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ABSTRACT

GLADYS NTONGAMOH NGEZEM
GRAPPLING WITH DIVERSE CLASSROOMS: STUDENTS, PRACTICING 
TEACHERS, AND SCHOOL OF EDUCATION FACULTY 
Under the Direction of Vincent W. Youngbauer, Ph.D.

Couched in the research which shows that changing demographics in the U.S.

may be causing underachievement in schools, this phenomenological study titled,

“Grappling with Diverse Classroom: Students, Practicing Teachers, and School of

Education Faculty” postulates that accomplishing academic excellence in a diverse

classroom is a tripartite effort in which faculty in the school of education, grades 9-12

teachers, and grades 9-12 students are stakeholders in ever-changing multicultural

schools. Dedicated instructors in such schools need continuous learning to cope with

cultural responsive teaching. The purpose of this study was to explore and understand

the lived experiences o f school o f education professors, practicing EL A grades 9-12

xii



teachers, and grades 9-12 students in light of their experience with diversity. Through 

interviews, observations, questionnaire, and analysis of documents, the conclusion is that 

while the foregoing stakeholders appreciate cultural responsiveness, knowledge of 

multicultural education and implementation are limited. Framed on the need for 

multicultural education in the U.S. where minorities are poised to being the majority in 

2050, this five-chapter qualitative dissertation grapples with the belief that becoming a 

distinctive culturally responsive educator requires one to be a lifelong learner and 

researcher with a yearning for positively impacting knowledge on instructional practice 

and theory. School of education faculty, grades 9-12 teachers, and grades 9-12 students 

need to deepen their knowledge on the tenets o f multiculturalism and to develop an all- 

inclusive understanding of cultural responsive competence and awareness.



CHAPTER I 

INTRODUCTION

Titled, “Grappling with Diverse Classroom: Students, Practicing Teachers, and

School of Education Faculty,” this study posits, as explored later, that attaining academic

excellence in a diverse classroom is a tripartite endeavor in which students, practicing

teachers, and faculty in the school of education are stakeholders or driving forces since

the researcher believes a dedicated instructor needs perpetual learning or inquiry about

the changing world. Indeed, becoming an exemplary educator requires one to be a

lifelong learner and researcher with a desire to positively impact instructional practice

and theory. My personal, educational, and professional journeys, as well as my

educational philosophy have spurred my desire to grow personally, academically, and

professionally. A reflection on these didactic experiences emphasizes the need for me to

be familiar with and to reflect on the views o f experts in my academic discipline. Apart

from the mentioned journeys, the importance of context/culture in learning, the belief that

everyone is capable o f learning, and the belief that people learn differently have spurred

my interest to learn and improve on the understanding and relationship between

secondary students, secondary teachers, and faculty members of the school of education.

This dream would not come true without familiarity with current literature in the field of

multicultural education, teacher education, student achievement, and the broader field of
1
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curriculum and instruction. The results o f this research will contribute to the 

literature/general discourse on student achievement, multicultural education, and the field 

of curriculum and instruction. That is, it would contribute to the need for the foregoing 

stakeholders to develop a comprehensive understanding on how practicing secondary 

teachers can meet the needs of diverse learners through cultural responsive teaching 

within the current curriculum.

Background to the Study 

Due to globalization and immigration, the United States has experienced fast 

demographical changes that have impacted the country in multiple, positive, and negative 

dimensions. Recent statistics indicate that 4 in 10 students enrolled in school by 2050 

would be classified as non-white while 84 % of teachers would be described as European 

Americans or white (Stambach, 2010). There has been a significant increase in all other 

minority groups, but the Hispanic population is increasing more rapidly than any other 

minority group. Federal Interagency Forum on Children and Family Statistics (1998) 

projected that by the year 2020, more than 1 in 5 children in the United States will be of 

Hispanic origin. These changes have contributed to general underachievement in public 

schools and a wide achievement gap between minority students and their peers. 

Researchers indicate that lack of cultural understanding, mismatch between the home and 

the school cultures, and teachers with inadequate knowledge for teaching diverse student 

populations may be contributing to the lack o f motivation and to the academic 

achievement gap between minority students and their counterparts. Taylor (2010), 

Aronson & Anderson (2013), and Bae (n. d.) express the failure o f curriculum theory,
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policy, and practice to respond appropriately to the fast-changing demographics and 

needs o f diverse students in U.S. grades 9-12 public schools.

Research Problem

Students’ weak literacy skills and poor academic underachievement are some of 

the issues that the twenty-first century educator has to grapple with. The achievement 

gap between students with low socio-economic status does not only exists, but has 

persisted for decades, irrespective of educational reform endeavors (Huang,

2015).Twenty-three percent of all high school graduates are not ready to succeed in an 

introductory-level college writing course or the work place. Failing to meet expectations, 

51 % o f high school students who took the ACT test in 2006 met the standards by passing 

the college readiness benchmark test that also reflects students’ workplace readiness 

(ACT, 2006). Also, 8.7 million students nationwide from grades four through twelve 

have minimal academic success potentials because they are unable to read and 

comprehend the information in their textbooks (Kamil, 2003). Apart from the general 

literacy problems that are common in American public schools, the achievement gap 

between minority students and their counterparts is also a call for concern. The National 

Assessment o f Educational Progress (NAEP), an assessment program run by the National 

Center for Educational statistics, focuses on the academic achievement progress of 

elementary and secondary students. Its 2011 national report states that minority (Black 

students) scored 30 points lower than their White counterparts on the national 

achievement assessment (Bohmstedt, Kitmitto, Ogut, Sherman, Chan, & National Center 

for Education Statistics, 2015). Given the diverse nature of American schools,
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multicultural education is one o f the channels through which these problems can be 

solved. Many minority students (especially African-American students, Hispanic- 

American students, Native-American students, and students from families whose yearly 

income is below $30,000) are almost two times less likely to meet the college and 

workplace readiness standards than the other students, who took the test (ACT, 2006).

On the average, 50% o f twelfth-grade students considered as “minority” read at the same 

level as White eighth-graders (Office o f Vocational and Adult Education, 2002). About 

7, 000 students also drop out o f American public schools every year. “In 2004, 

approximately 3.8 million 16- through 24- year olds were not enrolled in high school and 

had not earned a high school diploma or any alternative credential, such as a GED” 

(Monrad, 2007). This situation has a ripple effect across the nation. Although Monrad 

(2007) generally estimated that a student dropped out every nine seconds in 2004, 

minority students were more likely to dropout and most students who dropped out had 

reading deficits. It is worth noting that these reading deficits also extend to the post

secondary level. In a study aimed at measuring the remedial course-taking tendencies in 

selected private and public higher educational institutions from 1999 to 2008, the 

National Center for Education Statistics (2013) found out that undergraduate minority 

students (Blacks and Hispanics) had higher percentages o f remedial course-taking than 

their white student counterparts. Latino student will likely comprise 25 % of U.S. public 

school students by 2025 but face major obstacles in transitioning to higher education 

(Zarate & Burciaga, 2010). The implication here is that the minority students are less
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likely to graduate from college on time, as well. In relation to the educational 

underachievement, Grant and Sleeter (2007) state:

To those of us in the business, it is obvious that large segments o f our education 

system are failing today. We are the ones, after all, who get the first real-world 

view o f the young people emerging from the American education pipeline. 

Unfortunately, many of them arrive at our doors unable to write a proper 

paragraph, fill out simple forms, read instructions manuals, do essential 

mathematical calculations, understand basic scientific concepts or work as a team, 

(p. 173)

This very telling quote speaks to the deficiencies o f unprepared students who are not 

ready for the workforce or college. The foregoing data indicates the persistent existence 

of underachievement/achievement gap in U.S. schools.

Purpose of the study 

The purpose of this phenomenological study is to understand how high school 

students, practicing grades 9-12 teachers in Mellah High School (pseudonym) in Peace 

County (pseudonym), in southeastern United States and School o f Education faculty at a 

southeastern university describe their experiences dealing with diverse schools. Apart 

from understanding how the participants describe their experiences, the research also 

seeks to comprehend the similarities and differences in the way students and educators 

grapple with contemporary diverse school environments. Although other sub-questions 

were generated, the research, thus, seeks to answer the following broad questions:
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Research Questions

(1) How are practicing grades 9-12 teachers and school of education faculty dealing with 

diversity?

(2) How do practicing grades 9-12 teachers and school o f education faculty describe their 

multicultural school experience?

(3) What are grades 9-12 students’ perceptions of their experience with diversity?

(4) What are the similarities and the differences in the way secondary students, practicing 

grades 9-12 teachers, and school of education faculty interpret and appreciate their 

experiences in diverse schools?

Researcher’s Personal and Professional Connections to Research 

My personal, educational, and professional experiences have exposed me to these 

issues that impact U.S. public schools and have strengthened my belief that curriculum 

needs to respond to these concerns. My personal connection to multicultural education 

comes from my childhood, adult worldview, and professional experiences. I am a 

minority in multiple dimensions: a person of color, a woman bom in a region where 

education of female children was not a priority, and an immigrant in the United States. I 

was bom in Cameroon, as the first child to a family o f many siblings. As the first child, I 

had to be a role model, and as a member o f a family of many children, I learnt tolerance, 

perseverance, teamwork, and the accommodation of diverse views and personalities. On 

the negative side, I also had to deal with difficulties that come with having parents who 

are economically and academically disadvantaged. I grew up in Cameroon, a country 

considered the crossroads o f cultures, multiple ethnicities, and languages. The records of
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the U.S. Central Intelligence Agency (CIA, 2015) hold Cameroon’s diversity records, 

which reflect those of other nations in terms of categories. Language and ethnic 

constitution are, however, worth great consideration. Cameroon’s population of 

23,130,708 people is subdivided into multiple ethnic groups: Cameroon Highlanders 

31%, Equatorial Bantu 19%, Kirdi 11%, Fulani 10%, Northwestern Bantu 8%, Eastern 

Nigritic 7%, other African 13%, and non-African less than 1%. Apart from ethnic and 

racial differences, Cameroon’s other major area o f diversity is language: French and 

English are the official languages, but it also has 24 major language groups (CIA, 2015).

My educational experiences in two extremely different countries (Cameroon and 

the United States) have brought me face-to-face with some of the barriers to learning that 

exist in diverse classrooms, barriers which impact students’ academic performance and 

opportunities in life. I also speak three languages: English, French and Mmock (one of 

the indigenous languages spoken in Lebialem, South-West region of Cameroon). It is 

common for me to believe that I am different from everyone else, or see people who are 

sensitive to their differences the same way. I have been a victim of some of the 

educational issues that come with limited language proficiency and cultural differences. 

During my college freshmen year in Cameroon with English language as the only official 

language I knew then, I had to change my major due to limited fluency in French 

language, a language 80% of Cameroon uses. As a graduate student in the U.S. some 

years back, I also came face-to-face with a few instances in which some educators 

erroneously pre-judged and doubted students’ ability to write and analyze content solely 

on the basis of the students’ differences. The foregoing background has been invaluable
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in my teaching career, as I always find someone who is a minority in each class 

regardless o f the demographics, but meeting the needs o f all students has always been 

extremely challenging.

I have taught diverse students in both rural and urban settings, and at the 

secondary and college levels for more than ten years. I have taught English in 

Elementary, middle, and high schools, as well as in colleges, including a community 

college. I occasionally work, in summer, for the U.S. Department of Defense and State 

Department as Director o f Instructor in foreign countries. I presently teach English in a 

very diverse high school and my belief that students must be fully engaged in the learning 

process as individuals with unique needs, interests, and acumens has further intensified 

my research interest in multicultural education.

As a teacher, I also grapple with the challenging task of tailoring instruction to 

meet the needs o f diverse learners. The high school in which I currently teach has 

experienced dramatic changes in demographics since I got there a few years ago. It is 

now considered one of the most diverse schools with 40% of its students being classified 

as economically disadvantaged and 84% as minority. In fact, the demographics of this 

school have changed tremendously over the past four years and every year is a new 

experience. Students from this high school come from more than twenty nationalities, 

and as expected, bring different cultural world-views into the classrooms. I have come to 

a point where I believe every classroom is diverse. The demographics are similar to 

those o f the county in which this research was conducted.
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After several years of teaching, I have observed the lack o f motivation, low 

literacy level, and the achievement gap that plague American public schools. Most 

teachers believe in paying attention to the diverse nature of U.S. students who definitely 

have unique needs, but providing these needs is always a challenging task. In 2003, 61% 

of teachers declared that the school of education did not prepare them enough for the 

contemporary demands o f the classroom, especially in the domain of cultural pluralism. 

These teachers expressed willingness to learn more (Banks, 2015). Teachers may have 

limited knowledge of multicultural education or culturally responsive pedagogy, but 

tailoring instruction and assessment to meet the needs of diverse learners in different 

subject areas is daunting. Jimenez, Guzman, and Maxwell (2014) conducted a study to 

describe the perceptions of South Texas educators and administrators on the 

implementation of multicultural education. All participants in the study testified that the 

changing demographics imply that teachers need to become more knowledgeable on 

multicultural education methods. They saw student achievement as a benefit of 

multicultural education, but also acknowledged that teachers and administrators often 

have limited knowledge on multicultural dimensions. Many teachers have limited or no 

experience in dealing with the multiple cultures which surround them. They need to be 

trained through course content and other experiences in order to tackle diverse student 

bodies without bias or prejudice because the teachers’ best intentions might be 

overshadowed by negative attitudes resulting from ethnocentric world views or 

underlying prejudice (McFadden, Merryfield, & Barron, 1997).
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As a teacher, I currently incorporate culturally responsive teaching strategies into 

my lessons, but it took a long way for me to learn these practices, and the issue of 

underachievement/achievement gap requires more attention. To address 

underachievement issues, several scholars have postulated on the causes of 

underachievement (especially the achievement gap between minority students and their 

counterparts), and solutions to the problem.

Several researchers attribute minority students’ academic failure to the cultural 

mismatch between students and their teachers: “The more different the child is from the 

teacher, and the more different the child’s areas o f competence are from traditional 

school knowledge, the less likely the teacher is to recognize this living cultural 

knowledge” (Grant & Sleeter, 2007, p. 134), and will likely not make good use of 

scaffolding within what Vygotsky (1978) refers to as the zone of proximal development. 

In addition, Wei (2013) believes that educators fail to distinguish assimilation from 

multiculturalism. To him, many educators profess cultural tolerance, respect and 

appreciation as reputable educational attributes, but their instructional strategies translate 

the contrary while in the classroom. Wei (2013) further explained that assumptions 

underlying the practices indicate “Anglo Americans are representative of the norm, and 

that others, although deviant from this norm, should nevertheless be acknowledged too” 

(p. 75). These scholars support the position that multiculturalism should be embedded 

throughout the curriculum. To other scholars, this misunderstanding resulting from 

cultural differences also leads to misconceptions about diverse learners.
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Misconceptions o f Diverse Learners 

Unfortunately, misconceptions about minority students, especially students with 

limited language proficiency hinder culturally responsive instruction and assessment in 

schools. Campione, Farr, and Trumbull (1997) criticize compensatory remedial learning 

programs, which they refer to as the “deficit approach.” They point to different 

misconceptions that have, regrettably, influenced the institution and the failure of school 

or even district-wide improvement plans for English Language Learners (ELL): People 

tend to believe that learning a second language simply requires exposure to and 

interaction in the second language, but this belief is a misconception given that older 

students will need to grapple with the complex and abstract concepts o f the secondary 

classroom and textbooks. These students need to master the grammatical, the 

morphological, and the phonological aspects of the English language. Some equally 

believe all ELLs should learn English in the same way they learned their first language 

because learning languages is a universal process. This belief may be faulty because 

teachers o f ELLs have noticed that some students learned language for socialization 

faster but struggled with academic language. Some teachers also perceive having a 

diverse student body in the classroom as a deficit or handicap rather than enrichment.

The authors conclude that these myths have their roots in racism, classicism, 

ethnocentrism, and linguacentricism, assumptions o f superior languages. They represent 

the views o f biological and cultural determinism, the belief that one capability for success 

is permanently defined by one’s culture, race or class and limited by these factors. These 

authors finally point to the flaws of the common assumption that all students want to be
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acknowledged for what they know. Conversely, acknowledging what one knows is a 

taboo in some cultures if that acknowledgement will embarrass someone else. Notions of 

intelligent behavior, and ways and occasions for displaying knowledge differ from one 

culture to another. Culturally responsive pedagogy rejects these deficit-based 

misconceptions of

poor students, and students of color lacking or being devoid of culture, coming 

from a culture o f poverty which is not suited for academic success, possessing an 

oppositional culture, having a disdain for academic achievement, or having 

parents who lack concern for their children’s academic aspirations. These 

“deficit-based” accounts of students have also derided students’ language as being 

deficient because of its variation from Standard English. (Howard, 2012, p.4) 

Educators should be aware o f these misconceptions and focus on creating effective 

learning opportunities for all students. Minority students have equally been victims of 

traditional instruction and standardized assessments commonly known as the “one size 

fits all” approach.

Gardner’s (1983) theory of multiple intelligences encourages educators to meet 

the above need by differentiating instruction and assessment to reflect a variety of 

students’ learning styles and preferences. In “A Brief History o f Alternate Assessments 

Based on Alternate Achievement Standards,” Quenemoen (2008) documents the origin 

and evolution of alternative assessment from the 1990s to the early 2000s and the 

negative effects o f the standards movement on minority students. Concerns include tests 

bias, the narrowness o f test content that concentrates only on basic skills, over-emphasis
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on routine and isolated skills while neglecting complex thinking and problem solving, 

and the narrow relevance of multiple choice tests to real life learning (Herman, 

Aschbacher & Winter, 1992). Other scholars have suggested multiple strategies to 

teaching and assessing diverse learners.

Assessing Diverse Students 

Research has documented the examples of alternative assessments for diverse 

classrooms: Alternative assessments, also referred to as “authentic assessment, portfolio 

assessment, process assessment, exhibits, or demonstrations” (Herman, Aschbacher & 

Winter, 1992, p. 6) lead to more significant and enduring outcomes, especially when 

teachers take the mental model into consideration. Contemporary cognitive psychology 

has the view that learning is non-linear in nature because during the learning process, 

students continually receive information, interpret it, connect to prior knowledge, 

organize and revise their internal notions o f the world. Farr and Trumbull (1997) call for 

alternative assessment methods, arguing that problem solving approaches, notion of 

intelligence behavior, and ways and occasions for displaying knowledge differ from one 

culture to another. Per the foregoing scholars, examples o f alternative assessments that 

may be used in the place of standardized testing include the following: Agree/disagree 

clarification cards, Bloom’s constructed tests, collaborative test-taking, interactive 

discussion, picture or symbol representations, fact-finding through fraternizing, group 

processing skills through roles, hard-core judgments using starter statements, inquiry 

lecture techniques, answer-to-question jeopardy style testing, kinesthetic testing tactics 

with nine cards, section-oriented learning project poster, measurement through
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contracting, negotiable read/relate options, observations, portfolios that offer 

opportunities for metacognition, quotation reactions, response cards/boards, use of 

satisfying case studies, tic tac toe game boards, project evaluations that incorporate 

specific behavior (such as scrapbooks, pamphlets, teaching bulletin boards, games, 

scrolls, movies, models, displays, mini-centers, photo/picture essays, debates, how-to 

manuals, learning kits, and learning reports), use of journals/logs, skills packs, and 

pair/share. The foregoing strategies include both the cognitive and the affective domains 

(Schurr, 1993). Instructional and assessment needs of diverse students need to be 

addressed at the level o f curriculum.

In addressing academic achievement problems, several researchers have explored 

the relationship between teacher effectiveness and student success and found out that 

there is a clear and undeniable correlation between teacher effectiveness and student 

achievement and the teacher is the catalyst for change (Stronge, Ward, Tucker & 

Hindman, 2007). Additionally, economists’ research reports hold that teacher quality 

accounts for about 20% of student achievement variation results (Editorial Projects in 

Education Research Center, 2011). Given that current research considers teacher quality 

to be the most important determinant to student success, teacher education programs 

remain very crucial in preparing culturally responsive teachers to meet these needs. This 

view is logical because teacher quality determines students’ success to an extent.

Regardless of this rapid and consistent increase in minority populations, and 

consistent concerns on students’ achievement, the teaching force predominantly differs in 

terms of racial composition. Ninety percent of K-12 teachers were classified as white by
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1986. Although there was a drop to 84% by 201 l(Feistritzer, 2011), the mismatch 

between the students’ and teachers’ demographics is still considerably high. Given the 

disproportionality, these rapid changes in society, and the wide achievement gap, scholars 

such as Banks (1993), Delpit (2000) and Gay (2000) suggest that training teachers to 

cope with the diverse student body of American schools is the answer to narrowing the 

achievement gap and educating all the youth. Ladson-Billings (1995) synthesizes the 

ideas o f educators and sociolinguists who agree that the probability for students to be 

successful is high if their home language and culture is incorporated into classroom 

instruction: First, Pewewardy (1993) points to the common tendency for mainstream 

(white-middle class) culture to be inserted into education instead of inserting education 

into culture, and second, sociolinguists used different appellations but point to the same 

tendency-neglecting the learner’s linguistic or cultural experience. To situate this 

problem of discontinuity, Au & Jordan (1981) used the appellation “culturally 

appropriate,” (Mohatt & Erickson, 1981) coined “culturally congruent” (Cazden & 

Leggett, 1981; Erickson & Mohatt, 1982) used “culturally responsive,” (Jordan, 1985; 

Vogt, Jordan, & Tharp, 1987) used “culturally compatible,” and Irvine (1990) refers to it 

as the lack of “cultural synchronization” (Ladson-Billings, 1995). She concludes that 

these researchers have used different names for the same concept and agreed on the need 

for instruction to be embedded in students’ experiences.

Yet there is little research on how different types of faculty development 

programs such as pre-service teacher education programs impact student achievement 

and retention rates (Tinto, 2007), especially given that the population of minority students
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in public schools is in dramatic rise. Kim (2011) echoes similar concerns that there is a 

dire need to review current multicultural education practices, teacher education practices, 

and educational policy. Other critics of approaches to multicultural education include 

failing to address racism and inequality in schooling, students being viewed as human 

capital for future markets in this global economy. There have been inconsistencies 

among schools o f education theoretical frameworks on the way they handle issues of 

diversity and social justice. Most teacher education programs add multicultural content 

without transforming the theoretical structure o f the program to reflect democratic ideals.

The inconsistencies notwithstanding, some scholars posit that meeting the needs 

o f diverse student bodies through staff development would create safe learning zones for 

all students. Jones (2010) used professional development to awaken more cultural 

awareness in teachers who were formerly unaware of their own cultural biases. The 

research participants were from New York schools, but their shortcomings are indicative 

of secondary teachers not being knowledgeable enough to address and prevent 

homophobia in schools. Picower (2014) also shares her personal success story on how 

educators used students’ culture and home language as a resource for learning curriculum 

and how Caucasian teachers had the opportunities to reflect on their racial identities, 

worked effectively, and gained better understanding of students of color. This 

transformation and the tenets of culturally competent pedagogy were at the core of daily 

practice at Picower’s school, Prescott Elementary, in Oakland California. She concluded 

that student-teacher relationships and knowledge o f culture count most in students’ 

achievement.
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Based on my experience, I believe that every classroom is diverse, and every 

student can learn, but the sociocultural context of learning should not be ignored. 

Teachers should thus pay attention to the sociocultural context o f learning which seems 

everywhere evident.

Multicultural Curriculum 

Standard 4 of The National Council for Accreditation of Teacher Education 

(NCATE, 2007) emphasizes knowledge of diversity as one of its key standards for 

accreditation o f teacher preparation institutions. The conceptual frameworks o f all 

teacher preparation institutions must show commitment to preparing culturally competent 

teachers but the school of education is accused o f disconnected curricula, lack of 

socialization of new teachers, and the failure of connection between theory and practice. 

Schools of education are supposed to help new teachers transition smoothly into the 

teaching profession and also ensure that their policies are effectively practiced. Apart 

from complaints about general under-preparedness o f many teachers, urban schools that 

suffer from the worse cases of underachievement tend to have the most ill-prepared and 

inexperienced teachers (Banks, 2015). Howard (2008) concludes that although NCATE 

emphasizes competence in diversity, teacher preparation has historically focused on the 

teacher possession of key concepts without much attention to meeting the needs of 

diverse populations, but if educators really desire to close the achievement gap, decisions 

on teacher capacity, a teacher’s “knowledge, skills, and dispositions” (Howard, 2008 p.

169) should reflect the changing demographics of the country and the global community. 

Teacher education programs should see it as an obligation to take a social justice and
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diversity stance, make social justice permeating in teacher education, and promote 

teaching as a life-long process o f transformation and reflection as Nieto (2000) 

suggested. Ladson-Billings (1995) suggests a concept-based curriculum steeped in 

students’ culture (elaborated in the theoretical framework). The notion of diversity also 

differs between educators. The foregoing concerns point to the need to understand how 

students, practicing teachers, and faculty perceive their experiences in diverse schools.

Given the rapid demographical changes in the nation, there is need for curriculum 

to respond to the problem of achievement gap and underachievement. From the current 

literature reviewed in this work, there is much literature justifying the existence of 

underachievement/achievement gap problem, and much literature on the causes o f the 

problem and possible ways of solving the problem through multicultural education, but 

there is very limited literature on perspectives o f students and educators. Additionally, 

works comparing the perspectives of secondary students, secondary teachers, and school 

of education faculty are rare or nonexistent, thus necessitating this work. The above 

research also shows that many educators believe in the need for all educators to be 

culturally responsive, but being culturally responsive enough to meet the needs of all 

students in different subject areas is very challenging and requires a common curricula 

understanding between practicing teachers and teacher educators (higher education 

faculty).

Rationale and significance of the study

This research will contribute to the existing body of knowledge that addresses the 

afore-mentioned issues on students’ academic achievement in American public schools.
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It seeks to understand how students, practicing teachers, and school o f education faculty 

perceive their experience in dealing with diversity. It also seeks to understand the 

similarities and differences in the way they interpret and appreciate diversity. The 

results of the research will contribute to the body of knowledge in the field of 

multicultural education by showing how understanding the experiences o f these 

participants would shape teacher education curriculum and instruction.

Methodology

This research is a phenomenological study. It is a qualitative study, but a 

questionnaire is used in the first portion to understand the views o f minority high school 

students about their school experiences. The second portion focuses on exploring and 

comparing the perspectives of faculty members on diversity in secondary classrooms and 

those of college professors in college classrooms. Data collection methods include 

questionnaire, interviews, observations, researcher’s field notes, researcher’s journal, and 

document analysis. Participants include high school students, high school teachers, and 

school o f education faculty members.

Implications for the Study 

The implication for this study is that the constructivist paradigm impacts the way 

educators view learning and assessment. In the diverse classroom context, the disparity 

between the teachers’ worlds and the students’ demands consideration. Teachers need to 

be more culturally responsive and commit to lifelong learning, to debunk misconceptions, 

and stereotypes about certain groups of students, and to utilize a variety of instructional 

methods and assessments to meet the needs of diverse students. While in-service
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teachers are encouraged to use a variety o f instructional and assessment methods, the 

schools o f education should also continue focusing on preparing pre-service teachers to 

provide the needs of diverse learners. There is a general need for mutual understanding 

on the notion of diversity and the manner in which students’ needs can better be met.

Limitations and Delimitations 

Simon (2010) cautions that writers take assumptions, ontological views, 

objectivity, subjectivity, methods of data collection/analysis, and the theory in question 

into consideration while addressing research limitations and delimitations. Research 

questions in this study carry the assumption that participants would respond to 

questionnaire and interview questions honestly. Limitations for this research include 

researcher personal bias or subjectivity. It is possible for the researcher’s presence to 

impact the authenticity o f the observations and interviews. In other to avoid the 

foregoing issues, the researcher employed appropriate notes, recorded interviews, coded, 

and analyzed data objectively in order to avoid issues o f reliability and transferability.

Definition of Key Terms 

Although many of the following terms have previously been discussed in depth in 

this dissertation, reducing some o f these definitions to their essence and putting them in a 

whole would be useful:

Multiculturalism: multiculturalism designates the presence, reception, or advancement of 

pluralistic cultural societies within a dominant culture. It is an “approach to education, 

public policy, and other areas o f social life that affirms the cultural diversity of a 

multiracial and multiethnic society” (Chow, 2015, p. 1-2).
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Culture: culture is a holistic total of all contributions of a group o f people within a given 

time. It designates “the aesthetic or intellectual achievement or appreciation o f an 

individual or a society, and also the lifestyle of a society as passed on from generation to 

generation” (Funk & Wagnalls New World Encyclopedia, 2015, p. 1).

Culturally responsiveness: In this study, cultural responsiveness deals with the teacher’s 

awareness, flexibility, response and sensitivity to students’ differences, and use of 

culturally relevant research-proven strategies that maximize learning for all students 

regardless o f their cultural backgrounds.

Ethnicity: Ethnicity constitutes a group of people yoked under shared origin or customs, 

or social, familial, or national involvement or lifestyle.

Diversity: Diversity designates a pluralistic intermingling of people and ideas. It goes 

beyond merely tolerating difference and rests on acceptance, acknowledgement, 

recognition, and respect o f others and their ways.

Minority: Minority deals with those who are ethnically, racially, religiously, or socially 

under the domination of a majority group.

Multicultural competence: Multiculturalism deals with an individual’s ability to 

successfully and efficaciously implement cultural diversity in the display of duties or 

responsibilities.

Ethnocentrism: The practice of judging a culturally solely on the basis of one’s own 

culture, considering one’s culture as the center, and viewing others with the assumption 

that one’s culture is superior to others. It may sometimes be accompanied by hostility 

against other groups.
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Eurocentrism: Rooted in practices o f colonialism and imperialism, Eurocentrism is a 

worldview that carries assumptions o f the superiority of Western civilization by viewing 

the world solely from the perspective o f Western civilization. Eurocentrism celebrates 

the dominance of European perspective and tend to interpret non-European cultures from 

European perspectives.

Linguacentrism: Linguacentrism is the common tendency or practice of failing schools 

to blame failure on minority students and their assumed language deficits (Zintz, 1976).

Summary and Conclusion 

My personal and professional experiences have provoked my interest in the field 

o f multicultural education, but in order to grow professionally, I have to familiarize 

myself with the literature in the field and its relationship with the broader field of 

curriculum and instruction. In order to solve the literacy problems and narrow the 

achievement gap, the need to address diversity issues that hinder achievement in schools 

should be relentless because research shows that apart from the American heritage that is 

characterized by diversity, the number o f minority students in U.S. schools is constantly 

increasing due to immigration, especially as millions o f illegal immigrants may soon be 

legally entitled to American mainstream life on the basis of the November 20, 2014 

Executive Order put in place by the U.S. president, Barack Obama. From the literature 

reviewed, it is evident that educators, sociolinguists, administrators, schools o f education, 

accreditation agencies, and state governments value multicultural education and believe it 

is the avenue through which the academic success o f all students can be ensured. The 

question becomes, “if  there is this much agreement on the importance of multicultural
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education, why has the achievement gap problem not been resolved?” Do the 

stakeholders have a common vision? How does this vision translate in classrooms? How 

do students relate to teachers’ attempts to reach students’ diverse needs? A place for 

better understanding of these issues and possibly answering these questions is the 

classroom. “The place to find out about classroom practices is the naturalistic setting of 

the classroom and from the lived experiences o f teachers” (Ladson-Billings, 1995, p.

164).

Teachers are encouraged to use a variety of instructional methods and 

assessments to meet the needs o f all students. They can also serve as advocates. The 

lack of motivation, low literacy, and wide achievement gap in American public secondary 

schools are issues that should not be ignored or minimized. The constructivist paradigm, 

the tenets o f multiculturalism, and culturally responsive theory served as guides for this 

study and steppingstones to redressing the problem in question. These theories helped in 

explaining the issues facing public schools, interpreting research, and making 

recommendations for the future because they all emphasize the critical role of experience, 

context, and culture in learning. The entire research endeavor reflects my attempts to 

reflect and contribute to the field of curriculum and instruction. Chapter two explains the 

theoretical framework of the study, chapter three grapples with the methodology and 

design of the study, chapter four deals with data results, analysis, and interpretation, and 

chapter five comprises a summary o f findings, implications, limitations, and 

recommendations for future studies.



CHAPTER 2

THEORETICAL FRAMEWORK

Theory is a contemplative and rational abstract, which serves as a vehicle for

inquiry (research), and a theoretical framework within qualitative research constitutes

part of the conceptual framework. A conceptual framework in social research comprises

concepts, theoretical constructs, and the relationships between these attributes as the

theory suggests. To Jonker (2010),

The main functions o f a conceptual model relate the research to the existing

theories, focusing the research, making clear in which way the researcher is

thinking about the things going on and providing the possibility to systematically

pay attention to the embeddedness of the subject that will be investigated, (p. 66)

Maxwell (2005) further cautions that while formulating a conceptual framework, the

researcher should evaluate any relevant literature, preliminary studies, and personal

experiences that would be used to understand the issues and people studied. Knowledge

of and acquaintance with the foregoing aspects should ably guide the choice of

theoretical framework and facilitate, as well as focus research. Considering the current

body of literature in achievement gap/theorists’ views of multicultural education as a

remedy for underachievement (as evident in the review of related literature), and the

researcher’s view of knowledge and learning, this study is a qualitative one and utilizes

the interpretivist (constructivist) paradigm and applies multiculturalism as its theoretical
24
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framework? The purpose of this phenomenological study is to understand how secondary 

school students (grades 9-12), their teachers, and the school of education faculty 

members experience diversity. Given the preceding ideas, a blend of multiculturalism 

and culturally responsive pedagogy would be the appropriate theoretical framework for 

this study. The following diagram (Figure I) sums up a visual representation of the 

various aspects of the study in question.
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Figure I. Conceptual Map for the Study

In light o f the map above, the guiding theories (Multiculturalism and culturally 

responsive pedagogy) are located at the center, surrounded by three triangles. The three 

triangles represent the main stakeholders (the students, practicing teachers, and school of 

education faculty) who, influenced by multiple factors as indicated in the bullet points in 

the boxes, may impact learning either positively or negatively depending on
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circumstances. Students’ achievement is the culminating product of the interaction 

between the stakeholders and is located in the arrow in the bottom of the diagram. The 

researcher’s paradigmatic view also shapes the choice o f theory.

The Researcher’s Paradigmatic View 

The research paradigm tops Jonker’s pyramid of research process steps given that 

it is the broad “worldview” (Cresswell, 2014, p. 6), a set of assumptions and belief that 

guides the researcher’s thinking and actions (Mertens, 2010). The researcher’s interest in 

multicultural education, the nature of the research problem, research questions, and 

purpose of study necessitate the use of the constructivist paradigm for the study. “A 

paradigm is a comprehensive belief system, world view, or framework that guides 

research in a field” (Willis Foundation, 2007, p.8). Mertens (2012) classifies these world 

views into four major types: postpositivism, constructivism, transformative, and 

pragmatic paradigms. Mertens (2012), and Wahyuni (2012) identify three philosophical 

dimensions (ontology, epistemology, and methodology) that may be used to discuss 

research paradigms. Ontology deals with how the researcher perceives reality. 

Researchers who perceive reality as being external and independent of the learner’s social 

factors are referred to as realists. On the other hand, subjectivists believe knowledge is 

dependent on the learner and social factors (Wahyuni, 2012). The constructivist 

paradigm assumes the subjectivist perspective. Epistemologically, constructivists 

perceive learning as an “interpretive, recursive building process by active learners 

interacting with the physical and social world” (Fosnot, 1996, p.30). Knowledge is 

temporary, developmental, nonobjective, internally constructed, and socially and
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culturally mediated. They believe in multiple realities. In terms of methodology, 

constructivists value insiders’ perspectives through interactions and dialogue with 

research participants (Wahyuni, 2012), thus valuing qualitative data collection methods 

that yield multiple perspectives. To constructivists, understanding social phenomena 

should emanate from the subjective lived experiences of research participants.

Constructivism dates back to classical antiquity with Socrates’ decision to have 

dialogue with his followers so that they could assess the flaws of their own thinking, but 

constructivism as a learning theory has its roots in the works o f an eighteenth century 

philosopher, Giambattista Vico, who first postulated that human beings only understand 

what they have personally constructed. Major theorists who further developed this ideas 

that shaped constructivism include Dewey, Piaget, Vygostsky, and Brunner (Greece, n.d,

p. 2).

John Dewey (1859-1952) emphasized that education should be grounded in real 

experience. In Experience and Education, Dewey (1938) emphasizes the central role of 

experience in education. He declares that “amid all uncertainties there is one permanent 

frame of reference: namely, the organic connection between education and personal 

experience” (chapter 3). He emphasizes that experience may be positive or negative. 

While positive experience sets good ground for subsequent positive experiences, 

“miseducative” experience might hinder further learning. He also brought the idea of 

inquiry as an important method of learning.

Piaget (1896-1980) added that humans learn by constructing successive logical 

structures that lead to an increase in the depth of knowledge from childhood to adulthood.
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Piaget (1950) believes in the “remarkable functional continuity which links the 

successive structures built up by the child from the formation of elementary habits to the 

spontaneous and sudden acts o f invention which characterize the highest forms of 

sensory-motor intelligence” (p. 107).

Vygotsky further added the sociocultural theory of development which holds that 

effective learning takes place when students solve problems within their “zone of 

proximal development” with guidance. His theory added the social aspect of learning. 

Modem and contemporary scholars who have written about or practiced constructivism 

took their inspiration from the innovations of the foregoing scholars (Educational 

Broadcasting, 2004). Vygotsky emphasized the importance of language in development. 

Learning cannot be divorced from social context. Intelligence begin to form when 

children remember images of previous experience. Collaboration is key in learning 

(Vygotsky, 1930).

Brunner’s cognitive development theory improved the learner-centered aspect of 

constructivism by recognizing the student’s active role in the learning process. He 

proposed four main aspects of teaching and learning: The attitude towards learning, the 

presentation of material in an effective sequence, consideration of the learner’s ability, 

and appropriate consequences for behavior contribute to learning. In The Process o f  

Education, Brunner (1950) explains the connection between his cognitive learning 

theory, and learning and teaching. Brunner’s cognitive development theory emphasizes 

the active role o f the learner in formulating hypothesis and constructing and selecting 

new ideas. He posits that curriculum should emphasize the structure of knowledge that
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students have to learn instead of forcing them to memorize facts. Influenced by Piaget's 

research on child development, Bruner proposed a cognitive development theory that 

emphasizes the student’s active role in the learning process. In other words, the learner 

formulates hypotheses, constructs new ideas, and selects information that is integrated 

into existing knowledge and experience. Bruner advocates teaching activities that allow 

students to discover and construct knowledge, but pacing and alignment should facilitate 

the process.

Opposing Piaget’s idea of stages of knowledge that become naturally complex 

with age, Brunner (1960) states “any subject can be taught effectively in some 

intellectually honest form to any child at any stage of development” ( p. 12). The 

implication is that old ideas facilitate the learning of new ones, intellectual activity is 

common to humans of all ages if  they are intrinsically motivated and encouraged to carry 

inquiry. Constructivism is a paradigmatic shift from positivism and postpositivism, 

which is not appropriate for this study because the postpositivist paradigm holds that 

reality is external and objective. Postpositivists believe there is an objective reality.

They view the researcher as an outsider who can observe and objectively obtain results 

through scientific methods. The researcher is separated from the participant, and should 

use statistical tests to achieve results that can be generalized (Wahyuni, 2012; Mertens, 

2010; & Applefield, 2011). Given the nature of the research problem and the purpose of 

the study, the constructivist paradigm is the appropriate lens through which participants’ 

unique lived experiences may be understood. The constructivist paradigm is the right
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lens because understanding the values, attitudes, intensions, and motivations o f the 

research subjects concerned are also as important as comprehending their behavior.

Relationship of Theoretical Framework to the Purpose of the study

Blending the achievement gap and maximizing learning for all students in 

American schools requires knowledgeable and culturally responsive educators, but this 

progress would not take place without acknowledgement and practice of the various 

principles/strategies of multiculturalism. Multicultural education ‘responds to the 

instructional needs and differing socio-historical realities o f students from various 

socioeconomic , ethnic, racial, and immigrant groups that form the culturally diverse 

student population of society”(McFadden, Merryfield & Barron, 1997, p.7). It strives to 

value the uniqueness of persons who constitute a common community. Students’ 

academic goals fall within this list o f human needs. The fast-changing U.S. 

demographics impact educational practices. In other to promote achievement for all 

students as well as narrow the achievement gap between minority students and their 

counterparts, curriculum scholars and educators believe in the need for curriculum at all 

levels to address the needs of diverse learners, but their agreement notwithstanding, 

concerns about underachievement and achievement gap persist (Kim, 2011).

The purpose of this phenomenological study was to understand how high school 

students, in-service teachers, and school of education faculty describe their experiences in 

diverse schools. Apart from understanding how the participants describe their 

experiences, I also sought to comprehend the similarities and differences in the way 

students and educators grapple with contemporary diverse school environments. The
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results of the study would contribute to the existing body of research in multicultural 

education. Due to my experience and research-based evidence that culture impacts 

learning, and that students come to the classroom with different experiences, which are 

worth considering while making instructional and assessment decisions, multiculturalism 

and culturally responsive pedagogy were the appropriate framework for this 

phenomenological study. The instructional dimension of multiculturalism and the tenets 

of Culturally Responsive Teaching theory helped in focusing data collection and analysis. 

Teachers’ depth of cultural awareness, response to difference, effectiveness in cross- 

cultural relations, ability to use multicultural teaching style as opposed to an ethnocentric 

style are four ways of measuring teachers’ multicultural understanding (McFadden, 

Merryfield & Barron, 1997). The foregoing areas helped focus data collection and 

analysis during the study.

Multicultural Education: Definitions, Dimensions, and Scope 

Multicultural education theory is often attributed to Banks. Multicultural 

Education’s definition, focus/goals, scope and dimensions have evolved over the years. 

Banks (1995) defines multicultural education (M.E.) as a “field of study and an emerging 

discipline whose major aim is to create equal educational opportunities for students from 

diverse racial, ethnic, social-class and cultural groups” (p. xi ). Banks and Banks (1993) 

define multicultural education as a “wide variety o f programs and practices related to 

educational equity, women, ethnic groups, language minorities, low-income groups, and 

people with disabilities” (p. 6). Multicultural education focuses on gender, racial, ethnic, 

and cultural groups. Directed at creating a moral and civic society that works for the
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common good, its major goals include helping all students acquire the knowledge, skills, 

and attitudes required to function effectively in a pluralistically democratic society.

Gay (1999) also provides a list o f most commonly used definitions o f M.E. by 

scholars, advocates, and organizations. Gay chronicles definitions of M.E. from 

researchers in the field such as Banks & Banks, (1993), Baptiste (1979), AACTE (1973), 

Hunter (1974), Parekh (986), Grant (1977), Bennett (1990), Banks (1977), Sizemore 

(1981), Frazier (1977), and Nieto (1992). She finally concludes that following their 

views, M.E. has so many different definitions, but considering the level o f development 

of the field and personal differences in practitioners’ or advocates’ subject areas, these 

differences are semantic rather than substantive. Regardless of the semantic differences, 

all notions of M.E. sprang from the same concerns, are based on common assumptions, 

share common goals and share an interest in cultural pluralism, and ethnic diversity being 

a part o f school reform (Gay, 1999).

While the definitions of multiculturalism may vary, the National Association for 

Multicultural Education (NAME) generally and aptly defines it as follows:

Multiculturalism is a philosophical concept built on the ideals of freedom, justice, 

equality, equity, and human dignity as acknowledged in various documents, such 

as the U.S. Declaration of Independence, constitutions o f South Africa and the 

United States, and the Universal Declaration of Human Rights adopted by the 

United Nations. (2003, p. 2)
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That notwithstanding, multiculturalism, from the classroom domain, refers to the 

teacher’s awareness, flexibility, response, and sensitivity to students’ differences, and use 

o f instructional/assessment strategies that maximize learning for all students.

Multicultural education is a broad tent under which sits five dimensions or 

strategies and materials: Content integration, pedagogical equity, knowledge 

construction, prejudice reduction, and empowering school cultures. Each approach 

influences curriculum: Content integration addresses the extent to which teachers use 

materials, data, and information from various cultural groups to illustrate the concepts in 

their subject areas. The knowledge construction dimension requires teachers to teach 

students the subjective and objective aspects of language. It deals with the teacher 

enlightening the students on how to examine authors’ assumptions and point of view, and 

how people’s assumptions, racial, ethnic, and social standings influence knowledge 

construction process. Prejudice reduction is based on the belief that students come to 

school with their own pre-conceived stereotypes and biases that can be changed by 

educators. It aims at helping students develop more positive racial attitudes and values. 

With equity pedagogy, teachers use instructional strategies that help students from 

diverse backgrounds. Empowering school culture dimension deals with school as a 

social institution with its own formal and informal curriculum, teaching materials, and 

teaching resources. School is also viewed as a cultural system with its own norms, 

values. This dimension requires teachers to acquire more knowledge, examine their own 

racial and ethnic attitudes, and have high expectations o f all students, and proactive
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school leaders to monitor achievement o f basic skills and evaluate performance (Banks, 

1995).

The explained dimensions fit into several approaches. Banks (1995) points to 

four main approaches to multicultural education: First, the contribution approach, which 

is realized through reading about the contributions o f heroines and heroes from diverse 

backgrounds and observing holidays occasionally; second, the additive approach that is 

done through addition of multicultural content, concepts, lessons, and units in the 

curriculum; third, the transformative approach, which is affected by changing the 

structure o f curriculum thereby letting students to view issues, events, concepts, and 

themes from diverse views; and forth, the social action approach that enables students to 

make decisions on personal, social and civil problems, and take action to help solve them 

(Banks, 1995). The above approaches overlap with Burnett’s (2010) typologies of 

multicultural education (the content-oriented, program-oriented, and the social-oriented 

programs).

Multiculturalism and Curriculum Design

Doing Multicultural Education fo r  Achievement and Equity elaborates a more 

simplified list of multicultural education typologies which still overlap with the afore

mentioned typologies and approaches, but throw more light on the instructional domain, 

the focus o f this study. Grant and Sleeter (2007) state that many teachers who want to 

include multicultural concepts in lessons first assume they have to teach about a specific 

group, and complain that they have limited time to testing and accountability demands.

In that light, they recommend the teaching of what is already prescribed in the curriculum
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from multicultural perspectives. Multicultural curriculum theorists such as Grant and 

Sleeter (2007), Banks (1998), and Tetreault (1989) developed typologies for examining 

multicultural curriculum designs. The first approach is the contributions, add-and-stir, or 

human relations. This approach does not involve rethinking of curriculum, as it deals 

with adding a few heroes, holidays, and special foods from different cultural groups. The 

second approach is Ethnic studies, women’s studies, or single group studies. With this 

perspective, concepts are taught from the perspectives of marginalized groups in order to 

promote self-confidence and sense of history and identity. Citing Banks (1993), they 

further add that the third approach, the transformative multicultural deals with “concepts, 

paradigms, themes, and explanations that challenge mainstream academic knowledge and 

that expand the historical and literary canon” (p. 178). When designing lessons, the 

teacher looks for diversity of perspectives on the same concept for purposes of 

elucidation, simplification, and the attainment of the varied needs of students.

The fourth approach to multicultural curriculum design is the social action, social 

reconstruction, or antiracist approach in which concepts are also organized through 

diversity o f viewpoints but through a social action/justice lens with the desire to change 

the status quo, the existing state of affairs that hurts students’ ability to build self-worth 

and to excel in school. If well designed, including paying much attention to cultural 

sensibilities, talking about successful challenges to racism and oppression is believed to 

improve racial relationships for all students, thus lessening tension, mitigating conflict, 

engendering mutual respect, and enhancing students’ drive towards happiness and 

success.
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In all, the goals of multicultural education include encouraging critique of social 

institutions, promoting critical thinking, ensuring that all voices are heard in mainstream 

academia, challenging the Western Canon, making parents part o f school planning and 

events, and ensuring understanding, respect and appreciation of all cultural, ethnic, racial, 

gender, language, and all other differences. Most importantly, a “major goal of 

multicultural education is to reform the schools and other educational institutions so that 

students from diverse, racial, ethnic, and other social class groups will experience 

educational equality” (Banks and Banks, 1995, p.3). Stated differently, applying 

efficacious changes to schools and other institutions, and doing so with full 

understanding of the dynamics in diverse, racial, and ethnic groups is a critical goal of 

multicultural education.

Historical Roots

M.E. is rooted in African American scholarship that emerged in the late 19th and 

early 20th centuries and the inter-group movement o f the 1940s. Early advocates for 

African American education in this field such as WEB Du Bois, George Washington 

William, and Charles Westley were more concerned with debunking the negative 

stereotypes o f African Americans and highlighting their contribution to history (Martin, 

1997). To fulfill the above purpose, Carter G. Woodson also founded the Association 

for the Study of Negro Life and History in 1915 and the Negro History Week, which has 

become Black History Month today. He further published books for schools, The Negro 

in our History, The Story o f  the Negro Retold and The Negro Bulletin, a monthly 

magazine for students and teachers (Banks, 1995; Brenda, 1997). Woodson’s works and
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effort in reprinting (between the 1960s and 70s) and bringing to surface other works that 

had been in the periphery before were the most influential, and sustained the movement 

until the emergence of the civil rights era (Banks, 1995).

In addition, other intergroup movements resulted from the aftermath o f World 

War II. Job opportunities to meet the demands of the war brought about the immigration 

of Mexican Americans, African Americans, and Whites from the South to the West and 

to North to compete for job opportunities they could not find in the South. The 

competition for these jobs led to racial tension and unimaginable riots which lead 

intergroup advocates to struggle to solve this problem through educational reform. The 

goals o f intergroup movements included prejudice reduction, improvement of racial 

understanding, provision of intergroup curricula units, projects and programs for schools 

and universities in order to teach students democratic values and group disapproval of 

injustice, oppression, and exploitation (Banks, 1995).

These preceding two movements are seminal to M. E., but its contemporary 

phase originated from the Civil Rights Movement in the 1960s when minority groups, 

especially African Americans advocated for school, college, and university curricula to 

reflect the diversity o f the nation (Banks, 1995; Banks & McGee, 1989). Institutions 

responded by providing ethnic studies, which did not last for long before advocates 

(scholars and practitioners) realized that ethnic studies alone could not bring structural 

changes that ensure educational equity for minority students (basically students of color 

and low income). Subsequently, multiethnic education developed to address other 

structural variables such as policy and politics; the attitudes, perceptions, beliefs, and
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actions of educators; the formalized curriculum and course of study; instructional 

materials; teaching styles and strategies; and languages and dialects sanctioned in 

educational institutions (Banks, 1995).

The emergence of multiethnic education encouraged other minority advocate 

groups to fight for educational equity in different dimensions. Some of the most 

prominent and successful groups included women’s rights advocates and individuals with 

disabilities whose victories culminated in the passing of Title IX in 1972 and the All 

Handicapped Children Act (through Public Law 94-142 passed by the Congress) in 1975. 

Title IX prohibited discrimination by sex in all educational programs receiving federal 

funds while All Handicapped Children Act prohibited discrimination by disability. 

Feminist advocates also pointed to the disproportionately large number of male 

administrators compared to the number of female teachers in educational institutions.

The 1970s marked several actions from organizations such as the American Association 

for Colleges o f Teacher Education (AACTE), the National Council for of Teachers of 

English (NCTE), and the National Council for the Social Studies (NCSS) which issued 

positions statements requesting schools to include content and understandings about 

ethnic groups in their curricula. J. A. Banks’ Teaching Ethnic Studies: Concepts and 

Strategies, No One Model American, Students ’ Rights to Own a Language, Pluralism and 

American Teacher; Issues, and Case Studies, Standards fo r  Accreditation o f  Teachers o f  

Education, and Curriculum Guide to Multiethnic Studies, which was later republished as 

Curriculum Guide to Multicultural Education were all published during this era. 1977 

marked one of the most critical years in M.E. because the National Council for
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Accreditation of Teacher Education’s standard required its members (educational 

institutions which made up 80% of U.S. teachers of education programs) to implement 

components, courses and programs on M.E. in their teacher education programs. States, 

districts, and professional organizations published guidelines for educators to integrate 

ethnic content into their curricula, but most o f the early works did not envision a 

multiethnic approach (Banks, 1995). Many schools and universities adjusted their 

programs to address the demands o f these groups, by some additional units on minority 

authors or slight modifications but by the 1980s, a large amount o f research from 

progressive education advocates and specialists argued that these simple additions and 

modifications still maintained educational inequalities and called for structural reform 

within educational institutions. By this time, M.E. had expanded from its primary focus 

on ethnic studies to include race, social class, gender, and culture (Banks, 1995; 

Ambrosio, 2014).

Culturally Responsive Pedagogy 

The field of Multicultural Education took another tum in the 1990s. In the 1990s, 

a group of scholars and researchers such as Kathryn Au, Roland G. Tharp, A. Wade 

Boyskin, Sonia Nieto, Lisa Delpit, Jacqueline Irvine, and Gloria Ladson Billings became 

concerned about the academic achievement o f low income students and students o f color. 

They constructed the culturally responsive teaching (CRT) theory, also called culturally 

sensitive pedagogy, that plays a major role in contemporary educational practice. 

Ladson-Billings (1995) defines culturally relevant pedagogy as “pedagogy of opposition 

not unlike critical pedagogy but specifically committed to collective, not merely
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individual, empowerment” (p. 160). She states three criteria for culturally relevant 

pedagogy: Students have to experience academic success, develop and sustain cultural 

competence and develop critical consciousness in which they challenge the status quo (of 

contemporary social order).

In emphasizing the importance o f teachers to have both knowledge of the course 

and knowledge of the students they teach, Howard inferred that “We can’t teach what we 

don’t know” (1999). The above culturally responsive theorists concluded that the 

discontinuities between school and home environments are responsible for minority 

students’ underachievement and that students will show academic gains if teaching draws 

on their cultural and linguistic strengths (Gay, 2000). Culturally responsive teaching is 

“an approach to teaching that incorporates attributes, characteristics, or knowledge from 

student’s cultural background into the instructional strategies and course content in an 

effort to improve educational outcomes” (Howard 2012, p.3).

Key elements of this pedagogy include communicating high expectations for all 

students, actively engaging all students in learning, facilitating learning through 

scaffolding, knowing students’ culture (through one-on-one contacts or visiting the home 

or neighborhood), sharing power in the classroom, learning about successful teachers 

who work in diverse settings, exploring the histories of individual families and groups, 

connecting students’ real lives to subject content, general appreciation of diversity and 

selecting “participation structures that reflect students’ ways of knowing and doing” 

(Koleski, n.p, p.4). This pedagogy rejects deficit-based misconceptions of
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poor students, and students of color lacking or being devoid of culture, coming 

from a culture o f poverty which is not suited for academic success, possessing an 

oppositional culture, having a disdain for academic achievement, or having 

parents who lack concern for their children’s academic aspirations. These deficit- 

based accounts o f students have also derided students’ language as being deficient 

because of its variation from Standard English. (Howard, 2012, p.4)

Reduced to its essence and put in few words, Howard hereby suggests that the 

deficiencies o f poor students and students of color in schools are the attendant 

consequences o f their home and/or cultural environments, lieu in which practices and/or 

beliefs are at variance with academic constructs or discourse their counterparts grow up 

with and often sail through in school.

In Culturally Responsive Teaching (2000), Gay proposes the use of culturally 

responsive teaching to ameliorate the academic performance of underachieving students 

of color and other marginalized students. Gay also argues that all instructors, 

notwithstanding their ethnicity, must possess and display courage, competence, and 

confidence in culturally significant manner. Through themes, which include challenges 

and perspectives, power pedagogy through cultural responsiveness, the power o f caring, 

culture and communication in the classroom, ethnic and cultural diversity in curriculum 

content, cultural congruity in teaching and learning, and culturally responsive 

pedagogical praxis, Gay explains how culturally responsive teaching dramatically 

impacts the academic lives of minorities. In “The Importance of Multicultural 

Education,” Gay (2000) proposes that multicultural education should be at the core of
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curriculum, instruction, school leadership, counseling, classroom climate, and 

assessment. Through the lens of reality, representation and relevance of curriculum, she 

points to the interdisciplinary nature o f multicultural education and its alignment with 

research-proven effective teaching strategies (2004). Although Culturally Responsive 

Teaching is a relatively new term, its origin in early multicultural education attempts and 

timeline are eminent, renowned.

Culturally responsive teaching impacts educational practice and policy: The 

Department of Equity Assistance uses Culturally Responsive Teaching as a tool for 

evaluating the extent to which districts, teachers, and administrators meet students’ needs. 

Cateledge and Kourea (2008) further view the transition to Culturally Responsive 

Teaching through teachers’ education programs as a moral obligation and encourage 

schools of education to reflect on the idea. House Bill 3233, passed during the 2.013 

legislation, charges the state of Oregon to train a culturally responsive teacher work force 

(Oregon Department of Education, 2013). There is, however, controversy in the 

implementation of this pedagogy. While some educators embrace it wholeheartedly, 

others reject it or fear that using this pedagogy might compromise instructional content. 

Although this concept originated in the 1960s, it is still relatively new to some educators 

who tend to see it with resentment (Bruce, 1996) or really do not know how to apply it 

(Gay, 2001).

The field o f Multicultural Education saw another major 

change/development/setback in 2001. Due to an attempt to determine core content for 

every American child to know, members of the federal government pushed the Congress
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to pass the No Child Left Behind Act (ACLB) in 2001, requiring schools receiving 

federal aid for special education programs to report students’ test scores by race, gender, 

disability, English proficiency, and socio-economic status. The Interstate New Teacher 

Assessment and Support Consortium (INSTAC) responded to this legislation by adding 

three licensure standards that deal with the teacher’s knowledge of M. E. (Stambach & 

Bal, 2010). This field has evolved and is still emerging but it has tremendous influence 

in contemporary educational reform. Advocates are also concerned that the 

implementation of Common Core curriculum is a shift towards neoliberalism and brings 

back uniform testing of standards, a return to testing of mainstream culture (Sleeter).

Multicultural Education Timeline 

To adequately understand and gauge multicultural education for the purpose of 

ongoing reform, knowing its path or evolution is necessary. Banks (1995) and 

Tartaglia (2000) chronicle important events, publications, and legislations in the 

development of Multicultural Education as detailed below:

1880 Regulations from the Indian Bureau started that all instruction in both religious 

and government schools must be in English or the school will lose funding 

1882-83 George Washington Williams published The Negro Race in America 

1885 The Commissioner o f Indian Affair, J. D. C. Atkins, Commissioner o f Indian 

Affairs, styled the language of Indians and Mexicans as: barbarous dialect” that 

will prevent them from learning English if they are taught in their languages 

1896 Plessy v. Ferguson promoted segregation of schools by race 

1916 Publication of the Journal o f  Negro History
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1922 Carter G. Woodson and Charles C. Wesley published The Negro in our History

1933 Carter G. Woodson published The Mis-Education o f  the Negro

1937 Publication of The Negro History Bulletin designed for schools

1945 The National Council for Social Studies published Democratic Human Relations: 

Promising Practices in Intergroup and Intercultural Education

1946 Mendez v. Westminster -  Ruled segregation illegal and Federal court decisions 

stated segregation of children serves no educational purpose

1948 -  Delgado et al. v. Bastrop Independent School District -  The Supreme Court

ruled that the segregation of Mexican American students violated their Fourteenth 

Amendment rights

Late 1940s-mid 1950s An English-only curriculum is enforced because massive

immigration of poor working class immigrants from Puerto Rico to New York 

resulted to 75% of school children who do not speak English.

1954 -  Brown v. Board o f  Education -  Ruled segregation of elementary and secondary 

students a violation of their constitutional rights

1940-early 1960s -  Due to teacher shortages, US schools recruited Puerto Rican teachers 

but those who had a different accent could only work as substitute teacher, and 

not as licensed professionals.

1963 -  The first “Speaking-speaking” substitute teacher received a teaching license.

1964 -  The Civil Rights Act -  Prohibits discrimination based on race, sex, religion or

origin.

1966 Publication of Equality o f  Educational Opportunity by James Coleman
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1968 -  Title VII o f the Elementary and Secondary Education Act -  The Bilingual

Education Act, promoted training of teachers (ESL or ESOL teachers) to meet the 

needs of students with limited English proficiency

1973 Publication o f No One Model America by AACTE and Teaching of Ethnic 

Studies: Concepts and Strategies by NCSS

1974 -  Lau v Nichols -  The US Supreme Court ruled English-only instruction a violation

of the constitutional rights o f students with very limited English proficiency

1976 Curriculum Guides for Multicultural Education, a position statement is issued by 

NCSS

1977 Multicultural Education became a requirement for all members o f NCATE and 

race a violation of children’s constitutional rights to equal protection of the law

2001 -  No Child Left Behind Act -  Federal legislation passed, holding all schools 

accountable for common standards 

2003 Reauthorization of The Higher Education Act is reauthorized making access to 

higher education easier for low-income students 

The above timeline illustrates the long and truncated yet productive journey of 

Multicultural education. Although Multiculturalism/Culturally Responsive Teaching has 

evolved over the past few decades, not all educators and policy makers have embraced it.

Multicultural Education Controversies 

Like other educational reforms, multicultural educational reform has its own 

hurdles, controversies: It has been a political battleground for many years; while state and 

federal policies apparently emphasize Americanization of immigrants, professional
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educators emphasize their multicultural aspect (Stamback, 2010), Although this concept 

dates back to the 1960s (Bruce, 1996), or even before, it is still relatively new to some 

educators who turn to demonstrate resentment towards it. Its most common criticisms 

from opponents o f M.E. such as Schlesinger Jr. include dividing students along racial 

lines, re-marginalization resulting from the contribution approach, and tokenism or 

superficiality, which may result when teachers with limited knowledge of different 

cultures try to celebrate exotic holidays or display pictures o f people they know little 

about (Blum, 2010).

Due to its social justice, equity, and culturally democratic aspects, M.E. 

specialists, on the other hand, often see a close connection between M.E. and other U.S. 

democratic ideals as evident in the Bill o f Rights, The US Constitution, and The 

Declaration of Independence. Referencing Gay (1991), Banks (1995) argues that most 

educators agree to the importance and implementation of M.E., but due to constant 

debates, theory development has outperformed development of actual practice of 

multicultural education. To Grant and Sleeter (2007), the debates over the provision or 

non-provision of M. E. are not unusual, as they tend to reflect the great debates between 

major schools o f curriculum with regards to the purpose of education. The humanists 

push for the classics to be studied and argue that the purpose of education is to make 

every student reason. With the belief that the purpose of education is for the child and 

adolescent development, the developmentalists promote education that focuses on the 

child’s developmental level. The social efficiency advocates view education as a way of 

preparing the young for future jobs. Social progressives perceive education as a vehicle
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for preparing young people to address society, community, and global issues such as 

justice, environmentalism, and poverty. Multiculturalism aligns with the views of social 

progressives and often face criticism from other camps. Regardless, dissenting curricula 

views and teaching resources must not deter a teacher from ensuring social action given 

that even biased materials can be designed to bring about social justice (Grant & Sleeter, 

2007). To crown it all, these authors still view multiculturalism as essential ground for 

educational equity.

Irrespective of the importance of multicultural education, most practicing teachers 

who support the goals o f multicultural education equally testify that their teacher training 

programs did not prepare them enough for this daunting task. Some teachers do not trust 

in effectiveness of multicultural education and tend to see it as a separate curriculum with 

its own set units and lesson (Gay 2004). Another setback is that many teachers who 

support the multicultural approach to education have a limited view and knowledge of 

multicultural education’s five dimensions (content integration, knowledge construction, 

pedagogical equity, prejudice reduction and empowering school culture and school 

structure) and principles (Banks, 1995). Some raise concerns about M.E. being divorced 

from the core curriculum (the great books) and the extent to which multicultural 

education as concept itself should be applied (Fitzgerald & Lauter, 1995). I have met 

many teachers who have a limited view of either seeing multicultural education as 

content integration only, education of African Americans or education of children whose 

first language is not English. These teachers fail to take advantage of some of the 

multicultural education strategies/designs (such as culturally responsive teaching,
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multidisciplinary, and interdisciplinary designs) that may work for all students and help 

to narrow the achievement gap. Many theorists such as Banks (1995), Ladson-Billings 

(1995), Gay (1991), Gay (2000), Banks and Banks (2004), Grant and Sleeter (2007), and 

Howard (2012) believe the transformation of these teachers has to begin with the school 

o f education because culturally responsive teaching “is just good teaching” (Ladson- 

Billings, 1995, p. 159)

Regardless o f controversies and political debates, M. E. reform currently 

influences educational practice more than many other reforms. Given recent statistics 

that 4 in 10 students enrolled in school by 2050 would be classified as non-white while 

84 % o f teachers would be described as European Americans (Stambach, 2010), many 

researchers and educators agree that training new teachers to be culturally knowledgeable 

and sensitive is one of the solutions to students low academic achievement, low literacy 

level, and achievement gap issues. It is “a process that permeates all aspects of school 

practices, policies and organization as a means to ensure the highest levels of academic 

achievement for all students” (NAME, 2003, p. 2). It has taken decades for culturally 

responsive teaching to be realized to an extent. Cultural diversity is embedded in the 

origins of America, but responses to the differences have been both positive and negative. 

Either ways, societal attitude towards diversity is mirrored in the schools and the 

curriculum. In order for achievement problems to be resolved, practicing and in-service 

teachers alike need to pay attention to the need for educators to be culturally competent.
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Multiculturalism and Higher Education 

NCATE standards of excellence for teacher preparation expect the conceptual 

framework of all educational institutions to include commitment to educating teachers 

who support learning for all students. “Standard 4: Diversity expects that the unit 

designs, implements and evaluates curriculum and experiences for candidates to acquire 

and apply knowledge, skills, and dispositions necessary to help all students learn. It 

includes the expectation that candidates have the opportunity to interact with candidates, 

faculty, and grades K-12 students from diverse groups” (NCATE, 2007, n. p). CAEP 

(Council for the Accreditation of Teacher Education) standards equally state the need for 

schools o f education to train teachers who will be capable o f meeting the needs of diverse 

students. Standard one addressed learning differences, demanding that the teacher should 

be able to use “understanding of individual differences and diverse cultures and 

communities to ensure inclusive learning environments that enable each learner to meet 

high standards” (CAEP, 2015, p. 4). In addition, standard three deals with the learning 

environments stating, “the teacher works with others to create environments that support 

individual and collaborative learning, and that encourage positive social interaction, 

active engagement in learning, and self-motivation” (CAEP, 2015, p, 4). Both of these 

support the goals of multiculturalism. but there seems to be a lack of consistency, as this 

standard does not appear on the TAPS (teachers’ assessment on performance standards) 

standards for practicing teachers. The Georgia Department o f education utilizes TAPs 

standards for the evaluation of practicing teachers. Taylor (2010), Aronson & Anderson 

(2013), and Bae (n. d) voice concerns about the lack of support and passive roles some



51

Teacher Education Programs (TEPs) play in preparing teachers for working in K-12 

schools. Some TEPs emphasize the dire need for future teachers to become critical 

researchers, but take away educational foundation courses that are supposed to help form 

culturally responsive teachers. Taylor elaborates on three dimensions of culturally 

responsive pedagogy: institutional, personal, and instructional, which should be 

functional in many teacher education programs (TEPs), but are said to have major flaws. 

After pointing to these dimensions, Taylor also reveals that while TEPs educators 

advocate constructivist and student-centered methods, their own pedagogical practices 

mirror traditional teacher-centered methods of teaching and learning. These negative 

practices tend to hinder pre-service teachers from functioning as change agents when they 

begin teaching in K-12 schools. TEPs are also known for limiting pre-service teachers’ 

culturally responsive experience to instructional material and innocent, community-based 

programs for African Americans only, failing to extend their experience to include 

classroom management and discipline (Taylor) which are inclusive skills necessary for 

diverse classrooms. Aronson & Anderson (2013) underscore the almost impossibility of 

teachers becoming change agents if  the commitment to social justice is not emphasized in 

TEPs.

The quickening urge behind this study rests on studies showing imminent 

transformation of classrooms populations in the U.S. , thus necessitating a tripartite 

(students, practicing grades 9-12 teachers, and school of education faculty) engagement 

in redressing the loopholes in schools. Stambach (2010) documents recent statistics on 

demographical changes. He holds that 4 in 10 students enrolled in U. S. schools by 2050
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would be classified as minority while a majority o f their teachers’ cultural backgrounds 

would differ from those of the students. Training or setting groundwork for culturally 

competent teachers would serve as a remedy for students’ underachievement and, of 

course, capable teachers would stand ready to address this dramatic demographical 

change, thus giving every student equal and genuine possibilities to excel in a challenging 

and rapidly changing world. Hopefully, the convergence of the perspectives o f college of 

education faculty, in-service teachers, and students would cultivate a symbiotic 

relationship between these three parties that would positively transform diverse 

classrooms. Through a constructivist paradigmatic view, the theories in question guided 

the collection and analysis of data during this qualitative phenomenological study.



CHAPTER 3 

METHODOLOGY

Preceding sections of this dissertation elaborate the existence of an achievement

gap between minority students and their non-minority peers. Several researchers such as

Grant & Sleeter (2007) and Wei (2013) attribute minority students’ academic failure to

the cultural mismatch between students and their teachers. Prominent experts in the field

of education and the field of multicultural education, including Banks (1993), Delpit

(2000), and Gay (2000) agree on the impact o f culture on learning and the need for all

teachers to be culturally sensitive in order to ensure educational equity for all students.

Coupled with limited literature on secondary students’ perception on diversity,

researchers such as McFadden, Merryfield, & Barron, (1997) also point to the inadequacy

of preparation and lack of consistency in the teacher preparation process/programs.

Ladson-Billings holds that culturally relevant pedagogy is effective in producing students

who do not only achieve academically, but are also culturally competent, and capable of

understanding and critiquing current social order. She further states that research which

encourages collaboration between practicing teachers and the researcher can improve on

praxis to meet the needs of diverse learners. Following her guidelines, teachers’

competence in culturally relevant pedagogy can be observed through their knowledge of

self and others, the way social relationships are structured and the teachers’ conception of

knowledge. The reviewed literature on key areas led to the conceptualization of the

53



54

research. Results from this literature review also shaped the creation of the research 

questions in order to understand how the participants in the study experience this 

phenomenon (diversity in schools). This research used Phenomenological research 

design, which emphasizes individuals’ subjective experiences and focuses on the essence 

of experience to the individuals concerned (Mertens, 2010).

With the above paragraph or ideas in mind, the researcher must make 

methodological choices that fit the purpose of the study. The researcher will discuss the 

intent of qualitative research, the researcher’s role, rationale for designs, types of data 

sources, participant demographics, the researcher approach towards possible ethical 

issues, and protocols (on data recording, analysis, interpretation, and documentation) that 

ensure validity (Cresswell, 2014 ). The methodological choices in question should be 

guided by the researcher’s assumptions about reality and the nature o f knowledge 

(Merten, 2014). Cresswell’s guidelines and Merten’s views mirror the rubric for 

evaluating qualitative research. Items on this rubric include appropriateness of 

methodology to research questions, appropriateness of data collection/analysis methods, 

clarity, generalizability, and adeptness in addressing ethical issues, including reflexivity 

(Kuper, Reeves, & Levinson, 2008). Thus, this section outlines the research steps 

through explanation of the purpose/problem statement, research questions, rationale for 

the choice o f methodology, participants, research design and data collection, 

interpretation, and analysis methods.
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Problem/Purpose Statement 

As contemporary American schools are becoming continuously more diverse, the 

need for teachers to become culturally competent becomes more obvious. While 50.1 % 

o f students in U.S. schools is expected to be minority by 2050 (National Census Bureau, 

2013), 84% of teachers were classified as Caucasian by 201 l(Feistritzer, 2011). Having 

reflective teachers who use students’ cultural background as a resource will help fight 

underachievement, and reduce the existing achievement gap between minority students 

and their counterparts (Ladson-Billings, 1995b). The purpose of this phenomenological 

study was to understand how high school students (grades 9-12) and in-service grades 9- 

12 teachers in Peace County (pseudonym) describe their experiences in diverse schools, 

to understand how the school of education faculty at a southeastern university grapple 

with preparing pre-service teachers for diverse schools, and to comprehend the 

similarities and differences in the way students and educators grapple with contemporary 

diverse school environments, and how the knowledge of their experiences may impact 

instructional practice. Borrowing from Grant and Sleeter (2007), one would say being 

culturally responsive in this study refers to the teacher’s awareness, flexibility, response, 

and sensitivity to students’ differences, and use o f culturally relevant research-proven 

instructional strategies that maximize learning for all students regardless of their cultural 

backgrounds.

Research Questions 

When conducting phenomenological research, researchers ask participants two 

fundamental questions: “What have you experienced in terms of the phenomenon?” and
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“What contexts or situations have typically influenced or affected your experience?” 

(Creswell, 2007, P. 61). Other open-ended questions may equally be relevant, but these 

two create the opportunity for the textual description and structural description of the 

experience in order to understand the experiences o f the participants (Creswell, 2007, p. 

61). Apart from the above method-specific questions that were directly addressed while 

collecting data from each source, the following questions guided the elaboration of 

findings and implications for the study:

(1) How are practicing grades 9-12 teachers and school of education faculty dealing with 

diversity?

(2) How do practicing grades 9-12 teachers and school of education faculty describe their 

multicultural school experience?

(3) What are grades 9-12 students’ perceptions of their experience with diversity?

(4) What are the similarities and the differences in the way secondary students, practicing 

grades 9-12 teachers, and school o f education faculty interpret and appreciate their 

experiences in diverse schools?

Rationale for Qualitative Research Methodology 

From the review of literature, the study was conceptualized on the premise that 

given the diverse background of students in contemporary American secondary schools, 

limited culturally responsive teacher preparation and the prevalently lack of uniformity in 

teacher preparation program approaches may be leading to underachievement. It is also 

likely possible that educators and students have dissenting views in the very definition of 

multicultural education and means by which diverse learners’ needs might be met. It was
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thus necessary to explore how participants experience diversity through their own voices. 

This endeavor entailed the use of qualitative research. “Qualitative research is pre

eminently appropriate if one is interested in the respondents’ own interpretation and 

wording with respect to their behavior, their motives, emotions and experiences in the 

past and in the present” (Heyink and Tymstra, 1993, p. 301). In addition,

Qualitative inquiry seeks to discover and to describe in narrative reporting what 

particular people do in their everyday lives and what their actions mean to them. 

It identifies meaning-relevant kinds o f things in the world-kinds o f people, kinds 

of action, kinds of beliefs and interests-focusing on differences in forms of things 

that make a difference for meaning. (Erickson, 2011, p. 43)

Lincoln and Guba (2011) further add that, qualitative research is a situated activity that 

utilizes interpretive materials to make the world visible, transform the world, and also 

locate the observer in the world. Interviews, field notes, conversations, photographs, 

recordings, and memos serve as a series of representations that make the world visible in 

different ways. It is characterized by words such as complexity, contextual, discovery, 

exploratory, and inductive logic, so it enables the researcher to make sense from 

experience as themes surface, without imposing any pre-existing views on the 

phenomenon being studied. These three views encapsulate the goal of this research. 

While this research focused on exploring how secondary students, their teachers, and the 

school o f education faculty experience diversity, it equally aimed at knowing how their 

values, assumptions, and beliefs may converge and diverge.
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Given the researcher’s paradigmatic view (constructivist), research interest, and 

nature of research questions, phenomenology was the appropriate qualitative design used 

for the study. Phenomenological research lays emphasis on an individual’s subjective 

experience more than other research methods. It focuses on the meaning, structure, and 

essence of experience to the subject(s) o f study. To Mertens (2010),

The key characteristic o f phenomenology is the study of the way in which 

members o f a group or community themselves interpret the world and life around 

them. The researcher does not make assumptions about an objective reality that 

exists apart from the individual. Rather, the focus is understanding how the 

individuals create and understand their own life spaces, (p. 235)

The role of the researcher, therefore, is to discover the meaning of the world as expressed 

by the subject of study.

A “Phenomenological study describes the meaning of several individuals of their 

lived experiences o f a concept or phenomenon” (Creswell, 2007, p. 57). The research 

focuses on the essence of the meaning to the group. Assumptions of phenomenologists 

include a return to the Greek notion of philosophy as a search for wisdom, suspension of 

all presuppositions or maintenance of a neutral attitude about reality until it is founded on 

a more valid base, intentionality of consciousness (the notion that reality of an object is 

inextricably connected to one’s consciousness o f it), and refusal of the subject/object 

dichotomy because the reality of an object is only perceived within the meaning of the 

individual’s experience (Creswell, 2007).
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Phenomenology is a broad term for a philosophical movement and a range of 

research approaches. Husserl (1859-1838) first proposed a radical new way of studying 

philosophy. Other theorists such as Heidegger (1889-1976) rejected Husserl’s approach 

that focused on consciousness and essence, and developed an approach that is more 

inclined to the existential and hermeneutic dimensions. Phenomenology in research is the 

study of the nature and meaning of phenomena (Kafle, 2011). Finlay (2009) posits that all 

phenomenology is descriptive in the sense that the researcher aims at describing rather than 

explaining, but he, however, adds that most researchers make a distinction between 

descriptive phenomenology and interpretive or hermeneutic phenomenology. The 

descriptive phenomenological researcher aims at revealing the essential meaning structure 

of the phenomenon, staying close to what is given to the researcher in “its richness and 

complexity” (Finlay, 2009, p. 11). In sum, the two main phenomenological approaches 

include descriptive (eidetic) phenomenology and interpretive (hermeneutic) 

phenomenology. While descriptive phenomenology deals with the study of human 

experiences as object of scientific study, interpretive phenomenology or hermeneutics is 

the study of texts. In fact,

in relation to the study of human experience, hermeneutics goes beyond mere 

description of core concepts and essences to look for meanings embedded in 

common life practices. These meanings are not always apparent to the participants 

but can be gleaned from the narratives produced by them. (Lopez & Willis, 2004, 

p. 730)
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This study used attributes of both forms of phenomenology because apart from describing 

participants’ world views reflected in interviews and observations, documents and 

audiotaped interview transcripts were analyzed/interpreted in order to compare and 

contrast their experiences.

Challenges of Phenomenological Research 

Although phenomenological research approaches are good for studying deep 

issues and ensuring that the participants’ voices are heard, organizations are not always 

comfortable with research which challenges the status quo and assumptions often taken- 

for-granted (Lester, 1999). Its challenges notwithstanding, phenomenology was still the 

appropriate design for the study because of the nature o f the research questions and the 

researcher’s interest. Quoting Stake 2005, Mertens (2010) concludes that a case study is 

not defined by a specific methodology but by the object of the study. It is a case study if 

the object of study is specific, unique, and a bounded system. Although a classroom may 

be considered a case study, this research interest did not focus on a specific unit, it dealt 

with exploring how participants, not bound in a system experience a phenomenon, 

diversity. It could not also be an ethnography due to time constraints. Ethnographers 

focus on small groups and are concerned with collecting and analyzing empirical data 

from real world contexts (especially data from observations and informal conversations). 

They persistently engage on research at a particular site, making sense of events from the 

participants’ perspectives, and producing descriptions and narratives of their 

interpretation o f human actions (Mertens, 2010). Ethnography examines a “cultural- 

sharing group with numerous artifacts, interviews and observations” (Creswell, 2014, p.



61

189). Although the participating educators may be considered a “culture-sharing group,” 

this study could not be an ethnography given that it had to fit into a fixed timeframe and 

could not give room for emersion in the research sites with participants for a long time as 

expected of ethnographers. Phenomenology remains the most appropriate design for the 

study. After all, phenomenology brings light to pedagogy given that students are asked 

“what is it like to have a certain educational experience?” It makes it possible to explore 

the lived worlds o f students, teachers, and schools, with the intent of producing reflective 

professionals (Rafferty, 2011, p. 388). It was a channel for the voices of students to be 

heard, as well.

Research Participants, Sample, and Demographics of the Study 

Demographics o f the Study

The significance of diversity in this research warrants a review of the 

demographics. The U.S. population was 316,497,531 in 2013. Records indicate that 

9,994,759 of the people live in the state in question and 264,220 o f them are in this 

county of study. The following table displays the county demographics as projected by 

U.S. Census bureau.
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Table 1

County Demographics 2013

Total Population 264,220
Caucasians 24.2%
Black or African American 36.4%
American Indian or Alaskan Native 0.6%
Asian 5.2%
Hispanic or Latino 13.2%
Foreign-born 15.2%
Speakers o f other Languages 20.5%

The said county’s demographics mirror Georgia and U.S. demographics in its 

racial/ethnic constitution and reflect the fast changes in demographics that have become a 

common pattern.

Similarly, the U.S. Census Bureau (2012) also estimated the following national 

demographical changes from 2015 to 2060 as displayed in the following table.
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Table 2
Possible U.S. Demographical Changes from 2015 to 2060

U.S. Population Projections 2015 2060

Whites 77.4% 68.9%

Non-Hispanic Whites 61.8% 42.6%

African Americans 13.2% 14.7%

Asian Americans 5.3% 8.2%

Multiracial Americans 2.6% 6.45

Hispanics/Latinos (o f any 

race)

17.8% 30.6%

Non-Hispanics/Latinos (o f 

any race)

82.2% 64.9%

Generally, 50.2% of students in the U.S. are expected to be part o f minority by 2020.

U.S. will become a pluralistic nation with more than half of its adult population 

belonging to a minority group by 2044 (Newsmaxmedia, 2015).

Participants/Sample

The nature of the research questions and the awareness that qualitative research is 

based on the construction of meaning should guide sample selection (Kuper, Reeves, & 

Levinson, 2008). To increase chances o f transferability and theory relevance, sampling is 

“following a set o f rules which place the observer in a situation to record or elicit a set of 

behaviors which are presumed to have some degree of relevance for a specific concept, 

hypothesis, proposition or theory” (Denzin, 1978, p. 79). It is a purposeful act of



64

selecting, which enables the researcher to observe what theory suggests. The research 

used purposeful sampling. Purposeful sampling “selects information-rich cases for in- 

depth study” (Wengraf, 2001, p. 102), and may employ stratified purposeful sampling by 

selecting cases that represent the characteristics of particular subgroups if  possible. Apart 

from being rich in information, stratified purposefully selected cases facilitate 

comparison of subgroups in order to fully represent the phenomenon of interest. The 

sample comprised two school of education professors, two practicing grades 9-12 ELA 

(English Language Arts) teachers, and some of the students these two grades 9-12 

teachers were teaching. The two school of education professors were selected because 

they prepare teachers for grades 9-12 schools. While participant I teaches a pre-requisite 

course for all pre-service teachers, participant II teaches an English/Writing methods 

course for pre-service teachers whose major is English. The two grades 9-12 ELA 

teachers and their students were chosen in order to ensure collection of meaningful data 

regarding the phenomenal (diversity) and to facilitate comparison of the groups. They 

come from a very diverse county. Additionally, it was more logical comparing the 

experiences o f practicing grades 9-12 teacher with those of professors who train future 

teachers for schools. All participants were purposefully selected in order to explore how 

the experiences of the school of education professors compare to those of practicing 

grades 9-12 teachers and those of grades 9-12 students. All participants have experienced 

diversity in varying degrees.

Prior to recruitment, the researcher received IRB (Institutional Review Board) 

approvals from Mercer University, the school system, and the university in which the



65

research was conducted. Following IRB approvals, recruitment involved contacting 

participants through personal contacts. After meeting the school of education chair at the 

university (at Study Site I) and the high school principal (at Study Site II), the researcher 

met the participants and introduced/explained research plans. Participants were informed 

of the nature o f the research, potential benefits, goals, risks, and their freedom to 

participate or not, and to quit when deemed necessary. Their involvement was voluntary, 

confidential, and free o f compensation, pressure or coercion. This initial stage also 

involved completion o f informed consent forms, parental consents forms, and assent 

forms. Apart from completing the foregoing tasks, meeting participants twice before 

interviewing and observing them established trust to facilitate effective data collection.

Research sites for the study included one high school, Mellah High School 

(pseudonym) and a southeastern university that partners with other school counties, 

including the one in question, Peace County (pseudonym). Given that this university is 

one of the h igher educational institutions that partners with local schools such as the 

county of study, and that the teacher education unit “prepares teachers to engage in 

reflective practice, becoming educators who are competent, caring, committed, 

collaborative, and culturally responsive” ( University Conceptual Framework, 2015), this 

university was the appropriate place for one to understand how higher education faculty 

members grapple with preparing future teachers for diverse schools. In qualitative 

research, the researcher serves as the main instrument for data collections (Creswell, 

2013). Observations and interviews with participants (four educators) took place in their 

work environments. While they were all observed in their classrooms, the school of
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education professors were interviewed in their offices and the ELA (grades 9-12) teachers 

in their classrooms. The study also utilized an online setting through survey monkey. 

Participating grades 9-12 teachers’ students who agree to participate completed an online 

questionnaire. The settings ensured privacy and minimized possibilities for interruptions.

Procedures/Data Collection 

Phenomenological research employs a series o f data collection methods such as 

interviews, conversations, participant observations, and analysis of personal documents. 

In order for the research to have validity, interpretations must be transparent, and the 

researcher should explain how phenomenological findings have been interpreted to 

generate theories (Lester, 1999). This study utilized five main sources of data: 

observations, interviews, researcher’s journal/field notes, an online questionnaire, and 

document analysis. In line with Creswell (2013), the research interviews were formal 

and semi-structured. The first set o f questions were formal interviews because the 

interviews were scheduled and questions were pre-designed. Semi-structured interviews 

are designed to have pre-planned questions but they are open enough to allow the 

interviewer to improvise (Wengraf, 2001). The goal of the research was using thick 

description to ensure a comprehensive picture o f the phenomenon, so the researcher used 

semi-structured interviews to ensure flexibility in asking both predesigned questions in 

any order (as dictated by the interaction), and questions that spring from the interview. In 

order to minimize the loss o f information and ensure accuracy, interviews were recorded. 

Data preparation involved the use of dragon computer software in transforming the
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recorded interviews into transcripts to facilitate coding. Manually coding the data 

ensured full understanding of the collected data,

The students’ questionnaire comprised open-ended and 5-point Likert scale 

interview questions. While open-ended questions allowed participants to fully express 

their views on each question, Likert scale questions gave room for them to select answers 

from “strongly agree,” “agree,” “not applicable,” “disagree,” and “strongly disagree.”

The student’s questionnaire was emailed to participants who anonymously responded 

through survey monkey. The questionnaire results were also coded through thematic 

analysis.

In order to establish a friendly environment for data collection, the researcher 

played the role o f a participant observer during observations. Additional sources of data 

collection included field notes, journals, and memos. Field notes are written explanations 

of data taken on an event, “capturing interaction of interest to the larger topic under 

study” (James, 2007, p. 70). Document analysis comprise another source of data 

collection. Sample documents analyzed included lesson plans, work samples, and 

organizational documents (standards and conceptual framework). Since the researcher 

cannot be ever-present, documents provide additional data that would otherwise be 

missing (James, 2007, p. 3). In this vein, analyzing important documents such as the 

standards, students’ work samples, conceptual framework, and lesson plans provided 

supplementary data. Carefully taken notes that recorded the researcher’s immediate 

thoughts/facts from the interview also complemented the interview tapes. In agreement 

with Moustakas (1994), Creswell (1998), and Hycner (1999), Groenewald (2004)
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outlines the process o f handling data in a phenomenological study. Data explication 

takes five steps. Step one includes bracketing and phenomenological reduction.

Listening to the recordings of each interviewee several times is key to this step. The 

researcher does not take any position for or against but focuses on the phenomenon in its 

pure form, also making sure that his/her presuppositions and theoretical concepts do not 

enter the participants’ unique world. Step two deals with bracketing while understanding 

the phenomena and while transcribing the data, thus it helps establish validity and 

truthfulness. It includes delineating units of meaning and further deals with examining 

units of meaning that highlight the phenomenon and eliminate redundant units. The 

clustering of units of meaning to form themes and topics constitute the third step. Step 

four deals with carefully summarizing each interview, validating it, and modifying it as 

needed. All the themes come together in a holistic context. The fifth and last step is the 

composite summary of all the unique and general themes from all the interviews. While 

theorizing, individual differences are also as important as clustered themes. The above 

steps are specifically for interviews, but besides the foregoing steps, other methods were 

equally used for the research, considering the number and variety of data sources. This 

process, especially step four, concurs the idea of pattern coding. While first level 

descriptive codes identify themes that summarize data segments, pattern codes group 

themes into major constructs. Advantages of pattern coding include reducing large 

amounts o f data into smaller units, possibility o f doing some analysis during data 

collection to focus subsequent collection of more data, building a cognitive map of the 

phenomena as it evolves, and providing room for cross site analysis (Miles and
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Huberman, 1984). The above strategies guided the research process, during data 

collection and analysis as elaborated in the next chapter.

Data Analysis and Interpretation

Upon return from the research sites, the researcher coded the collected data to 

prepare for analysis. Glesne (2011) suggests ways of analyzing qualitative data, which 

include conversation analysis, narrative analysis, semiotics, and thematic analysis. The 

fourth type, thematic analysis, was used for this study. With thematic analysis, “the 

researcher focuses analytical techniques on searching through the data for themes and 

patterns” (p. 186). This method was appropriate for analyzing documents and 

comparing participants’ responses to various questions. In addition to thematic analysis, 

more advanced coding methods such as the constant comparison analysis were necessary 

in order to come out with a more complete interpretation of the data collected from 

various sources.

Similar to the above method-specific data collection steps, but emphasizing data 

reduction at each step, Wolcott (1994) suggests a step-by-step method for qualitative data 

analysis. It progresses from organizing data, immersion in data, generating categories, 

themes, matrices and clusters, coding the data (as elaborated earlier), interpreting through 

memos, and looking for alternative understandings to writing the report. Organizing the 

data deals with tying the data to each participant, site and, time of collection. Immersion 

into the data deals with the researcher rereading and editing voluminous data and 

becoming familiar with it, but being careful not to lose essential information. The 

researcher may use data recording charts here (Miles & Huberman, 1984). See sample
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observation protocol (use o f charts) in Appendix F. Thus, guidelines from the mentioned 

scholars such as (Miles & Huberman, 1984), Wolcott (1994), Moustakas (1994),

Creswell (1998), Hycner (1999), (Lester, 1999), (Wengraf, 2001), Groenewald (2004), 

(James, 2007), Glesne (2011), and (Creswell, 2013) influenced the data collection, 

management, analysis, and interpretation process for this study.

Research Credibility 

Contemporary researchers must not ignore the age-old ontological, 

epistemological, methodological, and ethical debates that have been common among 

researchers/experts of different paradigmatic camps. Heyink and Tymstra (1993) point to 

the common tendency among positivists to view qualitative research with suspicion and 

the accusations o f “unscholarliness” that characterize the debate between different 

paradigmatic camps. Postpositivists believe in the existence of an objective external 

reality. They view the researcher as an outsider who is capable o f using scientific 

methods to objectively measure reality. They believe the researcher is separated from the 

participant and should use statistical test to measure and to obtain generalizable results 

(Wahyuni, 2012; Mertens, 2010; & Applefield, 2011). Several researchers have 

documented threats to qualitative research from foundationalists or evidence-based 

community. In this “evidence-based community, there is the understanding that 

qualitative research does not count as research unless it is embedded in randomized 

control trial” (Denzin, 2009, p. 140).

Humanistic and phenomenological circles, on the other hand, emphasize the 

inextricable closeness of the researcher on the subject examined and hold that rather than
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being a form of bias, this closeness between the researcher and the participant is an 

essential part of the research process Use of explicit procedures, data triangulation (as 

discussed below), establishing agreement between the researcher, and the participant in 

terms of the truthfulness o f information ensured credibility. Validity here means that 

explanations are consistent with the way participants construct reality in their everyday 

life and activities (Heyink and Tymstra, 1993). Denzin (1978) recommends several types 

of triangulation: Data triangulation allows the research to use multiple sources of data, 

methods triangulation deals with the use of multiple techniques that unravel the concept 

o f study, perspectives triangulation gives room for the researcher to compare the accounts 

of participants with more advanced theoretical schemes, and observers triangulation 

provides the opportunity for the researcher to use many trained observers in order to 

provide a more accurate account of the concept observed from multiple perspectives.

Data triangulation was observed through the use of multiple data collection methods such 

as interviews, observations, questionnaire, document analysis, researcher’s journal, and 

field notes. Concurring, Denzin (1978), and (Heyink, and Tymstra (1993) posit that a 

qualitative researcher should use multiple sources of data in order to ensure the strength 

of the research. The researcher may be seen as a “brecoleur, as a maker of quilts, or, as 

in filmmaking, a person who assemble images into montages” (p.5). It is the job o f the 

qualitative researcher to put pieces o f reality together like a quilt-maker to make a unified 

whole. In this process, data triangulation ensures an in-depth understanding of the same 

phenomena from multiple points of view. Given that data triangulation ensures
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credibility, this research utilized multiple sources of data described earlier in this section 

and expounded in Chapter IV.

Trustworthiness

The interview is not merely a neutral process in which the researcher passively 

obtains information; it is an interactive process in which the interviewer and the 

interviewee collaboratively create a contextually bound story. Other researchers, 

especially traditional positivists have argued that neutrality is impossible because every 

interviewer has conscious or subconscious biases, feelings, motives, and desires (Fontana 

& Frey, 2008). These scholars advise that the interviewer’s involvement in the process 

should be acknowledged. There is equally a possibility that the interviewer will not notice 

the interviewee actively constructing knowledge around the interview questions. Apart 

from using data triangulation to depict a comprehensive picture and to ensure validity, the 

researcher created relaxed environments for the interviews and objectively recorded and 

interpreted data/findings to the best o f her ability. The researcher’s complete role in the 

interviews are reported, as well. With phenomenological research, there can be “an ethical 

issue about misrepresenting, distorting or deleting findings which have been provided in 

good faith by participants,” but bracketing ensures credibility (Lester, 1999, p.2).

Ethical concerns with interviews also demand that in order to protect the 

interviewee from any kind of harm, the researcher gets the interviewee’s informed consent 

after completely explaining the nature and purpose o f the entirely research process. The 

role o f the observer should be predetermined in order to prevent a breach of the researcher’s 

ethical stance (Fontana & Frey, 2008). The research participants understood the roles,
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purpose, and nature o f the research process before giving their consent. The use of 

pseudonyms for purposes of anonymity and openness to member-checking further ensured 

participants’ confidentiality.

Researcher’s Positionality

Denzin and Lincoln (2008) caution that the researcher understands that research is 

an interactive process shaped by the researcher’s social class, biography, history, gender, 

and other people in the research site. Qualitative research demands an explanation of 

ways in which my background and experience could impact data collection, analysis, and 

interpretation. The idea of reflexivity also indicates that a research with similar 

experiences as respondents may interpret data differently. Therefore, it is the 

responsibility of the researcher to openly address experiences that may interfere with the 

research process. Thus, my multilayered experience with diversity requires 

acknowledgement.

My experience with multiple forms of diversity ranges from my childhood 

through adult and professional life. The journey began with growing up in Cameroon, a 

country considered the crossroads o f cultures, multiple ethnicities, and languages. As 

elaborated in the introduction, I have been a victim of some of the educational issues that 

come with limited language proficiency and cultural differences. These issues include 

failed academic dreams, personal professional struggles, and instances of 

misjudgments/misconceptions elaborated in chapter one of this work. Being a high 

school educator in the 21st Century, my professional struggles include grappling with the 

challenging task of tailoring instruction to meet the needs o f diverse learners. The above
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experiences and being an advocate for creating equal learning opportunities for all 

students may impact the researcher’s interactions with the research participants and 

interpretation of data.

Summary

This section outlines the process o f this qualitative phenomenological study. It is 

designed to fulfill the responsibility of the researcher to inform the reader on the study 

design, participants, researcher’s role, research settings, data sources, and methods of 

data collection, management, and analysis. Ethical issues, researcher’s positionality, 

trustworthiness, and validity must not be ignored, as well. Acknowledging that personal 

experiences and being an advocate for creating equal learning opportunities for all 

learners might have shaped the researcher’s interpretation of data is of paramount 

importance, too. After collecting and analyzing the data, a discussion section will enable 

the researcher to add to the research by making interpretations and creating linkages in 

order to connect to pre-research findings, experience, opinions or theories (Lester, 1999). 

The results o f this study will help shine more light on how K-12 practicing teachers and 

the school of education faculty grapple with diversity and how their perspectives compare 

with those of high school students who receive the services.

As a minority student, a researcher and an educator, my beliefs align with the 

views of constructivists. Students learn more when they are actively involved in the 

learning process, think critically, and personally construct enduring knowledge instead of 

being passive absorbers o f facts. The need for educators to design lessons that make
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good use o f students’ cultural background as prior-knowledge is also vital. As Dewey 

(1957) once stated,

the child has his/her own instincts and tendencies, but we do not know 

what these mean until we can translate them into their social equivalents. 

We must be able to carry them back into a social past and see them as the 

inheritance o f previous race activities. We must also be able to project 

them into the future to see what their outcome and end will be. (n.p.)

This quote emphasizes the importance of students’ socio-cultural background in learning. 

My personal experience growing up in diverse communities, attending different 

institutions as a student, and professional experience teaching at the elementary, middle, 

and high school, as well as in college have shaped my views on knowledge, learning, the 

learner, and curriculum. These experiences led to the conceptualization of this 

phenomenological study, in order to explore how students and educators grapple with 

their experience in diverse schools. From the perspective of a constructivist researcher, 

the research process involved the use o f qualitative research methods and focused on 

understanding how participants perceive their lived experiences. The tenets of 

multiculturalism (instructional component of culturally responsive pedagogy) explained 

in chapter two) were used as the theoretical framework for the study. The next sections 

of this work (Chapter IV and Chapter V) elaborate the data collection, 

interpretation/analysis, summary, implications, and conclusion. The chapters address 

data explication with regard to how participants o f the study (the school of education
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professors, practicing grades 9-12 teachers, and grades 9-12. students) experience 

diversity.



CHAPTER IV

DATA COLLECTION, INTERPRETATION, AND FINDINGS 

Pursuant to chapter one, which deals with the purpose of this research (exploring 

the lived experiences o f college of education professors, grades 9-12 teachers, and grades 

9-12 students with regard to diversity), chapter two that explains the relevant theories 

such as multiculturalism and instructional component of culturally responsive pedagogy, 

and chapter three, which explains the methodology, this chapter focuses on participants’ 

(school o f education faculty, grades 9-12 teachers, and grades 9-12 students) experience 

with diversity in relation to the guidelines of the foregoing theories. This chapter also 

details the various sources of data collected during the project, meticulous findings from 

the data gathered, and the interpretation of data. Participants’ perceptions on diversity 

were explored through participant interviews, participant observations, researcher’s 

notes/journal, document analysis, and questionnaires. This chapter, therefore, equally 

presents the prominent themes that emerged from the coding and analysis o f data. The 

themes that emerged from exploring the lived experiences of participants answered the 

following research questions:

(1) How are practicing grades 9-12 teachers and school of education faculty dealing with 

diversity?

(2) How do practicing grades 9-12 teachers and school o f education faculty describe their 

multicultural school experience?
77
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(3) What are grades 9-12 students’ perceptions of their experience with diversity?

(4) What are the similarities and the differences in the way secondary students, practicing 

grades 9-12 teachers, and school of education faculty interpret and appreciate their 

experiences in diverse schools?

For purposes o f organization, data results are organized by participants. The first 

part comprises data gathered from observing and interviewing four educators (two 

professors and two practicing grades 9-12 teachers). It grapples with their perceptions of 

multicultural factors such as the educator’s definition o f multiculturalism, their 

experiences with diversity, their influences on diversity through curriculum, 

communication of high expectations for learners, incorporation o f multicultural course 

material, and support of the main goal o f multicultural education and culturally 

responsiveness. The second portion comprises grades 9-12 students’ perceptions on 

diversity.

Sample Profile

Two school o f education professors, two grades 9-12 teachers, and 71 students 

were involved in the study. The four educators were all female and their teaching 

experience ranged from six to thirty years. By racial/ethnic background, two of them 

classified themselves as African Americans, one as Caucasian, and one as mixed. The 

students were mixed gender and came from mixed ethnic/racial backgrounds, including 

Latino, Hispanic, African Americans, Caucasians, and others. One out o f 71 students 

who volunteered to anonymously complete the survey online discontinued with the 

survey and the reason for withdrawal was not known. His/her withdrawal did not hurt the



79

research plans given that the number o f student volunteers exceeded the approximate 

initial targeted number of participants. They were grades 10, 11, and 12 students from 

ages fifteen through eighteen.

Data Collection

Interviews

Interviews constituted one of the main sources o f data and four educators were 

interviewed during this project. Engaging participants with eleven interview questions 

and follow-up questions created an opportunity for participants’ responses on their lived 

experiences to provide data through which the research questions were examined. These 

educators were purposefully selected due to their experience with diversity. The 

interviews ranged from 40-60 minutes. To guarantee anonymity, all participants were 

given pseudonyms. Although the nature and number of follow-up questions differed, 

depending on the outcome of each interview, all participants answered questions that 

were similar in terms of touching on various aspects of culturally responsive teaching.

To explore the perceptions o f these professors with regard to diversity, the two school of 

education professors (Anna and Beatrice) answered the following interview questions:

1. What is your definition of multicultural education?

2. How would you describe your experience in terms of dealing with students from 

diverse background?

3. What contexts or situations of diversity have typically influenced or affected your 

experience?

4. What role do you play in designing this course curriculum?
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5. Does your institution mandate incorporation o f multicultural content into course 

curriculum or your lessons? If so, how often does that happen?

6. Key elements o f culturally responsive pedagogy include communicating high 

expectations for all students. How do you train student teachers to actively 

engage all their students in learning?

7. What are your views about teacher learning about their students’ cultures? How 

do you prepare new teachers for this task?

8. Are you required to teach student teachers how to select instructional materials 

that represent the cultures of students in their classroom? If yes, how do you 

prepare them for this task?

9. Most importantly, “major goal of multicultural education is to reform the schools 

and other educational institutions so that students from diverse, racial, ethnic, and 

other social class groups will experience educational equality” (Banks and Banks, 

1995, p.3)

What are your views on this major goal?

10. What other aspects of this topic may we discuss, please?

Participant I (Anna)

Anna is a school o f education professor with ten years o f teaching experience.

She teaches courses that deal with diversity, including the foundational courses such as 

Multicultural Education and Contemporary Issues in American Education offered to all 

students who enter the teacher education program, and classes for the ESOL endorsement 

that train future teachers to work with students whose first language is not English. She
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has much experience working with students from different backgrounds and on training 

teachers to be culturally responsive. Additionally, she has a Ph.D. from an accredited 

university, with emphasis on multicultural education and culture.

Anna supports the major goal of multicultural education (reforming the schools 

and other educational institutions to ensure educational equity for students from diverse, 

racial, ethnic, and other social groups) and defines it as observance of culturally 

responsive teaching so that all students can be responsible. She holds that 

multiculturalism is associated with the notion of social justice and seeks to upset the 

culture that has been created that privileges some people over others. Responding to 

question five (“Does your institution mandate the incorporation of multicultural content 

into course curriculum or your lessons?”), Anna stated that the conceptual framework 

guides all the courses her school of education offers and that the conceptual framework 

requires the incorporation of multicultural education because the school wants future 

teacher candidates to be collaborative, competent, caring and culturally responsive, but 

not all professors are comfortable about the requirement or meet this expectation. When 

asked if  there were any procedure in place for monitoring professors’ incorporation of 

multiculturalism into their course curriculum, her reply was, “No, not everyone feels as 

comfortable as others.”

Several contexts and situations such as Anna’s academic, professional, and family 

experiences shaped her experience and approach to issues of diversity. At the time I 

interviewed Anna, she and another colleague were conducting a study of their curriculum 

to examine other professors’ level of comfort with cultural competency. To her, she and
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this colleague wanted to know the “extent to which they're comfortable with teaching 

about cultural competence in their classrooms and preparing candidates to be culturally 

competent because not everyone feels as comfortable as everyone else.” Anna and her 

colleague had also offered two seminars to faculty in the school o f education unit to teach 

the aspects o f multicultural education and how to teach future teacher candidates to be 

culturally competent. She stated that their goal was “to explain to them what 

multicultural education is and to teach them to be more comfortable providing instruction 

to teacher candidates on transformative multicultural education.”

Her family experiences such as her brother’s struggle as a black male in 

predominantly white schools (starting as early as the elementary school level and finally 

ending with him being relocated to a different school to have a better experience) have 

shaped her perceptions. To her, learning about students’ cultural practices has been 

challenging but has been an enriching learning experience. She specifically mentioned 

that one of the most touching experiences she had with students who were very different 

from her is her experience mentoring refugee immigrants and teaching ESOL (English to 

speakers o f other languages): “I've had students who were just in difficult life situations 

because of being refugees coming to the United States and not having adequate housing, 

enough food or... yeah so, that emotionally was very difficult for me because I care very 

much for my students.” Anna was very passionate in the course o f explaining the 

experience she gained from dealing with these students.

Anna also shared her feelings about the challenges she has at her current job: “I 

think the greatest challenges I have had are from students who don't share this
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multicultural perspective and are very racist or sexist or any of the other types of biases 

that we all bring to the table.” At her current job, she deals with students who tenaciously 

cling to sexist, racist, or gender-biased tendencies and are resistant to new ideas and 

notion of cultural responsiveness Not willing to explore new ideas, she says some future 

teachers complained about having class discussions on race but she is persistent in her 

goals and holds that some students’ poor evaluations o f her class would not deter her 

because a teacher educator should be up to the call for advocacy. At this point, the 

conversation with Anna got deeper and the theme of close-mindedness began to emerge. 

It was the right time to examine her role on curriculum and her impact on future teachers 

who take her classes.

She is responsible for designing the curriculum for all the classes she teaches.

She enjoys the opportunity to impact curriculum, but acknowledges that it is a huge 

responsibility and the need for collaboration in and out of the university is important 

Anna believes future teachers need to understand the importance of learning about their 

students’ lives, cultures, families, the community in which they teach and the need to 

develop empathy for their students. She insists, “Lesson planning is critical” and says 

she spends time with future teachers to make sure they know what multiculturalism is all 

about. In a follow-up question examining how she assures that future teachers hold 

students to high expectations, she states that she spends time with future teachers 

elaborating different ways in which students can be different. She states that

They need to know the implications and the dangers of a single story that does 

not allow for multiple representations o f people and that people are far more
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complex than the stereotype that we assigned to them. I try to help students 

eliminate these stereotypes and to understand the danger o f these stereotypes and 

how when you are responsible to help educate the child that dwelling in these 

stereotypes is dangerous. It's unfair and it prevents the child from having the type 

of academic success that they deserve.

She helps her students learn how to eliminate stereotypes and create/select multiple 

representations of works read in schools. Her course focuses on enlightening new 

teachers on diversity and other issues in American education, but ensuring that future 

teachers know how to select culturally responsive instructional materials for their specific 

content areas is the responsibility of professors who teach the methods courses. At this 

stage, it was necessary to interview Beatrice, who teaches methods courses.

Participant II (Beatrice)

Beatrice has 30 years o f teaching experience and has spent 17 of these years as a 

teacher educator. She has a doctorate degree in education (Ed. D) in curriculum with 

emphasis on the teaching of English. She also has experience teaching high school 

English. Like Anna, the interview with Beatrice took place in her office after one of the 

class observations. She teaches the methods courses for English Education at her school 

of education unit. She defines multicultural education as the need to differentiate 

according to the students’ level of readiness to figure out whether they need to be taught 

at the standard, below or beyond standard level and the need to address cultural concerns. 

Like Anna, she supports the goals of multicultural education, but emphasizes the 

importance of content knowledge and differentiation. She sees differentiation as a way of
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holding students to high expectations. In that light, she teaches future teachers how to 

differentiate by interest, readiness, use o f graphic organizers, and flexible grouping. 

Themes such as emphasis on lesson planning and the need for differentiation started 

emerging from this interview.

To varying degrees, contexts and situations o f diversity have also impacted 

Beatrice like Anna. Teaching high school English impacts the way she prepares future 

teachers in the methods courses. The MAT (Masters of Arts in Teaching) class she was 

teaching at the time of this interview was an English Language Arts class that deals with 

the teaching of writing and literature. She holds that from her experience, students work 

well in groups, and students who “act out” do so because they do not understand. She 

mentioned a student who accused her o f racism only after she referred her for plagiarism. 

She said the student concerned had copied work directly from a website but fortunately 

for her, the top students in that class were minority as well and this accusation lacked 

merit.

Like Anna, Beatrice focuses on making sure that future teachers are equipped 

with the skills they need regardless of the challenges: ‘I look at the assignment because I 

am training teachers and it does not really matter what their race is. It just matters that I 

have trained them to do the job they are supposed to do. They have to know what they 

have to know.” Sometimes she sees her institution as a “community college” in which 

students are very diverse and need more assistance than it is expected, and she has 

learned to be flexible with students. She gives more in-class time, uses one-on-one 

conferences, and works with future teachers in re-writing lesson plans until they are
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perfect. She requires her students to conduct a demographic study before writing a lesson 

plan, and she models teaching each standard through multiple methods, including 

scaffolding.

Beatrice participates in discussions about diversity at her school o f education and 

also acknowledges that she equally designs the curriculum for all the courses she teachers 

at her institution and incorporates multicultural content into her course curricula. She 

incorporates multicultural content into her course curricula because her unit recommends 

all classes to have a diversity measure and because she believes it should be part of the 

conversation about teacher training. She, however, in responding to the follow-up 

question on whether the inclusion o f the diversity major into course curricula is 

mandatory or verified, echoed Anna’s response, namely, that no one checks if this aspect 

of course curricula is observed or not. Their responses show that there is inconsistency in 

the implementation of diversity measure o f course curricula.

She also believes in teachers learning about their students’ cultures and she 

teaches them how to select instructional material. She teaches them how to select 

instructional material through the use of units, anchor texts, annotation of standards, and 

annotated bibliographies. In this dimension, she teaches future teachers how to create 

unit plans that have anchor texts, multicultural content, materials that are representative 

of a wide range o f genres and time periods, and works written by women. Beatrice 

assists them to create annotated bibliographies for the instructional units selected. The 

interview ended with a follow-up question: Do you think there is anything the school of 

education needs to do in order to improve students’ achievement in secondary
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classrooms? Beatrice was very positive that the school o f education is doing enough, but 

said the challenge facing the school o f education was the infringement o f outside 

standards. She believes in the EDTPA document that future teachers are required to 

submit, but points out that rather than helping students learn how to teach, the neat 

document is submitted at the time that future teachers may not learn from the experience. 

After interviewing college of education faculty members, talking to grades 9-12 teachers 

became critical, aimed at gauging different perspectives on multicultural education and 

on knowing how their training in the college of education prepared them for diverse 

students.

Participant III (Candice, a grades 9-12 ELA Teacher)

Candice and the other practicing grades 9-12 teacher (Participant IV) answered 

the same questions as Anna and Beatrice, but the following were modified to suit their 

teaching position in order to find connections between the school of education professors’ 

experiences and those of grades 9-12 teachers:

1. How do you actively engage all students in learning?

2. Are you required to select instructional materials that represent the cultures of 

students in your classroom? If yes, what are some examples of multicultural 

content you have used?

3. Do you connect your students’ real lives to the course content you teach? 

Please, elaborate.

4. Do you encourage your students to appreciate all cultures? How?
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Candice teaches 10th and 11th grade English and has six years of teaching 

experience. The interview took place in her room at the school in which she teaches 

(Study Site II). Similar to the other two participants above, she defines multicultural 

education as education that is culturally relevant and responsive. She adds that apart 

from taking ethnicity into consideration, all the other types o f differences such as 

language, culture, learning styles, and abilities also play a role in the way she plans and 

delivers her lessons. She stated that she has much experience dealing with diverse 

student bodies and pointed to the existence of diversity even within the same 

race/ethnicity: “Even though they might look the same, they have very different cultural 

experiences and personalities.’'

Although she had typically taught in urban schools and schools with a high 

African American population, and says she learns something new every year, she states 

that the diversity experience that impacted her most was a community visit that was a 

requirement o f her teacher education program. She visited a community with a high 

percentage o f Vietnamese, Korean, and Hispanic populations that differed from her own 

community in multiple ways. She learned from this visit that there is no “one size fits 

all” model for students’ academic success, that the notion that students would come from 

middle class families and have similar cultures to their teachers’ was false, and she 

decided not to worry about asking questions about new students before meeting them 

face-to-face in her classes. To her, the community visit “really humbled me because that 

was my first introduction to teaching.” She would recommend teachers visiting the 

communities in which students live in order to avoid making false assumptions about
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students. She insists that teaching is difficult because “we assume things. If you walk a 

mile in other people’s shoes you learn about it. Test scores or data would not give you 

that information." Due to this experience, she has learned to be open-minded and flexible. 

She said she encourages her students to appreciate all cultures and not to group people 

under umbrella terms because “they call every Asian Chinese, every Hispanic Mexican, 

and Africans poor.”

She shared that her institution does not mandate incorporation of multicultural 

content into teachers’ lessons and most of the times the attention is on students with 

special needs who are examined for any disabilities that may impact test scores. To put it 

in her words, “we are told to differentiate if the student is special needs. To be honest, 

we are told to differentiate if the student is special needs or not. There is no mandatory 

inclusion of any culture or language group o f students.” She did not believe there were 

any mandated accommodations for any language/other groups o f students: “It is just 

about promoting the test scores and seeing if they have any disabilities.”

She expressed that the literature her students read is also very archaic and not 

representative o f the students’ demographics: “It is very difficult with American 

Literature; you will think that at this point in 2015 that the literature we read will actually 

represent the diversity of our nation but we don’t.” She strives to connect it to her 

students’ lives to make it meaningful: “Teachers need to function as change agents by 

getting out o f the classroom and changing the curriculum for the students.” The 

conversation led to Candice’s explanation of her endeavor to hold all students to high 

expectations by showing enthusiasm, giving open-ended assignments, and promoting
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participation and critical thinking. She specifically talked about employing a liberal 

approach to the curriculum, given that there is no set American Literature curriculum for 

her county. She expressed that within the confinement of curriculum, she is creative and 

gives students choice depending on their interests. She occasionally gives them the 

opportunities to choose the books they read.

Two follow-up questions came up during the interview: I asked Candice to share 

how her teacher training program prepared her for dealing with the needs of diverse 

students, and she shared that it prepared her with the knowledge necessary for meeting 

the needs of diverse students, but theory does not meet practice, adding that the teacher is 

not prepared for the schools and communities that are not open to the theories learned. 

Candice said,

The school o f education prepared me for having the ideas, being accepting and 

being reflective enough to really try to instill these values in my students but it did 

not prepare me for when I actually got into the classroom. Many of them 

shutdown about learning about other people. Many people are actually more 

prejudiced than we like to admit.

She was referring to the people she interacts with such as students and the people she 

works with. She further elaborated that attempts to practice ideas learned in schools such 

as endeavors to discuss issues like gay rights are met with opposition due to pre

conceived notions from home.

Candice agreed on the major goal of multicultural education, but added that some 

schools make very little effort towards achieving equity for all students and opening
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students’ minds. She explained that teachers who have been in the teaching profession 

for long might not have even taken the courses necessary for learning how to meet the 

needs o f diverse students (Multicultural Education and Exceptional Children). She noted: 

Make it a real goal; I don’t think that theory is meeting practice. We are taking a 

lot of instruction out o f instruction. We teach kids too many things. There is a lot 

o f disconnect. There should be some kind o f continuity. We need to make it a 

real goal. Say this is how multicultural education looks like in the classroom, it 

reflects in the curriculum we teach, in the hallway, in the way we communicate, 

and the books students read. Basically, we need to be modeling. We cannot just 

come out of a hat and say this is it.. .1 don’t think it is happening in certain 

schools.

The foregoing views suggested the need for collaboration between teachers and I asked 

her if she collaborates with her colleagues. She expressed her concern about conflicting 

expectations that preach collaboration, but indirectly promote isolation. She stated that 

collaboration is challenging given that teachers sometimes have conflicting preferences, 

personalities, and backgrounds, which are made more difficult by standing policies:

We are told to get out o f this isolation model but if you think about it, we are told 

to collaborate but most o f our new political policy, they say you’re going to get 

this merit pay because of what you’re doing in your classroom or your kids’ 

standardized test scores are going to help you get a better evaluation. So in 

reality, we are told to collaborate but are getting rewarded for our isolated work!
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What do I stand to gain working with others in giving them my best-kept secrets? 

We need to be consistent but in education, there is not a lot of consistency.

She emphasized “you” all along in this quotation. Her view also supported the 

difficulties o f education theory/policy to support or align with educational practice. To 

her, she has learned much educational theory and believes in its effectiveness, but. the 

theory will only make meaning if she finds people with a similar mentality or mindset in 

her place of work.

In conclusion, Candice was very concerned about the future of education because 

preparing students to be college and career ready encompasses these students being able 

to work with people who are different from them. Following discussion on the 

challenges that come with collaboration and those that impact culturally responsiveness, 

Candice shared her views regarding public education:

I think I kind of think about it like the body and we need this blood flowing but 

we have a lot o f clogged arteries that are blocking a lot of things from moving and 

we’ve got to figure out a way to keep this blood flowing. You can’t be in a fixed 

mindset. You’ve got to be willing to accept new ideas.

By the end o f this third interview, educators’ concerns about failure of theory to meet 

practice, need for flexibility, and close-mindedness were evident in all the above 

interviews, thus building more interest in interviewing the last participant, Deborah. 

Participant IV (Deborah)

Deborah is a grades 9-12 EL A instructor with ten years o f teaching experience. 

She has experience working with ESOL (English for speakers of other languages).To her,
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all education in America is multicultural education given that America is a “melting pot” 

but from the instructional standpoint, it deals with the educator identifying and having 

respect for the different perspectives in the classroom. She said she has a lot of valuable 

experience with diversity. Moving to this state in question has exposed her to new types 

o f populations such as the different types o f Asian populations, Vietnamese, Cambodian, 

Laotian, and ESOL students whom she had not been familiar with before. She says, “I 

think it is such a valuable experience because not only do you teach the students but you 

leam from the students and what they bring into the classroom.” During her degree 

program, she learned about the evolution of the English language and the contribution of 

several groups of people towards its development.

Being an English teacher, her challenges with diversity include language barrier 

and trying to code-switch in order to reach the students. She also expressed the 

differences she encountered from moving to a different state: “Coming from New York, 

you are free to be multicultural and express yourself the way you want, but in Georgia, 

you are just black! There is a lot of segregation here, so I am not as exposed to Latino 

population as I was.” She found herself being the only minority in terms of ethnicity or 

language when she was in New York, but the situation was different in Georgia.

When asked if  her district mandates incorporation of multicultural content, 

Deborah responded, “ Not necessarily multicultural but they want you to do 

differentiation and I think part o f differentiation is addressing culture.” She added that 

with American Literature, some level of multicultural literature is built into the course 

that spans across the different groups that are considered American but adding that
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multicultural literature is not a mandate as much as differentiated instruction. The county 

does not require her to select the content that reflects her students’ cultures, so she said 

she tries to make the curriculum meaningful at her level:

The curriculum is laid out the way it is but it just so happens in teaching 

American Literature I cover the different perspectives of groups that were 

believed to be representative of what being American is but it is predominantly 

traditional European American and a bit o f African American, and Hispanic but 

not Asian at all. The curriculum is what it is so you just do your best.

Similar to the other three participants, Deborah believes that knowing the students 

first is a basic principle o f good teaching:

You have to do your research on the multiple types of personalities of students.

It is just good teaching and research-based practices. It is little things like 

knowing their names, knowing about them. That makes the difference between a 

good teacher and who is just doing the job. When you get to know them as 

people, their culture comes through.

In order to connect the content to her students’ real lives, she offers a free style Friday 

every two weeks. With this assignment, students choose and complete a writing topic of 

choice. She reads and responds to each student independently and she says it always 

deals with something personal to the students rather than school. She added that she uses 

these products for differentiation. Teaching them to be critical thinkers includes taking 

into account all cultures. To her,
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when you are a critical thinker, you take into account culture, who your author is, 

and what contexts they come from, what cultures they bring with them. It is 

building into the strategies o f a good reader. Like we use SOAPSTone. You are 

looking at the whole spectrum.

“SOAPSTone” in the above quote is an acronym for an instructional strategy used for 

teaching students how to effectively analyze texts. It stands for subject, occasion, 

audience, purpose, and tone. It helps students analyze texts beyond surface level to 

include circumstances surrounding the creation of texts and the authors’ motivations.

Deborah’s evaluation of the diversity of the county differed from Candice’s. To 

her, the main goal of multicultural education is an honorable goal but difficult in this 

county. She, on the contrary, believes the metro area in which she lives and works is not 

diverse enough. She specifically mentioned her son being the only black child at his 

school and one of her students being the only Caucasian student in class. Her own past 

influenced her feelings about the situation. Because she has been put in the spotlight 

many times as a result of being a minority (even though she is multiracial), she tries not 

to put any of her students on the spotlight as the only representative o f his/her culture. 

Like Candice, she is aware of diversity within people of the same ethnicity. It is very 

important that the students in her county be exposed to the ideas of multiculturalism 

because they do not have enough exposure. Similar to Candice’s views, she did not also 

think the school o f education can ever prepare anyone enough for teaching: “Every year 

you are still learning. It is on-the-job learning experience. Any given class, any given 

year, you are still learning every class period.”
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Observations

Observations help in creating rapport with the participants, observing them in the 

natural environment in which the phenomenon of interest occurs (Trochian, 2006) and 

function as sources of “questions to be addressed with participants” (Kawulich, 2005). In 

this light, observations were done before interviews for better understanding of 

participants’ experiences. To the college professors, I presented myself as a researcher 

interested in being a teacher educator in future and for the grades 9-12 teachers, I 

presented myself as researcher and a grades 9-12 educator willing to learn how they 

perceive their experiences with diversity. Elements o f cultural responsiveness and the 

outcome o f the interviews shaped the focus o f the observations. While some 

observations confirmed or corroborated participants’ perspectives of their culturally 

responsive practices, some did not. Focusing on teaching methods and other aspects that 

are likely to impact students, each educator was observed in the classroom. Observations 

took place before and after the interviews, thus providing opportunities for the 

participants to elaborate on some of their instructional practices. Artifacts such as work 

samples, conversations/interactions, and nature of environment were taken into 

consideration.

Evidence of educators deviating from traditional methods o f teaching was evident 

in the seating arrangements. Seating arrangements in the grades 9-12 classrooms 

(Research Site II) mirrored seating arrangements in higher education (Research Site I). 

All the classrooms were convenient for working in collaborative small groups, a strategy 

appraised by most o f the participants. Desks and chairs were either put in a circular
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arrangement or put in groups. Work samples displayed in the higher education 

classrooms included demonstrations of various instructional methods (lecture, 

brainstorming, discussion, discovery learning, problem-solving, and inquiry) and there 

was evidence of modeling instructional strategies for future teachers.

While observing one of Anna’s class sessions, the driving question, “Who is in 

control o f American education?” resulted in students presenting different viewpoints on 

the subject from multiple lenses (such as the perspective of business men, students, 

politicians, and parents). Some discussions also focused on community influences 

(through morality, behavior, and knowledge) on schools, driving forces behind school 

choice (the political underpinnings, and the pros and the cons), religious diversity as 

required by Lemon V. Kurzman (1971), texts and representation, code switching, and 

linguistic diversity. These discussions and students’ group presentations modeled 

appreciation o f all types of diversity (standard versus non-standard/prestigious accent and 

how language varieties were created/past and present political standpoint). Instructional 

material used or assigned included John Baugh’s video, “Do you Speak American?” It 

deals with language bias, unfair representation, and highlights on the development of 

English varieties. Discussions and presentations ended with the professor asking the 

implications of the above topics for future teachers and warning future teachers to be 

aware of their own biases, societal/media stereotypes and the possibility o f teachers 

profiling students consciously or unconsciously.

Beatrice’s teaches a Language Arts methods class and her class sessions were 

more content-driven, reflecting her philosophy as expressed in the interview. The class
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sessions focused on effective unit and lesson planning using the NCATE guidelines. The 

observations confirmed her emphasis on making sure that future teachers produce 

effective lesson plans that are easy to follow and include the standards, technology usage, 

anchor texts, different genres, a demographic study, differentiation, cultural 

responsiveness, different levels of Bloom’s taxonomy and accommodations. After 

students worked in groups to breakdown and simplified standards, she followed up with 

one-on-one conferences to make sure the units are effectively written and gave the 

students the opportunity to revise work. She also explained the differences between 

accommodations and differentiation, concepts that were new to almost the entire class of 

future teachers. Other activities dealt with modeling how to teach several ELA aspects 

such as writing, speaking/listening, vocabulary, grammar/spelling, and media literacy.

For the two professors, the importance o f modeling for future teachers stood out in the 

observations more than the interviews.

Unlike the college professors who design their own curricula for the courses they 

teach, grades 9-12 teachers testified struggling to meet the needs o f diverse students 

within the confines o f a required curriculum that does not effectively relate to the 

interests, cultures and needs of contemporary students. The grades 9-12 observations 

granted the opportunity for me to observe their interaction with students, and some of the 

instructional strategies they use. The two teachers usually work in collaboration and had 

common lesson plans, standards, and assignments. As mentioned earlier, the learning 

environment in both classrooms was conducive for not-traditional teaching styles. 

Evidence of student collaboration, open-ended assignments, connection between content
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material and real life, and differentiation was gathered from the observations. The ease 

with which students distributed tasks within assigned groups and completed assignments 

such as speech presentations indicated that they are used to working in groups. The 

students were analyzing historical documents from American Literature and had to create 

a propaganda poster from the assigned author’s point o f view. Some students in 

Deborah’s class wrote speeches on issues identified in class texts with contemporary 

points o f view and presented to the class. There was high student engagement during 

lessons and work samples on the walls demonstrated evidence o f use o f creativity and 

effective reading strategies such as texts annotations, tone analysis, and character analysis 

from a cultural perspective. I also observed positive interactions between the instructors 

and their students. Most o f the times, students began sharing their personal lives with the 

teachers as soon as they walked in.

Documents

The documents reviewed for the study included copies o f educators’ syllabi, 

lesson plans, unit plans, interview transcripts, conceptual framework, and the researcher’s 

journal/field notes. The multicultural component required by universities’ conceptual 

framework was evident in both professors’ syllabi: Anna highlights it: “Future educators 

understand the full significance of diversity in a democratic society and how that bears on 

instruction, school leadership, and governance” (syllabus, p. 1). Similarly, one of the 

goals in Beatrice’s syllabus deals with exploring “issues of multicultural diversity, 

gender, exceptionality, and at risk students in curriculum development” (p. 2). This 

quote aligns with Candice’s desire for a more explicit diversity measure on the teacher-
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training curriculum. The rest of the syllabi emphasize differentiation. Course syllabi and 

unit plans were relevant sources of data because they reflected the focus o f curriculum 

and documented evidence of educators’ notions o f cultural responsiveness, especially as 

all the four participants interviewed were accepting towards the main goal of 

multiculturalism. The documents helped in uncovering the meaning expressed in their 

lived experiences as gathered from the interviews. Documents were giouped by type to 

facilitate comparison, but in order to tie the data to participants, each document was 

separately reviewed to find possible connections between participants’ perceptions and 

the document(s). While interview transcripts were transcribed for major themes, field 

notes and journal were other documents that helped me glean the possible themes during 

the interviews and observations. These steps favored the constant comparative analysis 

method I used for analyzing the data.

Students’ Questionnaire 

Apart from the online platform providing room for data to be easily collected 

from multiple participants (Dudovskiy, 2016), questionnaires offered an opportunity for 

more students’ voices to be represented in the study. Survey Monkey offered a unique 

opportunity for students to answer questions in different formats and the results of the 

questionnaires to be analyzed in advanced ways. The questionnaire reflected the 

instructional dimension and gave room for accessing students’ satisfaction and 

perceptions o f instructional needs their teachers provide on regular basis. The guidelines 

o f culturally responsive teaching in terms of relationships, curriculum, and instructional 

delivery (Rajagopal, 2016) facilitated the data organization and interpretation. While



101

Part A of the questionnaire focused on collecting demographic data, Part B (seven 

questions) focused on students’ experience with diversity. To identify possible themes, 

additional written data was gathered from the comments following each questions. The 

questionnaire results are presented by grouping questions that fall under similar attributes 

o f culturally responsive pedagogy. For purposes o f accuracy, data per question is 

reported, paying attention to rate o f response for the specific questions given that some 

participants skipped some questions.

Question seven (I feel inferior in class as a result o f my race or background) and 

question eight (My peers make disapproving remarks about my race, background or how 

I talk) report students’ self-perceptions among their peers. Excluding 8 students who did 

not respond to question seven, 19 students either agreed or strongly agreed to feeling 

inferior in their class as a result of their race/background, as opposed to 43 students who 

either disagreed or strongly disagreed. Question eight yielded similar results (although to 

a different degree). Out of 63 students who responded to this specific question, ten 

testified feeling inferior as a result o f their backgrounds or accents. Comments from 

students equally corroborated these mixed perceptions. They contained both positive 

perceptions such as “I feel like I am like everyone else,” “In my class we are equal,” and 

“My race doesn’t have anything to deal with my studies,” and negative comments, 

including “I am one of the few white kids in my school,” “They just make fun of me,” 

“only because sometimes they say I talk white,” and “They say I’m incapable o f being 

something great ” Other comments that were intended to be positive carry assumptions of
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close-mindedness to diversity even though they are positive at the surface level. These 

assumptions are analyzed later under patterns and themes.

In response to question nine (My teacher uses books or materials that reflect my 

culture), 30 students agreed to the instructor’s use of instructional material that relates to 

their culture while 31 students disagreed. This divide in students’ perception of 

curriculum collaborated the disconnection between curriculum and students’ interests the 

teachers (Candice and Debora) echoed earlier. Candice had expressed her frustration 

with limited and culturally unrepresentative instructional material. Students’ comments 

from this question such as “as far as history goes,” and “only on special occasions” 

indicate the possibilities of a limited view of cultural responsiveness and a celebratory 

approach towards curriculums that is explored later under themes. Students’ comments 

in question 11 (My teacher respects and/or utilizes my culture in class contained similar 

views: Some of the comments include “if  we are doing something for black history 

month,” “She doesn’t really care to talk about it,” and “she does not.” A majority of the 

students, however, agreed to their teachers’ use o f instructional material that relates to 

their cultures as opposed to 30% who either disagreed or strongly disagreed. Regardless 

of the above comments, 51 out 64 students acknowledged that their teachers teach them 

to appreciate different cultures, as evident in their responses to question 10 (My teacher 

teaches me to appreciate my culture and other people’s cultures).

The last two questions, question 12 (My race or background hinders my ability to 

display my full academic potential in class) and question 12 (My peers see me as a 

valuable member o f my class) sought students’ self-perceptions among their peers.
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Eleven out o f the 64 students who responded to question 12 either agreed or strongly 

agreed that their race or background hindered their academic potentials. Additionally,

£ 8 % of the students testified not being valued by their peers. Comments from this 

section included “I feel that we need more diversity everyone is set on the same race and 

how we do things, “cool this school is not diverse at all,” and “The race of any student 

does not matter they will treat you the same.” These comments sections equally had 

mixed signals and some are indicative o f close-mindedness, as explained later.

School o f Education Professors Grades 9-12

•  Interviews •  Interviews
• Observations •  Observations
• Documents •  Documents

Grades 9-12 Students

Questionnaire

Figure 2 Visual Representation of Data Sources.
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Themes

Themes that emerged from the data collected include openness to 

multiculturalism, cultural responsiveness as a personal endeavor, flexibility, infringement 

of outside standards while matching theory with practice, close-mindedness, diversity and 

self-image, and cultural appreciation. While some of the themes emerged from 

examining educators’ lived experiences with regard to diversity, some emerged from 

interpreting students’ lived experiences with regard to how they perceive teachers’ 

endeavors to be culturally responsive to meet the students’ needs.

Openness to Multiculturalism

Although the educators had varying definitions and approaches to cultural 

responsiveness, they all showed openness to multiculturalism:

If I am working with my teachers, I want them to be able to differentiate in the 

classroom, using grouping and graphic organizers. With the methods courses, 

multiculturalists’ concerns have to deal with the idea that we need to address 

whatever concerns they have culturally so that they can impact the students within 

their classroom. They have to remember how their experiences were like and apply 

them to their students. We are looking at it in terms of their experiences from being 

students and how they can relate to their students (Beatrice).

Two aspects are emphasized in the above quote: The need for differentiation and the need 

to revisit the future teacher’s literacy history to see if that experience may impact another 

student. She further adds, “We have a diversity' measure. I incorporate multicultural
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content whether I am expected to or not because it has to be part o f the conversation about 

teacher training.”

Anna gave a similar definition with a slightly different focus from the above. She 

insisted on encouraging future teachers to have conversations over tough, issues such as 

issues of power, race, gender, and class To Anna,

it’s a culturally responsive pedagogy that focuses on the notion that all students can 

be successful no matter where they come from, what kind of social group they 

belong to whether they're part of a dominant group or a group that doesn't have the 

same access to wealth and power as other groups.

To use her words, “a major emphasis is this notion of social justice that we are trying to 

upset the system that has been created that privileges some people over others.” Beatrice’s 

definition emphasizes the need for the educator to be a student advocate and the importance 

of students’ reading about people who look like them or have similar experiences like them. 

She also insisted on teachers learning about their students’ home life and the community 

in which they teach. Both Anna and Beatrice support the goals of multiculturalism and 

work in different dimensions to ensure that student teachers know how to meet the needs 

of diverse students. Candice’s definition of multicultural is similar to Anna’s in terms of 

emphasizing home visits and advocacy through critical multiculturalism. She sees it as 

education that is culturally relevant and takes ethnicity and all the other types of differences 

such as language, culture, learning styles, and abilities into consideration. She sees 

teachers as change agents. Deborah equally sees the main goal o f  multicultural education 

as an honorable goal and focuses on converting her student to critical thinkers. All the
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teacher participants showed openness to incorporation of multicultural content into course 

curriculum, but they differed in terms o f the definition and the approach used.

Cultural Responsiveness as a Personal Endeavor

The result of the data also showed that there is a general lack of monitoring and it 

is left to the individual teachers to either incorporate multicultural content and strategies or 

not. Being culturally responsive is more a personal endeavor than an institutional 

requirement, even though institutional policy encourages it. While all the educators 

emphasized the use o f differentiation, collaboration, code-switching, and use of open- 

ended assignments as effective culturally responsive strategies, only two out of four 

participants have confirmed making content integration possible by helping future teachers 

in selecting instructional material that reflects the student demographics:

I cannot even imagine that they can walk in and teach without knowing their 

students and what impacts them! Who are your strong ones or weak ones? What 

they will be saying is that I’ve got this information and I will pull it on you because 

I don’t care about who you are or what you know! (Beatrice)

At first, Beatrice appeared to be more concerned about the students’ level of readiness in 

terms of the subject content, but the observation and sample unit plans indicated that she 

required future teachers to select a wide range of texts that are representative of students’ 

demographics.



107

Anna echoed Beatrice’s emphasis on lesson planning that “lesson planning is 

critical” and further emphasized the importance of having conversations about diversity, 

different types of ways in which students may be diverse, and the dangers of stereotypes. 

She stated:

I spend time explaining to future teachers that students are diverse in terms of race 

and ethnicity, primary language, who they live with at home, religion, gender and 

other preferences and so there is this spectrum of ways that students are different 

and we spend time learning about all o f those different ways and why it's important 

to make sure that student see themselves reflected in the curriculum-that they get 

to read stories about people who are like them 

While Anna and Beatrice design the curricula for all the courses they teach and have the 

possibility of building multicultural content into course curriculum, Candice and Deborah 

do not have that privilege or responsibility of designing their own courses. They focus on 

transforming their students into critical thinkers and helping them connect to the content 

of curriculum. These educators agree that their course curricula do not represent the 

diversity of their school and the nation. Candice testifies employing a more liberal 

approach to curriculum by giving her students choice in assignments, given that her 

school does not have a set curriculum for American Literature. Candice vouched that, “it 

is very difficult with American Literature; you will think that at this point in 2015 that the 

literature we read will actually represent the diversity of our nation but we don’t.” 

Deborah supported.
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I cover the different perspectives o f groups that were believed to be 

representative of what being American is, but it is predominantly traditional 

European American and a bit of African American, and Hispanic but not Asian at 

all. The curriculum is what it is so you just do your best.

Like the school of education professors, these two grades 9-12 teachers are opened to 

multiculturalism, but ostensibly lack the power to change the curriculum and finally are 

compelled to merely settle on promoting critical thinking and being flexible.

Flexibility

The word “flexibility” came up several times and especially during the interviews. 

All the educators declared that they have to be flexible in order to deal with the students 

and schools that are always changing:

I think I have to be flexible. A deadline that is going to put stress on them is not 

the deadline I want. 1 am having students who want to be teachers rewrite until it 

is perfect. I also do a lot of group activities in class. Kids are kids no matter where 

you’re teaching. (Beatrice)

To Candace, “You can’t be in a fixed mindset. You’ve got to be willing to accept new 

ideas.” Deborah says, “I had to code-switch in order to meet the needs of my students.” Be 

it at the higher educational level (Study Site I) or the grades 9-12 level (Study Site II), all 

educator participants expressed the importance of being open-minded and flexible. 

Infringement of Outside Standards while Matching Theory with Practice

Three out of four participants stated that infringement of outside standards hindered 

their effectiveness. Beatrice believes in the importance of the EDTPA document, but stated
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that it should be given at a different time such as the first semester o f real teaching: “I 

think that there are some outside standards that impinge upon what it is that we are trying 

to do” (Beatrice). To her, having students turn in a perfect EDTPA document at the first 

semester is ineffective. She added that the first semester of student teaching should be 

spent learning how to teach rather than preparing this perfect document to be turned in. 

Another participant equally stated:

I don’t think you could be a teacher educator if you don't feel called to this work 

because there are so many aspects of the job that are discouraging and frustrating- 

all o f the bureaucratic neoliberal assaults on teachers and the profession and, you 

know, the emphasis on high stakes standardized testing. All of those things are so 

discouraging but, you know, when we think about supporting teachers and students 

in the classroom which is really what it comes down to so, I'm encouraged to 

continue. (Anna)

These concerns ranged from grades 9-12 to higher education participants. Apart from the 

stress that comes with accountability demands, teachers’ evaluation, rather than being 

supportive, was said to be sometimes more punitive due to the nature o f state or county 

policies. Another participant added:

We are told to get out o f this isolation model but if you think about it, we are told 

to collaborate but most o f our new political policy, they say you’re going to get this 

merit pay because of what you’re doing in your classroom or your kids’ 

standardized test scores are going to help you get a better evaluation. So in reality,
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we are told to collaborate but are getting rewarded for our isolated work! What do 

I stand to gain working with others in giving them my best-kept secrets? (Candace) 

The above quotes indicate a lack of harmony between educational policies and educational 

practice. While discussing the pros and cons of school choice during one of my 

observations in Anna’s Issues in American Education class, students equally discussed the 

various roles stakeholders play in the schools, and the influence the community exerts on 

the schools. Some of the future teachers observed that school choice itself seems like a 

good deal for parents, but it can actually hurt poorer communities since it may end up 

leading to unequal funding.

Close-mindedness

Three out of the four participants equally shared concerns with either students, 

colleagues, or the community being resistant towards diversity. Anna has much 

experience in teaching future teachers how to embrace diverse cultures. She created the 

ESOL endorsement course for her school of education unit, but she shared that regardless 

of the benefits of also learning from her students sometimes, she equally faces tough 

challenges from future teachers who are resistant to new ideas. Anna voiced her views:

I think the greatest challenges I have had is from students who don't share this 

multicultural perspective and are very racist or sexist or any of the other types o f 

biases that we all bring to the table and they're not willing to explore new ideas 

and they are very set in this notion of what's acceptable or what's right or people 

who deny that, you know, racism exists and they're very adamant that we have a 

black president so we're past that now. I've also had student evaluations where
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my students tell me we talked about race too much in my classes and you know 

we need to talk about other ideas. It's not all about race. Why do we talk about 

race so much? I had that a lot so those are the biggest challenges.

Anna’s frustration with such mindset and resistance was strong! She was very passionate 

about it as she shared these challenges, but she was determined not to give up.

Referring to the students and the people Candice works with, she shared that 

many people are not open to new ideas as professed. She proclaimed: “Many of them 

shutdown about learning about other people. Many people are actually more prejudiced 

than we like to admit.” Deborah’s views were not different. As stated before, she shared 

that the state in which she was bom is more diverse and more receptive to multiple 

cultures than her current work environment.

Student participants also expressed concerns about close-mindedness. Some of 

their comments include “They just make fun of me,” “only because sometimes they say I 

talk White,” “They say I’m incapable of being something great,” “I feel that we need 

more diversity. Everyone is set on the same race and how we do things,’ and “this school 

is not diverse at all.” Some of the students’ comments that were intended to be positive 

carry underlying assumptions of close-mindedness to diversity even though they are 

positive at the surface level. While responding to a question that focused on the extent to 

which students feel valued by their peers, one of the students responded, “I do not 

because a majority of my classmates is the same,” and another said, “I feel like I am like 

everyone else and given the same options I just take it to my advantage.” The assumption 

in these two statements is that whoever finds himself or herself constituting the majority
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in class has a sense of superiority rather than an inclination or urge toward respecting 

diversity. The above statements reflect students’ view of their minority/majority status 

on their self-perception.

Diversity and Self-image.

While a majority o f the students acknowledged the services that their teachers 

offered and saw themselves as valued members o f diverse classrooms, some of them 

expressed concerns that included self-awareness and lack of self-esteem. Even though 51 

out of 64 students acknowledged that their teachers taught them to appreciate their 

culture and that o f others, 11 out o f 64 students saw their culture as a hindrance to their 

academic progress and 8.8% o f the students also believed that their peers do not value 

them. The students who did not agree that their cultures were utilized or valued 

responded with negative comments. Students want their cultures to be acknowledged, 

utilized, and appreciated.

Cultural Appreciation

The results o f the questionnaire indicated that the grades 9-12 students appreciated 

teacher’s response to their cultural differences. Many of them testified that teachers use 

their culture in class. Some of them, however, indicated that discussions about their 

cultures only took place during certain occasions. They wrote many comments, including 

“as far as history goes,” and “only on special occasions.” The comments are indicative of 

a celebratory approach to cultural responsiveness that is limited and considered ineffective. 

Because one’s sense o f dignity, self-worth is inextricably yoked to his/her culture, students,
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at least, per their responses, carry with them a void that craves for consistent recognition 

and acceptance.

The foregoing data answered all the research questions and generated the above 

themes. Data from students’ questionnaire answered research question three. Majority of 

students (51 out of 64) testified that their teachers taught them to appreciate different 

cultures. The number of students who believed that their teachers used instructional 

materials that reflected their culture was less than 50%. Teachers’ interview results also 

supported the results o f the student survey in this dimension because the teachers 

themselves had expressed the limitations of the curriculum that hindered them from 

utilizing instructional material that reflects students’ cultures. They confirmed to either 

relying on what is offered and making it more meaningful to students or employing their 

own creativity by occasionally giving students the opportunity to choose texts or 

leam/present content in different formats. Many students believe that their instructional 

material was culturally unrepresentative.

Data from students’ questionnaire captured students’ perceptions of the services 

their teachers provide to them with regard to diversity. The rest of the data collected and 

analyzed answered the other research questions, and captured the perceptions of two 

professors o f education and two grades 9-12 practicing teachers in relation to their 

experience with diversity. All the educators uphold the need for differentiation, support 

the major goal o f multiculturalism and believe in the incorporation of multicultural content 

into course curricula, but have slightly different definitions of the same concept and employ 

different approaches and teaching strategies to accomplish the task of meeting the needs of
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diverse student bodies. Educators testified benefiting from learning about their students’ 

cultures, but some struggled with aligning educational practice to theory and face 

challenges such as closemindedness or occasional accusations o f being unfair. While the 

school of education professors have the power to impact change directly through the course 

curricula that they design, grades 9-12 teachers are bound by the required school district 

curricula, and strive to seek creative ways o f generating students’ interest with the 

curriculum that is not culturally representative.

This chapter focused on presenting participants’ (school o f education professors, 

practicing EL A grades 9-12 teachers, and grades 9-12 students) perceptions on their lived 

experiences in dealing with diversity. It equally focused on presenting participants’ 

profiles, elaborating on the various data sources that were used for answering the research 

questions, and the various themes that emerged from the data collected during the project. 

Tenets of multiculturalism and culturally responsive teaching guided data collection and 

analysis. The meaning of these results in light of the theoretical framework, and the 

limitations, and assumptions of this research are tackled in chapter five.



CHAPTER V

SUMMARY, CONCLUSION, AND RECOMMENDATIONS 

The purpose of this phenomenological study was to explore and understand the 

lived experiences of school of education professors, practicing EL A grades 9-12 teachers, 

and grades 9-12 students in light of their experience with diversity. The research aimed 

at discovering the meaning of diversity as experienced and perceived by various groups 

o f participants who happened to be stakeholders in education. As evident in the 

literature from culturally responsive theorists, it is important for teachers to have both 

content knowledge of the courses they teach and knowledge of the students, as well. The 

results o f the literature review indicated that discontinuity between the school cultures 

and students’ home cultures lead to students’ underachievement. They also indicated that 

students will show academic gains if teachers draw on their cultural and linguistic 

strengths (Gay, 2000; Howard, 1999 & Howard, 2012). It was important to conduct this 

research to develop a better understanding of how the participants grapple with the 

concept o f diversity. The research utilized the following research questions:

(1) How are practicing grades 9-12 teachers and school o f education faculty dealing with 

diversity?

(2) How do practicing grades 9-12 teachers and school o f education faculty describe their 

multicultural school experience?

(3) What are grades 9-12 students’ perceptions of their experience with diversity?
1 1 5
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(4) What are the similarities and the differences in the way secondary students, practicing 

grades 9-12 teachers, and school o f education faculty interpret and appreciate their 

experiences in diverse schools? The detailed results from the study (collected through 

interviews, observations, documents, and questionnaires) are presented in chapter four. 

This chapter summarizes the key findings, discusses the findings in relation to the 

theoretical framework of the study and previous research, and states the implications, 

limitations, and recommendations for future study.

Summary of Findings

The research focused on understanding the subjective meaning of participants and 

the themes that emerged gave room for intersubjective understanding of the essence of 

their experience. Basing analysis on the participants’ description of their experience, 

seven themes emerged from the analysis of data findings. The themes (openness to 

multiculturalism, cultural responsiveness as a personal endeavor, flexibility, infringement 

of outside standards while matching theory with practice, close-mindedness, diversity and 

self-image, and cultural appreciation) emerged regarding the perceptions o f school of 

education professors, practicing ELA grades 9-12 teachers, and grades 9-12 students on 

diversity.

The first theme (openness to multiculturalism) deals with participants being 

opened and receptive to the importance o f acknowledging, accepting, and appreciating 

individual cultural differences. Educators believed in the ability o f all students to learn 

regardless of their backgrounds, supported the goal of multicultural education, and 

believed in the idea that cultural responsive teaching positively impacts students’
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achievement. The teacher participants showed openness to incorporation of multicultural 

content into course curriculum, but differed in terms of definition of 

multiculturalism/diversity and approach used to accomplish goals. While the two teacher 

educators had and demonstrated the ability to incorporate multicultural content into 

teacher education course curricula, the grades 9-12 teachers expressed their frustration 

with the curriculum that is culturally unrepresentative. Practicing ELA grades 9-12 

teachers and their students showed that the curriculum does not effectively reflect 

students’ cultures. Their views notwithstanding, effective culturally responsive practices 

observed during this project include high expectations for all, culturally mediated 

instruction through valuing the idea of multiple representations o f knowledge, promoting 

multiple ways of knowing, encouraging students to become active learners capable of 

sharing multiple viewpoints, use of collaborative learning approaches that are student- 

centered, encouragement of positive attitude, and use of formative/alternative 

assessments. Teachers can, however, be more culturally responsive through the use of 

technology. Secondary teachers can take advantage of the district and state requirement 

for teachers to differentiate by adding the cultural components as needed. With the use of 

any required text as an anchored text, teachers can create more culturally responsive 

learning opportunities through the use of the Internet. Project-based learning is a good 

example of such endeavors.

The second theme was cultural responsiveness as a personal endeavor. There was 

a general lack of monitoring of institutional policy when it came to incorporation of 

multicultural content into course curricula at both research sites. CAEP standards (one
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and three) and NCATE standard 4 state that the school of education will train future 

teachers to tailor instruction to meet the needs of diverse learners, but the method of 

implementation is unclear to secondary teachers. In practice, educators’ decision on 

being culturally responsive or not is more a personal endeavor than an institutional 

requirement. All the educators underscored the use o f differentiation, collaboration, 

code-switching, and use o f open-ended assignments as effective culturally responsive 

strategies, but not all the participants were versed with incorporating or selecting 

multicultural content for all learners. The teachers stated that their ELA curriculum 

content was predominantly traditional European-American and did not reflect the 

demographics o f the student population. The results of the students’ questionnaire also 

highlighted the above theme. While educational policies need to be monitored, educators 

equally need to need to familiarize themselves with various ways and means o f 

differentiating instruction culturally.

Exhibiting Flexibility was the third theme. The educators in the study declared 

that they have to be flexible in order to deal with the students and schools that are always 

changing either in terms o f new policies or rapidly changing demographics. These views 

are not unusual; they reflect the rapidly changing demographics of the nation observed in 

the literature review. All the educators emphasized the importance of all educators to be 

open-minded and flexible.

The forth theme (infringement of outside standards while matching theory with 

practice) was equally evident in the data. There was a divorce between theory and practice 

due to demanding policies. Most of the participants from both research sites stated that
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their effectiveness was hindered by the infringement of outside standards. Outside tensions 

such as pressure from state or school county mandates and accountability demands limit 

teacher effectiveness. They believe that there is a disharmony between some educational 

policies and educational practice. There is need for teachers’ voices to be represented in 

educational research in order for praxis to reflect theory. Collaboration between policy 

makers and teachers would likely improve the quality of education.

The fifth theme was close-mindedness. It dealt with the close-mindedness that all 

the participants face from the community, the students they teach, or colleagues who are 

supposed to collaborate with them. Although the professors of education involved in the 

study support the goals o f multiculturalism, it was also understood that not all professors 

who teach methods courses are comfortable in terms of incorporating the multicultural 

component o f their course curricula or training future teachers to be culturally responsive. 

In addition, while teacher education shapes future teachers to be open-minded, culturally 

responsive, collaborative, and reflective, grade 9-12 teachers’ working environments do 

not necessarily give room for this values to be put into effect. Regardless of the above 

obstacles, educators should always be aware that there will always be instances in which 

some students and colleagues will bring negative pre-conceived notions that need to be 

debunked in the school environment.

Finally, the themes of diversity and self-image and limited cultural appreciation 

also emerged from the analysis o f data. Data from the students’ questionnaire showed 

that many students feel appreciated by their peers and teachers and appreciate the idea of 

teachers acknowledging and responding to their differences. This same data, however,
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indicated issues of self-awareness and lack of self-esteem among a few students who did 

not think they were valued by their peers or teachers. With cases in which teachers are 

striving to be culturally responsive but some students have conflicting views as the 

foregoing data indicates, teachers may work collaboratively with students to determine 

the practices that ensure equity and those that are considered discriminatory. This 

endeavor may boost students’ motivation and self-esteem.

Findings in Relation of the Theoretical Framework and Previous Research

Following Gay (2000), Ladson-Billing (1994), Nieto (2000) & Kozleski ( n.d), a 

common framework for implementation of culturally responsive teaching comprises key 

components such as communication of high expectations for all students, actively 

engaging all students in learning within the context of culture, teacher as facilitator 

facilitating learning through scaffolding, utilizing student-centered instruction, culturally 

mediated instruction, positive perspectives on parents and families by knowing students’ 

culture (through one-on-one contacts or visiting the home or neighborhood), exploring 

the histories of individual families and groups, and reshaping the curriculum. Framed 

from the views/works of experts in the field o f multicultural education, this framework 

was effective given that it gave room for one to give meaning to data by using aspects of 

the theory as a lens. The foregoing align with the major goal of multicultural education, 

reforming schools and educational institutions in such a way that “students from diverse, 

racial, ethnic, and other social class groups will experience educational equality” (Banks 

& Banks, 1995, p.3). While participants’ expertise with certain elements of the
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framework were evident in the data from the study, there were weakness/inconsistencies 

that are worth consideration.

All the educators in the study demonstrated the importance of holding all students 

to high expectations. This practice supports the students’ emotional needs, motivates 

them to believe that they are capable of performing at high levels and boasts self-esteem. 

Educators also supported culturally mediated instruction by valuing the idea of multiple 

representations o f knowledge, multiple ways of knowing, and encouraging students to 

become active learners capable of sharing multiple viewpoints. These views and 

practices align with the views of constructivists and experts o f sociological approaches to 

learning such as Dewey (1957) and Vygotsky (1930), as elaborated in the theoretical 

framework. The educators were also versed in the use o f collaborative learning 

approaches that are student-centered, encouragement o f positive attitude, and use of 

formative assessments. They also emphasized and displayed flexibility and open- 

mindedness to meet the needs o f students. While some of the educators were versed in 

involving their students in community activities, research, collaborative learning, and 

discussion/presentations on relevant contemporary topics, frustration about the 

curriculum failing to reflect the demographics of the students might have been less if the 

grades 9-12 educators used universal themes through effectively differentiated, integrated 

unit plans. Attempts at knowing the students as individuals (knowing their culture and 

interests, especially through one-on-one interaction was clearly evident in all locations 

observed, but the idea of knowing the community in which the students live was not 

evidently strong enough.
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Additionally, the use of multicultural material was limited and not required when 

it came to the grades 9-12 teacher’s description of their experiences with curriculum.

The grades 9-12 students expressed dissatisfaction in this area, even as they showed 

appreciation for the services their teachers offered. Gay (2000) holds that multicultural 

education should be at the core o f curriculum. She adds that culturally responsive 

teaching requires that educators use interdisciplinary approaches and routinely 

incorporate multicultural resources materials (Gay, 2000). The celebratory approach that 

is limited to occasional holiday celebration is limited and ineffective (Banks, 1995). 

While some curricula need to be reshaped, teachers may employ interdisciplinary, 

concept-based approaches to the current curriculum in order to foster motivation and 

improve achievement.

Grades 9-12 educators seem to view differentiation and culturally responsiveness 

as separate entities, but these two educational concepts actually have much in common. 

Differentiation refers to tailoring or modifying instruction to meet the needs of diverse 

learners by adjusting the content, process, product, and learning environment, and by 

respecting students’ preferences and their individual backgrounds in order for them to 

learn to their full potentials. Instruction is modified, taking into consideration the nature 

of the students’ differences such as students with difficulties attaining task, those 

identified as “at risk students,” students with learning disabilities, non-native speakers, 

and advanced/above average students. Mastery of content, pre-assessment, clear goals, 

flexible grouping, tiered instruction, scaffolding, and regularly assessing understanding 

and adjusting instruction are essential attributes of differentiation. Differentiation
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ensures high achievement in a welcoming and nurturing but challenging environment 

(Center for Comprehensive Reform and Improvement, (2009) & Nordlund, (2003). The 

word “diverse” is inclusive, and therefore can go hand-in-hand with multiculturalism.

Using the views of (McFadden, Merryfield & Barron (1997) on culturally 

responsive teaching as a guide, the data showed that the school o f education professors 

demonstrated ability/dedication on training future teachers for cultural awareness, 

response to difference, and the ability to use multicultural teaching style instead of 

ethnocentric styles. They used different terms and different approaches to varying 

degrees, but had similar goals o f enhancing new teachers’ cultural understanding. The 

good policies in place notwithstanding, participants shared that implementation was 

inconsistent across the college of education. This aspect may confirm the concerns of 

some researchers stated in the literature review before this study was conducted. Taylor 

(2010), Aronson & Anderson (2013), and Bae (n. d) voiced concerns about the 

consistency in the implementation of multicultural component o f course curricula and 

inconsistencies between institutional policies and practice. Inconsistencies exist between 

various colleges o f education and, surprisingly, may also exist within the same institution 

due to the lack of monitoring, as evident in this study.

Implications

Educators need to critically look at the definition of Diversity in 21st-century 

schools. Multicultural understanding and appreciation does not only deal with those who 

are different from one’s race. Cultural differences go beyond race/ethnicity and gender 

Within the context of education, it includes all ways in which students may be different.
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Diversity within same groups/races/ethnicities also exists. Given the myriad of other 

issues that may impact academic success and considering that student demographics are 

constantly changing, it is difficult for one to authoritatively declare one quick solution to 

underachievement and achievement gap problems, but developing common 

understanding towards a multicultural curriculum and research-based multicultural 

strategies that enable educators to meet the needs of diverse students is imperative.

In some instances, policies are articulated not practiced; there is need for 

modeling/decoding of standards and policy requirements for a comprehensive 

understanding of policies among educators. It takes the personal effort for the teacher 

(on conditions that the teachers understands the dimensions of diversity in the first place) 

to become culturally responsive. Curriculum needs to reflect students’ needs. Higher 

education policy can also be monitored because the academic needs o f some groups of 

students may be neglected if future teachers are not trained on cultural responsiveness.

Given the above implications, lesson planning remains critical regardless of how 

rapidly the world changes. Teachers need to put more effort in fostering cultural 

awareness in the classroom. They need to show that they sincerely care about their 

students’ emotional, cultural, and intellectual needs. Apart from appreciating the cultures 

of the authors read in class, all students (whether they constitute the minority group or 

not) should be encouraged to research and share their information about their own 

families and cultural experiences. This act communicates an important message that 

every culture is valued and the message that whatever is considered as standard is also 

defined by a certain culture. Although grades 9-12 teachers are using student choice and
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functioning as a facilitators rather than authoritarian figures, they still need to broaden 

their minds in terms of differentiating instruction by adding the multicultural dimension. 

The best teaching strategies are those that take into consideration all the learners’ 

differences such as academic, cultural, linguistic, socio-economic, gender, learning 

preferences, and any other differences that may impact academic success.

The disparity between the teachers’ worlds and the students’ in contemporary 

diverse U.S. classrooms demand consideration. School of education professors and 

grades 9-12 teachers need to develop a more common understanding of multiculturalism, 

in light o f its definition, nature of multicultural content in curriculum, and culturally 

responsive teaching and assessment strategies. While practicing teachers are encouraged 

to use a variety o f instructional planning/delivery methods and assessment methods, the 

schools of education faculty should continue focusing on preparing future teachers to 

provide the needs of diverse learners. There is a general need for mutual understanding 

on the notion of diversity, various ways in which students cultures differ, and the manner 

in which students’ needs can better be met. Culturally responsive teaching strategies 

align with best research-proven strategies.

Limitations and Delimitations

The constructivist paradigm used in the study has inherent assumptions that 

educators’ perceptions impact the way educators view learning and assessment. 

Following the advice o f Simon (2010), effective researchers should take assumptions, 

ontological views, objectivity, subjectivity, methods of data coilection/analysis, and the 

theory in question into consideration while addressing research limitations and
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delimitations. Research questions in this study carry the assumption that participants 

would respond to questionnaire and interview questions honestly. Although bracketing 

was observed and other design and methodological procedures were closely perceived, 

limitations for phenomenological research include the possibility of the researcher’s 

personal bias or subjectivity. Another limitation is the possibility o f the researcher’s 

presence impacting the authenticity of the observations and interviews. In other to avoid 

the foregoing issues, the researcher established a friendly environment for data collection, 

employed data triangulation, took appropriate notes, recorded interviews, coded, and 

analyzed data objectively in order to avoid issues o f reliability and transferability. More 

school o f education professors who teach methods courses and foundational courses 

could be interviewed/observed and grades 9-12 students could be interviewed as well, but 

the research had to fit within a defined timeframe.

Discussion and summary 

The study utilized two professors who train future teachers in the school of 

education at a south eastern university, two ELA grades 9-12 teachers, and 70 of these 

teachers’ student (grades 9-12 students) in a diverse high school. The participants were 

selected based on the role they play in education. While one of the professors teaches 

foundational/pre-requisite classes that introduce future teachers to multicultural and 

philosophical issues in education, one of them teaches ELA methods classes that equally 

require the incorporation of multicultural content into curriculum. It was logical to 

choose two ELA 9-12 teachers. Since the research problem was student 

underachievement/achievement gap, it was equally important for students’ voices to be
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heard given that their attitude towards learning and perception of education services, 

strategies, and material impact their academic achievement. Through a constructivist 

worldview and utilization of multiculturalism and culturally responsive teaching 

framework as a lens, the research aimed at understanding how these stakeholders grapple 

with diversity in their settings. It employed a phenomenological design. The data 

collection, analysis, and interpretation took several steps: It started from interviews, 

questionnaires, and observations, and progressed to organizing data/immersion in data, 

coding, generating themes, interpreting themes through memos (using thematic analysis 

with constant comparison), and reporting the results.

Outcomes of the research include better understanding of the participants’ 

experiences and perceptions. The study design afforded the opportunity to engage in 

dialogue, observe the educator participants, and examine useful documents that reflect 

their values. It equally gave the opportunity for students to complete a questionnaire that 

had room for comments relating to their perceptions on multiculturalism, diversity. 

Outcomes of the research included educators’ strong support for multiculturalism/cultural 

responsiveness, but varied in definitions and approaches. Another outcome was the 

unclear connection between differentiation and multiculturalism/cultural responsiveness. 

There were indications o f inconsistency in implementation.

Researchers have personal goals and my personal goals initiated the interest in 

this study. The study offered an opportunity for me to explore my research interest in 

areas of multicultural education and underachievement/achievement gap. This research 

would contribute to the existing body of knowledge in the foregoing fields. As a grades
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9-12 teacher, I deal with students whose cultural experiences impact their learning 

abilities. I also grapple with the challenging tasks of motivating students who seem not 

to have interest in education. I have been a minority in multiple dimensions and I aspire 

to be a teacher educator in future. The research outcome met my personal goals. I 

gained more understanding in students’ and educators’ perceptions o f their experience 

with diversity.

Recommendations for the future 

Further researchers may conduct research on other universities and focus on the 

perspectives o f all university professors of education who teach multicultural education 

and all professors who teach method courses in the same school o f education. To further 

explore the phenomenon, several students in this study site or other high schools may be 

interviewed on this subject. Equally referred to mixed-ability teaching, differentiation 

may be “described as a group of common theories and practices acknowledging student 

differences in background knowledge, readiness, language, learning style, and interests, 

resulting in individually responsive teaching appropriate to particular student needs” 

(Santamaria, 2009, p. 30). Differentiation deals with scaffolding, supported by 

constructivists such as Vygotsky in his zone of proximal development. Samantaria adds 

that since differentiating instruction and culturally responsive teaching deal with meeting 

the needs of marginalized children, both should be blended to ensure academic equity for 

all learners. Educators should take it as a personal endeavor to educate themselves on 

instructional differentiation. More research would be necessary in enlightening
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practicing and future instructors on the basic tenets o f multiculturalism and their 

implementation in the curriculum and in teaching

Conclusion

Chapter one detailed the background, research problem, research questions, and 

purpose of the study. Chapter two reviewed relevant literature, explained the 

conceptual/theoretical framework of the study. Chapter three dealt with the 

methodology, research design and various components of the design. Chapter four 

presented the results of the data collected. This chapter (five) presents the meaning of the 

data in light of the theoretical concepts that led to the conceptualization of the study. It 

also presents the implication of the study, study limitations, its contribution, and 

recommendation for future research. “We can’t teach what we don’t know” (Howard, 

1999). Transforming educational practice and teacher education through culturally 

responsive teaching is a demonstration of social justice.
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the research participants. Before you give your consent to volunteer, it is important that 

you read the following information and ask as many questions as necessary to be sure you * 

understand what you will be asked to do.

Investigators:

Gladys N. Ngezem, a doctoral candidate, Mercer University, Tift College of Education, • ,

770 873 1457 ; Dr. Joseph Jones, Faculty Advisor, Tift College of Education, 478 301 2243

Purpose of the Research___________________

The purpose of this study is to understand how high school students, practicing grades 
nine through twelve teachers, and School o f Education faculty describe their experiences 
dealing with diverse (multicultural) schools. Apart from understanding how the 
participants describe their experiences, the research also seeks to understand the 
similarities and differences in the way students and educators deal with present-day 
diverse school environments and how the knowledge of their experiences may help 
improve curriculum practice in future. The research focuses on improving the three-way 
relationship between students, practicing teachers, and school of education faculty The 
research is a requirement for the completion of a Ph. D. degree at Mercer Uni versity.
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Procedures
You have been chosen to participate in this study because you prepare/educate teachers to 
teach effectively in contemporary diverse schools. If you volunteer to participate in this 
study, you will be asked to participate in an interview and be observed by the researcher, 
tf you kindly agree to  participate, you will be observed  in your classroom  setting  at least tw ice  and 
you  will also be in terview ed once. Your lesson  plans and oth er instructional m aterials if available 
will be used  for th is study as well.

Potential Risks or Discomforts
There is minimal risk associated with this study. It is for educational purposes only.

Your information will not be withheld or compromised and participants have the right to 

discontinue with their participation.

Potential Benefits of the Research

The participants in this study have minimal potential direct benefits to the study. Indirect 

benefits to participants include: (a) Gaining knowledge on how students, their teachers, 

and school o f education faculty members describe their school experience with regard to 

diversity, (b) Gaining knowledge on how high school teachers grapple with meeting the 

needs of diverse students, (c) Gaining knowledge on how the school of education faculty 

prepare teachers to meet the academic needs of diverse student bodies.

Payments: There is no compensation but participants will benefit from the knowledge 

gained from the study.

Confidentiality and Data Storage

Participants’ confidentiality is maintained through the coding-using numbers and 

pseudonyms. Only the researcher will know the participants’ real names. The data I collect 

will be kept in a secure server. In order to ensure accuracy o f information, the interviews 

will be recorded. The researcher and the advisor are the only ones who will have access to
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the interview audios and transcripts. Interview transcripts and audios will be stored at 

Mercer University after the study and will be destroyed in three years.

Participation and Withdrawal

Your participation in this research study is voluntary. As a participant, you may refuse to 

participate at any time. To withdraw from the study, please contact Gladys N. Ngezem 

G ladvs.N .N gezem @ live.m ercer.edu or 770 873 1457. Please, also note that withdrawal from 

the study may not be granted after data has been collected.

Questions about the Research

If you have any questions about the research, please contact 

G ladvs.N .N gezem @ live.m ercer.edu. or Dr. Joseph Jones, ion es ir@ m ercer.edu

This project has been reviewed and approved by Mercer University’s IRB. If you believe 
there is any infringement upon your rights as a research subject, you may contact the IRB 
Chair, at (478) 301-4101.

You have been given the opportunity to ask questions and these have been answered to ^ • 
your satisfaction. Your signature below indicates your voluntary agreement to participate 
in this research study.

Signature of Research Participant Date

Participant Name (Please Print) Date

Signature of Person Obtaining Consent Date

mailto:Gladvs.N.Ngezem@live.mercer.edu
mailto:Gladvs.N.Ngezem@live.mercer.edu
mailto:ir@mercer.edu
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Tift College of Education

Informed Consent

Grappling With Diverse Classrooms: Students, 
Practicing Teachers, and School of Education Faculty

You are being asked to participate in a research study conducted through Mercer 

University. Mercer University’s IRB requires investigators to provide informed consent to 

the research participants. Before you give your consent to volunteer, it is important that 

you read the following information and ask as many questions as necessary to be sure you 

understand what you will be asked to do.

Investigators:

Gladys N. Ngezem, a doctoral candidate, Mercer University, Tift College of Education, 

770 873 1457 ; Dr. Joseph Jones, Faculty Advisor, Tift College of Education, 478 301 2243

Purpose of the Research___________________

The purpose of this study is to understand how high school students, practicing grades 
nine through twelve teachers, and School of Education faculty describe their experiences 
dealing with diverse (multicultural) schools. Apart from understanding how the 
participants describe their experiences, the research also seeks to understand the 
similarities and differences in the way students and educators deal with present-day 
diverse school environments and how the knowledge of their experiences may help 
improve curriculum practice in future. The research focuses on improving the three-way 
relationship between students, practicing teachers, and school of education faculty. The 
research is a requirement for the completion of a Ph. D. degree at Mercer University.

Procedures
You have been chosen to participate in this study because you teach in one of the most
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diverse and high-performing schools in your county. If you volunteer to participate in this 
study, you will be asked to participate in an interview and be observed by the researcher. 
If you  kindly agree to  participate, you will be observed  in you r classroom  setting  tw ice  and you  
will also be in terview ed  o n ce . Your lesson  plans and o th er  instructional m aterials if available will 
be used  for th is study as well.

Potential Risks or Discomforts
There is minimal risk associated with this study. It is for educational purposes only.

Your information will not be withheld or compromised and participants have the right to 

discontinue with their participation.

Potential Benefits of the Research

The participants in this study have minimal potential direct benefits to the study. Indirect 

benefits to participants include: (a) Gaining knowledge on how students, their teachers and 

school of education faculty members describe their school experience with regard to 

diversity, (b) Gaining knowledge on how high school teachers grapple with meeting the 

needs o f diverse students, (c) Gaining knowledge on how the school of education faculty 

prepare teachers to meet the academic needs of diverse student bodies.

Payments: There is no compensation but participants will benefit from the knowledge 

gained from the study.

Confidentiality and Data Storage

Participants’ confidentiality is maintained through the coding-using numbers and 

pseudonyms. Only the researcher will know the participants’ real names. The data I collect 

will be kept in a secure server. In order to ensure accuracy of information, the interviews 

will be recorded. The researcher and the advisor are the only ones who will have access to 

the interview audios and transcripts. Interview transcripts and audios will be stored at
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Mercer University after the study and will be destroyed in three years.

Participation and Withdrawal

Your participation in this research study is voluntary. As a participant, you may refuse to 

participate at any time. To withdraw from the study, please contact Gladys N. Ngezem 

G ladvs.N .N eezem O live.m ercer.edu  or 770 873 1457. Please, also note that withdrawal from 

the study may not be granted after data has been collected.

Questions about the Research

If you have any questions about the research, please contact

G ladys.N .N eezem O live.m ercer.edu . or Dr. Joseph Jones, ion es ir@ m ercer.edu

This project has been reviewed and approved by Mercer University’s IRB. If you believe 
there is any infringement upon your rights as a research subject, you may contact the IRB 
Chair, at (478) 301-4101.

You have been given the opportunity to ask questions and these have been answered to '■* 
your satisfaction. Your signature below indicates your voluntary agreement to participate 
in this research study.

Signature of Research Participant Date

Participant Name (Please Print) Date

Signature of Person Obtaining Consent Date

mailto:ir@mercer.edu
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Grappling W ith Diverse Classroom s: Students, Practicing Teachers, and School o f  Education
Faculty

Parent or Guardian

Informed C onsent Form

Your child has b een  asked to  participate in a research study entitled  "Grappling With Diverse 
Classrooms: Students, Practicing Teachers, and School o f  Education Faculty." The study is being  
conducted  by Gladys N gezem  at 7 7 0  873  1457  or G ladys.N .N gezem @ live.m ercer.edu. Advisor, Dr. 

Joseph Jones, phone: 478 301 2243, E-Mail: iones ir(5)m ercer.edu. The results will b e used to  further 
my understanding on  how  stu d en ts describe their exp erien ce w ith diversity and how  teachers  
m eet th e  academ ic n eed s o f  diverse stu d en ts. Your son 's/d au gh ter's participation is voluntary. A 
decision  to  participate in th e  research will not affect h is/h er  relationship w ith Lovejoy High 
School, h is/h er  relationship with o th er teach ers, or h is/her academ ic standing.

I. Purpose: The purpose o f  my study is to  explore th e  m eaning high school stu d en ts, practicing 
high school teach ers, and school o f  education  attribute to  their exp erien ces w ith diversity. The 
purpose o f  this study is to  understand how  high school participants describe their experiences  
dealing with d iverse (multicultural) sch ools. Apart from  understanding how  the participants 
describe their ex p erien ces, th e  research also seek s to  understand the sim ilarities and d ifferences  
in th e  w ay stu d en ts  and educators deal w ith present-day diverse school environm ents and how  
th e  know ledge o f  their exp erien ces m ay help im prove curriculum practice in future. The research  
fo cu ses  on  im proving th e  three-w ay relationship b e tw een  stu d en ts, practicing teachers, and 
school o f  education  faculty. It will contribute to  th e  body o f  multicultural education . This project 
is also a requirem ent for th e  com pletion  o f my Ph.D. d egree  at M ercer University.

II. Procedures:

If you allow  your child to  vo lunteer for th is study, your child will be asked to  anonym ously  
participate in an on line survey. Your child will answ er q u estion s on  background inform ation in the  
first part o f  th e  survey and answ er q u estion s about school experience in th e  second person. One 
o f  th e  survey q u estion s will ask if your child will vo lunteer to  b e con tacted  for an interview  in 
future if n ecessary. Your child's participation will take approxim ately 20  m inutes and will be 
required just o n ce . Your child will be asked to  a ssen t to  participate in th is research. (Assent m eans 
that your child will be asked to  voluntarily participate in this research.) Your child wili tell the

mailto:Gladys.N.Ngezem@live.mercer.edu
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teach er  they  w ant to  participate by answ ering y es  or no after  the teach er  verbally reads to  your 
child w hat th e  research is about and w hat h e /sh e  will be asked to  do. You will com p lete  an activity 
about background inform ation in th e  first part o f  th e  survey and an sw er q u estion s about your 

school exp erien ce  in th e  secon d  person.

Parent/guardian who allow student to participate must:

Read and com p lete  co n sen t form , give perm ission for your child to  participate in com pleting a 
tw en ty-m in u te on line survey, indicate if your child could be con tacted  for interview  in fea tu re as 
n eed ed  if your child is willing to  volunteer.

HI. Potential benefits to  students and/or society

There are so m e potentia l ben efits for stu d en ts and society . Although students' participation in 
th is research m ay not b enefit stu d en ts personally, it will help  us understand (a) know ledge on  
h ow  stu d en ts, their teach ers, and school o f  education  faculty m em bers describe their school 
experience w ith regard to  diversity, (b) know ledge on  how  high school teachers deal w ith m eeting  
th e  n eed s o f  diverse stu d en ts, (c) know ledge on  h ow  th e  sch ool o f  education  faculty prepare 
teach ers to  m e e t the academ ic n eed s  o f  diverse stu d en t bod ies. It will contribute to  research in 

multicultural education .

IV. Potential Risks/Discomfort

There are no fo reseea b le  risks associated  w ith th e  study. There are no fo reseea b le  risks associated  
or d iscom fort w hich could cause your child to  fee l uncom fortable, d istressed , sad, or tired, in this 
study. There will be no co sts  for participating.

V. Withdrawal of Participation

Your child's participation is voluntary. Your child will not be penalized or lose any ben efits that 
h e /sh e  are o th erw ise  en titled  to  if you d ecide that your child will not participate in th is research  
project.

If your child d ecid es to  participate in this project, h e /sh e  m ay d iscontinue participation at any 
tim e w ithout penalty or loss o f  b en efits. You have th e  right to  inspect any instrum ent or m aterials 
related to  th e  proposal. Your request will be honored within a reasonable period after th e  request 
is received .

VI. Payment for Participation

Students will not be paid for their participation. There is no financial obligation for participants.
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VII. Confidentiality

Data will be kept anonym ous. I will only keep  your child's con tact inform ation only if your child 
included h is/h er  nam e to  be con tacted  in feature if th ere  is n eed  for an interview . A limited 
num ber o f research team  m em bers (investigator and advisor) will have access to  th e  data during 
data collection . Your child's nam e or con tact inform ation will not b e m en tion ed  in th e  final 
d ataset co llected . Survey results will be stored  at M ercer University for at least 3 years after 
com pletion  o f th e  study. All o f  th e  data co llected  will be num erically cod ed  to  protect th e  identity  
o f th e  participants. Your child's individual resp on ses will not be shared w ith parents or others. All 
data will be cod ed  w ith random identification num bers. Num bers will identify th e  inform ation  
that I collect from  th e questionnaires.

Questions about the Research

If you  have any q u estion s ab ou t th e  research, p lease speak with Ph. D. in Curriculum and 
Instruction director, Dr. Youngbauer, phone: 4 7 8 -3 0 1 -2 5 8 1 , E-mail: voungbauer vw@mercer.edu. 
Mercer University. If you have q u estion s later, you m ay con tact Dr. Joseph Jones, project advisor, 
phone 478 301 2243. E-Mail: iones ir@ m ercer.edu.

You have b een  given th e  opportunity to  ask q u estion s and th e se  have been  answ ered  to your 
satisfaction . If you  do agree to  allow  your child to  participate in this research, p lease com plete  
th e  inform ation below :

I , _________________________________________ , do w a n t ____________________________ to  participate in
this research study.

Participant's N am e (Print) Date

Parent/G uardian's Nam e Parent Guardian's Signature Date

P lease return to  (insert Pi's nam e) as soon  as possib le.

mailto:vw@mercer.edu
mailto:ir@mercer.edu
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In order to conduct this research, this project has been reviewed and approved by Mercer University's 
Institutional Review Board (IRB). If you believe there is any infringement upon your child's rights as a 
research subject, please contact the IRB Chair at (478) 301-4101. The IRBs are the governing bodies that are 
set in place to  ensure responsible and safe conduct of research investigations.

0 8 / 1 9 / 2 0 1 0



APPENDIX C

SCHOOL OF EDUCATION FACULTY INTERVIEW QUESTIONS



156

School of Education Faculty Interview Questions 

Please, provide the following demographical information:

A. What course do you teach?

B. How long have you been teaching?

C. What is your highest level o f education?

11. What is your definition of multicultural education?

12. How would you describe your experience in terms of dealing with students from 

diverse background?

13. What contexts or situations of diversity have typically influenced or affected your 

experience?

14. What role do you play in designing this course curriculum?

15. Does your institution mandate incorporation of multicultural content into course 

curriculum or your lessons? If so, how often does that happen?

16. Key elements o f culturally responsive pedagogy include communicating high 

expectations for all students. How do you train student teachers to actively 

engage all their students in learning?

17. What are your views about teacher learning about their students’ cultures? How 

do you prepare new teachers for this task?

18. Are you required to teach student teachers how to select instructional materials 

that represent the cultures of students in their classroom? If yes, how do you 

prepare them for this task?
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19. Most importantly, a “major goal o f multicultural education is to reform the 

schools and other educational institutions so that students from diverse, racial, 

ethnic, and other social class groups will experience educational equality” (Banks 

and Banks, 1995, p.3)

What are your views on this major goal?

20. What other aspects of this topic may we discuss, please?
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Grades 9-12 Practicing Teachers’ Interview Questions 

Please, provide the following information:

A. What course do you teach?

B. How long have you been teaching?

5. What is your definition of multicultural education?

6. How would you describe your experience in terms of dealing with students 

from diverse background?

7. What contexts or situations o f diversity have typically influenced or affected 

your experience?

8. Does your institution mandate incorporation of multicultural content into your 

lessons? If so, how often do you incorporate multicultural content into your 

lessons?

9. Key elements of culturally responsive pedagogy include communicating high 

expectations for all students. How do you actively engage all students in 

learning?

10. What are your views about teacher learning their students’ cultures?
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11. Are you required to select instructional materials that represent the cultures of 

students in your classroom? If yes, what are some examples o f multicultural 

content you have used?

12. Do you connect your students’ real lives to the course content you teach? 

Please, elaborate.

13. Do you encourage your students to appreciate all cultures? How?

14. Most importantly, a “major goal of multicultural education is to reform the 

schools and other educational institutions so that students from diverse, racial, 

ethnic, and other social class groups will experience educational equality” 

(Banks and Banks, 1995, p.3). What are your views on this major goal?

15. What other aspects of this topic may we discuss, please?
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Grades 9-12 Students Questionnaire

Dear Student,

You have been selected to participate in this important survey because your experience 

on matters of diversity in the classroom is important and warranted. This survey is aimed 

at gathering factual information for a Ph.D. study at Mercer University and the purpose of 

these questions is to learn the nature of students’ experiences as a member of a particular 

subgroup in your class.

While you are encouraged to participate in this survey, your participation is 

voluntary and will involve a two-part questionnaire: background information and 

experiences with diversity in the classroom. The questionnaire may take approximately 

10-20 minutes to complete. Part 1 of the survey contains background information about 

you and Part 2 has questions about your campus experiences, attitudes, and behaviors 

related to diversity. Please, complete this questionnaire only once, even if you are a 

member of several classes or groups who are asked to complete the questionnaire. Your 

responses will be totally anonymous. It is expected that your participation in completing 

this survey will be an exciting experience that will contribute to understanding more 

about issues o f diversity, multiculturalism, and would enhance a study that would be used 

to address achievement gaps in diverse classrooms on our campuses.

Please, answer as accurately as possible so this study can be reliable.

Part one: Background Information

Instructions: Please, accurately complete the following questions by selecting the 

truest/correct answer from the list provided and completing open-ended questions.
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Questions

1. To which school campus do you belong?...........................................................

2. What is your grade level?............................................................................ .......

3. How old are you?........................................................................................................

4. What is the primary racial/ethnic group with which you identify yourself? (If you 

happen to be o f a multi-racial or of multi-ethnic background, indicate the group to which 

you identify yourself most.)

O African American/Black 

O Latino/Hispanic 

O Asian

O White/Caucasian 

O Other: (specify, please)

5. What is your gender?  ............................

Part two: Experiences with Diversity

6. I feel inferior in class as a result of my race or background?

A. Strongly agree B. Agree C. Disagree D. Strongly disagree E. Non 

Applicable 

Comments:

7. My peers make disapproving remarks about my race, background or how I talk?

A. Strongly agree B. Agree C. Disagree D. Strongly disagree 

E. Non Applicable 

Please, explain.
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8. My teacher(s) uses books or materials that reflect my culture?

A. Strongly agree B. Agree C. Disagree D. Strongly disagree 

E. Non Applicable 

Please, explain.

9. My teacher(s) teaches me to appreciate my culture and those of others.

A. Strongly agree B. Agree C. Disagree D. Strongly disagree 

E. Non Applicable

B. Please, explain.

10. My teacher (s) respects and/or utilizes my culture in class.

A. Strongly agree B. Agree C. Disagree D. Strongly disagree 

E. Non Applicable 

Please, explain.

21. My race or background hinders my ability to display my full academic potentials 

in class.

A. Strongly agree B. Agree C. Disagree D. Strongly disagree 

E. Non Applicable 

Please, explain.

22. My peers see me as a valuable member of each class I take.

A. Strongly agree B. Agree C. Disagree D. Strongly disagree

E. Non Applicable
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Please, feel free to add any general comments on diversity in the classroom. 

Thanks, a million, for taking time to complete this questionnaire.
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Observation Protocol

Educator’s Identification

Number:________________________________Date:_______________

Location:      Time:

Observation Notes Reflection


