

The participants for this hermeneutical phenomenological study were in-service teachers 

with at least three years of experience in the classroom and who have completed the district 

equity-based training, which included professional development in culturally responsive 

teaching. While pre-service teachers were considered for this study, their experience level was 

deemed insignificant. Sleeter (2011) and others (e.g., Darling-Hammond, 2010; Gay, 2018) have 

described the challenges of preparing pre-service teachers for educating students of color, 

namely because of the limited classroom experiences and knowledge (Miller & Milkulec, 2014), 

among other hindrances. As a result, the inclusion of pre-service teachers is beyond the scope of 

this inquiry. In-service teachers in their first and second years of teaching are also excluded. 

While research has typically utilized five years as a general cut-off for novelty for teachers, the 

evolution from novelty to experienced teachers can vary (Billings et al., 2004). In-service 

teachers with less than three years of experience may not have the requisite experience to 

provide for the problem understudy substantively (Silva et al., 2021; Bettini & Park, 2021; 

Richards et al., 2020; Çakmak et al., 2019; Abacioglu et al., 2019). Retired teachers, 

administrators, instructional coaches, and former teachers who have transitioned from the 

classroom to other endeavors are also excluded from this study. Based on the restrictions, 

purposive and snowball sampling were the most appropriate sampling methods for this study 

(Gall et al., 2007; Creswell & Poth, 2018). 
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Recruitment Plan 

 I initiated my recruitment plan following the approval from Liberty University's IRB. 

Based on publicly available information, and with the assistance of other participants and 

community-based organizations and stakeholders, I recruited in-service teachers who satisfied 

the established requirements for participation in this study, which were: 1) have at least three 

years of service and 2) have completed an equity microcredit, which includes being trained in 

culturally responsive practices. Purposeful sampling provides researchers the ability to select 

participants they deem ‘information-rich’ best to inform the researcher about the problem under 

investigation (Gall et al. 2010, p. 650; Creswell & Poth, 2018). Gall et al. (2010) outlined sixteen 

purposeful sampling methods. Two of these methods were selected to assist with the recruitment 

of participants, which are criterion and snowball sampling.  

 Criterion sampling allows researchers to select cases that fit specific research criteria. 

This study has placed restrictions on participants regarding their years of service and training, 

which validates the use of criterion sampling. In concert with criterion sampling, I used snowball 

sampling or chain sampling. Snowball sampling allows researchers to use the recommendation 

of participants or other insightful persons to recommend cases for the study (Gall et al., 2010; 

Creswell & Poth, 2018). In studies examining CRE, snowball sampling has been a prominent 

sampling method (Ladson-Billings, 1995a, 2009). Since the goal of phenomenology is to 

describe the common meaning of the lived experiences of participants, providing participants, 

other community-based organizations, and stakeholders with knowledge of the phenomenon 

understudy the opportunity to recommend other participants could provide a highly credible 

sample for this study (Creswell & Poth, 2018; Gall et al., 2010; Creswell & Guetterman, 2019).  

 In soliciting the participation of in-service teachers who met the stated requirements for 
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participation in this study, I examined publicly available databases, such as school websites and 

social media sites, such as Facebook and LinkedIn, to determine potential participants. Once 

identified, various means of communication, such as direct messaging and post tagging was used 

to discuss voluntary recruitment with potential participants. In addition, I posted a Microsoft 

Forms link through my social media pages and open-sourced platforms to recruit participants 

within the district for this study. Participants were also solicited with the help of several popular 

social justice-oriented organizations where the school district resides, as well as members of the 

community, to solicit the participation of in-service teachers who fit the criteria.  

 The number of participants in a phenomenological study can vary. It is recommended that 

phenomenological researchers recruit enough participants until data saturation or when 

redundancy occurs, and no new information emerges (Creswell & Poth, 2018; Saunders et al., 

2018; Gall et al., 2010). Similar interpretive phenomenological studies have utilized 10 to 15 

participants (e.g., Firouzkouhi et al., 2022). For this study, 10 participants were recruited. 

Researcher’s Positionality 

Creswell & Poth (2018) explained that researchers bring assumptions to the research 

developed through their educational training, cultural experiences, interactions with scholarly 

and non-scholarly works, and their interactions within their communities. A researcher's 

positionality influences why researchers choose a particular method and topic of study and 

potentially impacting research results (Holmes, 2020; Rowe, 2014). In qualitative research, 

scholars are encouraged to understand these underlying philosophies and write about them in 

their research (Creswell & Poth, 2018). In this section, I present the interpretative framework, 

philosophical assumptions, and role I will play in the research, providing a clear understanding 

of what has brought me to this study.  
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Interpretive Framework 

The research paradigm or interpretive framework I used in this study is the 

transformative framework. I selected this framework because of my beliefs, values, and, most 

importantly, my lived experience as a Black man in America. I understand that the long arch of 

history has shown that knowledge is not a neutral object (Creswell & Poth, 2018). Instead, 

knowledge reflects the hegemonic power structure, which often seeks to exclude or erase the 

perspectives and voices of historically marginalized groups. I believe that research in this vein 

should be used to improve the condition of marginalized communities, particularly in spaces and 

places such as educational institutions, which have long underserved members of historically 

othered groups, despite the ubiquitous nature of concepts such as equity and culturally 

responsive education (Ladson-Billings, 2006b). It is my firm belief that this research study will 

provide one step toward improving the educational outcomes of historically marginalized 

students while providing all other students with broader cultural elements. 

Philosophical Assumptions 

The philosophical assumptions can also be confusing for emerging scholars, but they 

need not be. Unlike the research paradigms or interpretive frameworks, philosophical 

assumptions tend to be consistent throughout a scholar’s life because these center on values and 

belief systems within individuals. Articulating your positionality on the philosophical 

assumptions spectra aids the reader in understanding the lens through which you view the world 

and, as such, how you approach your research. There are three philosophical assumptions that 

will need to be addressed in your dissertation, ontological, epistemological, and axiological. 

Ontological Assumption 

The ontological assumption provides insight into how the researchers view the nature of 
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reality (Creswell & Poth, 2018). The ontological views can range from viewing reality as a fixed 

and stable phenomenon that is measurable to accepting multiple realities that are socially 

constructed through individual experiences. I accept the notion of multiple realities, particularly 

with the phenomenon under study. American society attempts to paint a homogenous cultural 

existence, and it is clear to me that homogeneity does not exist. No cultural, racial, or ethnic 

group in America has the same experiences. While various phenomena, such as poverty, can be 

perceived and considered similar, how different cultural, racial, and ethnic groups experience 

poverty can be starkly different. I find a similar example with religion. Although Christianity is 

the predominant religion in America, each person's relationship with God and what brings them 

to accept His existence, or lack thereof, differs. Further, how a Catholic or Baptist may profess 

their love of God is inherently different.  

I view my position in this study to be an objective seeker of knowledge and truth, which 

must be firmly rooted in understanding how participants navigate the nuances of their identities. 

In addition, I seek to understand the role of the historical and social construction of participants' 

identities, which I believe is essential to understanding the essence of the phenomenon under 

study. The development of participants' beliefs and values lies through these historical and social 

constructions of identities and, in turn, can provide keen insight into the phenomenon under 

study. In conducting this hermeneutical phenomenology, I firmly believe that ascertaining an 

understanding of the phenomenon requires understanding the triadic reciprocal bidirectional 

relationship between participants' beliefs, the environments they construct or engage within, and 

their behaviors. 
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Epistemological Assumption 

A central goal of qualitative research is to lessen the distance between the researcher and 

that which is being researched (Creswell & Poth, 2018). I will get as close as possible to the 

research participants to co-construct reality shaped by the individual experiences of those being 

researched (Creswell & Poth, 2018). I will ensure that each participant's voice and perspective 

are included in the research finds. I will be careful to ensure that the minimization of the 

objective separateness through developing rapport with the participants does not compromise the 

role of the researcher (Guba & Lincoln, 1988). 

Axiological Assumption 

 In a qualitative research project, researchers are encouraged to express the value-laden 

nature of the study explicitly, reporting their values, beliefs, and biases to their readers (Creswell 

& Poth, 2018). By explicitly reporting their values, beliefs, and biases, qualitative researchers 

can bracket these to gain the best possible information for their studies effectively. As such, I 

recognize my position as a member of a historically marginalized group, the African American 

community. I am strongly tied to and aware of the historical, social, and economic debts owed to 

the community, primarily in the educational sector and within society writ large (Ladson-

Billings, 2006b). My educational background in history has given me a keen awareness of 

similar historical, social, and economic debts owed to other historically marginalized 

communities. My professional experience as a classroom teacher, instructional coach, and 

administrator has firmly ingrained the philosophy of being a culturally competent and humble, 

equity-minded practitioner who seeks to address and lessen the prevailing opportunity and access 

gaps in contemporary education.  

 As a dedicated, culturally responsive practitioner, I am drawn by wonder to the inability 



74 
 

 
 

to implement CRE (Van Manen, 2016a). My desire to contribute to the field to improve 

culturally responsive practices for historically marginalized students, centering the voices of their 

ancestors, the triumphs, and tribulations of their cultural, racial, and ethnic histories, and 

expanding the mindsets and cultural competencies and humility of non-global majorities, 

provides the nexus of this investigation. It is my great hope that this study serves as one point in 

the constellation of studies engaging the topic of culturally relevant, responsive, or sustainable 

pedagogy to improve the educational opportunities for students of historically marginalized 

communities who are still awaiting their culturally responsive educators. 

Researcher’s Role 

In qualitative research, the researcher is viewed as the primary instrument of the study. 

Creswell & Poth (2018) pointedly explained that the researcher must know and understand their 

role as the human instrument. I have spent my entire career in education, serving as a classroom 

teacher, instructional coach, and administrator. My entire career has been dedicated to ensuring 

my students, particularly those who are members of the global majority, have both access and 

opportunity within the walls of my classroom and, in my leadership capacity, throughout the 

schools and district I served. My vehicle of choice for accomplishing these tasks included 

learning and spreading the power of culturally responsive education. As a classroom teacher, I 

believed that all teachers contained and exhibited the same passion, compassion, knowledge, and 

know-how to implement culturally responsive practices within their respective classroom spaces. 

I quickly realized the dearth of understanding, the shallowed depth of knowledge, and, frankly, 

the cultural competence malpractices, resulting in incidences of microaggressions, microassaults, 

microinsults, and microinvalidations, and more pointedly, school violence committed against 

students of color (Johnson et al., 2019; Hammond, 2015). These various forms of school 
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violence came in the form of Carlisle-like disciplinary practices, which otherized and 

marginalized students of color and further engrained school sites as locations of trauma, stripping 

away the joys and opportunities for and in learning and schooling (Edmin, 2016; Morris, 2016; 

Venet, 2020; Muhammad, 2020). I was further entrenched in my desire to turn the travesties I 

witnessed into triumphs by continuously learning and growing personally and training and 

developing the teachers under my purview to engage in the best available equity practices, such 

as culturally responsive education.  

I am aware that my biases can impact my ability to collect data. Moustakas, following the 

intellectual architecture of others, foresaw the potential of conflict and encouraged researchers to 

bracket the pre-judgmental biases they may bring to a research study, which he called epoché 

(1994). As a culturally relevant practitioner and a Black man, I find it challenging to accomplish 

epoché effectively. Phenomenological researchers’ beliefs and attitudes toward the phenomenon 

of interest can make bracketing their experiences a futile exercise (van Manen, 2016a). 

Researchers should make their beliefs, values, biases, assumptions, and presuppositions explicit, 

coming to terms with these typically invisible entities to hold them at bay (van Manen, 2016a). 

Understanding and accepting van Manen's advice is one of the reasons I chose to conduct a 

hermeneutical phenomenology. I will follow the best practice to journal throughout the 

researcher process to best accomplish making my biases known (Creswell & Poth, 2018; 

Saldaña, 2020). As the primary objective of phenomenological inquiry is for the researcher to 

turn themselves towards the phenomenon in question, I firmly believe that by journaling, I will 

ensure the data is not negatively affected, and a fresh perspective is provided for the readers of 

this research (Moustakas, 1994; van Manen, 2016a, 2016b).  

I am an educational leader at a school in the Mid-Atlantic region of the United States. I 
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also served as an educational leader within the district this study will occur. For ethical 

considerations, I excluded any participant who was once under my purview. 

Procedures 

This section discusses the required permissions to conduct the study. Liberty University 

requires candidates to receive approval from the Institutional Review Board before beginning a 

research study. An application will be submitted (Appendix A). Following approval, participant 

recruitment, data collection, and analysis will commence. For participant in this study, 

participants must understand and sign a letter of consent. The letter is in Appendix B of this 

manuscript.  

Data Collection Plan 

This study utilized the hermeneutical phenomenological research design to describe and 

interpret the lived experiences of in-service pre-service teachers toward the concept of culturally 

responsive education. Once this research was approved by Liberty University’s IRB, the data 

collection process begun. Three data collection methods were used for this study, which are 

interviews, focus groups, and protocol writing. Using these three methods, triangulation was 

achieved to validate the study’s findings (Gall et al., 2007). A survey/questionnaire was used to 

capture the demographic information on each participant. Each data collection method will be 

described in the following sections. The data analysis process for each and the data synthesis 

procedures will also be discussed.  

Questionnaire 

A questionnaire was used to gather essential demographic information. The questionnaire 

was not used to collect vital information regarding the phenomenon of interest. The sole purpose 

of the survey was to ensure that participants meet the qualifications to engage in the research 
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study. The questionnaire was completed using a Microsoft Forms document. 

 

Individual Interviews 

The interview is typically the primary method of data collection in phenomenological 

studies (Moustakas, 1994). In the hermeneutical phenomenological lens, interviews have a 

similar procedural form as other social and human science disciplines. Phenomenological 

interviews differ methodologically and in purpose (van Manen, 2016a). Scholars have described 

two different purposes of the interview. Interviews serve as an information-gathering source to 

gain a deeper, more meaningful understanding of the phenomenon while simultaneously serving 

as a mechanism for developing a casual relationship with the interviewee to gain the meaning of 

the phenomenon (van Manen, 2016a). 

When planning and engaging in interviews, researchers should remain faithful to and 

focused on the object under study (van Manen, 2016a). Prior to engaging in choosing an 

interviewing protocol or developing interview questions, I reviewed the recommendations of van 

Manen, ensuring the interview questions focused on capturing the lived experiences rather than 

mere opinions, interpretations, perceptions, or any other psychological, engendered, or 

ethnographic descriptions (2016a).  

A semi-structured life world interview using an interview protocol was used (Brinkmann 

& Kvale, 2015; Creswell & Poth, 2018). While researchers are caution against using ready-made 

questions, using a protocol, and scripting questions ensures standardization (van Manen, 2016a, 

p. 67). I remained flexible and patient, strategically using silence and follow-up, structuring, and 

probing questions to allow participants to gather their thoughts and describe their experiences 

(Moustakas, 1994; van Manen, 2016a). Microsoft Teams was used to conduct the interviews in a 
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one-on-one format to ensure the appropriate climate for honest and open dialogue (Brinkmann & 

Kvale, 2015).  Interview questions are located below in Table 1, as well as Appendix C.  

Table 1 

Individual Interview Questions 

 

Introductory Questions 

1. Please tell me your name and more about 

yourself.  

2. How did you venture into teaching?  

 

 

 

What are the lived experiences of in-service 

teachers concerning the concept of culturally 

responsive education? 

(CRQ) 

3. Please tell me when you were introduced to 

culturally responsive education and how did 

you learn about it?  

4. Describe your feelings, in detail, of how you 

perceived culturally responsive education.  

5. Explain your understanding of culturally 

responsive teaching.   

6. Describe your experiences implementing 

culturally responsive education in your 

classroom.   

 

 

What personal factors have influenced in-

services’ teachers understanding and 

orientation regarding culturally responsive 

education? 

(SQ1) 

7. In your own words, in detail, explain how you 

developed your sense of mission in servicing 

students of color?  

8. Describe how your personal beliefs and 

values have impacted your ability to service 

students of color?  

9. Describe in detail how your racial, ethnic, and 

cultural background have affected your ability 

to implement CRE?  

 

 

 

 

What environmental factors have affected in-

service teachers’ understanding and 

orientation regarding culturally responsive 

education? 

(SQ2) 

10. Describe the community you grew up in.  

11. Describe the community where you live. 

12. What other communities do you interact 

within?  

13. Please explain the school context where you 

work? 

14. How do you view the differences between the 

community you grew up in, currently live in, 

and the school context that you work within? 

15. Describe how you incorporate the 

communities that you are familiar with and 

the school context you work within in your 

classroom?  

 

How do in-service teachers describe 

behavioral factors that influence their 

understanding and orientation of culturally 

responsive education? 

(SQ3) 

16. How would you describe your commitment to 

equality, equity, and social justice? 

17. Describe, in detail, how you utilize the racial, 

ethnic, and cultural backgrounds of your 

students in your classroom? 

18. Describe how you include nonmainstream 

knowledge into the curriculum?    
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The interview contained eighteen (18) scripted questions. The first two questions were 

introductory. While a questionnaire was used to gather demographic information, these questions 

can provide additional information for me to consider. The initial questions allowed the me to 

build a rapport with the participant and create an open space for honest dialogue (Brinkmann & 

Kvale, 2015). Questions three through six were related to the central research question. These 

questions were specifically oriented toward the object to capture its essence (van Manen, 2016a).  

 The remaining questions were based on the triadic reciprocal framework, providing 

deeper insight into the participants' lived experience toward the object. Questions seven through 

ten oriented the researcher toward the personal determinants of the in-service teacher about their 

understanding and orientation toward the object. Nieto's (2005) attitudinal qualities were used to 

structure the personal determinant questions. Questions eleven through fourteen relate to the 

environmental determinants of the in-service teacher. The questions were based on Bandura's 

(2001) descriptions of the select, constructed, and imposed environment human agents operate. 

The final questions, sixteen through eighteen, focused on the behavioral determinant, 

representing the in-service teachers' actions, choices, verbal statements, and achievement 

(Bandura, 2001). 

Individual Interview Data Analysis Plan 

 The interviews were transcribed using the Artificial Intelligence software on Microsoft 

Team's platform. Validation of the transcription took place by participants and myself, making 

any necessary changes as required. After transcription and validation by participants, the text 

was transferred to a Microsoft Excel spreadsheet, where data analysis occurred.  

 A thematic coding approach was implemented. In hermeneutical phenomenology, there 
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are three approaches to thematic mapping, wholistic or sententious, selective or highlighting, and 

detailed or line-by-line approaches (van Manen, 2016a). The selective approach was chosen. The 

selective approach requires re-reading the passages several times, asking myself, "What 

statement(s) or phrase(s) seem particularly essential or revealing about the phenomenon or 

experience being described?" (van Manen, 2016a, p. 93, italicized in the text). The highlights of 

each participant's words or short phrases was coded. Codes were categorized, reflect upon, 

refined, and recategorized as appropriate. Codes were translated into themes, focusing on the 

phenomenon's essence (Saldaña, 2021). 

Focus Groups 

A focus group was used as another data collection method. Researchers using 

phenomenological methods have viewed focus groups as an acceptable data collection method, 

particularly for interpretive phenomenology (Bradbury-Jones et al., 2009; Amendola, 2013; 

Jones et al., 2013). Focus groups can provide a rich set of experiences, providing essential 

insight into the phenomenon under study, as the interactions within focus groups can make the 

phenomenon come to life (Palmer et al., 2010; Halling et al., 1994). Given the power of focus 

groups, I utilized this data collection method in this research study.  

After all individual interviews have been conducted, participants were invited to 

participate. Four participants engaged in the focus group. The focus group questions were 

structured similarly to the interview questions, centering on the phenomenon and the reciprocal 

relationships observed and heard. To ensure the environment's neutrality and participants' 

comfort, I avoided using what can be perceived as hyper-personal questions (Brinkmann & 

Kvale, 2015). A focus on items that are shared experiences amongst the participants were 

adhered. Some participants chose to share more intimate details in the group setting. As a result, 
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the necessary space, reverence, and grace required for courageous conversations was provided 

(Singleton, 2020).  

The focus group took place on Microsoft Teams. Ethical considerations were made 

during the focus group to respect the dignity of the persons participating (National Commission 

for the Protection of Human Subjects of Biomedical and Behavioral Research, 1979). Two 

methods are used to add comfort for ascertaining an honest and open dialogue. Participants used 

pseudonyms and kept their cameras off during the interactions. The focus group questions are 

below in Table 2, as well as Appendix D.  
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Table 2 

Focus Group Interview Questions 

 

Introductory Questions 

1. What are the reasons you became a teacher?  

2. What are the reasons you chose to earn your equity-

microcredit?   

 
 

What are the lived experiences of 

in-service teachers concerning the 

concept of culturally responsive 

education? 

(CRQ) 

3. Please describe when and how were you first 

introduced to culturally responsive education? 

4. Describe in detail your understanding of culturally 

responsive education?  

 

What personal factors have 

influenced in-services’ teachers 

understanding and orientation 

regarding culturally responsive 

education? 

(SQ1) 

 

5. How do you describe your role as a culturally 

responsive practitioner?  

6. Explain how your cultural, racial, and ethnic 

identities have impacted your ability to implement 

CRE? 

 

What environmental factors have 

affected in-service teachers’ 

understanding and orientation 

regarding culturally responsive 

education? 

(SQ2) 

7. Explain in detail, how the communities that you 

grew up in have influenced your ability to 

implement CRE? 

8. Describe how the context of your school setting has 

influenced your perception of and ability to 

implement CRE?  

9. Explain your perception of the political climate and 

its impact on CRE?   

 

 

 

How do in-service teachers 

describe behavioral factors that 

influence their understanding and 

orientation of culturally responsive 

education? 

(SQ3) 

 

10. Describe how have navigated the current political 

climate to implement CRE? 

11. Explain how you navigate the use of scripted 

curriculum to implement CRE? 

12. Explain your perception of teachers’ roles in 

developing students’ sociopolitical consciousness?  

13. Describe how you have implemented the CRE in 

your classrooms?  
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The focus group interview contained thirteen (13) scripted questions. Like the individual 

interview, the central research question, and the sub-questions are connected. The first two 

questions were introductory, designed to develop and present the participants' commonalities and 

create a welcoming environment for honest, open dialogue. Questions three through five were 

oriented toward the object of culturally responsive education. These questions surfaced 

participants' understandings and perspectives toward the concept. The remaining questions were 

based on Bandura's (2001) triadic reciprocal framework. 

Focus Group Data Analysis Plan  

After completing the focus group, transcription occurred. The accuracy of the 

transcription was conducted. Participants were also able to validate the transcript, ensuring its 

accuracy. After transcription and validation, the data was transferred to a spreadsheet for 

thematic analysis. When analyzing the data, a wholistic or sententious approach was be used to 

explore the "main significance of the text as a whole" (van Manen, p. 93, italicized in the original 

text). During the coding process, I used analytic memoing to reflect on the transcribed data. 

Words and phrases that give rise to meaning are ascribed codes (Saldaña, 2021). The codes were 

reflected upon, recoded as necessary, and placed in categorized groups. Categories were 

reviewed and recategorized as necessary. I evaluated the categories to obtain the themes. Themes 

were used for further interpretation and synthesis. 

Protocol Writing Prompt  

 Protocol writing allows researchers to grasp the essence of participants' lived experiences 

(Moustakas, 1994). The primary point of the protocol writing is to elicit descriptions through 

rich, textual descriptions (van Manen, 2016a). The participants were provided with one scenario-

based prompt, which is based on textual descriptions of successful CRE practices (e.g., Ladson-
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Billings, 2009). The scenario was reviewed by several external consultants familiar with the 

central phenomenon for validation (Patino & Ferreira, 2018). These external consultants include 

two scholars, eight classroom teachers, three administrators, and two instructional coaches. The 

writing prompt allowed participants to describe, at length, their experiences and orientation 

toward the object. The protocol writing will take place prior to interviewing participants. The 

protocol writing prompts are located below in table 3, as well as Appendix E. 

Table 3 

Protocol Writing Prompts  

 

 

 

 

 

 

 

 

What are the lived experiences of 

in-service teachers concerning the 

concept of culturally responsive 

education? 

(CRQ) 

Writing Prompt 

 

Imagine you are teaching a class in the district you 

serve. The class is comprised of 5 White students, 5 

Hispanic students, 5 Black students, 5 Asian-Pacific 

Islander students, and 2 multiracial students, and 1 

indigenous student. The lesson, which is prescribed by 

your district and aligned to your state’s learning 

standards, describe many accomplishments of famous 

White Americans. During the lesson, one your student 

of color exclaims: “This has nothing to do with us. Why 

do we have to learn about these white people.” Several 

other students of color agree.  

 

Writing Prompt (250-500 words) 

Based on this scenario, and reflecting on your 

experience as a culturally responsive practitioner, how 

would you respond to the concerns of your students of 

color?  
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Protocol Writing Analysis 

The participants completed their protocol writing using Microsoft Forms. After participant 

submission, the data was transferred to a spreadsheet. I utilized the detailed or line-by-line 

thematic method, asking myself, "What does this sentence or sentence cluster reveal about the 

phenomenon or experience being described" (van Manen, 2016a, p. 93)? During the analysis, I 

used analytic memoing (Saldaña, 2021). I identified codes to represent the meaning of the 

writings. I reread the writings, reflect on the codes, and recoded when and where necessary. 

Codes were placed into categories, reflected upon, and reclassified as necessary. Categories were 

transformed into themes and analyzed and interpreted for meaning. 

Data Analysis  

The data was synthesized to capture the unified essence of the phenomenon as 

experienced by participants (Moustakas, 1994). Using the hermeneutical circle, I critically 

sought to understand the data's parts and whole. The text spoke and provided the answers to 

questions that could arose. I viewed each piece of data individually and then collectively, 

revealing a narrative of the participant's experiences with the phenomenon (Ajjawi & Higgs, 

2007). Through continuous reflection upon van Manen's (2016a) four existential lived 

experiences -- spatiality, corporeality, temporality, and communality (p. 101-107) -- I remained 

oriented to the phenomenon under study, avoiding tainting the findings with my biased 

inclinations. Analytic memoing was used throughout the data synthesis process to reveal and 

bracket my biases (van Manen, 2016a; Saldaña, 2020).  

The wholistic approach was determined as the best approach in synthesizing the data 

(Ajjawi & Higgs, 2007; van Manen, 2016a). The previously conducted thematic analysis was 

used to form a cohesive thematic structure by searching for commonalities among the emergent 



86 
 

 
 

themes. This new cohesive thematic structure assisted in addressing the central research question 

and sub-questions through the theoretical framework on which these questions were based. 

Trustworthiness 

Qualitative researchers must ensure the validity of their study. Creswell & Poth (2018) 

described the validity of qualitative studies as trustworthiness. Several conceptual methods that 

mirror quantitative measures assist qualitative researchers in establishing trustworthiness, which 

are reflexivity, confirmability, credibility, dependability, and transferability (Lincoln & Guba, 

1985; Korstjen & Moser, 2018). In this section, a description of how I accomplished these five 

aspects of trustworthiness is presented. 

Reflexivity 

Reflexivity encourages researchers to remain reflective throughout the research process 

(Korstjens & Moser, 2018). The researcher knows their positionality and privilege during the 

research project (Lopez et al., 2021). Numerous approaches, such as journal keeping, are 

recommended to remind and bring awareness to one’s personal biases (Korstjens & Moser, 

2018). For this study, I adopted the narrative practice approach, in addition to analytic memoing, 

which allowed me to maintain a journal throughout the research study to maintain an awareness 

of my position at each stage of the study's progression (Lopez et al., 2021; Saldaña, 2021). I 

believe this reinforced the standards posited by van Manen (2016a), continuously reorienting 

myself back to the phenomenon of interest. 

Credibility 

When researchers accurately present and interpret the data and the participant's views, the 

research has credibility (Polit & Beck, 2012). There are several strategies for ensuring the 

credibility of research, including prolonged engagement, peer debriefing, triangulation, and 
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member checking. I utilized these four methods would ensure the credibility of the findings.  

Prolonged Engagement  

The primary data collection method in phenomenological inquiry is the extended 

interview (Moustakas, 1994). Interviewing is an example of prolonged engagement as the 

researcher invests significant time with participants to gather rich data (Seidman, 2019; 

Korstjens & Moser, 2018). During the interview, the distance between myself and the 

interviewee was closed by establishing a rapport and gaining insight into their inclinations and 

dispositions (Brinkmann & Kvale, 2015; Creswell & Poth, 2018). While scripted questions were 

developed, I remained flexible to allow the participants to share their whole experience with the 

phenomenon, capturing detailed, thick descriptions of the participant's experiences with the 

phenomenon (Brinkmann & Kvale, 2015; Moustakas, 1994). 

Peer Debriefing 

Peer debriefing is a process where the researcher seeks the advice of a colleague or 

outside research consultant to play "devil's advocate" (Creswell & Poth, 2018, p. 263). The 

colleague or outside consultant asks difficult questions to the researcher, challenging all aspects 

of the research. In this study, I utilized several individuals beyond my dissertation committee to 

serve as peer reviewers. The peer reviewers included individuals familiar with the phenomenon 

under investigation. The peer reviewers and I analyzed whether the findings align with the 

central question and sub-questions during this process (Creswell & Poth, 2018). 

Triangulation  

This study utilized three different data collection methods to ensure the credibility of the 

findings. The three data collection methods included interviews, focus groups, and protocol 

writing. Using at least three different data collection methods assisted in achieving triangulation 
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(Korstjen & Moser, 2018). Triangulation should not be used to oversimplify the complexity of 

the data collected (Scott & Morrison, 2005). Instead, triangulation was used to see the 

convergence of the data to describe how the phenomenon was experienced by the participants 

(Bickman & Rog, 2009) 

Member Checking  

Lincoln & Guba (1985, as cited in Creswell & Poth, 2018) considered member checking 

one of the most critical aspects of establishing credibility. In member checking, the researcher 

seeks the participants' feedback on the findings' accuracy and credibility (Creswell & Poth, 

2018). Member checking was used during the transcription of interviews and focus groups, 

thematic analysis, and after the peer debriefing process. Participants had one week in each phase 

to review the data pieces and a rough draft of the overall findings. Participants only reviewed the 

aspects specific to their accounts (interviews and writing protocol) and experiences during the 

interview process (focus groups). 

Participants had opportunities to communicate with me via email or teleconference to 

discuss their thoughts and perspectives at the various stages. Based on these conversations, 

adjustments were made as necessary. By engaging in this rigorous process, the credibility of the 

study's findings was ensured. 

Transferability  

Transferability refers to how results from a qualitative study can be applied to other 

contexts (Korstjens & Moser, 2018). A qualitative study will only meet this criterion if the 

results have meaning to those not involved (Cope, 2014). Transferability is beyond my control, 

given that I cannot know the reader's circumstances at the time of the review of this work. 

However, my ability to provide rich, thick descriptions of the phenomenon under study increases 
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the likelihood of the transferable nature of those who choose to read this study (Korstjens & 

Moser, 2018).  

Transferability of this study was increased in several ways. Multiple purposive sampling 

methods were used to capture the experiences of participants who are both familiar with and 

sympathetic toward the phenomenon of culturally responsive education. Detailed accounts of the 

participants' demographic and teaching sites were described, allowing readers to see themselves 

and the sites they serve while reading this research. Rich, thick descriptions were presented, 

providing readers with keen insight into the participants' experiences with the central 

phenomenon. The sampling method and detailed accounts of demographics, sites, and 

experiences, ensures that readers have enough context and content to make a "transferability 

judgment" about whether this research applies to their context (Korstjens & Moser, 2018, p. 

122).  

Dependability  

Dependability relates to the stability of findings over time (Korstjens & Moser, 2018). 

The findings would be dependable if the findings were replicable under similar conditions (Cope, 

2014). To ensure the dependability of the findings, a close and consistent relationship was 

maintained to this study's research method, hermeneutical phenomenology. By thoroughly 

describing the procedures of this study, the conditions for replication have been established by 

providing step-by-step processes of sampling, interviewing, conducting focus groups, 

implementing protocol writing assignments, and methods of credibility. An audit trail was 

maintained, which is required by Liberty Universities IRB and the dissertation committee. 
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Confirmability  

The confirmability of this research was ensured in each step of the research process by 

engaging in reflexivity, utilizing method triangulation, and maintaining an audit trail. The use of 

analytical memoing and narrative accounts assisted in managing my positionality and privilege 

during the research process (Saladaña, 2021; Lopez et al., 2021). Understanding that the 

fundamental problem of phenomenological inquiry is knowing too much about the phenomenon, 

memoing and journaling throughout the research process allowed the me to remain focused on 

the phenomenon of interest (van Manen, 2016a). While I used memoing and journaling to 

bracket my lived experiences during the process, I elected to make my biases known within the 

findings. I remained neutral during all participant interactions, especially interviews and focus 

groups, to ensure the participant's voices and experiences would be elucidated and illuminated 

during all interactions, resulting in rich, detailed accounts of the phenomenon under 

investigation. This research was not conducted without the approval of Liberty University's IRB. 

All documentation and data will be maintained as required to ensure a detailed audit trail is 

present.  

Ethical Considerations 

 When designing this study, a heightened awareness of ethical considerations, specifically 

the respect of persons, concerns for welfare, and justice (Creswell & Poth, 2018; National 

Commission for the Protection of Human Subjects of Biomedical and Behavioral Research, 

1979). Ensuring the ethical nature of the study required engaging in the IRB process. No aspect 

of the study begun until after the required approval by Liberty University's IRB. Upon approval, 

selected participants were debriefed on the risks and benefits of engaging in this research. 
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Participants read, comprehended, and sign the informed consent form before participating in this 

study.  

After gaining approval, reviewing the risks and benefits, and receiving the signed informed 

consent forms, the data collection process begun. To ensure the respect and concerns of persons 

involved in this study, participants were ascribed with pseudonyms or aliases, creating a layer of 

safety and security for all involved. The equity of the voice of participants was considered by 

including many encounters with the phenomenon under study, providing multiple perspectives 

from the participants. All data collected during this study was protected by utilizing password-

encrypted computer hardware to store all data. Data will be stored for three years, as required by 

Liberty's IRB, after which it will be destroyed to preserve the confidentiality of all involved. 

Permissions  

Beginning this study requires approval from the Institutional Review Board (IRB) at 

Liberty University. Once final approval was received, the study proceeded with participant 

recruitment and data collection. Before participation, participants were required to read, 

understand, and electronically or physically sign the informed consent permission required for 

the data collection process. Once IRB approval was received, the approval letter was placed in 

Appendix A. The approved informed consent document is in Appendix B. Physical site 

permissions are not required for this study, as a formal school entity, its resources or personnel, 

was not used to solicit or gather information regarding the participants. Publicly available 

information and social modalities (e.g., Facebook, LinkedIn, etc.), as well as the 

recommendation of participants and community-based stakeholders were used to obtain access 

and information about participants in this study. 
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Summary 

Chapter Three explained the selection of the research method utilized in this study, 

hermeneutical phenomenology. A justification for using van Manen's (2016a) phenomenological 

method was provided, explicitly citing the interest in describing and interpreting the lived 

experiences of in-service teachers with the phenomenon under study, culturally responsive 

education. The setting, participants, and research procedures for this study are presented. The 

study will take place in a large school district in Florida. The participants for this study will be 

in-service teachers with at least three years of experience and training in equitable practices. 

Criterion and snowball sampling will be used to select participants for this study. Three data 

collection methods – interviews, focus groups, and protocol writings, will be used. Chapter 

Three outlines the various approaches to the hermeneutical circle that I will engage in to analyze 

and synthesize the data. The areas of trustworthiness – credibility, dependability, confirmability, 

and transferability, and the ethical considerations were also addressed. 
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CHAPTER FOUR: FINDINGS 

Overview 

This study utilized the hermeneutical phenomenological method to identify, describe, and 

interpret the lived experiences of in-service teachers' perceptions of and orientations toward 

culturally responsive education. The social cognitive theory's triadic reciprocal framework was 

the theoretical lens applied to evaluate the participants lived experiences. Chapter Four presents 

the findings produced through the data analysis process. The participants are introduced in this 

chapter with their voices and perspectives shown through the themes discovered during this 

study. The research questions are answered. Chapter Four concludes with a summary.  

Participants 

The participants for this study were in-service teachers with at least three years of 

classroom experience and training in equitable practices, which included some form of culturally 

responsive education. The participants were recruited using snowball sampling, and then 

criterion sampling. Several social media programs and social justice-based organizations were 

utilized for recruiting participants. Ten (n=10) participants agreed to participate in this study. 

Participants ages varied from 25 to 54, working in schools ranging from elementary to high 

school that were spread throughout all school districts regions. The contexts of the schools where 

participants served ranged from highly affluent to extreme poverty. The participants were highly 

educated, mostly earning masters degrees and teaching a variety of subject matter in schools. The 

demographic makeup of the sample was primarily white females (60%). Table 4 and Appendix F 

for participant information. 
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Table 4 

Participants 

Participant 

Name 

Race Sex Age Years of 

Service 

Grade 

Level 

Subject Degree 

Attainment 

Johnathan* 

 

W M 45 – 54 3 – 5  Middle Social 

Studies 
 

Bachelor 

Taylor  W F 35 – 44 15 – 20  Middle Math Bachelor 

Sally  W F 25 – 34 6 – 10  Elementary ESE Master 

Makayla  

 

B F 45 – 54 15 – 20  High ELA Master 

Betsy^ W F 45 – 54 25 – 30 Elementary ESE Master 

Shobaa  A F 45 – 54 5 – 10  Middle Math Master 

Morticia  

 

W F 25 – 34 10 – 15 Middle Social 

Studies 
 

Ph.D. 

Maya  

 

 

B F 25 – 34 5 – 10 Elementary All Master 

Emily  

 

 

W F 35 – 44  Middle  Math Master 

Marcus  B M 35 – 44  Middle 

School 

English Master 

*Johnathan works in a parochial school affiliated with the Catholic Church.  

^Betsy is currently a Hospital Homebound teacher. Hospital Homebound is the most restrictive environment. 

Betsy’s population and school context varies in terms of age and severity of illness and disability. 

 

Johnathan  

Johnathan is a white man and middle school social studies teacher at a parochial school. 

He transitioned to teaching after a brief military and marketing career. Certified in social studies, 

Johnathan has a pragmatic view of the world. Jonathan believes his military experiences and 

upbringing gave him a foundation for serving a diverse student population. The political climate 

and recent life events have challenged his politically moderate and religiously conservative 

dispositions, leading to a more liberal social attitude, especially toward issues in the LGBTQIA+ 
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community. Johnathan’s interest in CRE began during the first year of his transition into 

education when he was paired with what he considers to be an expert, culturally responsive 

practitioner.  

Taylor  

Taylor is a white woman who feels it was preordained for her to become a teacher. She 

teaches mathematics and has experience working in two middle schools that were very different 

from each other. One school had predominantly Black students, while the other was mainly 

white and wealthy students. Taylor began her culturally responsive journey throughout informal 

conversations about equity and excellence. Taylor strongly believes that it is essential to 

recognize and cater to the needs of students of color, especially in predominantly white 

environments.  

Sally  

Sally, a young white woman, developed her sense of social justice early. Sally 

experienced two traumatic events in her teenage years that shaped her worldview. The first 

involved the negative racial attitudes she experienced from her stepfather, particularly when she 

engaged in an interracial relationship in middle school. The second was watching the life of a 

dear friend spiral out of control following a juvenile arrest for merely playing a children's game. 

Sally believes that the humanity of individuals, regardless of race, creed, religion, or sexual 

affiliation, should be honored and respected.  

Makayla  

Makayla, a Black woman, considers herself to be an accidental teacher. She wanted to 

follow in her mother's footsteps to become a librarian. However, her love for children and 

passion for teaching led her into the classroom to teach English. Before her awareness of equity 



96 
 

 
 

and culturally responsive education, Makayla was practically unaware of the needs of students of 

color in school, as she was sheltered within her middle-class lifestyle within a rapidly 

diversifying community. However, she was subconsciously aware of the numerous systemic 

injustices. Makayla held a boot-strap mentality until she engaged in critical self-reflection 

through various equity training. Makayla forced herself to juxtapose her upbringing with the 

realities faced by the young people she served, revealing her biases and personal inclinations that 

assisted in reifying hegemonic social norms.  

Betsy  

 Betsy, a middle-aged white woman with over 25+ years of experience, had a life goal of 

becoming an educator. Since she was a child, Betsy found inventive ways to practice her skills 

teaching, taking "Dittos" home from school and instructing her sister to complete the task. Betsy 

developed an awareness of becoming more culturally conscious and competent after her 

marriage to her ex-husband, but more specifically after the birth of her biracial child. Her role as 

an ESE instructor of children with severely emotionally disturbed behaviors (EBD), mostly 

Black male students, prompted her to develop skills best to serve her students' academic and 

socio-emotional needs. As a hospital homebound teacher with moderately progressive political 

convictions, Betsy believes that diverse representations of her students in the curriculum and the 

corresponding instructional actions ensure their learning. 

Shobhaa  

 Shobhaa is a middle-aged Indian woman who immigrated to the United States in the early 

2000s. She is a product of a family of educators, a prominent role in Indian society. Upon her 

immigration, Shobhaa became a teacher, primarily as a tool to properly prepare her children to 

succeed in the American educational system. The student-centered nature of the American 
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educational system fueled Shobhaa's curiosity to develop a pedagogy that ensures equity and 

social justice become a reality rather than a figment of our collective imagination. 

Morticia  

Morticia, a biracial woman with Hispanic heritage but white-passing, ventured into 

teaching by happenstance. Working as a bartender, Morticia was encouraged to enter the 

teaching profession. She began her career in a charter school that introduced her to culturally 

responsive education. Challenged by a colleague of color to investigate her white experience and 

privilege to best service the population of students she was to encounter, Morticia quickly 

realized the need to provide her students with a meaningful educational experience to assist in 

their academic success. A strong progressive with training in conflict resolution, Morticia is 

firmly rooted in her belief in creating a society that ensures that no person is denied the 

privileges and benefits of being an American citizen, using education as her tool of 

enlightenment. 

Maya  

 Maya, a Black woman, is a 5th generation educator. Reared in a middle-class community, 

Maya grew up knowing the value of education. Understanding her lineage, Maya entered the 

family business eager to make a difference, particularly for Black and brown students. However, 

unlike most of her family who were high school educators, Maya decided it was best for her to 

make an impact at the elementary level. She began her career at a Title I school in a 

predominately Black community where she was the sole educator of color. Maya quickly noticed 

the importance of her role on campus to ensure the students who looked like her had a voice and 

were seen. 
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Emily  

Emily is an ultra-progressive white woman. Raised by liberally minded parents who were 

products of the Civil Rights Movement of the 1960s, Emily was reared to know her positionality 

as a white, privileged woman. Her parents engrained in her the importance of assisting in the 

liberation of Black people, substituting a white savior mentality for an allyship focused on 

following Black leadership. 

Marcus  

 Marcus, a Black man, described himself as a Pan-Africanist. Marcus entered the teaching 

profession with an activist mindset, explicitly focused on the liberation of Black and Brown 

children. Firmly believing that the various forms of racism (e.g., institutional, structural) and 

white supremacy have caused tremendous harm to the Black community, Marcus believes his 

presence inside his classroom allows him to nurture Black children to realize their full potential 

and contribute positively to their communities and the global society writ large. Marcus' overall 

pedagogical objective is to sustain the cultural heritage of Black people using a place-based 

approach, engraining the historical perspectives and ways of being of minoritized communities.  

 

Results  

This section presents the thematic results of the participants' lived experiences with 

culturally responsive education. Three forms of data from the participants – semi-structured 

interviews, a writing protocol, and focus groups – were analyzed and synthesized using the 

hermeneutical and theoretical frameworks that guided this study. The themes from participants' 

responses are visually represented below in Table 5 and Appendix E. 
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Introductions to CRE 

The participants in this study were introduced to culturally responsive education in three 

ways: (1) through organic conversations, (2) through racial, ethnic, and cultural connections, and 

(3) through formalized training. Taylor was organically introduced to the concept. Recognizing 

the numerous inequities at her predominately Black middle school, Taylor and her colleagues 

engaged in meaningful, productive conversations about closing opportunity and access gaps. 

"The staff that I worked with were so progressive in their thinking. A lot of individuals were 

pioneers of lots of different ideas." One of these ideas was culturally responsive teaching, 

although Taylor stated that she did not necessarily know it by that name. Morticia had a similar 

experience of an organic introduction to culturally responsive practices.  

Working at a small Title I charter school, Morticia was introduced to culturally 

responsive concepts. Like Taylor, she did not know it by a formalized name. Morticia reflected 

on two distinctive moments. The first was an engagement with a veteran teacher who was Black. 

Morticia explained, "one of the teachers literally said you don't know anything you're walking 

into because you have a white experience. Like my white fragility hurt at that point, ‘cause it was 

the first time being called out like that." The second moment provided a contextual 

understanding of her encounter. The charter school's administration provided the staff with 

professional development in working with students from different races, ethnicities, and cultural 

backgrounds. The training included scenarios from the previous school year, role-playing, and 

tours of the neighborhood where the school was rooted. Morticia explained, "it..it hit me with a 

reality check...that conversation and what [the administration] did. I did not know it at the time, 

but what they did was introduced me to culturally responsive teaching and restorative practices."  
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Sally was also organically introduced to culturally responsive education. In her first-year 

teaching at what she described as a segregated elementary magnet school rooted in a majority 

Black community, Sally's principal, a Black woman, engaged the mostly white faculty in a 

conversation about disciplinary disparities at the school. During the principal's solution-seeking 

discussion about lowering the disciplinary disparities, Sally explained, "A teacher spoke up and 

said, well, we should have more of our white students with referrals." Hearing this statement, 

which Sally described as "heartbreaking," "the blanket was...taken off [her] eyes." Sally 

continued, "teachers were supposed to see a child...that was sickening to me...and that's when I 

decided to learn everything I needed to know about [culturally responsive teaching] within that 

school. I started by reading Culturally Responsive Teaching and the Brain by Zaretta 

Hammond."  

Makayla, Maya, Emily, and Marcus were introduced to culturally responsive education 

through personal racial and cultural connections. Makayla, Maya, and Marcus felt their 

introduction to culturally responsive education began in their childhood. Marcus responded, "As 

a child, my parents taught me Black pride. While society attempted to paint us as history-less and 

victims of circumstance, I knew I came from a great people.” In her individual interview, Emily 

described her antiracist upbring that positioned her to embrace culturally responsive education. 

“My parents raised me to clearly and explicitly see color and to listen and respond in empathic 

and compassionate ways to the needs of marginalized communities. So, I was prepared for 

culturally relevant instruction early in my life.” Makayla explained, "while my parents never 

focused on our oppression, they taught us to be empathic and compassionate, but also steadfast 

and present in [Black] liberation." Makayla's parents teaching laid the foundation for her 



101 
 

 
 

culturally responsive disposition. Maya, a 5th-generation teacher, shared a similar 

epistemological introduction.  

My grandparents shared stories of their experiences teaching in segregated and 

integrated school. They talked about the excellent education that Black students 

were being provided, despite the lack of resources and [the] conditions of the 

buildings. They shared the practices, the relationships with families, the sense of 

community, and the validation of blackness. I knew once I became a teacher, I 

wanted my classroom to reflect this type of heritage.  

The final method of introduction to culturally responsive education was formal training. 

While all participants received formal, district-provided training at some point in their careers, 

only Besty and Shobhaa first learned of culturally responsive instruction in these trainings. 

Shobhaa was drawn to the formal training out of curiosity. "I just finished my induction, and I 

started to hear these words about culturally responsive teaching, and it got me curious. So, I 

sought some training." Betsy attended the training and stumbled upon her interest in the practice 

by happenstance. Betsy stated, "I did not really recognize the need for the culturally responsive 

teaching, until I took a training."  

While attending a formal professional development later in his career, Johnathan learned 

of culturally responsive education when he was paired with an experience culturally responsive 

mentor teacher who was a Black man. Jonathan noticed his mentor teacher's ability to connect 

difficult content to students' life experiences, using his charisma and content knowledge. 

Jonathan stated, "I picked up on that…it almost seemed as if he was performing before an 

audience, a diverse audience, making significant connections to content using a broad range of 

culturally diverse materials." Most significantly, Jonathan noticed the tremendous relationships 



102 
 

 
 

his mentor teacher was able to develop with the students within the classroom and families and 

community members outside the classroom. Jonathan explained, “[He] knew every child, every 

parent, every aunt, grandma…you know everyone. As I was developing my teaching abilities, I 

knew I wanted that type of classroom and those types of relationships.” 

Building Relationships  

All participants believe that relationships are a critical foundation for culturally 

responsive practices. Betsy’s explanation of the importance of developing relationships with her 

students captures the essence of those who espoused relationships as foundational. "It is 

important that we connect with our students in meaningful ways…it is critical for culturally 

responsive instruction to be impactful we have to deeply and authentically know our students.” 

Several participants added some caveats to the relationship sentiments. Some participants 

described the need to maintain professional distance to maintain the integrity of the teacher-

student relationship. Emily stated, “I mean…I am not their friend, I’m their teacher. I’m the 

adult.” Marcus expressed a moral and ethical duty to know student interests and personal desires. 

Marcus said, “It is my duty, my ethical duty as a teacher to make sure I know my kids inside and 

out.... That's the only way to reach 'em.” 

Beyond the Classroom 

Some participants expressed the need to develop relationships with students beyond the 

constraints of the school and their respective classrooms. Maya explained, "I would walk my 

student’s home and interact with the community where my school was located." Morticia, as she 

described her experience in the Title I school where she worked, stated, "I learned it was 

important for the community to see me as a positive resource, not an invader.” When reflecting 

upon his mentor teacher, Johnathan stated, "he was invited to dinner tables...he attended sporting 
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events...birthday parties...Bar mitzviahs...baby showers...the community loved him…every 

weekend was an adventure and he cashed it in within the classroom." 

Leveraging Relationships within the Classroom  

Most participants described ways that they leveraged the relationships within the 

classroom. Shobhaa explained, "I used the relationships to get students to take more academic 

risks." Makayla shared a similar explanation. "The relationships I developed with kids gave me 

leverage to challenge students in ways that I couldn't without a relationship.” Marcus expressed 

that “building relationships is key, but knowing how to leverage the relationships to get what you 

need out of students is more important.” When asked to unpack what he meant, Marcus 

continued, “when I need to push students further in their thinking or ask them to dig deeper into 

their brains, my relationships with them helps me get the most out of them.” Besty shared a 

unique perspective of leveraging relationships within her distinctive classroom setting: 

I...I had to make sure I endeared myself to the families and students I served. You 

know...my classroom was inside their homes with their sometimes severely ill child...I 

couldn't push the kid to mastery without pushing myself to know and understand the 

family. 

Understandings of CRE 

Some participants were able to offer clear interpretations of culturally responsive 

education. Makayla explained, "The primary goal of culturally responsive teaching is to ensure 

[students'] long-term academic and developmental development." Maya, Morticia, and Shobhaa 

offered similar sentiments. Emily viewed culturally responsive education through an anti-racism 

lens. "Our job is to teach more than tolerance....we must do all we can to reduce prejudice and 
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empower liberation." Marcus was emphatic about his understanding of culturally responsive 

education. Marcus stated,  

We aren’t just teaching students information to commit to memory and then do nothing 

with it. It's about empowering students, especially students of color, to make meaningful 

impacts in their communities. Challenging systemic inequalities that keeps generations of 

families poor. Rooting out white supremacy. And instituting a radical form of love and 

justice that redefines the culture. If you ain't doing that, then, in my opinion, you ain’t 

doing it right. 

Challenges Understanding CRE 

Beyond citing the importance of developing relationships, several participants struggled 

explaining or describing culturally responsive education's pedagogical intentions and tenets. As 

she described her understanding of the concept, Sally stated, "I don't really have even the best 

understanding of culturally responsive teaching or education." Betsy contemplatively stated, 

“Yeah, when I think of it, I cannot really explain what culturally responsive teaching is beyond 

representation and building relationships.” Johnathan also had challenges articulating an 

understanding of culturally responsive teaching. "The only thing I can think to say is that it's 

keeping it relevant.” Despite her organic beginnings and sustaining efforts in training, Taylor, a 

culturally responsive model classroom teacher within her district, explained her difficulty in 

actualizing the concept in her mathematics classroom. Taylor stated, “With math, it is sometimes 

a little tougher to humanize things and have representation there...it becomes very easy to just let 

things be what they are.... You know, math is kind of universal.” 
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Implementing CRE in the Classroom  

Several participants articulated their understanding of how to implement CRE in the 

classroom. During the focus group, Marcus stated, "[CRE] is not about the gimmicks that some 

teachers attempt to do. It's really about good student-centered teaching." Morticia added, "yeah... 

it's crazy that some teachers think they are being culturally relevant by just playing Rap or R&B 

music in their classrooms...that's insulting." Maya added depth to the discussion when she stated, 

"it’s about getting students to see themselves, their past, present, and future, in the content." 

Maya continued, "providing students with choice, allowing them to display their understanding 

in various ways, incorporating aspects of the communities where they live, is critical for 

effective culturally responsive instruction."  

Confusion About How to Implement CRE 

Some participants shared their lack of understanding of how to implement the CRE. "I 

am not exactly sure how you do it," stated Emily. After describing the importance of CRE, Sally 

explained, "I am not sure what methods to use beyond playing music or other things like that." 

Jonathan repeatedly stated, "it's about keeping it relevant...you know...just keep it current." When 

asked to expound on what he meant, Jonathan added, "I really can't explain it...I guess I really do 

not know how to do it." 

Quality Education for Students of Color 

Most participants expressed a commitment to servicing students of color. Maya and 

Marcus described their obligations to their students from a historical perspective. Maya stated, "I 

see myself as a modern-day abolitionist, using education as my tool to close the gaps created by 

a history of oppression." Marcus commented, "There's a direct throughline between the history 

of oppression of Black people in this country and the perpetual so-called achievement gap." He 



106 
 

 
 

continued, "as our enslaved ancestors strove for the freedom to learn at all cost, it is important 

that we ensure quality access to learning for their descendants." Morticia stated, “based on my 

early experience at the charter school, I am deeply committed to making sure the kids on the 

southside of town have the same access, resources, and experiences as the kids on the north 

side.”  

Building an Awareness for CRE 

Participants developed their awareness of CRE implementation in various ways. Some 

participants developed their awareness through professional development. Morticia stated, "I was 

not aware of most of the racial issues, truly, until I went through the professional learning 

modules." In contrast, others were deeply connected through cultural connections. Makayla 

explained, "I was born Black and have always been aware of these issues." The development of 

awareness fell into two categories: (1) the development of racial consciousness and (2) the 

development of cultural competence. 

Development of Racial Consciousness  

Participants' racial consciousness developed at various points in their lives. Emily, 

Marcus, and Maya were raised with an awareness of their racial identities. Emily explained, "Our 

whiteness was always discussed in my home...it was the source of much Black pain.” Maya 

responded that "while our Blackness was not the only thing we discussed, it was definitely a 

major theme around the dinner table," a similar sentiment shared by Marcus.  

Other participants developed their racial consciousness through various impact events. 

Jonathan learned of the construct of race in the military. Growing up in a segregated community 

in St. Louis, Jonathan only attended school with and subsequently only befriended white 

children. "The community where I grew up was only white...all of my friends were white...my 
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neighbors were white. I did not learn much about the racial issues until I was in the military." He 

continued, "many of my Black and Hispanic shipmates were very vocal about their experiences. 

I spent a lot of time listening and learning...some of it was just shocking."  

Sally and Taylor were not raised to understand or discuss race. Their experiences growing up 

gave them a foundation that matriculated into their yearning to learn more about CRE. Taylor’s 

family was socially conservative and held certain convictions about racial relations, which were 

instilled in her. Her family would often speak ill of Black and Hispanic community members, 

many of which she befriended in school. Emotionally reflective, Taylor stated, "I went to a 

school with Black and Hispanic kids...many were my friends...I could not understand why [my 

family] would speak of them and their families the way they did...it made me rebellious." 

Sally’s experiences profoundly impacted her views and understandings about race. 

Unlike other white participants, Sally, a young millennial, grew up in a primarily Black 

community with her single mother. She attended school with mostly Black children and 

befriended them. Sally felt a deep connection to these friends, particularly because of the love 

and support she felt from the children and their families. Sally’s mother reciprocated the care 

toward her friends. Things began to shift when her mother began to date and then married her 

stepfather. Described as a staunch social conservative, her stepfather held deep convictions about 

race relations, which Sally became aware of in middle school. As she described this experience, 

her tone changed from perky and thoughtful to melancholy and lugubrious, with hints of scorn 

and regret:  

In 6th grade, I dated a boy named Peanut. I remember, I was so excited he was cute and 

really popular in school. I came home and told my mom that I had a boyfriend. She was 

happy for me, but it was like in a hushed tone. She told me not to share it with my 
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stepdad. I couldn't understand why and I wished I listened to her. Later that day, I told 

him...[long pause]...he was really upset. He was yelling and cursing at me, called me a 

nigger lover and chastized my mom for allowing this behavior, as if liking someone who 

was not white was a disease or something. He called my grandparents who poured it on 

even more and then he punished me. It was that moment that made me who I am, it made 

me understand the importance of education and seeking liberation for all people. He 

showed me what ignorance looks like and I did not want any part of it.  

Development of Cultural Competence 

Most participants shared aspects of their development of cultural competence. Shobhaa 

came into teaching with a unique perspective of cultural competence. Shobhaa experience as an 

immigrant gave her a keen awareness of the need to learn about others' cultural ways of being 

and the importance of sustaining her way of being. "As an immigrant, I had to find what was 

socially and culturally acceptable in America while maintaining my own cultural identity. This 

experience made me curious to consider how many others were going through the same process."  

The white participants used their inability to define their own cultural identities as a 

foundation for learning about others. Morticia best represents the collective sentiments. She 

stated, “I recognized that America is a melting pot...it's a hodgepodge of cultures and when I am 

trying to find the ingredient that I contribute to it…it’s hard to find. I don’t want my kids to feel 

that way.”  

A Platform for Social Justice Advocacy 

Most participants articulated views of culturally responsive education as a tool for social 

justice. When describing her personal beliefs, Shobhaa explained, "whether it’s from a 

political...organizational...or cultural standpoint, there are gaps that are not fair...I wanna make 
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sure that my learners know about that, and they work towards the causes, whatever it is for 

them." Marcus, espoused CRE as a tool to ensure humanity, civil rights, and justice for 

historically marginalized communities. In a passionate manner, Marcus rhetorically asked, 

"What good does any of the knowledge we engage students in if there is no plan for them to use 

it as a tool to ensure the liberation of oppressed people?" Morticia, discussing the political 

climate in Florida, stated, "our schools are sites for ensuring democracy...we must prepare our 

students to create the equitable society we need." Jonathan’s social justice proclivities recently 

emerged due to the political climate in Florida. Johnathan emotionally and angrily shared,  

I have not always had a perspective on social justice. But when DeSantis made someone 

like my [teenage daughter] a criminal, essentially...you have no legitimacy. Through my 

daughter's bravery to truly living her truth, I have sought to learn as much as possible to 

open my mind to the struggles of other communities and fight for what is socially justice 

and right. I have a lot to learn, but it’s worth it to make sure my daughter can live free to 

be whoever they want to be.  

The Political Climate 

All participants expressed concerns about the political climate and its impact on the CRE. 

Morticia used colorful language to describe the political environment, which best captures the 

sentiments of the sample, "Its absolute bullshit how DeSantis and his minions are attacking 

teachers, People of Color, [and] the LGBTQ community." Beyond the concerns regarding his 

daughter's sexual orientation, Jonathan added a caveat. He explained, "the current conditions 

have caused me to switch from being a life-long Republican to a Democrat." Emily stated, "it 

reminds me of the books I read on Nazism...banning books...persecuting teachers for teaching 

truth...its fascists...undemocratic."  
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A Chilling Effect 

Despite the anger and frustration of participants, some explained that the political climate 

has had a chilling effect on their implementation of CRE. Sally explained, "I am scared to do 

anything that will get me on the news. I can't afford to lose my job." When discussing how she 

implements the practice, Taylor explained, "it’s hard to want to do more when the Mom's for 

Liberty and the right-winged media are spewing lies about what [teachers] are doing in the 

classroom." Jonathan stated, "I am...concerned about doing anything that allows someone to 

question my methods. The last few years I have avoided things like...CRT."  

Resilience and Resistance  

Despite the environment, some participants expressed their resilience and defiance to the 

politicization of CRE. Makayla, in a joyously defiant tone exclaimed, "I'm not worried about 

these clowns...I'm going to keep doing whatever I can to support my students.” Shobhaa stated, 

"I don't pay attention to the noise from rogue lawmakers." Maya described her resistance, "no 

matter what political operatives attempt to stop me from doing, it's not happening." Marcus 

explained, “While it’s important to root out white supremacy at its roots, if we stop doing right 

by Black and Brown communities in the classroom will only allow it to win.” 

The School Climate and its Impact on CRE 

Several participants explained that their ability to learn more about and effectively 

implement CRE depended on the school climate. By school climate, the participants implied the 

conditions created to allow innovative, responsive instruction. Maya worked in an 

underperforming school rooted in a Black community. She describes the majority white female 

teaching faculty's lack of interest in learning about and implementing culturally responsive 

practices. Maya stated, "It was so hard to be culturally responsive in that place. It was like my 
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colleagues did not want to engage in something that would be helpful to the Black children." 

Taylor, who transitioned from a predominately Black school rooted in culturally responsive 

practices to a predominately white school, explained the importance of the school climate "At 

[ABC School], everyone was collaborating...discussing and trying methods...to be culturally 

responsive. But, when I went to [DEF School], it quickly realized this was not the case...teachers 

did not care." Morticia had a similar experience, "from the charter school to the traditional public 

school was just different. Talking about race or culture was taboo." Upon reflection, Johnathan 

expressed that, while he took training and was partnered with an expert culturally responsive 

mentor teacher, his move from a public school to a parochial school hampered his ability to 

grasp the concept fully. "I think the change from where I was to where I am now has hindered 

my development and understanding of culturally responsive education. It’s not something we 

talk about much." 

School Leadership Matters  

Most participants describe the school leader, typically a principal or head of school, as 

essential to CRE. The participants viewed school leaders as the primary determining factor for 

CRE implementation. As Taylor expressed the difference between one school and the other, "the 

biggest difference was the principal. At [ABC School] the principal encouraged and provided 

space for CRT, while at [DEF School] he did not." Jonathan recounted how his principal actively 

thwarted efforts to implement CRE. "I remember she yelled at me when I asked her about 

receiving more training on culturally relevant teaching, saying 'we don't do that here'," said 

Jonathan.  

Conversely, Makayla Smith, Shobhaa, and Betsy explained that their principals 

demanded culturally responsive practices. Makayla stated, "[the principal] is so adamant about 
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culturally responsive practices. It is a part of our staff meetings, professional developments, and 

even on the lesson plan." Shobhaa reflected upon the professional learning communities focus on 

CRE, "once a week we meet to do lesson studies that focused on various strategies to implement 

culturally responsive teaching, and [the principal] always attended." Betsy stated, "[the principal] 

had a culturally responsive teaching walkthrough tool that was carbon copy that he used to give 

us after the home visit evaluations." 

Research Question Responses  

The foundation of any research study is the research questions. This study had one central 

research question and three sub-research questions. The research questions were aligned to the 

triadic reciprocal framework, a micro-analytic within social cognitive theory. Table 5 and 

Appendix E align the thematic findings to the research questions. This section provides a 

detailed explanation of the results using findings from the various data collection methods. 
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Table 5 

Thematic Alignment 

Themes Sub-Themes Research Question 

Introduction to CRE   

Central Research Question 

Building Relationships  Central Research Question 

 Beyond the Classroom Central Research Question 

 Leveraging Relationship Central Research Question 

Understandings of CRE  Central Research Question 

 Challenges 

Understanding CRE 

Central Research Question 

Quality Education for 

Students of Color 

  

Sub Question 1 

Building Awareness for CRE  Sub-Question 1 

 Development of Racial 

Consciousness 

Sub Question 1 

 Development of Cultural 

Competence 

Sub Question 1 

A Platform for Social Justice 

Advocacy 

  

Sub Question 1 

The Political Climate   Sub Question 2 

 A Chilling Effect Sub Question 2 

 Resilience and 

Resistance 

Sub Question 2 

The School Climate and its 

impact on CRE 

 Sub Question 2 

 School Leadership 

Matters 

Sub Question 2 

Implementing CRE in the 

classroom 

 Sub Question 3 

 Confusion about how to 

implement CRE  

Sub Question 3 
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Central Research Question 

The central research question of this study is, what are the lived experiences of in-

services teachers' understanding and orientation regarding culturally responsive education? Three 

themes emerged: various introductions to culturally responsive education, challenges with 

pedagogical understandings of CRE, and implementing CRE in the classroom.  

 Participants expressed that they were exposed to the concept of culturally responsive 

education in three ways. Some participants believed their rearing prepared them to embrace CRE 

naturally. Maya, Marcus, and Emily were three such participants. One commonality between 

these participants was the familial connections to education that began in the segregated South. 

Emily's parents were teachers who were actively part of the Civil Rights Movement. Marcus and 

Maya's families were teachers involved in educating children by day and adults actively seeking 

their Civil Rights, particularly the right to vote by night. Maya's response best captures the 

essence of this group. She stated, "my family's history of preparing those to actively seek their 

liberation prepared me for continuing that task today."  

 Other participants were not reared in a way to embrace a concept like CRE. Most of these 

participants were raised in socially conservative households that did not share a positive view on 

racial relations. Instead, the need arose from their working context, typically rooted in 

impoverished, urban settings or through what they perceived as life-altering impact events. Most 

notably, Shobhaa was curious to know more about how to assist her perennially underperforming 

Black and Brown students. This curiosity drove her to seek culturally responsive practices. 

Shobhaa stated, "if I was to turn the data around, I needed a practice that was rooted in the 

cultural perspectives of the students I served." Because of life-altering events, Sally was drawn 

to culturally responsive practices. Sally explained:  
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After the experience with my stepdad in middle school, my eyes were open to injustice. I 

vividly remember when [my friend] who was Black was arrested and watching his life 

spiral out of control after it for playing a children's game at a public park...I was with 

him, playing the same game, acting the same way, and all they did was tell me to go 

home and they put him in handcuffs. This was in high school...right there I further 

committed myself to being an ally. Teaching the way I do is one example of my allyship.  

 Regardless of how participants were introduced, each recognized the potential of CRE to 

have transformative pedagogical power. Morticia explained, "as I was learning about [CRE] and 

examining my biases...I recognized the power this could have on the lives of my students." Betsy 

stated, "[CRE] can change not only how and what we teach but can also build our students 

interest in what they are learning."  

 Participants articulated their understanding of CRE. Building relational capacity, both 

within and outside of the classrooms, was central to some participant explanations. Makayla, in a 

passionate response, commented: 

I cannot image teaching in a classroom where I do not take the time to know my students, 

their families...[and] the greater community where I work. But it's not just about knowing 

the kids...it's about teaching to them...using their interests to spark curiosity...light a fire 

in them to become what God ordained them to be. That's what I expect from my kids’ 

teachers and so that's what I give my students.  

 Beyond the relational aspects of CRE, participants' understandings of what the practice is 

and how it should be implemented varied. Some participants, such as Marcus, were able to 

articulate their knowledge about CRE clearly. He stated, "[CRE] focuses on good teaching, but 

it's about how you apply that learning to situations of oppression." In explaining how she 
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implements CRE in her classroom, Shobhaa stated, "[CRE] is about mirrors and windows, I not 

only provide students to see themselves but also to see others."  

Other participants found it challenging to provide an explanation of what CRE is and how 

they implement it in the classroom. Jonathan could not clearly explain what he understood about 

CRE and how it was implemented in his classroom. Jonathan stated, "even though I watched it 

happen and read a book or two, it’s really hard to describe what culturally relevant teaching is 

and is not. All I can say is that I must keep the learning relevant."   

Sub-Question One 

What personal factors have influenced in-service teachers' understanding and orientation 

regarding culturally responsive education? Sub-Question One explored the personal determinant 

in the triadic reciprocal framework. This question sought to have participants describe various 

aspects of their personal lives that provide insight into their understanding and orientation toward 

CRE. Two themes and two sub-themes emerged.  

Most participants expressed some degree of commitment to servicing students of color 

caused by experiences within the classroom. Sally stated, "my passion for [culturally responsive 

education] was ignited my first year of teaching." Sally explained that "the treatment of Black 

students...and the lack of people standing up for them made me further commit myself to making 

sure their humanity was respected." Some participants had a more universalizing perspective of 

their commitment to students. Johnathan explained, "You can say I have a commitment to 

servicing all students, not just students of color."  

As participants developed their commitment, they described how they built their 

awareness to become successful practitioners of CRE. Several of the white participants 

articulated their work to develop their awareness, most of which revolved around understanding 
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the construct of race. Betsy explained, "After reading White Fragility, I recognized that I had a 

lot of work to do." Morticia responded, “the deeper I dug into my biases, the more I recognized 

how much I did not know and how toxic my upbringing was. There was so much unlearning I 

had to do.” 

The Black and Brown participants were more focused on developing their cultural 

competence. The Black participants felt their racial identities and understandings of and 

experiences with historical injustices prepared them to deal with the racial disparities. Instead, 

the Black and Brown participants emphasized their focus on developing their cultural 

competence. Maya explained, “I try to make sure that they are exposed to more than just 'Black 

things.' I want them to have access to other cultures, too.” 

Sub-Question Two 

What environmental factors have affected in-service teachers' understanding and 

orientation regarding culturally responsive education? This sub-question had participants explore 

aspects of their environment that impact their understandings and orientations of CRE. By 

reflecting upon their environments, participants surfaced deeper connections and hinderances 

with their understanding and orientations toward culturally responsive education.   

Participants described the effects of the political climate on their understanding of CRE. 

Betsy Smith stated, "I have only been on this journey of CRE a short time. And, when I heard all 

the stuff at the school board meetings about critical race theory, I honestly began to think it was a 

terrible thing to do with my students." Most white participants shared Betsy's confusion about the 

conflations between critical race theory and culturally responsive/relevant teaching, which had a 

chilling effect. Sally stated, "the way the media portrayed this stuff, especially the [critical race 

theory] stuff, I paused...mostly because I was scared...I didn't want to be on the news."  
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Every participant described the importance of the school climate in their understanding 

and implementation of CRE. More specifically, school leadership was critical in the eyes of 

participants. Makayla described the demand from her principal to utilize culturally responsive 

methods, "[the principal] made it clear that he wanted us to be culturally responsive." In 

describing her transition from a school rooted in CRE to one that was not, Morticia responded, 

"It was like a different world...there were no critical conversations about anything related to 

culturally responsive teaching...the principal shut that down on day one." Emily stated, "if the 

principal is not serious about it, no one else will be either." 

Sub-Question Three 

How do in-service teachers describe behavioral factors that influence their understanding 

and orientation of culturally responsive education? Sub-question three explored how participants' 

actions affect their understanding and orientation of culturally responsive education. Participants 

were asked to reflect on their practice, notably how they implemented the practice within their 

classrooms.   

Most participants saw CRE as a platform for social justice advocacy. While participants 

were careful not to impose their political philosophies upon students, most participants were 

passionate about the ability to present real-life issues to students that required their abilities to 

problem-solve. Makayla explained, "CRE allows students to explore various social issues 

plaguing their communities, like poverty and mass incarceration." Shobhaa describe 

"As a math teacher, getting students excited about learning the various formulas is 

sometimes difficult. But when I show them how this math concept can help them solve 

this social problem or how the analytical processes use to solve math problems can 

contribute, I can see the lightbulb turn on."  
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Participants described ways that they implement CRE through a social justice lens. 

Marcus stated, "I remind my students all the time about the importance of history....a lot of what 

we see today can be directly linked back to something that happened before." However, some 

participants had difficulty articulating what CRE implementation looks like. Taylor shared her 

challenges about implementing CRE in their classroom. Taylor commented, "sometimes it's 

challenging being culturally responsive or antiracists with math...like...I really do not know how 

to be consistent with it beyond changing the name of characters in math problems or having 

diverse pictures in my classroom." 

Summary 

Chapter Four presented the results of this research study. The data analysis process 

unearthed nine themes, which were presented in this chapter. These themes are various 

introductions to CRE, building relationships, the power of CRE, quality education for students of 

color, building awareness for CRE, the political climate, the school climate, a platform for social 

justice advocacy, and implementing CRE in the classroom. The thematic finders were aligned to 

the central and sub-research questions. Participants' voices provided insight into their 

experiences with culturally responsive education. 
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CHAPTER FIVE: CONCLUSION 

Overview 

This study aimed to describe and interpret in-service teachers' understandings, 

perspectives, and orientations toward culturally responsive education through a socio-cognitive 

lens. The interpretation of the findings in chapter four is presented in this chapter. Chapter Five 

will provide a discussion on the implications for practice. The empirical and theoretical 

implications are described. The limitations and delimitations are explained. Chapter Five will 

conclude with recommendations for future research and a conclusion of the study.  

Discussion  

This section presents the interpretations of the findings of this study. The findings of this 

study are supported by empirical evidence and theoretical sources. The findings, implications for 

practices, theoretical and empirical implications, limitations and delimitations, and 

recommendations for future research are addressed in this section. 

Summary of Thematic Findings 

 This hermeneutical phenomenological study aimed to describe and interpret in-service 

teachers' understandings, perspectives, and orientations toward culturally responsive education. 

Ten participants provided their lived experiences. Eight primary themes emerged from data 

analysis. The eight themes were (a) introduction to CRE, (b) understanding of CRE, (c) building 

relationships, (d) implementing CRE in the classroom, (e) building an awareness for CRE, (f) the 

political climate, (g) the school climate, and (h) a platform for social justice.  

Introductions to CRE. Participants in this study were introduced to culturally responsive 

education in three ways: (1) through organic conversations with minoritized colleagues, (2) 

through racial, ethnic, and cultural connections, and (3) through formalized training. The Black 
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and Indian participants immediately felt connected to the practice, given their demographic 

makeup. This racial, ethnic, and cultural connection fueled the Black and Indian participants’ 

desire to learn about and implement the practice. Participants introduced to the concept through 

organic conversations with minoritized colleagues shared a similar excitement and interest. 

These participants, who were white, felt empowered to engage in critical discussion about topics 

on race, gender, and sexual orientation and adopt practices that centered equity and humanity 

within the classrooms when working in urban context (Milner, 2012). While all participants 

received formalized training, this group was first exposed to culturally responsive practices in a 

training setting. Participants introduced to culturally responsive education through formalized 

training did so willingly. Understanding that their practices did not adequately serve students of 

color, these participants sought assistance and support. 

Building Relationships. All participants understood the need to build strong relationships 

with their students. Two perspectives emerged from the participants. One perspective provided 

by participants believed in installing a professional relationship with students. In this model, 

teachers maintained their professional distance from students, getting to know enough about 

them to leverage the relationship in the classroom. The professional relationship model created a 

transactional, hierarchical relationship between the teacher and the student. The other model 

embraced a more transformative, nonhierarchical relationship (Valtierra & Whitaker, 2021).  

While expected professional distance existed and positional power was wheeled, the 

participants who espoused a more nonhierarchical, transformative belief in relationships with the 

students sincerely believed in their moral obligation to know as much about their students as 

possible. These participants viewed knowing their students – their home lives, interests, personal 

challenges, and individual successes, as an imperative to effectively teaching them. Relationships 
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with these participants' students existed within the confines of the classroom and in the 

community. Participants who believed in this model attended their student's extracurricular 

events, such as football games and piano recitals. They built relationships with the parents of 

their students and other pertinent community members. Participants subscribing to the more 

transformative, nonhierarchical relationship viewed themselves as more than mere teachers. 

Instead, they viewed themselves as role models in positions to effectuate positive changes in 

their students' lives (Farinde-Wu et al., 2017). These participants believed sincerely in their 

student's academic and developmental abilities. Participants in this vein held considerably high 

expectations for their students and held a warm demander demeanor toward their students 

(Kleinfeld, 1975; Vasquez, 1988; Ware, 2006; Hammond, 2015; Alexander, 2016).  

Understanding of CRE. Participant understanding of culturally responsive teaching 

varied significantly by race. Each participant in this study willingly came to the concept of 

culturally responsive education, either through a personal affinity or by recognizing deficits in 

their practice. The will to learn about CRE did not transfer into much knowledge for some 

participants. Most white participants only related culturally responsive education with building 

relationships or providing diverse representations of students within their classroom spaces. 

While this is a necessary aspect of the practice, it is not sufficient by itself (Gay, 2018). 

Culturally responsive education is rooted in constructivist practices that center students' 

knowledge, skills, and cultural ways of being that utilizes good teaching practices (Milner, 2017; 

Ladson-Billings, 2021a; Moll et al., 2010). Most white participants did not have this conceptual 

understanding. The participants viewed culturally responsive education as mere gimmicks and 

tricks rather than a transformative, liberatory practice rooted in the strengthen and cultural lenses 

of the students they served.  
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Implementing CRE in the Classroom. Participants provided varying understandings of 

implementation, which also varied by race. The Black participants considered culturally 

responsive education more than gimmicks or practices trivializing culture. These participants 

agreed that no silver bullet or specialized training existed that would enhance their cultural 

responsiveness. Teachers did not need to begin their culturally responsive journey with implicit 

bias or anti-racist training (Hammond, 2015). Examining teachers' instructional practices should 

be the first start (Valtierra & Whitaker, 2021).  

Most white participants viewed culturally responsive education in more trivializing and 

illusionary ways. While these participants worked to build professional distance relationships 

with students, they could not clearly articulate how they have or would implement CRE in the 

classroom. The white math teachers repeatedly exclaimed the inability to implement culturally 

responsive practices into the classes beyond changing students' names in mathematical word 

problems or providing diverse representations of students. Culturally responsive education is 

about utilizing the content to empower students socially, emotionally, and intellectually, 

providing a platform for students to respond to real-world issues (Ladson-Billings, 2021a). The 

exclamations provided by white math teachers present a lack of transfer from theoretical to 

practical knowledge, resulting in the misapplication of culturally responsive practices (Brown et 

al., 2019). 

Quality Education for Students of Color. All participants expressed at least some of the 

attitudinal qualities described by Nieto (2005), resulting in the belief and mission to improve the 

educational quality for students of Color. The degree of belief in these attitudinal qualities varied 

considerably based on race. Aware of the historical marginalization and oppression of Black and 

Brown communities, Black participants were deeply committed to these qualities, particularly  
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questioning of mainstream knowledge, passion for equality, equity, and social justice, and pusing 

the existing boundaries (Nieto, 2005). Black participants' vision of a quality education expressed 

increased school funding, improved academic and extracurricular activities, and increased access 

and support in rigorous academic courses. Most significantly, Black participants expressed a 

moral and ethical orientation to improve instruction through a culturally responsive lens. 

The white participants were much more universalizing in their calls for quality education 

for students of Color While the historical injustices were acknowledged and empathy expressed, 

white participants believed that by improving the education of all students, students of Color 

were implied. White participants expressed a wavering, conditional commitment to serving 

students of Color. Stated differently, so long as their sense of mission did not come at a personal 

expense, such as losing their job or being ridiculed in the popular media, white participants were 

willing to support notions of equity and social justice. As a result, white participants’ willingness 

to push beyond the boundaries was non-existent, particularly considering the political climate in 

the State where this study took place (Nieto, 2005).  

The Political Climate. The political climate was a significant point of concern for 

participants. How participants described their understanding and orientation toward the political 

climate revealed their resolve and commitment to culturally responsive practices. The Black and 

Indian participants developed a civilly disobedient stance that mirrored other resistance efforts 

against neoconservative movements (Givens, 2020). White participants' response to the political 

climate indicated a chilling effect that would result in a personal price to pay. White participants 

were likelier to avoid any training, practices, or content that would bring the unwanted attention 

of conservative activists and media. White participants' lack of knowledge of the theoretical and 

practical underpinnings of culturally responsive practices was also revealed in their discussions 
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of the political climate. All but one participant conflated culturally responsive education with 

critical race theory.  

The School Climate and its Impact on CRE. The school climate influenced the 

participants' abilities to develop their culturally responsive orientation and implement culturally 

responsive practices. When participants worked in a schooling context with predominantly 

students of Color, the critical conversations about inequities and culturally responsive practices 

were plentiful and fruitful. When participants worked in less diverse contexts, the same 

conversations were either extremely constrained or nonexistent (Hill, 2022). Some participants 

who transferred to other schools described the switching school contexts as a significant 

contributing factor to their underdevelopment in culturally responsive practices.  

However, the mere shifting of context did not shift their access to training, conversations 

with former colleagues, or external resources available to learn about and continue their 

development in culturally responsive practices. Moreover, most participants who shifted 

educational context explained these were willful decisions. Some participants explained their 

desire to change schools, given the improvement in career prospects. While their desire to 

improve their career outcomes was high, their willingness to continue their professional learning 

of culturally responsive practice was low. Although the school climate is vital to encouraging 

and developing teacher collective efficacy, particularly with instructional innovations, 

maintaining personal desires and convictions belongs to individuals, not institutions (Johnson et 

al., 2007; Kouhsari et al., 2023). 

A Platform for Social Justice Advocacy. Participants expressed that culturally responsive 

education allowed students to advocate for social justice. Interpretation of the data suggested a 

chasm between participants despite all agreeing on the need for advocacy. The chasm is rooted in 
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knowing and understanding the what and how of culturally responsive practices. The lack of 

knowledge and understanding transferred to how to develop students' sociopolitical 

consciousness. White participants continuously mentioned not indoctrinating students to believe 

a particular political perspective on various topics. However, this view is rooted in 

misinterpretations. Culturally responsive practitioners are not interested in using political 

ideology to influence students (Ladson-Billings, 2021a; Gay, 2018). Rather culturally responsive 

practitioners are interested in preparing students to confront various political issues when 

students face them by remaining cognizant of the challenging circumstances their students might 

experience (Kokka, 2019). These issues, such as poverty, homelessness, and gun violence are 

complex, multilayered, and intergenerational. Culturally responsive education focuses on 

providing students with the academic skills and intellectual abilities to analyze various issues and 

develop novel, impactful solutions to unforeseen challenges that may arise in the future (Darling-

Hammond, 2010). Doing so begins with educators having a conscious awareness and 

understanding of the sociopolitical context in which teaching and learning takes place (Journell 

& Castro, 2011). While the white participants held some degree of affinity with social justice 

advocacy, it is hampered by their understanding of how and why culturally responsive 

practitioners engage in social consciousness work. 

Interpretation of Findings 

 This study adopted Van Manen's (2016a) hermeneutical framework, which was used to 

unearth the findings. The triadic reciprocal framework, a micro-analytic within the social 

cognitive theory, was used as a theoretical guide throughout this study (Bandura, 1986a). Ten 

participants were recruited using snowball and criterion sampling. These sampling methods were 

appropriate to ensure that in-service teachers with an understanding and knowledge of culturally 
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responsive practices were selected. Participants engaged in a protocol writing prompt, semi-

structured individual interviews, and selected participants engaged in a focus group. The data 

was analyzed using the hermeneutical circle (van Manen, 2016a). The data was coded and 

categorized into themes. The themes were organized to provide the ability to interpret the lived 

experiences of in-service teachers with culturally responsive education.  

 There were three significant findings in this study. The first significant finding revealed 

the impact of various personal factors that oriented participants toward culturally responsive 

education. These personal factors followed racial and ethnic fault lines. Black participants 

embraced culturally responsive education due to their awareness and lived experiences of Black 

Americans' racial and cultural history. The Black participants’ life circumstances with racism, 

bigotry, and familial connections to education prepared them to readily accept, learn about, and 

implement culturally responsive practices. The only Indian participant similarly embraced 

culturally responsive education due to her ethnic and cultural heritage. White participants' 

orientation toward culturally responsive education arose from various traumatic events. In most 

cases, the traumatic events involved the response of family members to the platonic and romantic 

relationships held by white participants. Reflecting on these experiences and endearing 

themselves to developing an allyship with Black and Brown communities allowed white 

participants to approach culturally responsive education with an open mind.  

 The second significant finding revealed that participants' understandings of culturally 

responsive education varied regardless of how the concept was embraced. Willingness to 

embrace did not correlate with understanding the what and how of culturally responsive 

education. How participants learned about culturally responsive education provided deeper 

context into how they understood the practice, which varied upon racial and ethnic lines. Black 
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participants felt strongly about their understanding and ability to implement CRE because of the 

connection to their racial and cultural history in the United States. These participants believed 

they were born into circumstances that enhanced their understanding of the need for a culture-

pedagogy marriage. The Indian participant's perspective was similar to the Black participants. 

The Black and Indian participants clearly articulated the tenants of culturally responsive 

education, although none explicitly names them, and described situations and circumstances 

about implementing culturally responsive practices in their classrooms. White participants were 

introduced to culturally responsive education on happenstance. Some white participants were 

required to attend formalized training. Others engaged in informal conversations with Black 

colleagues at schools in urban contexts. Most white participants expressed some life-altering 

events that enhanced their sensibilities toward adopting and implementing culturally responsive 

practices. However, these sensibilities did little to enhance the understanding of the concept. 

While most white participants agreed that the culture-pedagogy paradigm had transformative 

potential, none understood how to unlock it. White participants leaned into building relationships 

and providing pictorial representations within their classrooms and the content taught. None of 

the white participants could articulate the pedagogical moves they deployed when using 

culturally responsive education within their classrooms.  

 The final significant finding revealed that the environment where teachers work, the 

leadership they serve, and the external environment conditions contributed significantly to how 

teachers continued to develop culturally responsive practices. Participants who served in urban 

contexts were likelier to have extensive knowledge about culturally responsive practices. The 

Black and Indian participants worked and continue to work within these communities. The 

leadership embraced culturally responsive practices in these schools and engrained and 
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reinforced the concept through continuous professional development, informal and formal 

conversations, and school-wide evaluations. The white participants worked mainly in a suburban 

context. The suburban communities were less likely to embrace culturally responsive practices. 

Likewise, school leaders did not have culturally responsive training unless mandated by the 

school district. Most white participants viewed this as a barrier to continuous culturally 

responsive development. The external environment also impacted participants' learning about 

culturally responsive practices. Those who worked in the urban contexts were more hardened in 

their positions on cultural responsiveness, whereas those who worked in suburban contexts were 

more likely to cease seeking to learn more about the practice. 

Implications for Policy and Practice 

 This section discusses the implications for policy and practice. The study's findings were 

utilized to develop these recommendations. This section's policy and practice recommendations 

are targeted toward school districts and student-facing employees (e.g., teachers, instructional 

coaches, academic leaders), respectfully. Institutions of higher learning and professional 

organizations may also benefit from these recommendations. Implicitly, the recommendations in 

this section are targeted to support historically marginalized students who are still awaiting a 

culturally responsive practitioner. May these recommendations inspire everlasting positive 

change and provide radical perpetual hope. 

Implications for Policy  

School districts nationwide seek to develop and implement policies that improve all 

students' educational prospects, especially those who are marginalized and oppressed (Martinez 

et al., 2023). Driven by the need to improve various accountability metrics or in response to 

other pressure points, school districts seemingly constantly seek silver bullet, singularly focused 
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solutions to solve the multilayered complex issues that undergird the underachievement of 

historically marginalized groups. Some of these solutions have revolved around buzzwords, such 

as equity and culturally responsive practices. Districts provide one-stop-shop training expecting 

immediate results, an unrealistic expectation. However, servicing students of Color requires 

more than simplistic notions (Gay, 2018). Instead, shifting the educational prospects of 

historically marginalized students requires the embodiment of a socially just disposition and 

meaningful, practical, and continuous professional development that focuses on developing a 

teacher's pedagogical craft.  

Many districts have equity policy statements that embrace all students succeeding 

(Thompson & Thompson, 2018). While cultivating an equity-based policy statement is 

necessary, it is not a sufficient measure to ensure equity. Actions must back equity policy 

statements. Culturally responsive education is generally an action that most school districts 

utilize as an equity-based initiative (Safir & Dugan, 2021). While empirical research suggests the 

promising effects of culturally responsive education, merely providing a one-stop-shop training 

or writing the utilization of the practice into the policy does not translate to effective practice 

(Arsonson & Laughter, 2016). If culturally responsive education is the vehicle by which districts 

will drive educational equity, it must become an omnipresent force and way of being across the 

district. Culturally responsive education should be in the leadership framework, instructional 

evaluation, strategic action plans, and professional learning plans. Not only that, but culturally 

responsive education should be a part of the hiring and promotion processes. School districts 

embracing equitable practices, such as culturally responsive education, should make conscious, 

intentional decisions to fully engrain the concept into its daily deliberate practices and fabric 

(Safir & Dugan, 2021). Being equitable and culturally responsive is not just a slogan to be stated 
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when placating and pacifying advocates for historically underserved students (Noguera, 2019). It 

is a way of being manifesting in the humanity and dignity of all students being valued, seen, and 

heard. 

Implications for Practice 

 Becoming a culturally responsive practitioner requires a combination of rudimentary 

knowledge of the concept, a socially just disposition, and a solid instructional foundation. Like 

an artist, culturally responsive educators combine these elements to develop a praxis that builds 

students' academic, social, and intellectual capabilities, allowing them to affect change in the 

greater society upon graduation. Despite these notions, much of the professional development on 

culturally responsive practices focuses on unearthing teachers' personal biases. While unearthing 

biases is necessary, it is insufficient to develop into effective culturally responsive practice. 

Instead, teachers may also benefit from seeing and learning meaningful, practical, and explicit 

methods to implement culturally responsive education.  

Scholars frequently mention that culturally responsive practices are not a set of strategies 

(Hammonds, 2015). Understandably, scholars may want teachers to avoid simplistic and trivial 

notions of culturally responsive practices (Cuban, 1972). Teachers’ current practices could be 

trivializing culturally responsive education, leading some to suggest that the practices are 

corrupted and marginalized (Ladson-Billings, 2017a; Sleeter, 2011). Transforming the culturally 

responsive practices requires instructional coaches, academic leaders, and the research 

community to identify instructional strategies that will assist teachers in transforming their 

practices into being culturally responsive rather than waiting for teachers to unearth every bias 

before implementing the practice. What is more, there are many examples of culturally relevant 

pedagogists exists in the literature (e.g., Milner, 2011; Ladson-Billings, 2009). However, much 
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of this literature exists behind paywalls on databases inaccessible to the common classroom 

teacher. Reducing these vignettes of exemplar teachers and their explicit culturally responsive 

practices into free, step-by-step resources may provide teachers with accessible, tangible 

activities that can be replicated within their classrooms. 

Empirical and Theoretical Implications 

In this section, the empirical and theoretical finds are discussed. Connections to the 

literature are made. Figure 1 presents a visual representation of the thematic connections to the 

theoretical framework.  

Empirical Implications  

The purpose of this study was to describe and interpret the lived experiences of in-service 

teachers' understandings and orientations toward culturally responsive education. The theoretical 

framework for this study was an aspect of social cognitive theory (Bandura, 1986a). Researchers 

have utilized other aspects of social cognitive theory to analyze the utilization of culturally 

responsive education, namely self-efficacy theory (e.g., Siwatu, 2007, 2011). This study 

deployed another aspect of social cognitive theory, the triadic reciprocal framework, which 

provided a more nuanced understanding of teachers' culturally responsive practice. Minimal 

literature explores the reciprocal relationship between in-service teachers' personal, 

environmental, and behavioral determinants. Most studies using social cognitive theory reduce 

teachers' challenges of implementing culturally responsive practices to self-efficacy issues. This 

study is additive to the literature as it expands the understanding provided in the culturally 

responsive teaching self-efficacy (CRTSE) studies to understand what has impacted teachers' 

outcome expectations.  

The findings of this study revealed that all participants expressed high confidence levels 
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in performing culturally responsive tasks. A deeper analysis indicated that these high levels did 

not correlate with most participants' understanding of culturally responsive education (Stepp & 

Brown, 2021). In-service teachers in this study willfully adopted culturally responsive 

dispositions. This did not necessarily translate into compelling descriptions of culturally 

responsive practices. Some participants lacked the knowledge and skill for effective 

implementation, revealing a social desirability bias and an overestimation of their understanding 

and commitment to the practice (Christopher & Herbert, 2021; Bagienski et al., 2022; Larson, 

2018; Bergen & Labonté, 2020; Larsen et al., 2020). The lack of understanding and know-how 

of culturally responsive practices were along racial fault lines (Milner, 2017a). White teachers 

were less likely to exhibit an understanding of culturally responsive practices (Morrison, 2022). 

The minority participants were profoundly and unwaveringly committed and were able to 

provide clear understandings and implications for culturally responsive practices (Milner, 2016). 

The minority participants viewed utilizing culturally responsive practices as a moral and ethical 

obligation to the broader school community (Neir et al., 2019; Stepp & Brown, 2021; Brown et 

al., 2019). Additionally, minority participants viewed culturally responsive education as additive 

and fundamental to their perceptions of good instruction. White participants viewed culturally 

responsive practices as supplementary instruction disconnected from the core ethos of their 

classroom practices.   

Theoretical Implications 

 The triadic reciprocality framework, a microanalytic within the social cognitive theory, 

was utilized as the theoretical framework in this study. The triadic reciprocal framework posits a 

dynamic, bi-directional relationship between individual (personal), behavioral, and 

environmental determinants, which assists in providing and developing human agency (Bandura, 
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1986a). Utilizing this microanalytic provided the opportunity to identify, describe, and interpret 

the lived experiences of in-service teachers' perceptions of the central phenomenon. The lived 

experiences provided by participants demonstrated the disconnection between the perceived 

commitment to implement culturally responsive practices and actual understandings that 

translated to effective practice. The findings unearthed from participants' lived experiences may 

assist site-based academic leadership, school districts, researchers, and other educational 

stakeholders to understand better the importance of implementing compelling continuous 

professional learning opportunities and cultivating supporting culturally responsive environments 

that are rooted in the practical rather than theoretical implementation of culturally responsive 

education. The findings of this study illustrate concerns about implementing culturally 

responsive education that could have tremendous adverse effects on historically marginalized 

students of Color. Figure 1 and Appendix H visually represent the implications of the thematic 

findings through the theoretical lens. 
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Figure 1 

Thematic Connections to Theoretical Framework 

 Personal Determinants  

 • Understandings of 

CRE 

• Quality Education for 

Students of Color  

• Building an 

Awareness for CRE 

• A Platform for Social 

Justice Advocacy 

 

Behavioral Determinants  Environmental 

Determinants 

• Building 

Relationships 

• Implementing CRE in 

the Classroom 

 • The Political Climate 

• The School Climate 

and its impact on CRE 

 

Personal Determinants. The theoretical framework revealed that various circumstances 

affected participants' orientations toward culturally responsive education. Personal connections, 

working contexts, and life-impact events developed participants' affinity for culturally responsive 

practices. Participants willingly sought and acquired knowledge and implemented aspects of the 

culture-pedagogy paradigms within their classrooms. Participants' professional and personal 

experiences were foundational for developing their philosophies regarding culturally responsive 

practices.  

Environmental Determinants. The environment where participants worked contributed 

to the development of their culture-pedagogy practices. Participants were likelier to learn about 
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and attempt to implement culturally relevant practices when working in a schooling context that 

embraced culturally responsive practices. School leaders and instructional colleagues supported 

participants' practical and theoretical CRE development. When participants were embedded 

within school environments with school leaders who were resistant and hostile to culture-

pedagogy paradigms, they were more likely to abandon or significantly reduce their culturally 

responsive practices.  

In addition to schooling contexts, the external environment affected some participants' 

implementation of culturally responsive practices. In Florida, the political climate was hostile to 

diversity, equity, and inclusion initiatives. Legislators enacted various laws and policies severely 

restricting or banning the utilization of equitable practices, such as culturally responsive 

education. The civic discourse chilled some participants' culturally responsive development, 

resolve, and enthusiasm. For other participants, the climatic response to the neoconservative 

discourse hardened their resolve and enveloped civil disobedience and activism in educators.  

Behavioral Determinants. Thematic findings demonstrated how participants perceived 

and displayed their understanding of culturally responsive education. All participants believed 

that relationships were foundational to implementing culturally responsive practices. Two 

relationship-building models emerged, one engrained in maintaining professional distance and 

the other rooted in transformative relationships that extended beyond the classroom. Participants 

leveraged these relationships to get students to take academic risks. Moreover, some participants 

used these relationships as platforms to engage students culturally. Participants who utilized the 

transformative relationship-building model, which sought to know their students both within and 

outside the classroom, were more successful with their culturally responsive instruction 

implementation than those who used the professional distance model. The behavioral 
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determinant also revealed a disconnection between what some participants espoused as a fervent 

belief in culturally responsive practice and how they implemented it within the classroom. 

Beyond stating the importance of relationships, some participants struggled to name ways they 

implemented culturally responsive practices. Most white participants struggled with naming 

implementation methods beyond including culturally diverse names in student assignments and 

using diverse pictorial representations within the classroom space. 

Limitations and Delimitations 

This section describes the limitations and delimitations of this research study. Research 

studies are not infallible. Whether through uncontrollable events or restrictions placed by 

researchers, every research study has various weaknesses and strengths. The limitations sub-

section describes the uncontrollable aspects of this research study that could lead to potential 

weaknesses within this study (Theofandis & Fountouki, 2018). The delimitations sub-section 

describes the constraints and restraints established and placed by the research that would weaken 

this study's findings (Theofandis & Fountouki, 2018).  

Limitations  

The school district where this study occurred had over 200 trained and certified culturally 

responsive educators. Due to time constraints, this study only recruited and collected data from 

10 educators. As a result, this study does not represent the understanding and capabilities of all 

culturally responsive educators within this school district or across the country. Furthermore, 

culturally responsive practices have become a global phenomenon. The sample also does not 

represent the perspectives of these educators.  

The recruitment methods used in this study were limited to community-based social 

justice organizations and the researcher's personal social media accounts. The community-based 



138 
 

 
 

organizations were voluntary organizations. Only a few teachers trained in culturally responsive 

education were active members of these organizations. Additionally, not all culturally responsive 

trained participants were available via social media. Therefore, numerous potential participants 

were excluded from this study. 

Delimitations  

This study deployed two sampling methods: criterion and snowball sampling. Criterion 

sampling emphasizes various criteria the researcher may find important (Gall et al., 2007). 

Participants with at least five years of experience and training inequitable practice that included 

culturally responsive education were included in this study. The restrictions placed on 

participants excluded teachers with less than five years of experience and those not equity-

trained who may have had a unique perspective on the central phenomenon that was not revealed 

in this study's findings. The snowball sampling method relies on participants to assist the 

researcher in recruiting participants (Creswell & Poth, 2018). Several participants were recruited 

using this method. As a result, the research study may have been limited to a small circle of 

individuals, excluding the perspective of culturally responsive educators who were not within the 

circle of influence of the recommending participants. 

Recommendations for Future Research 

The findings of this study demonstrate the need for additional research into the reciprocal 

relationship of in-service teachers who suggest they are culturally responsive. A growing body of 

literature has begun to investigate the disconnection between the expressed proclamations of 

educators and their culturally responsive nature and the actual implementation of the practice 

(e.g., Stepp & Brown, 2021). While these studies are necessary to reveal this lapse in culturally 

responsive practices, they are insufficient to improve the practice. Observational data has 
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suggested the inappropriate and ineffective implementation of culturally responsive education 

(Ladson-Billings, 2017a; Dixon & Ladson-Billings, 2017; Sleeter, 2011). However, course 

correction requires gathering rich, thick descriptions of why teachers fail to implement the 

practice successfully. Beyond holding undergirding biases and preconceived notions of the 

practice, the findings of this study suggest substantive reasons and fears that are critical to 

understanding how to support teachers in overcoming them. Additionally, few studies have 

investigated the professional development provided to teachers rooted in culturally responsive 

practices. As many in-service teachers may first encounter culturally responsive practices in a 

professional development setting, understanding what various organizations are teaching 

teachers about the practice is essential to understanding how to improve the practice. 

Conclusion  

The purpose of this study was to identify, describe, and interpret the lived experiences of 

in-service teachers' perceptions of culturally responsive education. The social cognitive theory's 

triadic reciprocal framework and the hermeneutical phenomenological qualitative methodology 

were used to assist in unearthing and interpreting the lived experiences of the 10 participants in 

this study. Eight themes emerged in the data analysis process. The themes were the introduction 

to CRE, building relationships, understanding of CRE, implementing CRE in the classroom, 

quality education for students of Color, building an awareness for CRE, the political climate, the 

school climate and its impact on CRE, and a platform for social justice. The data synthesis 

revealed a disconnection between participants' stated commitment to culturally responsive 

practices, their understanding of the construct, and the implementation of the practice within 

their classroom. The disunion between participants' commitments, understandings, and 
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implementation could negatively impact the academic prospects of historically marginalized 

students.  

 Three significant findings emerged from this study. The first significant findings revealed 

that personal factors mattered in orienting participants toward culturally responsive practices. 

Whether through racial and cultural connections or life-impact events, how each participant 

connected to culturally responsive education mattered. The second significant finding indicated 

that regardless of the personal affinity of participants toward culturally responsive education, it 

did not necessarily correlate to enhanced culturally responsive practices. The final significant 

finding demonstrated that the schooling context mattered for teachers' culturally responsive 

development. Participants rooted in supportive and affirming culturally responsive environments 

were likelier to continue their professional growth process. Participants who were rooted in less-

affirming environments experienced stunted growth.  

 Culturally responsive education has long been identified as good teaching with 

positive and powerful implications for student learning. Despite the evidence, culturally 

responsive practices have not yet been fully realized in educational institutions. As the United 

States of America continues to diversify and the teaching workforce remains homogenous, the 

need to adopt and adapt instructional practices to respond to the learning needs and ways of 

being of historically marginalized students is urgent. Educational institutions must recognize the 

barriers to effective, culturally responsive education, as numerous students still await their 

practitioner. Addressing these barriers and responding to the needs of the ever-diversifying 

student populace could determine the future. 
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Appendix C 

Individual Interview Questions 

Table 1 

Individual Interview Questions 

 

Introductory Questions 

1. Please tell me your name and more about 

yourself.  

2. How did you venture into teaching?  

 

 

 

What are the lived experiences of in-service 

teachers concerning the concept of culturally 

responsive education? 

(CRQ) 

3. Please tell me when you were introduced to 

culturally responsive education and how did 

you learn about it?  

4. Describe your feelings, in detail, of how you 

perceived culturally responsive education.  

5. Explain your understanding of culturally 

responsive teaching.   

6. Describe your experiences implementing 

culturally responsive education in your 

classroom.   

 

 

What personal factors have influenced in-

services’ teachers understanding and 

orientation regarding culturally responsive 

education? 

(SQ1) 

7. In your own words, in detail, explain how you 

developed your sense of mission in servicing 

students of color?  

8. Describe how your personal beliefs and 

values have impacted your ability to service 

students of color?  

9. Describe in detail how your racial, ethnic, and 

cultural background have affected your ability 

to implement CRE?  

 

 

 

 

What environmental factors have affected in-

service teachers’ understanding and 

orientation regarding culturally responsive 

education? 

(SQ2) 

10. Describe the community you grew up in.  

11. Describe the community where you live. 

12. What other communities do you interact 

within?  

13. Please explain the school context where you 

work? 

14. How do you view the differences between the 

community you grew up in, currently live in, 

and the school context that you work within? 

15. Describe how you incorporate the 

communities that you are familiar with and 

the school context you work within in your 

classroom?  

 

How do in-service teachers describe 

behavioral factors that influence their 

understanding and orientation of culturally 

responsive education? 

(SQ3) 

16. How would you describe your commitment to 

equality, equity, and social justice? 

17. Describe, in detail, how you utilize the racial, 

ethnic, and cultural backgrounds of your 

students in your classroom? 

18. Describe how you include nonmainstream 

knowledge into the curriculum?    



 

Appendix D  

Focus Group Questions 

Table 2 

Focus Group Interview Questions 

 

Introductory Questions 

1. What are the reasons you became a teacher?  

2. What are the reasons you chose to earn your equity-

microcredit?   

 

 

What are the lived experiences of 

in-service teachers concerning the 

concept of culturally responsive 

education? 

(CRQ) 

3. Please describe when and how were you first 

introduced to culturally responsive education? 

4. Describe in detail your understanding of culturally 

responsive education?  

 

What personal factors have 

influenced in-services’ teachers 

understanding and orientation 

regarding culturally responsive 

education? 

(SQ1) 

 

5. How do you describe your role as a culturally 

responsive practitioner?  

6. Explain how your cultural, racial, and ethnic 

identities have impacted your ability to implement 

CRE? 

 

What environmental factors have 

affected in-service teachers’ 

understanding and orientation 

regarding culturally responsive 

education? 

(SQ2) 

7. Explain in detail, how the communities that you 

grew up in have influenced your ability to 

implement CRE? 

8. Describe how the context of your school setting has 

influenced your perception of and ability to 

implement CRE?  

9. Explain your perception of the political climate and 

its impact on CRE?   

 

 

 

How do in-service teachers 

describe behavioral factors that 

influence their understanding and 

orientation of culturally responsive 

education? 

(SQ3) 

 

10. Describe how have navigated the current political 

climate to implement CRE? 

11. Explain how you navigate the use of scripted 

curriculum to implement CRE? 

12. Explain your perception of teachers’ roles in 

developing students’ sociopolitical consciousness?  

13. Describe how you have implemented the CRE in 

your classrooms?  

 



 

Appendix E 

Protocol Writing Prompt 

Table 3 

 

Protocol Writing Prompt 

 
 

 

 

 

 

 

 

 

What are the lived experiences of 

in-service teachers concerning the 

concept of culturally responsive 

education? 

(CRQ) 

Writing Prompt 

 

Imagine you are teaching a class in the district you 

serve. The class is comprised of 5 White students, 5 

Hispanic students, 5 Black students, 5 Asian-Pacific 

Islander students, and 2 multiracial students, and 1 

indigenous student. The lesson, which is prescribed by 

your district and aligned to your state’s learning 

standards, describe many accomplishments of famous 

White Americans. During the lesson, one your student 

of color exclaims: “This has nothing to do with us. Why 

do we have to learn about these white people.” Several 

other students of color agree.  

 

Writing Prompt (250-500 words)  

Based on this scenario, and reflecting on your 

experience as a culturally responsive practitioner, how 

would you respond to the concerns of your students of 

color?  

 

 

 

 

 

 

 



 

Appendix F 

Participants 

Table 4 

Participants  

Participant 

Name 

Race Sex Age Years of 

Service 

Grade 

Level 

Subject Degree 

Attainment 

Johnathan* 

 

W M 45 – 54 3 – 5  Middle Social 

Studies 
 

Bachelor 

Taylor  W F 35 – 44 15 – 20  Middle Math Bachelor 

Sally  W F 25 – 34 6 – 10  Elementary ESE Master 

Makayla  

 

B F 45 – 54 15 – 20  High ELA Master 

Betsy^ W F 45 – 54 25 – 30 Elementary ESE Master 

Shobaa  A F 45 – 54 5 – 10  Middle Math Master 

Morticia  

 

W F 25 – 34 10 – 15 Middle Social 

Studies 
 

Ph.D. 

Maya  

 

 

B F 25 – 34 5 – 10 Elementary All Master 

Emily  

 

 

W F 35 – 44  Middle  Math Master 

Marcus  B M 35 – 44  Middle 

School 

English Master 

*Johnathan works in a parochial school affiliated with the Catholic Church.  

^Betsy is currently a Hospital Homebound teacher. Hospital Homebound is the most restrictive environment. 

Betsy’s population and school context varies in terms of age and severity of illness and disability. 

 



 

Appendix G 

Thematic Alignment to Research Questions 

Table 5 

Thematic Alignment 

Themes Sub Themes Research Question 

Introduction to CRE   

Central Research Question 

Building Relationships  Central Research Question 

 Beyond the Classroom Central Research Question 

 Leveraging Relationship Central Research Question 

Understandings of CRE  Central Research Question 

 Challenges 

Understanding CRE 

Central Research Question 

Quality Education for 

Students of Color 

  

Sub Question 1 

Building Awareness for CRE  Sub-Question 1 

 Development of Racial 

Consciousness 

Sub Question 1 

 Development of Cultural 

Competence 

Sub Question 1 

A Platform for Social Justice 

Advocacy 

  

Sub Question 1 

The Political Climate   Sub Question 2 

 A Chilling Effect Sub Question 2 

 Resilience and 

Resistance 

Sub Question 2 

The School Climate and its 

impact on CRE 

 Sub Question 2 

 School Leadership 

Matters 

Sub Question 2 

Implementing CRE in the 

classroom 

 Sub Question 3 

 Confusion about how to 

implement CRE  

Sub Question 3 



 

Appendix H 

Thematic Connections to the Theoretical Framework  

 

Figure 1 

Thematic Connections to Theoretical Framework 

 

 Personal Determinants  

 • Understandings of 

CRE 

• Quality Education for 

Students of Color  

• Building an 

Awareness for CRE 

• A Platform for Social 

Justice Advocacy 

 

Behavioral Determinants  Environmental 

Determinants 

• Building 

Relationships 

• Implementing CRE in 

the Classroom 

 • The Political Climate 

• The School Climate 

and its impact on CRE 

 

 

 


