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ABSTRACT
Cultural disproportionality i

da

cla

m is the basis for this phenomenological

qualitative study. The purpose of this study was to understand how the lived experiences
of teachers affect relationships with their diverse learners. Purposeful sampling along
with the snowball method was used to find 7 Non-Hispanic, White, female teachers who
have been teaching for more than 1 year, work within the same Southwestern school
district, and have more than 50% of students of color in their classrooms for multiple
open-ended individual interviews. Interview data were systematically coded using
H c e

(1995) e lica i

ce

f

he me ological studies. Cultural identity,

cultural intelligence (CQ), teacher preparedness, along with Gloria Ladson-Billi g
work on culturally relevant pedagogy (CRP), a d Ge e a Ga

i igh

c l

all

responsive teaching (CRT) were fundamental components of the study. Findings indicate
that only 14% of the teachers (one of seven) in this study were specifically trained in
cultural competence and none of the teachers were familiar with global leadership.
Recommendations for practical application of the results of this study include more
training in teacher education programs focused on cultural competence and global
leadership.. Recommendations for future related research include longitudinal studies
with teachers of color, exploring the culture gap between students and their teachers, and
understanding student experiences with their teachers. Benefits of this study may include
an increase in cultural awareness, a better understanding of the cultural disparities in
da

cla

m , a d a kee e i e e i c l

relevant pedagogy.
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CHAPTER 1: INTRODUCTION TO THE STUDY
Cultural identity is a way for people to identify with and understand their internal
and external characteristics and connect with others because of their similarities
(Ferguson et al., 2016). Roughly 18 million or a quarter of all children in the United
States are immigrants. Teachers who help these children embrace their cultural, racial,
a d li g i ic diffe e ce ca im ac

de

academic,

cial, a d em i al

cce e

in and out of school (Smith et al., 2017). Adolescents who identify and are comfortable
with their racial and cultural backgrounds are typically academically engaged and have
increased self-esteem (Camacho et al., 2018). When teachers value differences in culture
and background, they provide students with connections that influence their academic
and social capabilities (Lopes-Murphy & Murphy, 2016). Teachers who encourage
students to understand and connect with their cultures, or practice racial empathy, model
essential 21st-century skills because in a globalized society, people from different
cultures interact with each other on a daily basis (Camacho et al., 2018). When students
belie e hei eache a e

i e f hei c l

al backg

d a d ide i ie ,

de

emotional and academic successes increase (Camacho et al., 2018).
To be effective in the 21st-century classroom, teachers need to be prepared to
practice cultural competence (Cui, 2016). Cultural competence can also be called
c l

al i ellige ce

CQ (c l

al i ellige ce

ie ), hich efe

a e

ability and capacity to adapt to unfamiliar cultural settings and modify behaviors to be
culturally appropriate (Cui, 2016; Jie & Harms, 2017). Because more than 82% of
teachers in the United States are non-Hispanic, White women, equipping teachers for
cultural diversity in classrooms is essential in teacher education (Acquah & Commins,
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2017; Murdock & Hamel, 2016). When non-Hispanic, White teachers are not prepared to
teach students from different ethnicities, they may lack necessary skills, feel unprepared
or uncomfortable, and create unrealistic expectations and social injustices in the
classroom (Raisinghani, 2018). Non-Hispanic, White teachers who teach in culturally
responsive ways demonstrate a high CQ, which allows them to be mindful and aware of
diverse student backgrounds (Parker et al., 2017). This type of teaching strengthens
relationships in the classroom and encourages student growth (Cui, 2016; Parker et al.,
2017).
Study Background
Classrooms across the United States are becoming more diverse (Acquah &
Commins, 2017; Fergus, 2017). This increase in student diversity is juxtaposed with the
constant number of non-Hispanic, White female teachers over the years (Shedrow, 2017).
Because of these racial differences, questions have been raised about teacher
preparedness, connectivity in the classroom, and teacher attitudes. Whether nonHispanic, White female teachers have the necessary mindsets to work with children from
other cultures, their education as preservice teachers, lived experiences, and in-service
trainings, have often been questioned (T. M. Brown & Rodriguez, 2017; Deprez, 2018).
When classrooms are culturally diverse, non-Hispanic, White, female teachers may have
a difficult time making connections that could affect st de

academic,

cial,

emotional success in school (van Middelkoop et al., 2017).
Understanding, respecting, and working with other cultures can be beneficial in
many ways. People who have this ability are said to have high CQ. Many researchers
have studied CQ and noted these skills can be enhanced over time with certain practices
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(Engle & Nash, 2016). Teachers who are not given the necessary tools to deal with
diverse students in their teacher education programs still have opportunities to enhance
their CQ as practicing teachers (Cui, 2016). People who take the time to increase their
CQ have more positive working relationships with people from different backgrounds
(Bottiani et al., 2016; Tandon, 2016). Researchers have indicated, when teachers have
positive relationships with their students, student achievement, self-confidence, and
feelings about school improve (Essien, 2017; Roorda et al., 2017). Teachers who
recognize CQ matters may have better experiences in diverse classrooms. More research
is needed so teacher education programs and administrators value and prioritize cultural
awareness training in their preservice or in- e ice eache

de el me .

Historical Background
The profession of teaching in the United States has been dominated by nonHispanic, White women. Hundley et al. (2015) and Smith et al. (2017) referred to these
teachers as monocultural, despite classrooms becoming increasingly more culturally
diverse. Fig e 1 h
almost 20 years.
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Figure 1 U.S. Teachers in Public Elementary and Secondary Schools by Gender
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Note. Bar graph representing the percentage of public-school teachers from Grades K-12
sorted by their gender in 1999-2000 and 2015-2016. Little change between the two
school years was noted, highlighting the female majority.
Source. Dige

f Ed ca i al S a i ic 2017 b T. D. S

de , C. de B e , a d S. A.

Dillow, 2019, National Center for Education Statistics, 53, p. 148.
Figure 2 shows the lack of diversity among U.S. teachers by race for nearly 2
decades. Several researchers have revealed and substantiated this continuous and
prolonged cultural disproportionality (CD) or cultural mismatch (CM) that pervades U.S.
classrooms (Cox et al., 2017; Debnam et al., 2015; Fergus, 2017; National Center for
Education Statistics, 2017). Though these two terms are interchangeable, for the purpose
of this study, CD was used.
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Figure 2 U.S. Teachers in Public Elementary and Secondary Schools by Race
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2008.
Source. Dige
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Dillow, 2019, National Center for Education Statistics, 53, p. 148.
The e i a la ge am

f e ea ch

he i c ea e f

de

di e i

i

da

schools (J. Han & Han, 2019; van Middelkoop et al., 2017). Though the richness of
culture in these classrooms can lead to increased teaching and learning, there are several
issues that may arise from this imbalance (Gay, 2000, 2010; Ladson-Billings, 1995.
Figure 3 shows the significant decrease in White students and increase in students
of color, particularly Hispanic students, over a period of almost 2 decades.
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In conjunction with the data presented in Figure 3, researchers reported in 2017 over 18
million children, roughly one fourth of all U.S. children, were immigrants, and they
projected 40% of public school children were students of color (Debnam et al., 2015;
Fergus, 2017).
Figure 3 Students Enrolled in Public Elementary and Secondary Schools by Race (19992016)
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Dillow, 2019, National Center for Education Statistics, 53, p. 100-101. In the public
domain.

7
Figure 4 shows the National Center for Education S a i ic projections of
student racial demographics from 2017 to 2027. The increase in diversity in schools is a
reflection of the increase of cultural differences both nationally and globally (Deprez,
2018).
Figure 4 Projected Percentage of Students in Public Elementary and Secondary Schools
by Race
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Note. Scatter chart with straight lines and markers that shows the projected percentage of
students enrolled in Grades K-12 in public elementary and secondary schools in the
United States by race/ethnicity from 2017 to 2027. The steady increase of students who
are not White along with the decrease in students who are White is evident.
Source. Dige

f Ed ca i al S a i ic 2017 b T. D. S

de , C. de B e , a d S. A.

Dillow, 2019, National Center for Education Statistics, 53.
Researchers have concluded boundaries that once kept people in the confines of
their countries of origin are now lessening because of the interconnectedness around the
globe with increases in immigration, communication, and mobility (Maranga &

8
Sampayo, 2015; Mathews, 2016). Because professionals in the business world are used to
working with people from different backgrounds, teachers can use the diversity in their
classrooms to prepare their students for the multicultural workforce they will encounter
(Cierpisz, 2019). Teacher preparation programs that include globalization could also help
new teachers develop as global leaders and anticipate working with diverse populations
(Hundley et al., 2015). Global leaders are leaders with specific skills and mindsets that
enable them to work with, accept, respect, understand, and gain perspective from others
who have different backgrounds than their own (Maranga & Sampayo, 2015; Mathews,
2016). Teachers in diverse classrooms could be viewed as global leaders if preservice
teachers are informed about global leadership and learn about CQ, CC, and 21st-century
skills for leading people from different cultures (Kim & McLean, 2015). Teachers who
become successful global leaders would demonstrate emotional intelligence, awareness,
empathy, compassion, and self-reflection (Heath et al., 2017).
Culturally competent teachers understand the cultures and backgrounds of
students (Santoro & Kennedy, 2016; Yesil & Demiröz, 2017). When teachers possess this
competency, students benefit; students increase and strengthen trustworthy relationships,
become more accepting of others, gain new perspectives and ideas, and are more
successful and confident academically (Batista, 2017; Baumi & Mongan, 2014). Teacher
effectiveness improves with cultural competency; teaching practices improve when
teachers consider the whole student, promote social justice, foster supportive
relationships, and nurture student growth (Camacho et al., 2018; Santoro & Kennedy,
2016; Yesil & Demiröz, 2017). Cultural competence, one element of CQ, measures the
ability to interact with people from different backgrounds and can be learned and
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improved upon if people are willing to educate themselves and increase their exposure to
different cultures (Jie & Harms, 2017). Teachers who prioritize improving their CQ could
improve classroom outcomes for students and for themselves. Most teacher education
programs do not provide future teachers with education and experience to support
preservice teachers, which may affect their confidence once in the classroom (Cox et al.,
2017; De e , 2018). Thi lack f eache eadi e

affec

de

cial, em i

al,

and academic capabilities (Deprez, 2018). Similarly, another component of in-service
teacher practice that lacks cultural relevancy is curriculum. Researchers in two studies
about culturally diverse curricula reported students made connections and engaged in
teaching and learning when they read course materials revolving around their own
cultures (Essien, 2017; Li, 2015). The aforementioned researchers have proven that when
teachers are more aware and prepared to teach diverse learners, teacher and student
outcomes and attitudes are positively affected.
When teachers foster meaningful, caring, and supportive relationships with their
students, they positively impact academic and social results and strengthen student
engagement (Roorda et al., 2017; Wilkins, 2014). These positive relationships suggest
non-Hispanic, White, female teachers who learn how to connect with culturally diverse
students could influence student success in and out of classrooms. These connections
only happen when teachers are reflective and mindful of themselves and their students
and remove racial biases and stereotypes from their thinking (Fernández-Aguayo et al.,
2017; Tomlinson & Jarvis, 2014). Teachers who are unable to suspend judgments about
culture and race may categorize students academically and socially (Glock & KrolakSchwerdt, 2014; Mahatmya et al., 2016). If teachers take the time to get to know students,
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respect their differences, and include their cultures in classroom teaching and learning,
he ca

i i el i fl e ce

de

c mf

le el a d c fide ce (Ga , 2000, 2010;

Ladson-Billings, 1995).
Two key theories that highlight the importance of acknowledging and using
culture in the classroom are Ladson-Billi g (1995) culturally relevant pedagogy (CRP)
a d Ga

(2000, 2010) culturally responsive teaching (CRT). Culturally relevant

pedag g i a a

eache i cl de

de

c l

e

c

e i f ma i , e c

age

ability, and empower mindsets (Aronson & Laughter, 2016). The three elements of
Ladson-Billi g CRP a e: eache

al e l gi di al a d mea i gf l academic

achievement, teachers prioritize teaching, modeling, and affirming CC, and teachers
emphasize the importance of learning about and participating in social justice (Aronson
& La gh e , 2016). The e f

da i al eachi g ide l gie a e imila

Ga

CRT

practices. Gay indicated six components of CRT: (a) teachers empower their students by
setting high expectations in both social and academic settings; (b) teachers are
multifaceted in their use of culture combining information, experience, and perception;
(c) teachers sub a ia e each
f m h me

ch

l; (d) eache

de

c l

al backg

al e he h le

d
de

c

ec i
de

a e made
cial, em i al,

and political needs are met; (e) teachers revolutionize school with society so student
strengths foster learning and doing; and (f) teachers encourage students to challenge
societal norms of oppression within educational settings (Aronson & Laughter, 2016).
When students are taught to use their prior knowledge of who they are, where they came
from, and what experiences they have had, they are more successful both in and out of
school (Gay, 2000, 2010; Ladson-Billings, 1995).
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Deficiencies in the Literature
One gap in the research centers on the relationship between teaching and global
leadership. Because classrooms are small- cale e am le

f he gl bali a i

f

da

modern world, teacher training, both pre-service and in-service, could be based on
helping teachers become global leaders. Research on this connection is lacking. If
teachers were educated on global leadership and taught how to become global leaders
like many people in industry, they might be more in touch with and prepared for the
student diversity in classrooms. Having a global mindset and racial empathy are both
highlighted as 21st-century skills (Camacho et al., 2018; VanderPal, 2014). If both skill
sets are implemented in teacher development, connections between teachers and students
could influence student success.
Another apparent gap in the research revolves around the disproportionate
representation of non-Hispanic, White females in the teaching profession (Shedrow,
2017). Understanding why more people of color do not go into teaching could prove to be
useful. The curriculum teacher programs use could also be a focus of investigation, as the
current and longstanding courses of study do not seem to correlate with the needs of
diverse student populations in the United States (Shedrow, 2017).
Problem Statement
Teachers are classroom leaders. As classrooms continue to become more diverse,
there is an increased need for teachers to be culturally aware of student backgrounds
(Cavaxos, 2016; de Souza, 2017). With more than 82% of U.S. teachers being nonHispanic, White women, having CQ is important in U.S. classrooms (Hundley et al.,
2015; Moreno & Gaytán, 2013). Cultural disproportionality between teachers and
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students can lead to deficiencies in teacher CQ, less empathy, and increased prejudices
(Brown & Rodriguez, 2017). Such differences result in a lack of connectivity between
teachers and students, an increase in misunderstandings and misconceptions, low
expectations, higher drop-out rates, inappropriate special education diagnoses, and
increased unnecessary student discipline (de Souza, 2017; Moreno & Gaytán, 2013). This
lack of connectedness results in diverse students feeling isolated (Hundley et al., 2015; de
Souza, 2017). Conversely, when teachers create meaningful, relevant, trustworthy
relationships with students, they positively affect student social, emotional, and academic
success (Cui, 2016; Lopes-Murphy & Murphy, 2016).
Audience
The goal of this study was to provide insight into the needs of the growing,
diverse U.S. student population. People who could benefit from this study are teachers,
administrators, and school board members at the secondary level. Administrators from
the researched Southwestern school district may benefit in that they can consider making
CQ, cultural diversity training, a d

fe i al de el me

a i eg al a

f eache

growth. In addition, postsecondary educators, administrators, and policy makers can also
gain awareness of the importance of culturally relevant teaching and pedagogy. Local
universities with teacher colleges may be interested in the outcomes of this research, as
many programs often leave teachers feeling unprepared to teach students from diverse
backgrounds (Deprez, 2018; Raisinghani, 2018). Lastly, curriculum designers and writers
can also acquire insight about how diverse student needs can be met so new teachers and
students are equipped to learn and lead in the 21st century.
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Specific Leadership Problem
Cultural disproportionality in classrooms is a problem in education. This problem
especially affects schools in border cities in the Southwestern United States. In one such
Southwestern border city, students at several high schools have experienced CD with
their teachers. Researchers have indicated students do better academically and socially
when they have teachers or mentors of the same ethnicities as themselves (Cavazos,
2016). Cultural disproportionality is exacerbated, as most non-Hispanic, White female
teachers are not prepared to teach students from different backgrounds (Deprez, 2018;
Fergus, 2017). Addressing if and how teacher education programs prioritize cultural
competencies and what teachers in training retain was studied.
The theory of global leadership is a fundamental 21st-century concept that was
used to link diversity in the classroom to diversity in the workforce. This approach to
leadership has a focus on the importance of understanding, respecting, and working with
people from different backgrounds. Research was conducted through 7 interviews from
non-Hispanic, White female teachers who work in the same school district.. Interviewed
teachers shared their experiences in and out of the classroom regarding their teacher
preparedness, ongoing professional development, and day-to-day classroom interactions
with students from different cultures.
Purpose of the Study
The purpose of this qualitative phenomenological study was to understand the
experiences and relationships of non-Hispanic, White, female high school teachers with
culturally diverse students. Studying these experiences and relationships will help address
CD issues in both teacher preservice training and the classroom. The researcher sought to
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understand how, or what, motivates non-Hispanic, White, female teachers to modify their
pedagogy or interactions due to racial differences. Identifying whether non-Hispanic,
White, female teachers felt prepared to teach classrooms of diverse learners was also a
key component of this research. Exploring the lack of diversity among teachers, how
teacher education programs could attract more people of color, and the importance of
global leadership will further the research.
Methodology Overview
This study was grounded in qualitative phenomenology to address the issue of CD
in the classroom. As most classrooms are facilitated by non-Hispanic, White women
while classrooms are made up of mostly children of color, it is important to examine
teacher preparedness, teacher awareness and mindsets, teacher-student relationships, and
student success (Acquah & Commins, 2017; Debnam et al., 2015).
Qualitative data were gathered by interviewing 7 Non-Hispanic, White, female
high school teachers from the same school district to reflect their lived experiences as
teachers in diverse classrooms. Qualitative methodologists endorse the application of
phenomenology in situations where researchers gain perspective, apply concepts, and
generate overarching views (Park & Park, 2016). Gathering information in the form of
words and feelings makes phenomenology a complex and multifaceted process. Two
seminal phenomenological researchers, Husserl (1970) and Moustakas (1994) highlighted
he im

a ce f i e i

ali

a a c ce

f

deci he i g c

ci

beha i

a d

thoughts (Dowling, 2007). When these conscious mental acts are related to an object,
perceptions take on meaning (Dowling, 2007). Understanding this idea of human
consciousness and behavior is the essence of phenomenology (Husserl, 1970). Moustakas
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(1994) maintained suspending judgment and possessing an awareness of internal thoughts
leads to intentionality. In their work on phenomenology, Chan et al. (2013) and Gee et al.
(2013) recognized researchers choosing this methodology of exploration hope to find
value and significance in lived experiences. Interviews were chosen for this study so a
more personal account of teachers and their experiences could be heard, recorded, and
understood. Interviews were conducted off campus to ensure a comfortable setting for
teachers. Collecting data through written and recorded interview accounts ensured
teacher experiences were well documented. Once interviews were completed and
information was organized, data was coded. Systematic coding in qualitative analysis is a
way to categorize, combine, and understand data so topics and repeated ideas generate
meaning (Rogers, 2018). Data collected from the interviews may help uncover patterns
related to teacher preparedness and CM.
Research Questions
The following research questions were addressed:
1.

What are the lived experiences of non-Hispanic, White, female, high school

teachers from the same Southwestern border city school district with culturally diverse
student populations?
2.

To what extent are non-Hispanic, White, female, high school teachers from the

same Southwestern border city school district prepared to teach in culturally diverse
classrooms?
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3.

To what extent does the cultural awareness of non-Hispanic, White, female, high

school teachers from the same Southwestern school district affect teacher-student
relationships in diverse classrooms?
Limitations
Limitations for this study include a low number of teacher participants, limited
time for the interviews, teachers dropping out of the study, teachers not being completely
truthful or too afraid to speak out, teachers not having diverse classrooms that reflect CD,
a d he e ea che

bia a a f me eache . T mi iga e he e limi a i

, he

researcher kept a journal of notes and record interviews, making sure enough information
was gathered in written form and through audio recordings to avoid bias. Having two
ways of recording responses limited bias, as the researcher had a verbatim record of the
interviews. The researcher also found out ahead of time which teachers would be
involved in the study to ensure less than 50% of classroom makeup was non-Hispanic
and White. A letter was also given to the district in advance of the study to avoid
rejection.
Delimitations
Delimitations could be changing interview locations and a target population of
high school teachers who are women, non-Hispanic, and White. Study findings and
results may not be generalizable to all culturally disproportionate classrooms.
Definitions of Key Terms
C l

e i a m l idime i al c

c made

f diffe e

a

fa e

being (Martínez-Péreza et al., 2015; Schieb-Bienfait et al., 2018). While researchers have
formulated many different definitions of culture, all have shared in defining culture as
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(Mil e , 2017). U de
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classrooms is the basis for this study. To comprehend ways in which culture and diversity
impact human connection, the following list of terms is offered.
Cultural competence (CC): According to Yesil and Demiroz (2017), CC is an awareness
or understanding of people from other geographic locations that enables effective
communication.
Cultural disproportionality (CD)/cultural mismatch (CM): These terms refer to crosscultural differences in the classroom where inequities are present in the student-to-teacher
ratio (Debnam et al., 2015; Shedrow, 2017).
Cultural identity (CI): Camacho et al. (2018) explained CI is the meaning people assign
themselves in reference to their ethnicity based upon social interactions over time.
Cultural intelligence (CQ): Cultural intelligence is the ability to interact with, behave,
and adapt effectively in culturally diverse environments. Cultural intelligence is
multidimensional and can be measured by metacognition, cognition, motivation, and
behavior (Cui, 2016; Engle & Nash, 2016).
Culturally relevant pedagogy (CRP): This process is a foundational teaching
me h d l g

ha em

e

de

b em ha i i g he

e fa

de

c l

e

make meaning, discern their surroundings, and engage in social justice so students
succeed both academically and socially (Ladson-Billings, 1995).
Culturally responsive teaching (CRT): Gay coined this term in 2000 and expanded it in
2010 b

a i g CRT

e

de

i r knowledge about their ethnicity for relevant and

effective connections to be made in the classroom (Gay, 2000, 2010; Parker et al., 2017).
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Globalization: This term describes the working relationship of people from different
places all over the world, where multifaceted, borderless, and constant communication
takes place, creating interdependence, acceptance, and universal perspective (Chandwani
et al., 2015; Kim & McLean, 2015).
Global leader: A gl bal leade i a e

h

ec g i e he im

a ce f e

le

differences, so those differences are used to effectively influence relationships,
communication, and behaviors (Maranga & Sampayo, 2015).
Global mindset: Having a global mindset is being open to and aware of diverse cultures
and integrates these cultures in a creative and dynamic thought process based on
environments and perspective (Chandwani et al., 2016; Jie & Harms, 2017).
Teacher preparedness (pre-/in-service): Deprez (2018) defined teacher preparedness as
the way a teacher is educated on a subject or topic either pre- or in-service.
Summary
The importance of culture, cultural relevancy, and culturally relevant teaching
were key components of this qualitative phenomenological study. Understanding how a
e
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ih

others is a key element within this research. This study focused on non-Hispanic, White,
female high school teachers whose classrooms have a CM. As the majority (around 80%)
f U.S. eache a e Whi e

me a d

e 40% f
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m ae

students of color, it is imperative that teachers are prepared to help students of diverse
backgrounds (Han & Han, 2019; Smith et al., 2017). Teacher preparedness affects
ela i
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(Acquah & Commins, 2017).
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The purpose of this study was to understand how teachers connect with students
from different cultures and how they use these different cultures to inform teaching and
learning strategies in the classroom. Qualitative data analysis from teacher interviews
provides i igh i

he li ed e e ie ce

f eache

e a ed e

i b h

e- and in-

service opportunities and how culture has influenced the relationships formed in the
classroom. Using the philosophy of global leadership in the classroom can contribute to
helping students become 21st-century citizens who are ready, willing, and able to
communicate and connect with people from a variety of different backgrounds. The goal
of this research was to see if there wa a li k be ee
of the relationships they form in the classroom.

eache

CQ a d he effec i e e s
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CHAPTER 2: LITERATURE REVIEW
Classrooms are more diverse than ever (de Souza, 2017; Murdock & Hamel,
2016). Diversity in schools is anticipated to continuously increase; in 2020, students of
color are expected to make up 50% of the public school population (Smith et al., 2017).
One constant in U.S. classrooms is the lack of diversity among teachers; roughly 80% of
teachers are White women (Fergus, 2017; Shedrow, 2017). Some authors have referred to
this cultural discrepancy as CM, while others have highlighted it as CD (Fallon et al.,
2018; J. Han & Han, 2019). Regardless of the term used, racial discrepancies between
teachers and students in classrooms are important to consider when examining teacherstudent dynamics.
Building rapport with students is foundational for teaching and learning. Teachers
h c li ae

i i e ela i
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m di ec l affec
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academic

and behavioral success (Essien, 2017; Roorda et al., 2017). Figuring out how to create
and maintain these relationships is essential when working with diverse children.
Teachers who come from different backgrounds than their students can benefit from
insight into the importance of culture and differences and learn how to connect,
empathize, and communicate with the ethnically diverse students in their classroom
(Roorda et al., 2017).
Historically, teacher programs have been grounded in White supremacy with
ideologies, history, and principles of course design stemming from systemic privilege
(Ohito, 2016; Raisinghani, 2018). Many teacher education and preparation programs lack
the teaching and learning of diverse cultural dynamics teachers experience on a daily
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basis. As a result, new teachers are often unprepared and uninformed when they reach the
classroom (Raisinghani, 2018). This insufficient training leads to a lack of cultural
acceptance and an inability to help diverse student populations (Cox et al., 2017).
Deficiencies in many teacher programs happen because programs do not focus on
different cultural and social norms (Cox et al., 2017). These inadequacies directly affect
how pre-service teachers engage with students from different backgrounds (T. M. Brown
& R d ig e , 2017). Teache
c

ec i

de

h k

academic,
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backg
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al eeds are met (Deprez, 2018).

These connections are linked to increased success in and out of the classroom (Bottiani et
al., 2016; R

da e al., 2017). Whe

eache

de

diffe e ce a d

emphasize and prioritize equity and fairness, they motivate students, increase their
confidence, and establish meaningful connections (Bottiani et al., 2016). In contrast,
teachers who are not trained on diversity perpetuate bias, false stereotypes, and
judgments that hinder student success in and out of school (Mahatmya et al., 2016;
Raisinghani, 2018). If pre- and in-service teachers reflect on their own practices and learn
h

mee
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eed , ba ie f

de

fc l

c ld be em

ed (Maha m a

et al., 2016; Raisinghani, 2018).
This qualitative, phenomenological study is an exploration of teacher awareness
of cultural and racial disparities in the classroom and how teacher awareness affects
student success. Two theoretical frameworks relevant to the study are used in this
research. A critical analysis of culture, identity, CQ, globalization, and global leadership
follows. Diversity in the classroom, teacher preparedness, CRP, and CRT will then be
examined in regard to teacher-student relationships and student success.
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Theoretical Frameworks
The two frameworks that guided this study are Ladson-Billi g (1995) theory of
CRP a d Ga
im

(2000, 2010) theory of CRT. Both theories are grounded in the
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success. Both philosophie

e

ki g i h
eache

e

de

c l

ibili ie f

e

de

c li ai ga d

maintaining culturally conscious worldviews that connect student backgrounds to
mindsets where meaningful, intentional teaching better serves diverse students (Thomas
& Berry, 2019).
Ladson-Billi g (1995) work is based on teachers cultivating sociocultural
awareness and universal empathy for students (Thomas & Berry, 2019). Once teachers
cultivate these two qualities, they can employ the three basics of CRP: academic
achievement, CC, and sociopolitical consciousness (Thomas & Berry, 2019). Culturally
responsive pedagogy has a focus on academic achievement in relation to student potential
and teaching growth mindsets. With growth mindsets, students can increase selfconfidence, while teachers set high expectations and provide goal support (LadsonBillings, 1995). Students also learn to advocate for themselves and others with a critically
engaged mindset (Ladson-Billings, 1995). The goal of CRP is for students to be
successful academically, socially, and culturally (Ladson-Billings, 1995).
U like CRP, hich i a

e a chi g ide l g f

ed ca i , Ga

(2000, 2010)

work on CRT is specific to teaching in the classroom. Gay (2000, 2010) proposed
teachers who work with culturall di e e

de
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support academic and social successes make teaching and learning more relevant and
accessible (Hramiak & Huang, 2015). Gay (2000) described five components of CRT: (a)
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developing an informational foundation about cultural diversity, (b) including indigenous
and cultural diversity in the subject matter of courses of study, (c) cultivating and
maintaining compassionate educational communities, (d) interacting and connecting with
culturally diverse students, and (e) acknowledging cultural diversity when teaching and
learning takes place. Teachers who integrate the five CRT components into their
a
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prior knowledge the foundation for reasoning, acceptance, and perspective in the
classroom (Gay, 2000). Gay (2000, 2010) emphasized meeting the needs of diverse
students is fundamental to preparing students for the 21st century and globalization.
Culture and Identity
Culture is a multifaceted construct that involves who people are and therefore can
be defi ed i ma
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Tamayo and Tenjo-Macias (2019) defined culture as internal and external conditions of
a i di id al life,
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viewpoints. In their study on teaching about culture and what drives students, Yesil and
Demiröz (2017) stated culture revolves around attachment to a community with a
collective past, a collective physical area, and collective mindsets. In their work on
identity and diversity, Lie (2017) asserted culture refers to people who share common
concepts and language to communicate shared meanings. In their work on student
learning and CQ, Engle and Nash (2016) noted culture is how groups of people resolve
issues according to acquired methods of behaviors that demonstrate collective ideas and
principles. In their work on CRP, Milner (2017) concluded culture is multidimensional,
as it combines ideals, principles, words, customs, standards, race, culture, class, rank, and
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gender, and directs how people reason, act, teach, and learn. All definitions of culture
share the idea of culture unifying people (Lie, 2017; Yesil & Demiröz, 2017). When
people acknowledge their cultural similarities and differences, connections are formed
and trust is built (Rodriguez-Tamayo & Tenjo-Macias, 2019).
Because definitions of culture vary, yet deal with humanity and categorization,
researchers have recognized national, ethnic, and organizational cultural clusters. Some
cultural clusters span time periods in history or industry. Other examples of cultural
clustering happen when people come together based on nationalities, ethnicities, or
organizations.
In their work on cultural clusters, Martínez-Péreza et al. (2015) reported cultural
clustering emerges from analogous groupings. According to their findings on managing
cultural clusters, Schieb-Bienfait et al. (2018) found cultural clusters extend beyond
geographical boundaries as information, interpersonal connections, modernization, and
competencies, all of which impact groupings of both people and space. Understanding
social connections could help teachers of diverse classrooms be more aware of who their
students are, how their students work best, and why certain decisions and behaviors
happen in the classroom. Teachers who have students from different cultures in
classrooms have opportunities to help students understand their unique qualities and their
commonalities with other students (Rodriguez-Tamayo & Tenjo-Macias, 2019). Using
culture in the classroom as a tool to help unite students could enable and enhance student
identity (Camacho et al., 2018). When students recognize and become confident of their
worldviews and how they live, they increase their CI and have positive psychological
outcomes (Rashidi & Meihami; Weber et al., 2018).
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Teachers who demonstrate CC also exhibit cultural awareness (Cui, 2016). Cui
(2016) explained when people are more cognizant and eager to interact with others from
different backgrounds, they communicate better and can adapt more effectively to
situational interactions. Cui highlighted teachers need to constantly evolve their CC to
successfully connect with their students on a daily basis.
Researchers have noted student behaviors are affected when they add to and are
confident with their identities (Knight et al., 2016). When people from different
backgrounds feel supported, their wellbeing is directly influenced (António & Monteiro,
2015). As people gain more of an understanding of themselves and their ethnicities
through identification, attachment, and belonging, CI shifts and strengthens (Ferguson et
al., 2017; Smontara, 2016).
Cultural Intelligence
A e

CQ

gge

how capable and successful they can be in new and

unfamiliar cultural contexts (Patel & Salih, 2018; Robledo-Ardila et al, 2016). The
underlying philosophy of CQ has a focus on the ability to adapt cultures and interact in
respectful, personal, and professional manners (Engle & Nash, 2106; Robledo-Ardila et
al., 2016). Researchers have identified three essential components of CQ
awareness, willingness, and empathy

self-

to mediate through cultural distinctions (Ramsey

& Lorenz, 2016; Tuleja, 2014). Ramsey and Lorenz (2016) indicated CQ is how a person
responds to diverse circumstances or people. In a review of the contribution of awareness
to CQ growth, Tuleja (2014) noted CQ also yields productive results of valuing others.
Having a better understanding of backgrounds and perspectives in classrooms could lead
to improved relationships and student success (Cui, 2016).
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Cultural intelligence includes four specific areas of human capability: drive,
knowledge, strategy, and action. Multiple authors have examined and identified these
four constructs as equally important components of CQ (Brancu et al., 2016; Bücker &
Korzilius, 2015). The following pairs of terms are used interchangeably in studies about
the four competencies: drive and motivation, knowledge and cognitive, strategy and
metacognitive, and action and behavior. All four constructs appear to be a mixture of
intellect and effort that represent the whole person, their surroundings, and others
involved.
Drive or Motivation
A e
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e eal h

m ch he a e illi g a d
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put forth effort. Engle and Nash (2016) highlighted that motivational CQ involves selfefficacy and a desire for learning, interacting, and adapting, which could subsequently
lead
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who may differ culturally. Froese et al. (2017) also emphasized that creating a vision,
setting goals, and executing a plan are aspects of this CQ construct.
Knowledge or Cognitive
Learning occurs when humans interact. Cui (2016) asserted cognitive CQ
involves understanding the morals, standards, and customs of different cultures through
teaching and experiencing. When people exhibit high cognitive CQ, they have more
context and insight and are more aware of why individuals do what they do (Cui, 2016).
In their article on education and cross-cultural competencies, Jie and Harms (2017)
argued these knowledge sets could enable flexibility, adaptation, and high levels of
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reasoning. A prior knowledge base founded on personal experiences and formal
education is likely to make a person cognizant of their surroundings (Jie & Harms, 2017).
Strategy or Metacognitive
Because planning creates a foundation for ideas, a shared vision or strategy forms.
With their findings on higher education experiences and CQ, Lopes-Murphy (2014)
suggested meta-cognitive CQ involves a heightened sense of awareness and readiness,
followed by analysis of a cross-cultural experience. Having a plan before, during, and
after a given situation can create preparedness and confidence. In their investigation of
the approaches global leaders use to better understand CQ, Li et al. (2013) found
individuals with high metacognitive CQ maintained discipline over their thinking. When
they evaluated specific classes offered in certain schools, Eisenberg et al. (2013) found
this type of disciplined thought process requires people to use higher order thinking
skills. Students who are encouraged to use their experiences in the classroom as a means
of teaching and learning ensure more cross-cultural teaching, learning, and
communication in the classroom (Gay, 2000, 2010; Ladson-Billings, 1995).
Action or Behavior
How teachers conduct themselves with students can influence classroom
outcomes. Researchers have concluded CQ refers to the ability to connect and
communicate with people using spoken and unspoken words through an extensive scope
of behaviors (Eisenberg et al., 2013; Li et al., 2013). Teachers who use social cues in the
classroom to foster effective communication establish and strengthen relationships when
they interact with students from different cultures (Gay, 2000, 2010; Ladson-Billings,
1995). Lopes-Murphy (2014) asserted behavioral CQ is rooted in a heightened and

28
sensitized perception that dictates specific exchanges. When teachers take the time and
eff
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own depth of knowledge (Gay, 2000, 2010; Ladson-Billings, 1995).
Globalization and Global Leadership
Cultural intelligence can be adjusted, learned from, and improved upon. In their
explanation of education and cross-cultural capabilities, Jie and Harms (2017) explained
because CQ involves having a global mindset (when people are open to, aware of, and
willing to work with cultural diversity), people with a high CQ are more apt to learn from
others and willing to change so a growth mindset ensues. People with high CQ are able to
make calculated changes with their responses to others, create new relationships, and
form a deeper understanding of who a person is and who they want to become (Jie &
Harms, 2017). Because intercultural communication and competence are essential skills
for 21st century learners,
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collective, and professional development are a priority (Cierpisz, 2019).
Koo Moon et al. (2012) studied CQ in the workplace and reported many
companies send their leaders overseas to enhance their global leadership capacities. They
studied 190 Korean expatriates and hypothesized CQ would affect previous work and
nonwork experiences, goal orientation, and trainings before expatriates leave their home
country. Studies generated by Sri Ramalu et al. (2012) and Koo Moon et al. (2012)
recognized globalization is creating and demanding organizational connections and
expectations. If organizations do not keep up with this trend, productivity, economic gain,
and prospects will be harmed (Koo Moon et al., 2012). For businesses to compete in the
global market, adapting to different cultures is imperative, as it allows leaders to both
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mentally and physically be at ease in a new environment (Koo Moon et al., 2012). Ways
in which global leaders improve mental and physical interactions include traveling
abroad, understanding and being open to new job opportunities, speaking other
languages, concurring with others, making sure partners adapt, considering new cultures
and their differentiations, and relying on professional support (Koo Moon et al., 2012).
According to Koo Moon et al. (2012) and Sri Ramalu et al. (2012), CQ also impacts how
well people adjust overseas. The previously discussed studies about global leadership and
the workplace highlighted the four constructs of CQ

drive, knowledge, strategy, and
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Moon et al., 2012; Sri Ramalu et al., 2012).
Intellectual Practices of Global Leaders
Sri Ramalu et al. (2012) said CQ is comprised of four aspects: behavior,
motivation, cognition, and metacognition. The behavioral component revolves around
adapting to cultural norms, interacting with others, and using both speaking and
nonverbal cues when immersed in new settings (Sri Ramalu et al., 2012). The
motivational element of CQ implies a link to the cognitive and meta-cognitive functions,
since motivation indicates a desire to participate with and acclimate to other societies
because of an interest in educating, developing, and advancing as a person (Sri Ramalu et
al., 2012). Cognitive CQ is the knowledge one possesses about customs and reasoning in
cultures, so the background of the standards and principles of a given culture are
understood (Sri Ramalu et al., 2012). Lastly, Sri Ramalu et al. revealed metacognition in
CQ depicts the way in which a person is cognizant of their surroundings and how to
strategize, navigate, and modify their thinking in culturally new and or different
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surroundings. Global leaders who exhibit CQ qualities understand and connect with
cultures in ways that help strengthen personal and professional outcomes (Koo Moon et
al., 2012; Sri Ramalu at al., 2012). Researchers have found when students exhibit these
same intellectual practices, they are more critically and culturally aware and engage,
reflect, and critique in ways that help them be more objective and unbiased toward others
(Cierpisz, 2019).
For a global leader to possess such intellectual awareness, they need to maintain
an open mind. In a task-analytic methodology study on how awareness helps global
leaders develop a certain mindset, Chandwani et al. (2015) emphasized leaders who think
globally prioritize diversity by being open minded, accepting, and considerate; possess a
comprehensive and worldwide view on industry; and are not constricted in their thinking.
This mindset happens when global leaders lead with a nonjudgmental and nonreactive
awareness (Chandwani et al., 2015). Researchers have defined global leadership as an
influential way of thinking, doing, and being that brings people and ideas together with
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al., 2015). Because how a person thinks creates bias, Chandwani et al. (2015) maintained
integrating perso al k
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enables a more comprehensive way of thinking, creating what they call a global mindset.
This global mindset facilitates the ability to perceive and appreciate cultures (Chandwani
et al., 2015). When students learn about their own and other societies, they have a better
idea of what life is like for other people, which enables them to be more aware of
perceptions and perspectives (Cierpisz, 2019).
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A global mindset requires being more self-aware, experiencing the present, and
little to no judgment or evaluation (Chandwani et al., 2015). This mentality includes
being open to new ways of thinking and doing, being aware of and sympathetic to
different situations and perceptions, and focusing on what is transpiring at a certain time
(Chandwani et al., 2015). Educational leaders who think this way benefit personally,
socially, and professionally, as mindfulness enables a clear and creative mind that
supports active learning and doing (Chandwani et al., 2015). This type of thinking creates
connections between people and cultures so worldviews can expand (Chandwani et al.,
2015). The authors indicated this increased awareness of others helps lessen the focus on
self, so the viewpoints of others can be considered and accepted (Chandwani et al., 2015).
The benefits of being a more culturally aware leader include increased selfcontrol, reduced cross-cultural confusions, improved connections, well-developed social
conduct, enhanced conflict management, encouraging fellowship, acceptance,
cooperation, compassion, and the consideration of multiple perspectives (Chandwani et
al., 2015). Mindfulness affects both social and emotional intellect, which impacts global
leaders and their CQ. Further, Chandwani et al. (2015) noted this way of thinking helps
global leaders to manage the complexities and differences they face. When students are
critically conscious of the changes and diversity around them, they possess an awareness
that allows them to understand complex systems that are multifaceted yet unified
(Cierpisz, 2019). If students think about differences and connections, they begin to think
like global leaders.
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Cultural Intelligence Attributes Improving Global Leadership
Tuleja (2014) clarified how CQ can help improve global leadership. Her research
evaluated the writing reflections of Master of Business Administration students from the
Midwest who participated in a 2-week cultural immersion program in China to determine
de

a ae e
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al a d b iness methods based on their knowledge before,

during, and after the trip (Tuleja, 2014). Tuleja found students were more culturally
aware and introspective after the trip. Because global leaders adapt well to new
environments, ways they communicate, understand others, and learn make a difference in
how well they adapt (Tuleja, 2014). When a person is more aware, they can make
connections between cultural information and cultural mannerisms (Tuleja, 2014). People
who can act and react in cultural settings different than their own demonstrate CQ
ca abili ie (T leja, 2014). Ea le a d A g (2003, as cited in Tuleja, 2014) seminal
theory of CQ focuses on cultural knowledge transfer, the drive to adapt in culturally
different contexts, and involvement with different cultures (as cited in Tuleja, 2014). Sri
Ramalu et al. (2012) and Tuleja (2014) pointed out having a high CQ strengthens
connections between people. A heightened sense of awareness can make people better
understand certain situations when psychological, emotional, and physical and internal
and external conditions are present (Tuleja, 2014). Global leaders acknowledge this type
of mindfulness enriches and develops CQ and is needed for worldwide connectivity
(Tuleja, 2014).
Improving global leadership capacities is multifaceted. In their work on fostering
growth in international leaders, Terrell and Rosenbusch (2013) explained organizations
need to adapt as the world becomes more connected due to technology and the increased
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creation and distribution of information. They focused their work on six multinational
enterprises in Belgium, Brazil, Germany, the United Kingdom, and the United States and
ed
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Rosenbusch found adaptation needs to happen geographically, culturally, and
intellectually for leaders to possess a global mindset and develop global proficiencies,
This way of thinking and acting occurs when organizations encourage immersion in
another culture, education and creation of cultural awareness, global leadership
capabilities, and a willingness and curiosity to learn (Terrell & Rosenbusch, 2013).
Through their research, the authors discovered advancements happen when global
leaders have firsthand multicultural experiences (Terrell & Rosenbusch, 2013). Terrell
and Rosenbusch also determined multicultural experiences enabled global leaders to
value relationships, enhance cultural awareness, and possess an eagerness to learn. Global
leaders learn to observe, think, act, and react in the moment (Terrell & Rosenbusch,
2013). Terrell and Rosenbusch (2013) and Tuleja (2014) highlighted that this type of
reactiveness and introspection facilitates CQ. If educational leaders want to develop their
global capacities, they should prioritize interactions and connections with people of
different ethnicities at home and abroad.
Global leadership is based on a heightened sense of awareness of others and
surroundings. Li et al. (2013) echoed Terrell and Rosenbusch (2013) in their review of
how global leaders can increase their CQ when they reported connections occur more and
more around the world, re-emphasizing the need for global leaders and the development
of their minds and their skills. Li et al. gathered data from 294 international executive
leaders and graduate business students in China and Ireland and hypothesized the length
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of time leaders work abroad and learning styles would impact CQ. Their research found
CQ increased the longer participants worked abroad and if they had differing learning
perspectives than those around them. Li et al. and Terrell and Rosenbusch maintained CQ
is strengthened by interpersonal and in the moment experiences with those from other
cultures. Li et al. expanded this idea when they explained CQ is procedural, since
b e i g,
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CQ happens through experiences, Li et al. recognized the importance of experiential
learning theory and described the process of transforming personal experiences into
knowledge. Being introspective and sensitive leads to understanding and reacting (Li et
al., 2013). If teachers were given the chance to work overseas, they may gain perspective,
act with the host culture in mind, and build relationships that help establish professional
rapport.
Personal and professional interactions increase CQ. In an investigation into the
effects of CQ on work skills and behaviors, Kanten (2014) emphasized understanding
and respecting cultural diversity is essential for 21 st century businesses. Kanten found CQ
affects professional proficiencies and behaviors by enabling people to embrace
differences and adapt because they are informed and aware. Such cross-cultural skills and
interactions lead to a global mindset (Kanten, 2014). Li et al. (2013) and Kanten and Sri
Ramalu et al. (2012) recognized the four constructs of CQ (drive, knowledge, strategy,
and action) are central components to understanding such a dynamic kind of intelligence.
Global Leadership Attributes Found in Cultural Intelligence
Certain characteristics global leaders possess are more prevalent in leaders with
CQ. Herd et al. (2016) conducted a study on global leadership capabilities and created a
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framework for evaluating global leaders. The results of their assessments provided
feedback
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leaders are expected to have different skill sets than their native leader counterparts as
they uphold a global awareness and attitude while adapting to cultures and establishing
CQ (Herd et al., 2016). These leaders maintain a global outlook in which they are well
informed and willing to accept different cultures so they can embrace, adjust to, and
communicate in different cultural settings (Herd et al., 2016). Though difficult to
measure, global leadership competencies revolve around organizations and business,
managing others and connections, and managing the self; these competencies are
acquired when leaders inspire others in different parts of the globe to create and maintain
positive outcomes (Herd et al., 2016). Two measurements of global leadership are the
cross-cultural adaptability inventory and the global mindset inventory, which provide
context to understand performance and behavior (Herd et al., 2016).
In a theoretical study on global leaders who exhibit CQ, Heath et al. (2017)
reported on evolving leadership components that turn certain leaders into global directors.
When leaders are willing to learn, can think introspectively, and are culturally sensitive to
others and their surroundings, they exhibit successful global leadership abilities (Heath et
al., 2017). Leaders who demonstrate CQ appreciate and correspond with people from
other ethnicities (Heath et al., 2017). Cultural intelligence enables leaders to be culturally
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-culturally capable (Heath et al., 2017). Global

leaders who practice self-reflection and seek feedback are more mindful and create an
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atmosphere of trust, transparency, and openness while emphasizing diversity as their core
priority (Heath et al., 2017).
Thi ki g
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(2015)

literature review on the scope of global leadership was grounded in competency theory as
a framework for organizations to follow when establishing and enhancing global
leadership proficiencies. Competency theory suggests traits, motives, and attitudes are
fundamental in global leadership (Kim & McLean, 2015). Kim and McLean noted
connectivity is a key component of the global marketplace. Globalization increases
relationships, mutual dependencies, and the movement of information, which is why
leaders who act at a global level are so important in the 21st century (Kim & McLean,
2015).
Teachers as Global Leaders
Global leadership is an important part of preparing for the 21st century. In their
research on creating an outline for global leadership capabilities, Kim and McLean
(2015) recognized successful leadership in the global context enables organizations to
thrive and advance in an interconnected world. Educational leaders who recognize the
constant change resulting from an interconnected world are better prepared and have a
plan for diversification.
In a study on ways to improve calculated thought processes, Weaver (2014)
explained some essential components of leadership are strategic thinking and considering
information and potential possibilities to identify and integrate ideas and interactions for
the future. This way of thinking could help teachers become global leaders who organize
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strategies focused on advancements, while leading classrooms with direction and
purpose.
Because the world, its people, and its surroundings are in constant motion,
teachers who focus on global leadership and have strategies and practices for interacting
and connecting with diverse students and establish connections could also prove to be
more productive. In their findings on how global leaders can develop their skills, Terrell
and Rosenbusch (2013) found global leaders who adapt when faced with challenges are
more successful because they respond to problems with innovative solutions despite
disorder or confusion. The ability to work with others from different cultures when issues
arise could prove to be a useful skill that benefits educational leaders and people around
them. Terrell and Rosenbusch suggested when global leaders are accountable for their
acquisition of knowledge and improvements, they attain more from their experiences for
decision making in the future. If teachers take the time to expand their cultural
knowledge and learn from student backgrounds, they and their students may be more
capable, prepared, and unified global leaders (Terrell & Rosenbusch, 2013).
In their review of CQ and global leaders, Heath et al. (2017) noted when a global
leader relates well to others, knows themselves, and shares stories of who they are, these
qualities create trust, demonstrate authenticity, and allow others to experience
connectivity and personalization. Terrell and Rosenbusch (2013) echoed this idea when
they highlighted that developing self-awareness enables global leaders to be culturally
sensitive, which helps create more opportunities to connect with others. Heath et al. and
Terrell and Roesnbusch stated increased self-awareness happens when leaders take the
time to self-reflect and elicit feedback. Teachers who practice being self-conscious
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support their growth, create bonds with their diverse students, and model global
leadership behaviors (Cierpisz, 2019). Teachers and students who demonstrate analytical
and thoughtful mindsets understand culture is multifaceted; humanity is at the core of
diversity; and differences are to be respected, thus making them ready to lead and learn
with global mindsets (Cierpisz, 2019).
Being highly motivated to learn about new cultures and places is a strength not all
leaders possess. Terrell and Rosenbusch (2013) concluded global leaders who exhibit a
desire to learn from new experiences achieve more and are able to consider and
appreciate what they have learned. Teachers who are interested in increasing their
cultural wisdom may be more inclined to use what they see, experience, and learn as
examples for teaching and learning for themselves and for followers (Maranga &
Sampayo, 2015). Schools with diverse student populations could use student diversity as
a way to create positive outcomes for teachers, students, and the school itself (Maranga &
Sampayo, 2015).
Using tools that help people from diverse cultures could help teachers in the
classroom and, at the same time, demonstrate global leadership. Educational leaders who
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trusting relationships. Terrell and Rosenbusch (2013) pointed out when global leaders
establish a sense of cultural understanding, deep relationships are established that lead to
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culture could lead to significant connections and constant exploration.
In their assessment of schools and cross-cultural organization, Ramsey and
Lorenz (2016) reported when leaders increase their behavioral CQ, they strengthen their
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verbal and nonverbal communications, which prepares them for adaptation, effectiveness,
and performance in multicultural environments. Educational leaders who prioritize
learning new ways of communicating may improve their global leadership skills and
encourage and cultivate new possibilities for relationships and connections (Maranga &
Sampayo, 2015; Terrell & Rosenbusch, 2013).
Global leaders can continue their CQ development with travel, especially if they
are near another country. In their examination of how schooling can influence CQ,
Robledo-Ardila et al. (2016) indicated when global leaders go overseas, for business or
pleasure, these experiences help emotionally and intentionally involve and alter what
leaders know about customs, morals, and actions, so their behaviors enable them to be
more authentic toward others in the future. If teachers immerse themselves in other
cultures, they can improve their CQ and better understand diverse learners (RobledoArdila et al., 2016).
Diversity in the Classroom
U.S. classrooms are more diverse than ever (Acquah & Commins, 2017; de
Souza, 2017; Munniksma et al., 2016). The 2017 Digest of Education Statistics produced
by the National Center for Educational Statistics (NCES) indicated 55% of students
enrolled in public secondary schools identify racially as other than White. By 2027, the
percentage of students of color is projected to be 62% (NCES, 2017). These statistics can
be juxtaposed with the numbers of White (80%) women (77%) teachers across the
country (NCES, 2017; Smith et al., 2017). Researchers call this cultural disparity CD or
CM (Fallon et al., 2018; Fergus, 2017; Han & Han, 2018), a demographic divide
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(Shannon-Baker, 2018; Shedrow, 2017), or a diversity gap (Deprez, 2018; DonahueKeegan et al., 2019).
The differences in racial backgrounds between students and teachers can have
negative impacts on connections between teachers and students, create student stress, and
lead to students feeling intimidated (Fallon et al., 2018; Munniksma et al., 2016).
Preparing teachers for the cultural differences in classrooms can reduce these negative
impacts and improve student achievement (Murdock & Hamel, 2016; van Middelkoop et
al., 2017).
Teacher Preparedness
The need for teachers who are qualified and capable of teaching diverse learners
is essential in the 21st century (de Sousa, 2017; Hundley et al., 2015). Researchers have
found preparing pre-service teachers is as important as teacher development (Deprez,
2018; Hramiak, 2015). This type of preparedness for students who want to become
teachers is helpful when establishing and maintaining relationships with people who are
culturally different (Tuleja, 2014). Individuals who possess CQ are more conscientious
and eager to interact with others from different backgrounds, communicate better with
others, and adapt to situational interactions (Cui, 2016). Because CQ is the ability to
effectively interact with people from diverse cultural backgrounds, CQ can be improved
with real-world experiences (Li et al., 2013). Researchers have also indicated teachers
need to constantly work to improve their CC or CQ to successfully connect with students
on a daily basis (Cui, 2016; Mahatmya et al., 2016).
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Preservice
Preparing new teachers for diverse classrooms is imperative. Teacher preparation
programs lack cultural awareness training and practical methods to help teachers become
culturally responsive to the social and emotional needs of culturally diverse learners
(Burm, 2016; Donahue-Keegan et al., 2019). Researchers have indicated current preservice teacher training is both esoteric and disjointed because connecting theory to lived
experiences rarely happens (Raisinghani, 2018; Shannon-Baker, 2018). These deficits
cause many new teachers to feel unprepared for the cultural differences in classrooms
(Donahue-Keegan et al., 2019; Hramiak, 2015). It is imperative for colleges and
universities to remedy these inadequacies in their programs and better prepare future
teachers for diversity in classrooms (Hundley et al., 2015; Specht & Metsala, 2018).
For pre-service teaching programs to affect change, researchers have suggested
teacher candidates better understand themselves and their own cultures to better
understand students (Gay & Howard, 2000; Hramiak, 2015). This self-awareness
includes managing emotions, suspending judgment, being nonreactive in tense situations,
using intentional language, sharing experiences, and being accessible to students (Baker,
2017; Donahue-Keegan et al., 2019). Another component of CQ is awareness of social
justice in the classroom, so an intentional response to oppression, while judiciously
questioning power structures, prevails (Shannon-Baker, 2018). To prepare students for
the 21st century, teachers need to be trained as global leaders who use life experiences
and diversity to create and instill a critical awareness in students (Hundley et al., 2015).
Teaching emotional and psychological competence to student teachers requires
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learning, and adopt culturally appropriate practices in their classrooms (Donahue-Keegan
et al., 2019). Teaching these competencies happens when teachers learn and believe
learning is multifaceted and different approaches to education can be used with different
students. (Baumi & Mongan, 2014; Specht & Metsala, 2018). Researchers have found
teachers who cultivate self-efficac

i i el i fl e ce

de

cial, em i

al, a d

academic behaviors and outcomes (Specht & Metsala, 2018). Redesigning teacher
preparation programs to be culturally relevant could help new teachers become more
mindful of themselves and students, so positive cultural interactions and outcomes prevail
in and out of the classroom (T. M. Brown & Rodriguez, 2017). A well-thought-out
reformation of teacher education could expose new teachers to different cultures,
practices, beliefs, and behaviors and increase their understanding about how reflecting on
how students learn increases cultural consciousness, CQ, and relational connections
(Coates, 2016).
In-Service
Veteran teachers must be trained to meet the needs of diverse classrooms and, for
some, this diversity training may take them outside their comfort zones (Deprez, 2018).
Professional development on CC, CQ, and cultural relevancy could broaden teacher
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(Hramiak, 2015). Researchers have found these types of trainings are not sufficient (Cox
et al., 2017; Hramiak, 2015).
Seasoned teachers who recognize the urgency and importance of incorporating
student culture into their teaching encourage communication, foster relationships, create
comfort in the classroom, and forge new connections despite differences (Hramiak, 2015;

43
Thomas & Berry III, 2019). This courageous, thoughtful, accepting, and intentional way
of teaching prepares students for the realities of the 21st century as globalization
continues to lessen barriers and boundaries between time, space, and people (Civitillo et
al., 2016; Gay & Howard, 2000).
Culturally Relevant Pedagogy
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behaviors as teaching and learning tools create an ideology that empowers students to
accept and support their own cultural existences and confront social injustices (Aronson
& Laughter, 2016; Milner, 2017). Ladson-Billings (1995) believed encouraging students
to use their diverse backgrounds and personal experiences as a model for education was
an important part of CRP, despite typical educational practices, where lived experiences
are inferior to theory. Ladson-Billings believed people who have experience in or with
something are far more reliable, sincere, and convincing than reading about the topic.
Ladson-Billi g (1995)
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exhibit cultural competencies and the desire to pursue social justice. The four
components of CRP are (a) motivating students to realize their potential, (b) encouraging
students to work toward and live up to the high standards set in the classroom, (c)
supporting student growth and self-c fide ce ab
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equipping students with a sociopolitical mindfulness to develop them as global leaders
(Hollie, 2019; Mitchell, 2015). Teachers and students who are critically conscious of
cultural differences can affect academic, social, and intellectual success in and out of the
classroom (Brown et al., 2017; Milner, 2017). Ladson-Billi g ide l g
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have cultural consciousness drive teachers and their teaching (Aronson & Laughter,
2016).
Culturally Responsive Teaching
Ga
he
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(2000, 2010) theory of CRT refers to the act of teaching. Gay argued for
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communal spaces for students that reflect cultural perspectives, encourage cross-cultural
connections, and disseminate cultural consistency (Gay, 2000, 2010). Researchers have
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teachers who (a) validate student culture, (b) use a multifaceted approach to teaching, (c)
maintain and share an independent mentality rooted in social justice, (d) consider the
whole child, (e) transform followers, and (f) empower students by setting high
expectations (Raisinghani, 2018; Thomas & Berry III, 2019). Aronson and Laughter
(2016) al
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teachers possess. Culturally responsive teachers (a) grow student and community
perspectives, (b) use criticism as an impetus to continuously educate themselves about
the benefits of the theory, (c) acknowledge that culture and disparities are the core of
humankind, and (d) cultivate meaningful connections for and with students when
teaching.
Teachers who demonstrate CRT make meaningful connections with students and
support student growth and achievement in and out of the classroom so positive outcomes
happen when teachers take the time to learn who their students are, where they come
from, and what their backgrounds entail (Batista, 2017; Cavazos, 2016). Culturally
responsive teaching enables teachers to meet the needs of diverse student populations
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(Mitchell, 2015; Santoro & Kennedy, 2016). Culturally responsive teachers maintain an
open mind, so experiential learning is valued and encouraged (Burm, 2016; Ohito, 2016).
Often, culturally responsive teachers share their experiences to encourage open dialogue
and increase communication in classrooms (Mitchell, 2015; Predmore et al., 2017).
Successful teacher-student connections create caring classroom communities, where trust,
optimism, mutual respect, and understanding prevail (Fernández-Aguayo et al., 2017;
Predmore et al., 2017). These connections help students create their CC, which enhances
their self-confidence (Parker et al., 2017). Though teachers are not necessarily
responsible for all student outcomes, supportive teacher-student relationships directly
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Siegler et al., 2016; Roorda et al., 2017). Researchers have confirmed using culturally
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achievements (Gay, 2000, 2010; Ladson-Billings, 1995).
Summary
Addressing the needs of a diverse student population requires prepared teachers.
While the NCES (2017) cited the majority of public secondary school teachers are White,
more than half of the students they teach do not identify as White. Prioritizing culture and
identity in schools is imperative to serving these student populations. Researchers have
noted that changes in education must occur in teacher preparation programs and for inservice teachers, so all teachers are better equipped to connect with diverse students while
classroom dynamics change (Gay, 2000, 2010; Ladson-Billings, 1995). Thus, half of the
responsibility lies with educational policymakers, and the other half is the responsibility
of the teachers themselves.
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Scholars have found new teachers often feel unprepared when they begin teaching
(T. M. Brown & Rodriguez, 2017). One way to help new teachers develop or strengthen
their CQ is to make sure they are in touch with their own CI (Gay, 2000, 2010; LadsonBillings, 1995). This type of self-reflection will enhance their appreciation for others and
create an understanding of the whole person (Milner, 2017; Predmore et al., 2017).
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and create meaningful awareness (Hollie, 2019; Raisinghani, 2018).
When teachers are educated in cultural consciousness, they think more critically
and can help students do the same (A. L. Brown et al., 2017; Cierpisz, 2019). Teachers
who support the
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through textbooks (Gay, 2000, 2010; Ladson-Billings, 1995). Through experiential
teaching and learning, students can take ownership of their learning in the classroom,
become teachers of their own cultures, and gain the confidence they need to be successful
(Mitchell, 2015; Parker et al., 2017).
To make significant changes in classrooms, CRP and CRT need to be
implemented. Gay (2000, 2010) and Ladson-Billings (1995) stressed the importance of
cultural relevance and cultural responsiveness in education. Both theories include
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students the foundational support to be leaders in an increasingly connected world. This
globalization is the cause to help diverse learners in the 21st century where the reality
outside of the classroom is also a culturally diverse world (Cierpisz, 2019; Civitillo et al.,
2016).
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CHAPTER 3: METHODOLOGY
Diversity within U.S. schools is continuously increasing (Acquah & Commins,
2017; Fergus, 2017). Thi di e i

i a

d c

f he U i ed S a e g

i g immig a

population (Smith et al., 2017). Despite changes in this population makeup, U.S.
educational systems, for students and teachers, have remained the same since students are
typically educated with White ideals embedded in curriculum (Ohito, 2016; Raisinghani,
2018). The same is true for teacher preparation programs, which have seen limited
curricular variation over time (Cox et al., 2017; Raisinghani, 2018; Shannon-Baker,
2018).
Many scholars believe a majority of new teachers are not adequately prepared to
serve students from diverse backgrounds and are not given the necessary tools to help
them become culturally responsive teachers (Burm, 2016; Donahue-Keegan et al., 2019).
Lack of preparedness exists for veteran teachers as well (Deprez, 2018).
Researchers have agreed teaching students of color requires a different approach
than traditional, White teaching methods (Gay, 2000, 2010; Ladson-Billings, 1995
Thomas & Berry, 2019). Two scholars, Ladson-Billings (1995) and Gay (2000, 2010),
concluded Cultural Competance (CC) is imperative when teaching students of color.
Ladson-Billi g (1995) theory on Cultually Relevant Pedagogy (CRP) a d Ga
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Both authors asserted allowing students to use who they are, where they come from, and
what they have been through increases student self-confidence and self-worth, which
leads to greater social, emotional, and academic success. When CRP and CRT are used in
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schools, positive, productive, and influential teacher-student relationships develop (Gay,
2000, 2010; Ladson-Billings, 1995). The use of appropriate data collection practices is
important to the investigation of these relationships.
This chapter includes the research method for this study. Creswell (2014)
indicated a qualitative research approach is appropriate when searching for meaning with
human beings and their behaviors. The lived experiences of non-Hispanic, White, female,
high school teachers with their diverse students was rationalized through the design
process of phenomenology. Researchers have found using a phenomenological approach
can help with understanding lived experiences when participants recognize, explain, feel,
evaluate, recall, make sense of, and communicate those experiences to others (Creswell,
2014; Marshall & Rossman, 2016). The instruments used in this study are also explained
along with a description of the study participants and method of analysis. The chapter
concludes with the limitations and delimitations.
Research Method
A qualitative research method was chosen as this study examines the feelings,
perceptions, and experiences of non-Hispanic, White, female, high school teachers and
their relationships with culturally diverse students. Researchers of qualitative data
analysis focus on organically occurring situations so researchers can gain perspective,
apply concepts, and generate overarching views (J. Park & Park, 2016). This method of
research is typically used in educational contexts when human subjects are the focal
point, as research focusing on people typically uncovers beliefs to be examined (Marshall
& Rossman, 2016). Qualitative researchers recognize and target configurations,
conceptions, and connections (Raines, 2013). Information for this study was gathered
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through words and behaviors during an interview process and then sorted through a
theoretical lens to find themes and linkages. The goal of qualitative reporting is to
consider e le meaningful and detailed narratives and occurrences to so that analytical
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experiences with diverse student populations.
Though there are two other methodologies for conducting research, quantitative
and mixed methods, neither seemed suitable for the exploration of human relations in an
educational setting. Creswell (2014) highlighted the quantitative approach as a means to
test a theory by examining the correlation of variables, and mixed methods requires two
forms of data to provide a more comprehensive understanding of the issue. Because
human interactions were the basis for this study, relying wholly or partially on numbers
did not seem suitable. Though quantitative data analysis and mixed methods are
traditional in nature, their objectivity, context-free nature, and measurement of variables
to yield numbers as results make them inappropriate when the human condition is the
central theme (Raines, 2013). In this qualitative phenomenological study, the issue of CD
in classrooms was addressed by studying the lived experiences non-Hispanic, White,
female high school teachers and their relationships with diverse student populations.
Research Design
Because most U.S. classrooms are facilitated by non-Hispanic, White female
teachers and students are mostly children of color, concerns have arisen about teacher
preparedness, teacher awareness and mindsets, teacher-student relationships, and student
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interactions with students who come from different backgrounds is the focal point of this
study. Phenomenology was chosen for this study, as it includes people and their
behaviors, which is similar to psychology, sociology, anthropology, and neuroscience
(Gaete Celis, 2019).
The research approach of phenomenology is one of many narrative methods.
Though it may be seen as abstract, the intention of the research is very specific. Fittler
(2017) i dica ed he

me l g i

ed i

he idea f h ma bei g e i e ce bei g

in motion, as people have the potential to be and do constantly. Fittler emphasized time
as an endless, boundless, and always present facet that can be used to find and make
meaning. Husserl (1970) also maintained understanding experience helps people
understand their consciousness. Since phenomenology is a descriptive and scientific way
of thinking, it is often used in contemporary qualitative data analysis (Dowling, 2007). In
their research on the phenomenological process, Chan et al. (2013) explained that
phenomenology is about finding the significance of how an experience happens and
f ld . Taki g ime
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awareness and precise ideas that may have otherwise been overlooked (Chan et al., 2013;
Gaete Celis, 2019).
Researchers have expressed meaning is stressed in phenomenology by
pinpointing the importance of personal intention, cognizance, and interpretation
(VanScoy & Evenstad, 2014). Getting to the core of how an experience transpires creates
a newness out of the ordinary (Fittler, 2017). Using this intricate and unique method to
collect and sort through teacher perspectives about diverse learners will lead to a deeper
appreciation of what is happening in classrooms (Fittler, 2017). This approach helps to
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Phenomenological reporters concentrate on appreciating and learning from lived
experiences, despite those experiences being mundane or routine, as the experiences
create meaning for who people are and of how people do what they do (Gee et al., 2013;
Quay, 2015; Stolz, 2013). In phenomenology, intentionality refers to connections people
have to one another and their experiences. This intentionality is foundational to
understanding the natural perceptions people have (Husserl, 1970; Moustakas, 1994).
Studying non-Hispanic, White, female, high school teache
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students will show meaning in everyday occurrences, of which teachers may not be aware
(Gaete Celis, 2019). Uncovering meaning in the elements of teacher-student experiences
and relationships that typically go unnoticed is central to this phenomenological
exploration (Gillespie et al., 2018; Miller et al., 2018). Looking at regular, daily
occurrences in a detailed way allows possibilities for uncovering unforeseen connections,
situations, or perspectives (Valentine et al., 2018). E ami i g eache

i e i ali

helped make meaning of the relationships they have with diverse students (Valentine et
al., 2018).
Other qualitative designs such as case studies, ethnography, grounded theory, and
narrative analysis were ruled out for this study for numerous reasons. Case studies are
typically used to build upon or test a theory by asking how or why something happens,
whereas ethnography revolves around fieldwork where the researcher actively
participates in observing, interacting, and studying a particular way of life to gain insight
into people and their culture (Ponelis, 2015; Walle, 2016). Grounded theory focuses on
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generating new theories, building alternative frameworks, and challenging the norm,
while narrative analysis i he
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intervals (Goulding, 2017; Peace et al., 2015). All of these qualitative designs were ruled
out, since the goal of this study was to better understand the everyday lived experiences
of non-Hispanic, White, female high school teachers and how their conscious thoughts
affect their relationships with their culturally diverse students.
Instruments
Punch (2000) said the researcher is typically the primary instrument for data
collection when using qualitative interviews. Tangible instruments for data collection in
this qualitative phenomenological study included 30 specific questions that were
generated beforehand. These questions were asked in 7 in-person, unstructured interviews
with non-Hispanic, White, female high school teachers who have taught for a minimum
of 1 year in the same Southwestern U.S. school district. Multiple authors have reported
interviews are typical when phenomenology is the research design method (Creswell,
2014; Marshall & Rossman, 2016). The first initial interview took approximately 2 hours.
If the researcher ran out of time during the initial interview session before covering all
the proposed questions, a follow-up 30-minute to 1-hour interview was scheduled for a
later date. If the researcher had follow-up questions as they went through the interview
transcripts, those questions were written down along with the responses and then added to
the transcription.
These informal interviews were comprised of open-ended questions, pertaining to
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revolved around teacher preparedness (both pre- and in-service), teacher-student
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relationships, and teacher awareness and mindsets. The researcher recorded the interview
electronically and also took handwritten notes. The following interview protocol served
as a guide: (a) a heading (date, place, interviewer, and interviewee), (b) instructions and
standard practices for the interviewer, (c) the questions being asked, (d) probes to the
questions being asked to ensure details and descriptions, (e) spaces between the questions
to record findings, (f) a formal thank-
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log of relevant recordings (Creswell, 2014). Researchers have concluded collecting data
through interviews is one of the best ways to attain information because they are a live
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(Weller, 2017). On a related note, Marshall and Rossman (2016) emphasized when
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examined. Interviewing teachers about their own principles on teaching, their own
practices, and their belief systems provided an awareness for both the researcher and the
interviewee.
Informal interviews served as the basis for understanding how teachers feel
prepared to interact with and teach diverse student populations. The purpose of the
research was to understand the perception of the teacher being interviewed to extract
meaning from experience (Groenewald, 2004). The information gathered through the
interviews was organized into themes and categories to establish patterns and ideas.
Gathering information in the form of words and feelings from experiences makes
phenomenology a complex and multifaceted process. Multiple authors have recognized
when researchers choose this methodology, they hope to find some value and
significance in lived experiences to make connections and meaning (Chan et al., 2013;
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related to teacher preparedness and the CM of their classrooms.
Creswell (2014) explained three ways to ensure the accuracy and validity of a
study to ensure trustworthiness: (a) member checking, (b) clarifying bias, and (c) peer
debriefing. Member checking requires the researcher to take completed parts of the study
back to the participant to check for authenticity (Creswell, 2014). Bias clarification was
described by Creswell as a core element of qualitative research, where the researcher
reflects on their perceptions and perspectives on outcomes of the study to come up with
an honest and meaningful account of the research. Legitimacy of the study also happens
with the use of a peer debriefer, a person outside of the study who evaluates and asks
questions about the study to make sense of and substantiate the findings (Creswell, 2014).
To ensure rigor and quality control, the researcher began by sharing information
from the interviews with their chair. Then, the researcher continued to monitor responses
from the interviews to make sure the data were reviewed in a timely and responsible
manner. In an examination of trustworthiness in phenomenological studies, Rodham et al.
(2015) mentioned researchers need to be honest and appropriate with the way they
formulate their studies. Excluding bias is imperative to trustworthiness. Likewise,
trusting interview responses is another part of ensuring the research is credible. In work
on approaches to research and dependability, Degen (2017) explained once a researcher
establishes trust in their data, theories and decisions can be explored. When information
is accurate and specific, outcomes can be predicted and justified (Degen, 2017). Because
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(Degen, 2017). The researcher ensured that there was consistency with the interviews and
that the data aligned with the processes emphasized by Rodham et al. (2015) and Degen
(2017).
Participants
This study was comprised of 7 Non-Hispanic, White, female high school teachers
who have taught for a minimum of 1 year in the same Southwestern district and teach in
classrooms where more than half of students are students of color. Both Creswell (2014)
and Morse (1994) suggested 5 to 25 interviews for phenomenological studies. The
nonprobability method of purposeful sampling was used in this study, since the nonHispanic, White, female high school teachers being interviewed were part of the same
local school district and chosen by the researcher based on the purpose of the study.
The researcher contacted he di ic

Office of Research and Evaluation for permission

to interview teachers. Reaching out to non-Hispanic, White, female high school teachers
in the same school district via email or phone yielded a core group for the study, and the
snowball method was used to gain access to additional teachers. The snowball method
was used to secure participants, since the researcher gathered more cases of interest from
teachers who believed other teachers had similar backgrounds and similar classroom
makeups (Marshall & Rossman, 2016).
Interviews served as the data collection method for the phenomenological study
of the lived experiences of non-Hispanic, White, female, high school teachers. Interviews
were conducted in neutral and comfortable settings, off campus, with open-ended
scripted questions. The researcher first emailed willing participants 3 foundational
questions and then asked the participants to bring their written responses to the first
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interview. Responses during the interview were handwritten by the researcher and
recorded using Zoom transcription services. If the researcher ran out of time after the
single interview session before covering all questions, teachers were asked to participate
in a follow-up interview to gather any further information needed for the study. This
follow-up interview was a shorter interview that used the same process of meeting at a
central location in a general setting while giving the researcher a chance to ask any
clarifying questions they might have had while reviewing the transcript. Participants were
also given the opportunity to review the transcript of interview notes to clarify
information and ensure information was not misconstrued.
This sample of 7 Non-Hispanic, White, female, high school teachers with diverse
learners represented the larger population of U.S. classrooms, since all teachers in the
study will be non-Hispanic, White, females whose high school classrooms contain 50%
or more students of color. If the researcher was unable to find enough teacher participants
for the study, the study would have then been expanded to include another school district.
The researcher would then find another district with a similar ethnic minority student
population and would have solicited approval for the researcher to interview nonHispanic White, female, high school teachers in that district
Data Analysis Methods
Making sense of the collected data requires an open mind toward discovery
(Brause, 2000). Once the interviews were completed and the information was organized,
the data required coding. In an analysis of systematic coding in qualitative analysis,
Rogers (2018) clarified coding is a way to categorize, combine, and understand data so
topics and repeated ideas generate meaning. When patterns in the language are found,
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linkages and configurations can then be considered and integrated. Organizing the
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and exposure to new ideas (Rogers, 2018).
Sorting through interview responses via coding is informative and may reveal
deeper insights not obvious at start of the interview process (Chan et al., 2013; Rogers,
2018). Extracting specific information from conversations, connections, and relationships
found in the data could lead to greater understanding or revelation (Chan et al., 2013;
Gaete Celis, 2019). Figure 5 illustrates the importance of coding to clarify information so
thematic ideas and detailed explanations can be used to deduce meaning (Creswell, 2009,
2014).
Creswell (2014) reviewed and recommended an 8-step coding practice, where the
researcher: (a) understands the data as a whole, taking notes as necessary; (b) chooses
one interview and thinks about its underlying meaning, take notes as necessary; (c) after
reading all interviews, creates a list of topics, clusters similar topics, and then forms
columns; (d) takes the list back to the data and abbreviates topics as codes, writing codes
next to appropriate text, looking for new categories and codes; (e) takes the most
descriptive language of topics and changes them into categories, lessening categories by
aligning related topics; (f) decides how to abbreviate each category and then alphabetizes
them; (g) assigns all the data to specific applicable categories, doing this in one place so
as to execute initial examination; and (h) recodes existing data if needed. Figure 5 shows
Ce

ell

ce .
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Figure 5 Steps to Validating the Accuracy of Information Collected in Qualitative
Research

Note. Adapted from Research Design by J. W. Creswell, 2014, p. 197.
There are three main categories of codes: (a) expected codes, (b) surprising codes, and (c)
unusual codes (Creswell, 2014). Though qualitative data are abstract, difficult to sort
through, and difficult to convert into quantifiable matter, coding data helps relationships,
themes, and connections emerge (Marshall & Rossman, 2016).
Specifically, within phenomenological studies, the goal is for the researcher to
describe a phenomenon as accurately as possible without a certain scripted framework
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(Groenewald, 2004). Researchers in this field agree using scripted or scribed techniques
when researching could compromise the validity of the lived experience (Groenewald,
2004). Instead, phenomenologists prefer to explicate information from the shared
experiences to keep the meaning whole, as opposed to analyzing or breaking down
information into parts (Groenewald, 2004). Hycner (1985) recommended a 15-point
explication process for phenomenological studies that includes: (a) transcription, (b)
bracketing and reductions, (c) listening for the whole, (d) delineating units of general
meaning, (e) delineating units specific to research questions, (f) verification, (g)
eliminating redundancy, (h) clustering, (i) determining themes, (j) summarizing each
interview, (k) presenting the findings to participants, (l) modifying themes and
summaries, (m) identifying general and unique themes, (n) contextualizing themes, and
(o) compositing a summary of findings. This method acts as a funnel with the
information gathered from the interviews since conversations are narrowed down to
written words when filter into specific themes. The social and psychological experiences
are explored so all perceptions are considered.
Limitations and Delimitations
Limitations include how the study is framed, the scope of the study, and how the
outcomes support awareness (Marshall & Rossman, 2016). Limitations are unavoidable
in the research project. Specific limitations for this study would include not getting
enough teacher participants, limited time for the interviews, teachers dropping out of the
study, teachers not being completely truthful or too afraid to speak out, teachers not
having diverse classrooms ha eflec CD, a d he e ea che

bia a a f me

teacher. To mitigate these limitations, the researcher kept a journal of notes and recorded
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the interviews, making sure enough information was gathered in written form and with
audio recordings, so as to not exclude anything and to avoid bias. Having two recordings
limited bias, as the researcher had a verbatim record of what was stated. The researcher
also found out ahead of time which teachers would be involved in the study to determine
if more than 50% of their classroom makeup is students of color. A letter was given to the
district in advance of the study to avoid rejection of too many teachers. If the researcher
was not able to find enough teacher participants for the study, the study would be
expanded to include another school district. The researcher would have then found
another district with a similar ethnic minority student population and will solicit approval
for the researcher to interview non-Hispanic White, female, high school teachers in that
district.
Delimitations are conditions chosen by the researcher (Punch, 2000).
Delimitations for this study included the interview locations and a target population of
high school teachers, specifically women and non-Hispanic, White teachers. Only one
Southwestern school district was studied. Study findings and results may not be
generalizable to all culturally disproportionate classrooms, as this study only focused on
the Southwestern area of the United States.
Summary
The purpose of this qualitative, phenomenological study was to examine CD in
classrooms by understanding the lived experiences of 7 Non-Hispanic, White, female,
high school teachers and their culturally diverse students in a Southwestern U.S. school
district. Because this study revolved around human beings and their relationships with
one another, a qualitative design was used. A phenomenological approach was chosen so
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descriptions of day-to-day interactions and experiences could reveal connections between
cultural diversity and teacher preparedness, teacher awareness, teacher-student
relationships, and student success. Exploring how non-Hispanic, White, female, high
school teachers connect and communicate with culturally diverse students provides
insight into whether teachers feel prepared for their culturally disproportionate
classrooms. Since researchers make meaning from the lived experiences of human beings
through phenomenology, this methodology was selected. Interviews were recorded, and
the researcher documented responses and other pertinent information in writing to ensure
two methods of documentation. The interview protocol consisted of open-ended
questions, leaving room for firsthand accounts from teachers. To ensure reliability,
member checking, clarifying bias, and peer debriefing occurred. Once the interviews
were completed, data were compiled and organized to determine any relationships.
Creating meaningful and relevant connections was done through coding so categories and
themes emerged. Analyzing the data on non-Hispanic, White, female, high school teacher
pedagogy with their culturally diverse students highlighted teacher-student relationships
in the classroom. Though the study was limited to non-Hispanic, White, female, high
school teachers, it will serve as a model for CD in classrooms.
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CHAPTER 4: FINDINGS
The purpose of this qualitative phenomenological research study was to
understand the lived experiences of non-Hispanic, White, female, high school teachers
from the same Southwestern public school district and their relationships with their
students of color based on teacher experience, preparedness, and awareness. Chapter 4
contains the three research questions upon which the study is based, along with the
methodology used to study the data. Participant profiles of the seven high school teachers
who participated in the study, data collection methods, analysis of the collected data, and
findings from this study are included in Chapter 4. The chapter concludes with a
summary of results from the data analysis.
Research Questions
The following research questions were addressed:
1.

What are the lived experiences of non-Hispanic, White, female, high school

teachers from the same Southwestern border city school district with culturally diverse
student populations?
2.

To what extent are non-Hispanic, White, female, high school teachers from the

same Southwestern border city school district prepared to teach in culturally diverse
classrooms?
3.

To what extent does the cultural awareness of non-Hispanic, White, female, high

school teachers from the same Southwestern school district affect teacher-student
relationships in diverse classrooms?

63
Methodology
The researcher used a qualitative phenomenological approach because the lived
experiences of non-Hispanic, White, female, high school teachers and their relationships
with students of color was the focal point of the research. Qualitative researchers use
logic, create meaning, and uncover intricacies within a situation to examine and
understand the human experience (Creswell, 2014). Using phenomenology as a research
method provided awareness of the meaning of teachers lived experiences by searching
f
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have lived them (Walker, 2007). Qualitative researchers also have the advantage of
examining, discovering, enhancing, and employing their social and subjectivity skills
during their research (Alase, 2017). Specifically, using interpretive phenomenological
analysis (IPA) as a qualitative approach increases the benefits of the study, as trusting
relationships are formed between researcher and participant, freedom of expression is
welcomed and appreciated, and understanding is obtained through meaningful
consideration to make meaning
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Phenomenology was selected for this study in order to better understand the lived
experiences of non-Hispanic, White, female, high school teachers with their culturally
diverse student population. By making sense of these specific and similar participantcentered life experiences, the researcher achieved more insight by assessing,
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for working with diverse student

populations and the relationships formed with their students was also at the center of the
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research. These types of personal, humanistic, and sometimes sensitive topics made
phenomenology an appropriate qualitative research methodology for this study (Walker,
2007).
Participant Profiles
Teacher participants qualified for the study if they embodied all of the following
five characteristics:
Non-Hispanic White
Female
High school teacher within same Southwestern school district
More than 1 year of teaching experience
More than 50% of their students were students of color
Data Collection
Establishing an effective interview protocol is imperative to acquiring rich
qualitative data so the interview process is effective, methodical, uniform, and thorough
(Yeong et al., 2018). The following four steps were part of the interview protocol
refinement (IPR) framework used in this study: (a) aligning interview questions with
research questions, (b) creating inquiry-based discussion, (c) obtaining feedback on
interview procedures, and (d) piloting the interview practice (Castillo-Montoya, 2016).
Figure 6 shows this process for enhancing the interview protocol.
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Figure 6 Fine Tuning the Interview Protocol

Note. Adapted f m Interview Protocol Refinement: Fine Tuning Qualitative Research
Interview Questions for Multi-Racial P

la i

2018, The Qualitative Report, 23(11), p. 2802.

i Mala ia, b M. L. Yeong et al.,
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Since the research questions in this study revolved around teacher preparedness,
experiences, and relationships with their diverse student populations, all interview
questions were in some way based around those three central ideas. Of the 24 questions
asked during the face-to-face interview, 17 of those questions were open ended, leaving
much room for inquiry-based discussion and sharing of anecdotes. The researcher
obtained feedback on the interview process from their chair and then conducted a mock
interview with a retired teacher and principal. This background knowledge helped to
establish a succinct and refined protocol when all seven teachers were interviewed.
Semistructured interviews led to compelling detailed data that create an awareness of
participant experiences, perspectives, and attitudes based on their descriptions and
meaning making (Castillo-Montoya, 2016; Peters & Halcomb, 2015). Face-to-face
interviews are also the conventional method for collecting qualitative data, since the
organic encounters reveal body language and cues, help build rapport, and solidify
understanding (Farooq & de Villiers, 2017). Interviews also allow for flexibility for the
researcher and interviewees when participants are in comfortable settings. Online
interviews provide even more flexibility to people who manage multiple roles or worldly
burdens by reducing travel costs and time, thus allowing people to stay at home if
necessary (Mirick & Wladkowski, 2019). Virtual face-to-face interviews are also ethical
in that they reduce environmental costs and provide safe spaces for those involved
(Oates, 2015).
At the start of this study, three clarifying questions were emailed to each teacher
to see if they qualified for the study. Emailing before the interview establishes rapport
with participants, since communication is efficient and informative (Farooq & de Villiers,
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2017). Seven of the eight teachers responded, and all seven teacher responses qualified
them to be part of the study. The seven teachers who responded were all from the same
high school within the same Southwestern public school district.
For this study, the online video communication platform called Zoom was used
for each interview. This platform allowed for face-to-face interviews to occur in each
participant h me . Z m

f a e a ed each ec di g

he cl d al g i h a

written transcription of the interview. This transcription is what the researcher used to
analyze and code the interview data.
In-person interviews were chosen as the qualitative date collection method. Since
experts in research design and phenomenology recommend 5 to 10 participants who have
experienced similar events should be interviewed, eight non-Hispanic, White, female,
high school teachers from the same Southwest school district were emailed three initial
questions to see if they qualified for the study (Creswell, 2014; Polkinghorne, 1998).
Seven of the eight teachers responded and participated. Those seven teachers took
part in semi-structured interviews that lasted 1-1.5 hours and consisted of 24 questions,
with17 of those being open ended. An additional six follow-up questions were then
emailed to participants. To keep the conversational and analytic objectives intact, all 33
questions for the initial, main, and follow-up interview process included introductory,
transition, key, and closing questions (Castillo-Montoya, 2016). These questions allowed
teachers to divulge even more relevant information for the study.
Though technology is convenient, issues and accessibility can pose as barriers at
times (Mirick & Wladkowski, 2019). Of the seven interviews, the internet lagged during
two interviews, impacting the flow but not the content of the conversation. Since all
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seven participants were at home during the interviews, family members interrupted
several times, and three teachers put their microphones on mute or responded to those
interruptions when this happened. One of the interviews did not store to the cloud, and
the researcher had to use another online platform called Temi. This automated text
transcription service converted the saved audio file from Zoom into a written
transcription of the conversation. The written transcriptions were then used for coding the
research.
Data Analysis
One of the most important tools in qualitative research is coding since it converts
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that are true to the data (Linneberg & Korsgaard, 2019). Through this time-consuming
process, the researcher can explore and explain the data, generate an account of the data,
enhance their awareness of the data, make the data user friendly, organize the data,
warrant transparency and legitimacy, and give voice to those who take part in the study
(Linneberg & Korsgaard, 2019). The researcher can analyze the data after coding
happens since coding is empirical, investigative, and analytic in nature and requires the
researcher to problem solve, use suitable judgment, and synthesize when necessary
(Rogers, 2018). The researcher must also recognize or bracket their own biases, although
IPA researchers acknowledge e e

e hi

ical acc

d e

ot necessarily allow

for people to completely remove themselves from a situation (Rogers, 2018; Sorsa et al.,
2015). Sifting through data and establishing codes reveals patterns of thoughts and
behaviors. The researcher then makes meaning of the words and phrases, so information
is interpreted and identified into specific themes (Belotto, 2018).
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Coding is a multidimensional and cyclical process that typically involves three
ordered strategies: open, axial, and selective coding (M. Williams & Moser, 2019). Open
coding is the first phase of coding; the researcher pinpoints and labels noticeable ideas
and topics for classification so concepts are attached to phenomenon (M. Williams &
Moser, 2019). During the second phase of coding, axial coding, the researcher clarifies
and arranges themes so relationships in the data create thematic categories and central
codes (M. Williams & Moser, 2019). Efficient and effective axial coding requires: (a)
acute awareness of systematic approaches used in clarifying data; (b) constantly
comparing collected data, themes, and codes to establish new categories and prepare for
selective coding; and (c) line-by-line coding to concentrate on and immerse oneself in the
data (M. Williams & Moser, 2019). In the third and final phase of coding, selective
coding, the researcher chooses categories from axial coding and synthesizes them to
create meaningful interpretations (M. Williams & Moser, 2019). Figure 7 shows this
progression.
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Figure 7 Overview of Coding Process: Open, Axial, and Selective Coding
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Re ea ch, b M. William a d T. M e , 2019, International Management Review,
15(1), p. 47.

In this study, interview transcriptions from Zoom and Temi were used to code the
data. Each transcription was 12 to 19 pages long, with all seven interviews totaling 114
pages of text to sort, organize, and code. During the first stage of open coding, the
researcher read through each transcript and highlighted certain words and phrases that
stood out, resonated with, and related to

the lived experiences and preparedness of the teachers, their relationships with their
students of color, and cultural diversity. During the second phase of coding, the
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researcher read line by line, broke down the text into smaller portions, and established
connections and categories. Finally, in the third stage of coding, the researcher confirmed
meaning and confirmed the following four themes: (a) experience, (b) awareness, (c)
social justice, and (d) connections. Figure 8 shows the categories and themes that
emerged through coding.
Presentation of Findings
The teachers provided insightful and informative material in their interviews. All
teachers reflected on their educational experiences, motivation for teaching, past and
current teaching experiences, and relationships with their students. This personal and
professional information was the foundation for understanding the phenomenon of their
experiences as teachers with their students. As data were coded, certain recurring ideas
emerged, producing four main themes in the research: (a) experience, (b) awareness, (c)
social justice, and (d) connections. Figure 8 shows the progression of codes, categories,
and themes that emerged from the data. These four themes were based on many different
categories that were repeated ideas, some of which are subheadings in this section.
Figure 8 Progression of Coding Process (Codes, Categories, and Themes)
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from grouping comparable connotations from the interview data. Table 1 shows all of the
teacher information from the seven teachers (Teachers A-G) who were interviewed.
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Table 1
Participant Demographics

Age
Education Level
# of Countries Lived in
# of Languages Spoken
Years Teaching
Subject Taught
Grades Taught

A
53
BA
1
1
26
Social
Science
9, 10,
11, 12

B
55
BS
3
3
21
Engineering
9, 10, 11, 12

Teachers
D
44
MA
3
2
23
Life
Science
9, 10, 11 9, 10, 11
C
52
BA
1
1
10
English

E
62
MA
3
1
20
English

F
45
PhD
1
1
18
English

9, 10

10, 11, 12

G
50
BS
2
2
20
Social
Science
9, 10,
11, 12
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Total Students
2019/2020
Students of Color
% Students of Color

1229

177

164

183

179

169

160

904
74%

136
77%

117
71%

136
74%

129
72%

131
78%

117
73%

Figure 9 Student Population by Ethnicity (Teacher A)

Teacher A
15%

Hispanic

Black
15%
52%

Asian/Pacific Islander
White
Unclassified

5%

13%

Figure 10 Student Population by Ethnicity (Teacher B)

Teacher B
17%

Hispanic
6%

Black

2%

Asian/Pacific Islander
White

9%
66%

Unclassified
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Figure 11 Student Population by Ethnicity (Teacher C)

Teacher C
18.9%
Hispanic

Black
9.8%

Asian/Pacific Islander
American Indian

0.6%
1.2%

59.8%

White
Unclassified

9.8%

Figure 12 Student Population by Ethnicity (Teacher D)

Teacher D
20%
Hispanic
Black

5%

Asian/Pacific Islander

2%
57%
16%

White
Unclassified
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Figure 13 Student Population by Ethnicity (Teacher E)

Teacher E
21.8%
Hispanic
Black
American Indian

6.1%
0.6%

59.8%

White
Unclassified

11.7%

Figure 14 Student Population by Ethnicity (Teacher F)

Teacher F
18.3%
Hispanic
Black

4.1%

Asian/Pacific Islander

5.3%

White
8.3%

63.9%

Figure 15 Student Population by Ethnicity (Teacher G)

Unclassified
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Teacher G
21.9%
Hispanic
Black
5.0%

Asian/Pacific Islander

2.5%

White
63.1%

7.5%

Figure 16 T a % f S de

Unclassified

E h c e (A Teachers A-G)

Total % of Students (Teachers A-G)
18.9%

7.5%
0.2%

2.5%
60.0%

Hispanic
Black
Asian/Pacific Islander
American Indian
White
Unclassified

10.9%

Theme: Experience
Teacher experience, both personal and professional, was a recurring theme that
encompassed what teachers experienced overs the years and what kind of experience they
had from when they were in school to their current year as a teacher. When asked if they
learned about teaching students from different cultural backgrounds when they were a
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student learning to be a eache , Teache B, C, E, a d G aid
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thought their training was enough preparation to teach their diverse learners once they got
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m, i

eache (A, B, C, E, F, a d G) all aid

. Teache A added:

There was nothing . . . literally nothing there that prepared you for what that was
going to be [like] . . . [since] I was the only Whi e e
i he
m a d I did
really know how to deal with that . . . [so I] had to kind of make my own way.
Teache B em ha icall

aid, Ab l el

hi g. The

l cla

e

k ha e e

taught you about different cultures was a gang related taskforce class where the cops
came i a d a gh

. Teache C e

ed:

There was none. I have to say that I actually was completely unprepared and then
what I know now is called the White savior complex, I had that. So, I thought,
ka , I m g i g
each a a high eed ch l child e f mi i ie a d mi ed
ethnicities and I had zero experience.
Teacher D mentioned she did not:
necessarily know if there is a way to teach how to be a good teacher to students of
color in terms of . . . the classroom [since] i
eall j ki d f i i i e . . . a d
has more to do with connecting with human beings.
Teacher E reasoned:
None of those textbooks in my classes that I took impressed me in the least, none
of them . . . [they] lacked the human touch . . . you can understand culture and you
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ca ead hi
[b ] i i ele a
he
e alki g ab
a i di id al . . .
[because even though] . . . where they are born [and] who their parents are . . .
make them who they are . . . I m ill j
i g c
ec a
e i di id al
another individual. And those textbooks were really bad at that . . . most of those
classes that I took, I was doing just to get the grade . . . I did feel a h gh he
e e eachi g me a hi g ha I had al ead ki d f icked
m
through my own reading.
Teacher F revealed:
[My own experience] was really whitewashed when I student taught . . . [since] . .
. I taught 11th grade English [and] we read the Canon. My professors were White,
my classmates were White . . . [and] they check[ed] the box [for] multicultural
education because it was the precursor . . . I did get the CLAD (Cross-cultural
Language and Academic Development) [ce ifica e] b
lea e d
a k me ha
I learned. For real.
Teache F em ha i ed, N . N hi g
eal life. N

a ...Id
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e ae
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eal. N hi g
e a ed
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Life Experience
Several of the teachers spoke instead about how their life experiences helped them
feel more prepared to teach their diverse learners. Teacher B spoke about her life prior to
teaching and included:
The company I owned, other than myself and my brother . . . was 99.9% Hispanic
a d
ha
he e I did a l
f m e ea ch a d m eachi g h
k
i h Hi a ic a d he a ic la ki d I
ked i h a G a emala
ha
completely different so I had to do a lot of reading [of] books and trial and error . .
. I had to teach them how to work on stuff so I had to learn Spanish [be]cause they
did
eak E gli h [b ] ha a ba icall i [ he] b i e
ld,
i
eachi g . . . m
f ha I e lea ed i h gh ee a d j
aki g me f
the knowledge that I had in the workforce.
She also added:
My parents are very similar to the students [I teach] and the way that my parents
were raised [is] very similar to the students that come into my classroom . . . I am
more knowledgeable and more empathetic . . . to what they are experiencing
because of what happened in my family . . . I come from a culturally . . . different
[famil i ce] m a e a e E
ea b I g e
i Af ica I e lea ed
ab
...
diffe e c l e a d ha helped me a lot.
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was about cultural diversity but really all it was about was reading articles and reflecting
he a icle , hich ki d f hel ed me b

eall . Teacher E recognized:

I . . . came to the teaching profession . . . later in life be[cause] I was in my 40s,
but because I [came] later, I had a lot of learning that had taken place in my life
up into my 40s . . . so I have to actually go back into more life experiences . . . I
had a stepmother who was Panamanian and so I spent a lot of time in Mexico
because she liked to go to the race track and she had friends down there. So, it
was normal for me to go to Tijuana. We had a trailer down in Rosarito Beach . . .
m fa he be f ie d a I emembe g
i g
a a Af ica Ame ica
dentist . . . one of the housekeepers we had was African American, she and her
daughter . . . lived in one of our rooms . . . [and] the next major learning
experience for me a li i g ab ad. I k
ha i like be a ec d
language learner [be]cause I was living [with] and married to a Greek man on
Crete . . . I was prepared regardless of what these [classes] taught me.
Teacher G justified her schooling and time abroad as experience:
So, with the exception of high school, all of the schools I went to, I was the
minority. . . . But then, in high school, I was an exchange student [who went] to
Brazil and I think that experience really opened my eyes that not everybody he
same and not everybody thinks the same as you. [It] shaped the way I saw the
world and [how I] interact[ed] with people and really want[ed] to get to know
more about . . . how do you live and what do you think about this and appreciating
different di e i , i ead f g i g, ell, ha
igh .
Professional Development
Teachers B and G admitted they never had any formal professional development
(PD) training on culturally diverse populations. Teacher A reminisced on three
experiences she had 8 to 10 years ago at several PD trainings she felt were meaningful:
I e d e a b ch f [ he] Na i al E d me f he H ma i ie [ hich a e]
eekl g
g am [a d] ha e d i h lace i Ame ica hi
.S ...I e
been to . . . Alabama to the Birmingham Civil Rights Institute and did a week
study there, did another week study on Civil Rights in Atlanta. I went to Ellis
Island, did a week study there.
She also shared:
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I did a E h ic S die ai i g 2 ea ag . . . [ hich] a f icki emotional as
crap . . . [since] one of the teachers actually . . . flipped out and . . . had to be
removed. One of the training methods was . . . kind of confrontational and this
guy lost his crap and . . . threw a desk and had to be removed. It was crazy. [He
was] an African American teacher who actually teaches Ethnic Studies and
completely lost it . . . we had to have a whole . . . half day [restorative] session on
what happened because he freaked out so hard.
Teacher C also remembered back to her second year as a teacher and said:
The l hi g ha e a ed me, a d I m c i
fi d
h . . . [b ] i m
second year of teaching, I was at a high need school in Florida and the principal
decided that all of us would go through diversity training and we all had a speaker
c me
a d e d 2 da
i h . . . he e fam , I al a f ge he
ame b he d e emi a a d i e a b k ab
h
e affec
e le a d I e efe ed i a The P e Semi a , b I m e ha a t
the title. It was that, that was what opened my mind up and from there, I started to
fi d hi g , b ha a he fi
eachi g ha I e e e had ha alked
about culture.
She continued on about her more recent experience before getting to her current school:
But I would say that my other experience was completely different . . . I ended up
working with OLA [the Office of Language Acquisition] for about 6 months . . .
a a e
ce eache . . . I
ld
a e had
fe i al de el me , but we
focused on language acquisition and you're dealing with cultural relevance in that
a lot of our meetings were centered around culturally responsive teachings, so that
that helped me out a lot. I would say that just helped me really understand . . . I
didn't really realize how our students who are still learning English are often seen
and could even be labeled as bad or less intelligent when it's truly just a language
barrier and I was unaware of this happening and that forced me to become aware
of my own bias and it reminded me of my first year [teaching] and I had a student
placed in my class . . . who was not ready to write essays in English and it's funny
how . . . I muddled through it because this was before OLA and I found out that
he could write a really good essay and I just needed to get him a translator. So,
what we did is, he would write his essay. He understood what I said and he
understood what we were reading, so he wrote this really good essay. He worked
with one of my co-teachers to translate it, and they refined it into English together
a d i a a A l . I d a he kid a b illia . B I had a fi bee like, h,
what am I going to do with this [student] because he couldn't read and write
fluently in English yet and so I became aware. I didn't think he was less intelligent
or SPED (Special Education) but I had predetermined that this was going to be a
problem for me as a teacher. And so, working with OLA really helped me. It
helped me learn tools to assess their levels and then it helped me to learn how to
support the English learner while they're still in a mainstream class and it helped
me learn how that was important to them socially as a team, that they stay with
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children their own age and that they really be around children who were fluent in
English. So as much as I had never asked to be put with OLA, I'm so grateful for
my 6 months with them because that helped me a lot.
Teacher D explained:
The maj i
f c l all
ie ed PD ha I e d e i m ca ee ha e bee f r
English language learners (ELLs) but not necessarily for just cultural competency
and awareness . . . I think those QTEL (Quality Teaching for English Learners)
a egie f ELL e e eall g d. Le be clea [ h gh], i 18 ea i . . .
[this district], I have been to like two.
Teacher E recalled with a chuckle:
We e e ffe ed, , ha
he
d, e e e
ffe ed, e e e ld. We
were made to do these different professional developments. And in all honesty, I
did like a lot of them, especially the ones where we got to go to different schools.
And the one that comes in mind was [at a local high school]. [It] had second
language learners [in] a special class. I have no memory at all of what it was titled
or anything, but it was an interesting classroom because they had a pane of glass .
. . And I think it was a one-way glass so that you could be on one side watching
the classroom. It was . . . an ongoing classroom, but it was almost like an
experiment . . . you were watching. . . . So, you were not participating . . . you're
not influencing the experiment, not in the room, which would then cause maybe a
change in the experiment. So, I remember that was interesting. But the things that
I took away from all of that professional development was the same thing that I
understood intuitively anyways, that I have to know who this kid is, what his
needs are. That's probably the thing that I took away . . . I swear to God, if they
handed me another textbook, I would've just said yeah, I read it. Yeah.
Teache F described her experiences:
I work[ed] with a couple of professors out of the Midwest . . . and they wrote a
book called Cultural Proficiency, which was then followed up with [them] coming
to our school site and doing some professional development and learning with us
as in how to take our school through the transformation of becoming more
culturally proficient. Then when I moved on to be a resource teacher, the district
started partnering with . . . the something diversity project . . . we would go do
these retreats essentially where these facilitators would come and we would
explore our unseen biases and we would talk about systems in place at our site
that were oppressive and we took a look at culture and diversity in the classroom.
All of the teachers (A-G) agreed professional development opportunities based on
cultural diversity is worthwhile. Teachers B and C both believed culturally relevant PDs
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should be based off of the current student cultures teachers have in their classrooms. Five
of the seven teachers (A, B, C, D, and G) believed some form of relevant multicultural
educational PD trainings

ld be be eficial, a d Teache C e e added, If

e

going to teach at a school that has this diversity, you [should] have to take . . . [PD]
c

e

i h he fi

ea .

Theme: Awareness
Awareness was another theme that frequently occurred throughout the interviews
a i

e ai ed

de

backg

how hei

de

eache

a ae e

i

he cla

m and being mindful about their

ds. All teachers were asked about their culturally diverse students and
di e i

ertained to their mindset and their day-to-day practice.

Teacher A indicated:
I m m ch m e a a e f he e le
ggle . . . eah . . . [me], White girl
f m he b b . . . a f hi i i a e me
e d ha he e all he e . . .
a icle . . . a i g ha I h ld be eachi g e le f c l beca e I m White
and that bothers me. That bothers me a lot because I put a lot of effort into this . . .
and I may not understand their struggle completely, but I am there for them,
hich he d
al a ha e.
Teacher B highlighted their perspective on working with students from culturally diverse
backgrounds:
[It has] made me be very aware of how fortunate I've been raised. It makes me
sometimes think about redoing my lesson. It's made me be aware that they
shouldn't have homework because when they go home, they have a million other
things to do . . . It's just made me be aware . . . how important their culture is in
learning . . . [and] just because they don't want to be a student doesn't mean to say
they don't want to learn. Like I said, some students have to go to work and not
even come to school. That's not as important to them. It's definitely made it more
impactful toward me. And I tend to be a more empathetic about their situations. I
think I'm just more aware. And I think the classes that I teach lend itself more to
that because we do projects instead of continuous book work and my classes are
more enjoyable, the students they know that they don't have homework. They
know that they can do they work in the classroom. They're not running home to
do loads of homework and try to do all the other stuff in between . . . [I am] a
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little more tolerant, more tolerant, more open-minded. So, when I talk to friends
or see stuff on the news, I think . . . more open-minded and yeah, and tolerant.
Teacher C reasoned:
I don't teach in the morning, very early because they do not arrive and that was
something very foreign to me. And I had to understand that they had family
responsibilities and they had a life that was not set up like mine, or how I set my
daughter's lives up . . . where everything quiets down in the house at 9pm and you
check in and make sure. Hey, did you get your homework done? And then you
wake them up and you've got breakfast or maybe you've made their lunch, which I
did for my kids all the way through high school . . . But still, you know they're not
growing up like that and I had to stop expecting that they would come in, ready to
learn and I had to realize that it was my job to get them ready to learn. And that
was a big adjustment.
Teacher D concluded the following about teaching culturally diverse students:
[It] made me a way better human . . . I was raised in a very privileged way. I'm
just going to be completely honest, and I don't know that I would be . . . as
sensitive and aware and passionate about these issues if I had not become an inner
city science teacher so I try to have grace and understanding with White people
that I know that also come from a place of privilege that have not had the same
experiences with kids of color that I have had . . . I also wouldn't be where I am if
I hadn't chosen to immerse myself in other cultures and I have actually said the
d , I ' he be deci i I' e e e made be le
f a i ileged White . . .
unaware asshole . .
When reflecting on her teaching experience with diverse learners, Teacher E noted:
I've recognized that . . . there are gaps in my ability and that I am not capable of
doing some things, so I rely on my students to help me out. And when I have
finished explaining something, I think I've done a great job, but that's not
necessarily true for all the kids. So . . . in my classroom, those kids who are
helping other kids . . . they're the heroes for me. So, I utilize the skills of the kids .
. . to back up what it is that I'm not capable of doing. And language is going to
always be a stumbling block for some kids . . . But yeah, I would say that . . . I'm
not . . . perfect by any stretch of the imagination. I can't reach all of the kids in the
ways that I would want to . . . It's not the cultural aspects as much as the language
aspect.
Teacher E continued about teaching different ethnicities in her class:
It's made teaching the opposite of boring. It's made it so that to me, it's the kids
and their diversity and what they bring into the classroom that makes it interesting
. . . What makes learning in a classroom with all of these kids from different
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backgrounds and cultures and whatnot, is it . . . expands it out. It's not flat. It
becomes three-dimensional.
Teacher F asserted:
I think what I have learned with working with children of color and working in
our diverse communities is that everybody brings to the table their own culture,
which is amazing and beautiful in and of itself and that it is ok to ask questions
about our differences and talk about our similarities.
Teacher G identified that it is important to gi [e] hem

i ie ,

a i g:

If we put out moral or ethical dilemmas [on the board] . . . and letting them talk
about how they . . . would approach it or what they think is ok . . . or if something
. . . is morally acceptable or not. So, I think just giving them a place to share . . . I
hi k ha
h I e ded
eachi g c l all di e e de beca e I e
al a bee he e
h
eak
f h e h d
e hei
ice.
S , I hi k i
m ch ha i affec ed me a m e i
ha eem
be m
calli g beca e f m
le a ce a
e mi ded e ha he e i
j
e
way.
Self-Awareness
Participants were also asked to reflect on how their mindset has changed over the
years from when they first started teaching to now in relation to their culturally diverse
de

. Teache A c cl ded he i

m ch m e c l

all a a e f ha hei i

e

are with what their communities are going through . . . and I just care so much more
ab
em i

hem. Whe asked how she evolved in caring more about them now, she became
al a d a ed

c

a d aid, [T me, i

ab

] he

ggle, ha

ff ha I

was unaware of, [that] people were going through on a regular basis [that] I never had to
deal with. Teache B

e ed:

S ea
e, i a j
i i g . . . he fi 5 7 ea ,
ej
i i g.
H e l , I did e e hi k ab
c l al di e i . B a ime g e b ,
ee
it in your classroom and you just adjust . . . through age and continuously teaching
and going through trainings . . . you become more mindful.
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Teacher C gave a detailed description of he

ce i g

l ha cha ged he m

,

saying:
I think that in the beginning, I had a lot of assumptions and what I've learned to
do now is to . . . train that out of myself . . . for instance, I was speaking with a
de
e e da a d he' a i g m cla , b he' faili g a f ie d f mi e
cla . A d he [ aid], Well, I emailed hem a d he a e ' e
di g a d I aid,
I ' he la
eek [ f ch l], ha ha e ed? B I' e lea ed
i ead f . .
. coming down on them and assuming that they had all these opportunities to get
he
kd e...
I a hi g like, Did
ha e g
k? Wa
somebody sick i
famil ?, We e
i Me ic ?, Did
ha e a ca
ge
ge he la
? . . . all he e hi g ha I e e h gh
a k bef e.
And I think the big thing is not the list of questions, but that I've learned to realize
that . . . they have obstacles that I don't know about. And so now I just say
e i
like, I he e a ea
'd like
ha e i h me a
h he
k
didn't get done? I he e me hi g? A d I'll a
hem, Ca
hel me
de a d ha ha e ed? A d I' e al lea ed
a , If
'e
uncomfortable telling me the details, that's fine. But can you just give me an
e ie . B . . . i ' ha d f hem
a , Well, m m m a d m e dad g
i a big figh a d I le
m f ie d c ch a d m backpack with my work
a back a he h e a d I did ' feel afe g i g ge i . The d ' like
a
that . . . So, the biggest thing that has changed is learning to really ask questions
and . . . along with that goes being prepared for worst case scenario, that you
might have to hear something that will break your heart.
Teacher D divulged:
[I am] way less naïve . . . [and] way more aware of . . . family dynamics in
students of color . . . and more cognizant of a lot of the systemic things that
students of color fight against. I think I was literally such a Pollyanna; I was so
idealistic in those first years and . . . again, privileged Whi e gi l ha had li ed
i hi
ld a d
I e li i g i hi
ld [ f ed ca i ] f 22 ea a d I
actuall hi k i
he be deci i I e e made . . . I ell e le all he ime . . .
Im
all he l Whi e e
i m cla
ma dI
ld ha e i a
he a . I hi k i bee . . . eall f ma i e f me a a i di id al . . . I hi k
everybody would be a better person if they were in scenarios where they were the
only White person.
Teacher E spoke about being a young teacher:
[I had] a lea i g c e i ha fi
ea . I hi k ha . . . I e bec me c mf able
with myself . . . and my students. . . . The first years of teaching, it can be nerve
wracking, not knowing what's going to come into the door through the door and
are you going to be up for the task . . . are you going to be able to do it . . . that
slowly has gotten easier. I mean, I still have nerves each year . . . I think that . . .
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I've just settled into a comfortable . . . space within myself as a teacher because
I've just kind of given up on any expectations. That's all . . . what's the point of
being nervous about something. You have no idea what you're getting . . . and
then when you get it, you have to learn who they are . . . and do the best you can.
When asked about her first years as a teacher, Teacher F clarified:
I think that at the beginning of my teaching career when I look back on it, I would
have been like, Oh my God, you're a racist . . . but thank God we are allowed to
change and evolve. And I think that I have changed and evolved with society. I
think that my beliefs were just reflective of the culture that I was raised in which
is certainly affluent privileged White and even though my parents practice color
blindness, I guess that never really addressed the differences and so by working
with children of color, I always felt like all people are equal and I made that
assumption that people have equality and working now at schools . . . with . . .
[the] student population at [the school I currently teach at] . . . that's a really noble
thought but it doesn't exist. And so now my mindset has shifted to what do I need
to give you so that I can help you be equal to your privileged counterparts.
Teacher G furthered the idea of transformation:
I i iall , I
ld f
meb d i h m
i i , I did like hei beha i
a d I d e ima d hem. S , I think the biggest change is learning to work with
whatever comes through my door, learning to love whoever comes through my
door.
Cultural Awareness
Teachers were also asked what cultural awareness specifically meant to them.
Teacher A stressed the importa ce f

[ i g] hem i i a d aid:

Y ha e b i g hei iece, hei a . . . i
im
a
j b i g hem
he able. Thei hi
, ha e e d e
hem . . . [a ] White people, as our
government . . . what they had to go through ge
he e he e a igh
,
a d ha he eed m e f
a d i he bigge hi g f me, i like,
ha e ha e a lace,
ha e ha e a
ii ,
eed f icki bea i .
Teacher B shared:
I mea
he e
de c me f m, hei backg
d , c l all . . . i
de a di g ha he belie e i , ha hei famil belie e i , h
he e
raised . . . what . . . education means to them . . . and accepting their culture,
which is sometimes difficult.
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Teacher C explained, for her, cultural awareness means realiz[ing] that we make
decisions based off of our life experience. She c

i

ed:

And so, the students that are coming in or people that we deal with, they're
making decisions, they're behaving in a certain way based on their cultural
experience. And if I'm not aware of that, then I can't really interpret or assist them
and because . . . teaching is more than a book . . . you have to really reach that
human and so you can't do that without becoming aware of where they're coming
from and their culture is a huge part of that.
Teacher D acknowledged:
[I have] had conversations with former students about how . . . it is really hard to
know exactly the right way to be an ally and I think that this is why not as many
people are good at it as they should be. I think it's really hard to come off
ge i el he
ha e he be i e i
a d
e Whi e . . . .Y ha e
be . . . genuine and true in your desires to help people . . . And I hi k i e e
m e im
a f eache i hi a ic la clima e be a
ke a d a allied
as possible with our students.
She went on say:
When I talk with primarily Black students . . . there's an exuberance . . . [So] to
teach students . . . in a very . . . sit down, shut up [kind of way], it's soul killing for
them. So, I feel like there are certain aspects of certain cultures where you have to
change your way . . . in like a[n] examine things that you hold true, like a
classroom should be quiet and everybody should be listening . . . no . . . If you let
kids be themselves and . . . [it might look] like a chaotic classroom, some people
might come in and [think], oh, what's going on in here, but . . . when you really
get into the groups and you realize that . . . the chaos is because they're like
excited and . . . you know . . . they're arguing about an issue . . . That to me is . . .
a difference in teaching in culturally diverse rooms or just . . . a sensitivity . . . that
I think the best teachers who have culturally diverse kids understand that, that it is
powerful to let kids be themselves and express who they are and express their
c l e. I
e f he m
e f l hi g
ca d a a eache . B I hi k
ha a l
f eache
atural inclination is . . . you're being too much, you're too
loud, you're too squirrely . . . a lot of my Black students have expressed that they
ge ld he e
me hi g all he ime.
Teacher E said she likes to use analogies to try to get kids to understand who I am a d
said:
So I told my students . . . America's great because we're all different . . . it would
be really boring, you guys, if it wasn't for the fact that we have so many different
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kinds of people. How would you like to go to an ice cream store and they just
[have] vanilla . . . it's boring.
T Teache F, bei g c g i a

f he

de

c l

e means:

. . . bei g a a e f he fac ha I m Whi e. A d ha
ma e h m ch I
relinquish power or acknowledge other cultures in my classroom, I will always be
the dominant culture unless our country significantly changes. And that's the first
thing I have to deal with, and I know that for me personally, it's a daily challenge
because I don't want to try to be the dominant culture. I want to make sure all
voices are represented and heard in my classroom, but sometimes it seeps out
because I'm the teacher . . . And the other thing that I think being culturally aware
means is that all cultures are welcome and allowed in my classroom. And one of
the things that you learn when you do cultural proficiency training is that the only
way that everybody is equal is if the dominant culture gives up power. So, like in
the holiday season, you might come into my room and you might see that I have
Christmas lights up and you'll see that I have a menorah. And you'll see that I
have a Kwanzaa . . . I don't remember what they call it . . . it's the candle . . .
[holder] for Kwanzaa.
Teacher G recognized her
a d ha he

de

e hi ki g. She c

c l

e ha e c me

h

gh ha he

e a i g

i ed:

And they really seem to be more comfortable . . . writing it down . . . Then we
talk about them in class . . . we call them philosophical discussions where they
ca be ei he ide f he fe ce, i
k, a d i ha d b ild b i
k ih
some success, where they can actually feel comfortable talking about having
differ opinions than other people or different customs . . . I like to showcase those
off in my room so that everybody feels accepted.
She included:
. . . they know depending on what which color we're talking about, they know it's
okay to get a little loud in my classroom . . . it's a little bit more acceptable
because I realized that's the way that they learn, that's the way that they engage . .
. [ ha ] ed mi a l m Black de . . . he ' e
g d a he b k a d
pencil, they're good at articulating and acting and talking. They want to talk about
it. They want to talk about the issues. They want to get excited and get agitated
over the issues and bring in their points that are going to be radically different
from everybody else that's in that classroom and I embrace that, and I encourage
that because it's valid. And then . . . there's a balance because then in that same
classroom, I have a group of students . . . that are very reserved and respectful and
keep their opinions to themselves. And so that's why . . . it's hard but you've got to
find this balance where they both are thriving in that same environment. And that
is a challenge. [And those are] predominantly my Hispanics from Mexico.
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At different points during the interview, 5 of the 7 teachers expressed using culturally
ele a

c

ic l m i im

a

hem. Teache C ea

ed, I ch

e diffe e

materials to teach them so it . . . changes what I choose to teach. And it also redefines the
lens that I choose what to p ll

f he

el

eall f c

. Teache D e ealed:

I purposefully look for content to bring in during Black History Month . . . you
can do a project about a black scientist in my class for extra credit . . . just trying
to find ways to . . . bring or bolster the knowledge about people of color that are
relevant to my subject.
Similar to this idea of culturally relevant curriculum, Teacher E added:
[When] they want to read a book . . . I suggest they do about their culture . . . I
have hundreds of books, I have Asian [books], I have African American [books], .
. . and I have Hispanic [books] . . . I will [even] buy them books, but I just want
them to read, I just want them to write.
When asked about her teaching methods with her students of color, Teacher F
highlighted:
I asked myself . . . am I reading this book or this piece of literature because it's
something I like and do I like it because of my culture and is this something that
kids connect can connect with or am I my reading something because my kids
will connect it whether or not I like it. So, I try really hard and . . . I actually . . .
write down all the different ethnicities [of my students] because I teach American
literature. So, I . . . brainstorm . . . and go through and as I'm selecting literature
and we pick something . . . written . . . by someone who's Mexican or by someone
who's Japanese or by somebody who's . . . African . . . I try to make sure that I
work through all of the different ethnicities that could be represented in my class
and out of fairness for my kids.
Theme: Social Justice
Social justice was another constant theme throughout the interviews. Teachers
were asked about the needs of their students of color. Teacher G spoke about her
de

l

limi ed la g age kill

a hei m

f

dame al eed. All he

he
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teachers identified social conditions and fairness. Teache A

ke ab

he

de

lack of voice when they need something:
The d
a kf
ff, ma e ha g i g . . . a d i
me ime a
struggle to . . . get them to tell me . . . what you need . . . how many times do I
have to come at you to get you to tell me what you need before I find out . . . you
d
ha e a lace
lee . . . I d
a
call i a ide hi g. I hi k i
m e f a c l al hi g . . . ha
d
a kf
ff. I d
k
he e i
c me f m b i defi i el
e e ha he j
a k f hel .
She al

di lged, S de

ggle i ce ma

de

ae
ell chi

ed

ea i

he cla

f g m bag

m b
leme

i

ac

a

hei i c me .

She then acknowledged:
[Wi h] m La i
la i , he e m e f a f c
...
i g he famil
and working and being there for that, as opposed to . . . if you had the opportunity,
you could move forward and actually . . . have a better chance of being able to
support your family . . . and what I find . . . [with my African American students]
i a bi f a a h , like he d
eall ca e ab
ed ca i . I
ad, he a
hi g like I j
a
li e be 21, a d I . . . [ a ], Wh a, e ca make ha
better.
O e a ec ha

d

Teache B i

em

f he

de

eed

a

[ hei ] le el

f ed ca i . She ha ed:
When they come to my class, you can clearly see which kids have grown up . . . in
a suburban school or which kids have grown up in a different country and which
country they've grown up in. It's very relevant with kids who've grown up in
Mexico or kids who have grown up in an African school. You can definitely see
that difference in the level of education . . . you have to spend more time with
those students, spend a lot of time on behavior and how you act in the classroom.
So, you can get them to learn better. What's happening in their family. You know,
if a kid comes from a very troubled family or a kid's going through drug
addiction, you just have to learn to deal with them on different level . . . Most of
my students have to go home and do laundry, cook, take care of the youngest
siblings, or take care of an older family member. Education's not that important to
them; helping raise a family, having to go to work [is]. Not because they want to,
it's because they have to . . . [and] it's definitely a cultural thing . . . the Hispanic
culture. [For example] when I asked my female students . . . what do they do after
school, they'll rattle it all off. If you ask the male students, they'll tell you . . .
going home and taking care of their family is the most important thing.
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Teache C al

eflec ed

ha he

iced a a e

eache ab

he

de

eed :

What I hadn't factored in when I began this journey was that their needs were
more basic. I needed to meet their more basic needs before I could teach them. So,
food . . . I didn't realize that I needed to be more giving in terms of love,
compassion, kindness . . . I thought if I was a really good teacher, I planned really
great lessons that were highly engaging and that was what mattered. And now I'm
realizing, yeah, that matters, but what matters more and what I strive for more is I
set up my life so that in the morning, I'm happy. And I'm there for them and that
I'm not bringing negativity because they can't deal with more of that . . . my
students need . . . somebody who cares about them, in a very basic human needs
way . . . and then once those needs are met, then I can teach them. And I would
say it differs . . . like this last year, I had one class that was truly [an] advanced
class and they didn't need anything from me in terms of food or affection. In fact,
I think they just came in, ready to learn, which was unusual. But . . . again, that's a
different culture they came from, you know, when you look at the stats of the
ethnic diversity in that class versus the other ones, you can see which ones do I
have to focus on basic human needs first and then teach and which ones can I just
start teaching because their families are able to meet those basic needs. Those are
the two that I feel like I'm able to help with the most. Safety is a huge one that I
struggle with because when you find out that your student isn't in a safe situation
and here's the trickiest part . . . they will tell you but then they will become
embarrassed and they will backpedal, they don't want to get in trouble for telling
on their caretakers or family members so . . . that if they fear that you will go to
an auth i , he ill be like, Oh, . Tha did ' ha e
me, ha ha e ed
meb d [el e]. S . . . e e he
fi d
ha he eed hel , i ' eall
hard to get them saved or to assist them in becoming safe.
Simila

Teache

C

cial-em i al

, Teache D al

a

ed he

de

needs down to love . . . and support [since] too many of our students don't get enough
support from home for a variety of reasons. She c

i ed:

And I'm not just saying one-parent households. I'm saying . . . drug problems,
poverty problems . . . our students deal with a lot of deportations and insecure
immigration status and secure food status . . . sometimes a kid needs a candy bar.
Sometimes a kid needs a hug. Sometimes a kid needs a free jacket . . . [so they]
feel like someone else cares a super lot about them . . . [One time], when I bought
a kid gla e a d I a d i i g him h me a F ida , he [ aid], Oh m G d,
Sa da i m fa i e da f he eek a d I [ aid], Wh , ha ha e
Sa da ? a d he aid, We ge mea ! a d I [ aid], Wha ? [a d] he [ aid],
We ea bea , ice, a d
illa f e e meal all eek l g a d
Sa da ,
e ge chicke ! A d I j
emembe bei g like I d ' e e k
ha i
ld
feel like to have that little money that one day a week you carve out the dollars to
buy chicken . . . and again it just was one more way that I'm less of a privileged

92
White person because I know that there's kids that live a mile and a half from me
[and] they get meat once it once a week.
Teache E

e

e ech ed he

cial j

ice i

e he

de

face he

he

questioned:
I don't know if it's . . . just a cultural thing though . . . these kids come from homes
that are not always safe, that they're financially . . . stressful . . . When it comes to
their needs, I think the biggest thing is that society needs to recognize that there
should be rights that everybody has, the right to health, the right to a home . . .
[be]cause you, you can't teach children, they're not capable of learning if they're
hungry and that kind of thing.
Teacher F reiterated some of the same social justice sentiments:
. . . I think what our culturally diverse students . . . need more than anything else
is confidence. And as a teacher . . . I don't know if they are truly gaining
confidence . . . and you can't reach fulfillment and actuality until you know that
you have a secure roof over your head and you're not food insecure . . . but they
also lack confidence because society beneath the surface says you can't and I just
think that our children at [this] school site just lack confidence.
Another recurring idea about social inequities occurred when teachers were asked what
differences they noticed between themselves and their students. Teacher A maintained:
[I m] m ch m e c l all a a e . . .
ha he e deali g i h, like I e e had
c me f m]
he e he g i g
lee .

m ch m e ide if i g i h ha i i
de he e a meal i [g i g

After this response, Teacher A began to cry again and apologized for getting emotional.
She continued:
They have more issues. Whether it be socioeconomic or just culturally being able
to go into a store and not be looked at suspiciously. You know, that kind of a
thing. I never had to deal with that . . . I got away with crap because I was a White
girl.
Teacher B surmised:
Some of them are very prejudice against me because maybe that's just how
he e ai ed a d he ee m ki c l a d he d ' ealize that . . . I was
raised by the same kind of family . . . Sometimes I think they think I'm privileged
because of the things I've done in my life, but I am much older than them, so of
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course I've had more experiences and those are things that we have to discuss . . .
in the classroom.
Teacher C stressed:
They experience discrimination that I don't . . . my oldest daughter . . . just said
something interesting yesterday . . . I forget what prompted it, but she said that
she had to realize that all the opportunities she had, that had nothing to do with
what she's made of herself, purely based on the fact that she was White and
attractive . . . But . . . not having obstacles. I, we, don't have the same obstacles,
m
de a d I.
Teacher D gave multiple examples of differences she noticed over the years:
I think the difference is, this difference will always hurt my heart, is that I don't
get followed around in stores. My sons don't get pulled over, just because they're
young and driving . . . I don't have people clutch their wallet when I'm in line at
the ATM, like what happened to me and a Black friend when we were in line
behind somebody at the ATM . . . I get to move freely about the world and
actually, I probably get to move around the world doing things I shouldn't and not
get caught for it in a way that . . . people who are of color get harassed for just
being them . . . I'll never forget when I was first teaching, I had a student named
X. He was young, black male, and he had . . . a Camaro or a Trans-Am . . . a cool
kind of muscle car, great kid, athlete, top student . . . super and I was 23 when I
was his teacher. So, I had had my driver's license for 7 years and I'd never been
pulled over, not one time, and in the school year that I was [his] teacher, he got
lled e 22 ime ! I emembe . . . [ a i g him], I d ' e e
de a d.
I'm the craziest driver. I know I'm super aggressive I speed everywhere, and I
ha e e e bee
lled e , a d he . . . [ aid], Yeah, [be]ca e]
'e
Black . . . I h e l feel like I a
e ig a a he ime a d a he ime, e
weren't talking about this. We weren't talking about the fact that this was
happening to people and I did not know that driving while Black was a reason to
be pulled over until I knew [him].
Teacher F realized:
I'm always surprised . . . when kids do projects and you see . . . the neighborhood
that they're in, because they did . . . a video project or photographs [and I think] . .
. I didn't know that you lived right there . . . and I think about [how] . . . I live a
really nice comfortable life in a safe neighborhood and so I guess some of the
differences, especially [at this school] right now, I wonder how many kids are
walking the streets that I would never let my 16-year-old drive down let alone
walk down . . . and so I think about those differences.
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social justice was the response 4 of the 7 teachers gave on the state of their inner-city
Ti le I ch

l. Teache A ha ed, M cla

clea each de k a d

a

he de k , k

m ha

i d

b a d e cil ha e e

. . . . O ce a eek I
ihL

l. Teache B

e ealed, A 6:45am, I enter my classroom, which is never ever swept [and] generally
mell

f ld il a d d

[

I]

e d ab

15 mi

e

ee i g. Teache C added:

I try to arrive by 6:40am . . . I tried to arrive really early but then you have to
contend with homeless people who have slept in the shelter of the school. I am
most depressed as I walk from my car to my classroom, as it is so dirty. When I
see garbage or stains that have been present for days, I feel just sad; sad for me,
sad for my students, sad for my coworkers. The custodians say they are over
ked a i i , a d he ch l a he ca hi e m e c
dia . I ge eall
excited when my room has been swept, but most days when I enter my room, I am
met with the chore of sweeping my room.
Teacher F reiterated the poor state of their surroundings at their inner city school:
I usually arrive at school a about 6:45am . . . The first thing I see every day is the
filth. I usually have to take a deep breath and remind myself that this is something
out of my control . . . The elevator is scary. Usually I find it to be unsanitary and
unreliable. More than once I have called the office because teachers and or
students have been trapped in the elevator . . . If I take the elevator, I usually hold
my breath because of the stench until I get to the second floor, and then sigh
because the water fountains are disgusting. Once I am on the second floor, I walk
into my room, turn on the lights, put my stuff down on my desk and grab my
broom. My room is maybe swept once a week. I believe that our students deserve
be e ha fil h, I ge
k. S me ime if m a hca a e em , I g
empty them into a bigger trashcan (this happens about once a week). I then get out
my Clorox wipes and start wiping down tables, door handles, computers.
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Theme: Connections
All seven of the teachers spoke about their relationships with their students at
some point during each of the interviews. Teacher A emphasized the trust her students
feel with her:
I feel like they feel like they can come and talk to me about stuff or ask me
e i
beca e he k
I ll ac all answer them . . . if they need to talk to
someone . . . I feel like they're more willing to ask me than experts down the line.
Teacher B believed she has some very good relationships [with her students]. She
continued:
. . . and I also think I have some not so good relationships [with them] . . . a lot of
the Hispanic female students tend to view me as their mother. And they're very
open . . . they want to talk about things that are not discussed in their family
because I'm very open . . . My students of color that are female, I tend to have a
better relationship or a closer relationship than the male students.
Teacher C pointed out:
For whatever reason, I seem to more easily click with the students that are African
American and then Indian and Asian and . . . this is weird, too, because [this]
school is predominantly Hispanic. I would say I've been struggling more to make
connections, deeper connections, with Hispanic students and I think maybe it's
because I grew up around American Hispanics . . . the people that were Hispanic,
they still spoke Spanish and everything, but they were raised in America, whereas
being this close to the border, it's different [since] they're still going back and
forth and so that's a different culture than what I was familiar with. And so, I feel
like this is . . . my fourth year here and so I feel like I'm starting to get more
familiar but . . . again it's [that] frame of reference . . . so I don't understand a lot
of their references or songs and stuff like that. So, I think that . . . hopefully I'll
keep on getting more familiar . . . because that makes them feel comfortable when
you know . . . their cultural references, their foods, their music they feel more
comfortable with you.
When asked about her connections with her students, Teacher D justified:
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I talk to and keep in touch with more students than most teachers that I know
because it's really important to me . . . it's really important for me to be that
person for them and kind of keep up with them and be their cheerleader and
something I've said for a long time is that . . . I'm over here, believing in you until
you believe in yourself . . . and I think everyone needs that . . . that support system
. . . almost like a second mom . . . I . . . have a bunch of kids that call me Mama
[Teache D] m m . . . he ll j . . . [ a ], Hey, Mom.
Teacher E reasoned:
Well, I m
g i g c ec i h e e kid. S me kid ha e i e e i
c ec i g me . . .
d
ha e like e e b d a d
e e b d ha to
like me. I acce ha ha j
he h ma c di i , b I feel eall l ck
because I have managed to connect to . . . kids . . . [some] see me as this surrogate
m he fig e ff
he ide a d eah . . . i
ice, i feel ice.
Teacher F explained her relationships with her student of color are:
Mostly pretty good . . . sometimes I encounter difficulties . . . and those really are
very painful and hurtful because just like our students want us to provide them the
opportunity to reach their full potential and be whoever they want to be, I feel like
sometimes students have it in their head that I'm just another White teacher who's
going to give them enough. And so, they treat me accordingly. So . . . that's the
real struggle. But I think that if you went in and you asked my students about me,
I would say that most of them like me. I think that most of them would say I'm
hard but I'm nice and I'm fair. And to me, the most important thing in there is fair.
When asked about her relationships with her students of color, Teacher G replied:
They're really strong. They know if they blow up in another classroom, they can
c me m cla
m c ld
. . . a d . . . I feel like I ha e . . . [a d] i
really important to have a positive rapport with my students and maybe in lieu of
classroom management sometimes and I think the relationship[s] . . . the team
building and the relationships are a little bit more important than getting through
all the content that day . . .
Commonalities
During the interviews, teachers reflected on what commonalities they shared with
their students. Teacher A shared, The
ff . . . a d he ll alk
highlighted:

e

e

c mm ica i

me . . . a d . . . e e e all ee age a

. . . a d . . . ell me
e

i . Teacher B
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We speak the same language[s] . . . I speak Spanish, I speak Italian, I speak
English. I think what brings us together, what brings me close to my students is
[that] Italians like soccer [and] my Hispanic students love soccer. So that's how I
kind [of] get to know them better. And we argue about which are the better teams
. . . And I think that brings a lot of fun in the classroom. Growing up, working in
Spain brings a lot of things back to my students because my Hispanic students just
love Spain and there's a lot to talk about. And also, my upbringing is very similar
to theirs so I can kind of pull from that as well.
Teacher C explained:
We all want the same things. We all want to be fulfilled and happy. And I think
that our desires are the same for . . . what we want out of life. It's just that how we
get there might be different . . . honestly . . . when we talk, especially with the
older students, I feel like there's no differences in what they want and what I
wanted at their age.
Teacher D used another experience she had with a student during her first years of
teaching to demonstrate her similarities with her students:
Part of my style is I share a lot about my personal life, like my students know
everything about my children. I tell . . . funny stories about my kids. I talk about .
. . the messed-up part of my family. I have a lot of drug addicts in my family, a lot
of people . . . that got taken away from their parents and . . . lots of divorce and
crazy . . . relationship drama and I share that, too. And I remember one of my
students saying . . . [Teacher D], I had no idea White people were as messed up
as they are until you started talking about your family. He [said], I . . . thought
only black people dealt with some of the things you're talking about and then you
came in here, White as can be, talking about how your uncle is raising your other
cle kid beca e he ca '
d i g d g a d all hi
ff, and he . . .
[said], You made me feel a lot better . . . and I [said], Yeah . . . I think that that
is a way that we're all the same. We're all just as dysfunctional and it's actually
really helpful for students of color to see that if you're a White person, you don't
have a perfect family.
Teacher F identified when the relationships with her students happen:
The conversation becomes real and heated . . . that s where I think we have a lot of
similarities because I love that intellectual banter. And if kids let go of their fears
that they re going to sound stupid (because I think that that s why a lot of people
don t talk) and they feel safe in the room, then they say a lot of amazing things and
we have lots of great conversations. This year, in particular, I ve connected with
quite a few students in different ways.
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Summary
This chapter contains the lived experiences of seven White, non-Hispanic, female,
high school teachers from the same school within the same Southwestern public school
district whose classes contain more than 50% of students of color. These lived
e e ie ce a e ba ed

eache

e e ie ce,

e a ed e , a d a a e e . Th ee

research questions framed the qualitative phenomenological study. In-person
semistructured interviews via Zoom were recorded and transcribed so the researcher
could then systematically code the data. Anecdotal evidence led to a presentation of the
f ll

i g hema ic fi di g : (a) eache

life a d

fe i al e e ie ce; (b) ge e al,

self, and cultural awareness; (c) social justice; and (d) connections and commonalities.
These thematic findings specifically relate to the three research questions of this
study. Question 1 (What are the lived experiences of non-Hispanic, White, female, high
school teachers from a Southwestern border city school district with a culturally diverse
student population?) relates to the connections that teachers felt with their students.
Question 2 (To what extent are non-Hispanic, White, female, high school teachers from a
Southwestern border city school district prepared to teach in culturally diverse
classrooms?) c

ela e

i h he eache

e e ie ce he had hile he

eei

ch l

or their own real-world experiences. And Question 3 (To what extent does the cultural
awareness of non-Hispanic, White, female, high school teachers from a Southwestern
school district affect teacher-student relationships in diverse classrooms?) pertains to two
of the themes found in the study, awareness and social justice. These findings are further
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addressed in Chapter 5 along with conclusions, a plan for disseminating the relevant
information to district and high school leadership teams, and recommendations for further
research.
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CHAPTER FIVE: FINDINGS AND CONCLUSIONS
The cultural disproportionality in U.S. classrooms is evident, with close to 80% of
teachers being non-Hispanic, White females, while nearly 40% of students are students of
color (Snyder et al., 2019). The number of students of color has gradually increased over
the last two decades and has been projected to continue to grow so that students of color
will eventually be the majority (Snyder et al., 2019). Because of this cultural mismatch,
questions have arisen around teacher preparedness and awareness and how teachers
connect with students of color. The cultural disproportionality in classrooms was the
basis of this qualitative phenomenological study. The three research questions that guided
this study were:
1.

What are the lived experiences of non-Hispanic, White, female, high school

teachers from a Southwestern border city school district with a culturally diverse student
population?
2.

To what extent are non-Hispanic, White, female, high school teachers from a

Southwestern border city school district prepared to teach in culturally diverse
classrooms?
3.

To what extent does the cultural awareness of non-Hispanic, White, female, high

school teachers from a Southwestern school district affect teacher-student relationships in
diverse classrooms?
Phenomenological researchers use words, create meaning, and find the essence of
an experience (Creswell, 2014). Therefore, phenomenology was the research design
chosen for this study to understand lived experiences of non-Hispanic, White, female,
high school teachers and students of color. Teachers chosen for this study met the
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following criteria: (a) female, (b) non-Hispanic White, (c) high-school teacher, (d) taught
in an identified Southwestern border city school district, (e) taught for more than 1 year,
and (f) taught classrooms made up of a minimum of 50% students of color.
Culture, identity, cultural intelligence (CQ), globalization, global leadership,
diversity in classrooms, teacher preparedness, culturally relevant pedagogy (CRP), and
culturally responsive teaching (CRT) were the foundational concepts for this qualitative
phenomenological study. Seven teachers lived experiences collected via semistructured
interviews were examined and analyzed using these frameworks.
The research process began with three clarifying questions that were emailed to
eight prospective teachers to see if they met the criteria for the study; seven responded
and qualified. Those seven non-Hispanic, White female teachers were interviewed to
understand their preparedness, awareness, and relationships with their students of color.
Semi-structured interviews with the seven participants occurred online via Zoom.
Transcripts of the interviews provided data that were systematically coded and
categorized using a three-tiered approach to coding: (a) open, (b) axial, and (c) selective.
Analysis of the data revealed the following four themes: (a) experience, (b) awareness,
(c) social justice, and (d) connections. This chapter contains a summary of findings
pertaining to the research questions and the four themes, related conclusions about the
data, a discussion of the results along with unexpected findings, implications for
leadership, recommendations for practical application of study findings, and
recommendations for future related research.
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Discussion of Findings and Conclusions
Analysis of the data was a lengthy process, as all seven interviews totaled 114
pages of material to thoroughly read, code, and categorize. During the first stage of
coding, the researcher highlighted similar words and phrases. In the second stage of data
analysis, categories were created through axial coding. Categories that emerged from the
interviews were: (a) commitment, (b) dedication, (c) education, (d) investment, (e)
leadership, (f) success, (g) mindfulness, (h) background, (i) ethnicity, (j) cultural
diversity, (k) expectations, (l) inequalities, (m) struggle, (n) unjustness, (o) power, and (p)
relationships. Selective coding from these 16 categories generated the following four
themes: (a) experience (personal and professional), (b) awareness (self and cultural), (c)
social justice, and (d) connections (and commonalities). The following findings are based
on the four themes and connect to the three research questions of the study.
Research Question 1: What Are the Lived Experiences of Non-Hispanic, White,
Female, High School Teachers From a Southwestern Border City School District
With a Culturally Diverse Student Population?
All seven of the teachers spoke about past and present students in general and
with specific examples. Anecdotes were a common way for participants to talk about
students. Stories ranged from past and recent interactions (positive and negative) to
lessons learned to curriculum. For each teacher, the following number of anecdotes was
used to give a snapshot how teachers communicated and connected with their students:
Teacher A: f = 2, Teacher B: f = 9, Teacher C: f =10, Teacher D: f = 19, Teacher E: f =
15, Teacher F: f = 18, and Teacher G: f = 10.
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Connections
Teacher-student relationships are the essence of the learning process and directly
affect students academic accomplishments, social capabilities, and emotional welfare
(Lavy & Bocker, 2018). When asked what their relationships with their students were
like, participants had mixed yet similar responses. Teachers A and G said their
relationships with thei

de

e e be e ha m

a d

eall

g, he

relationships were based on trust. Both teachers said students felt safe coming to talk to
them about issues. Teacher G justified that students k

if he bl

i a

he

classroom, they can come to [her] classroom and cool down. Teache B, C, E, a d F
spoke about how they connected with some students but not all students. Teacher B
e lai ed, I hi k he re genuine. I think I have some very good relationships and I also
think I have some

g

d ela i

hi . Teache C cla ified:

For whatever reason, I seem to more easily click with the students that are African
American and then Indian and Asian, and this is weird, too, because our school is
predominantly Hispanic. I would say I ve been struggling more to make
connections, deeper connections with Hispanic students.
Teache E admi ed, Well, I m not going to connect with every kid. Some kids have no
interest in connecting to me. . . . You don t have to like everybody, and not everybody
has to like me. I accept that that s just the human condition. Teache F said her
relationships with students of color were m
me ime

e c

e [ed] diffic l ie

i h he

l

e

g

de

.

d. She f

he ed ha he

Teachers who provide love and support to students simultaneously teach students
about ethics, help them develop as individuals, and increase their efforts and motivation
(Lavy & Bocker, 2018). Teachers D and E mentioned deep connections they had with
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students because they communicated with former students outside of school via texts,
phone calls, and even dinners. Teacher D explained:
I feel like I . . . talk to and keep in touch with more students than most teachers
that I know . . . because it s really important to me. . . . I actually had dinner with
two students that I taught in the mid-2000s last week. It s really important to me
to be that person for them and kind of keep up with them and be their cheerleader.
Teachers B, D, and E all mentioned how they were like mothers to students. Teacher B
ed, A l

f he Hi a ic female

de

ie ed he

a hei m he . Teacher D

indicated:
It s been my experience that there s a lot of kids that need a lot of love and almost
like a second mom. . . . I have a bunch of kids that call me Mama, or they ll just
be like, Hey, Mom. And I think that there s this this need to have another
person in their corner for a variety of reasons.
When talking about former stude

, Teache F e ealed, They see me as this surrogate

mother figure off to the side. . . . It s nice. Teachers who facilitated close connections
and supported teacher-student relationships impact the academic, social, and emotional
lives of students, while positively affecting their own personal and professional
contentedness (Lavy & Bocker, 2018). Figure 17 shows this progression of how their
feelings about their work translate to their job satisfaction.
Figure 17 Effec

f Teache
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W

Note: Adapted from S. Lavy & S. Bocker (2018). A path to teacher happiness? A sense
of meaning affects teacher student relationships, which affect job satisfaction. Journal of
Happiness Studies, 19(5), 1485-1503.
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Most participants indicated they connected with students in meaningful ways and
that their relationships with students impacted their own lives to some extent. Two
teachers (A and D) teared up or cried during the interviews because of the intense bonds
they felt with students and the connectivity they felt as teachers. At some point during
their interviews, five of the seven participants spoke about the love they had for their
jobs, students, or both. Participants also recognized that even though they came from
different backgrounds, they shared commonalities with students, such as how they
communicate, the languages they speak, and just being human beings figuring things out
together. Most participants lived experiences revealed symbiotic attachments where
meaningful, impactful, and in some instances lasting ties formed.
Based upon these sample-specific findings, the lived experiences of teachers show
that non-Hispanic White teachers are not prepared for the student diversity in their
classes nor are teachers prepared for the socioeconomic problems students bring into the
classroom. Teachers had to teach themselves how to get through to and make connections
with students of color who had different upbringings than they did.
Research Question 2: To What Extent Are Non-Hispanic, White, Female, High
School Teachers From a Southwestern Border City School District Prepared to
Teach in Culturally Diverse Classrooms?
Training and experience are the two main factors that influence a teacher s
approach to teaching and their mindset in the classroom (H. Kim & Connelly, 2019;
Wood et al., 2018). Historically, many preservice teaching programs have not provided
adequate multicultural training because these programs have been geared toward schools
with middle-class, White students (Delk, 2019). This knowledge gap often leaves non-
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Hispanic, White female teachers feeling unprepared and uninformed in multicultural
classrooms (Bugno, 2018; H. Kim & Connelly, 2019; Tuncel, 2017). Teachers who use
and acquire relevant knowledge about students backgrounds and needs have more
success in their classrooms (Dexter et al., 2016). Non-Hispanic, White female teachers
who are encouraged to establish and advance their multicultural proficiencies best serve
diverse students (Mahatmya et al., 2016; Maasum et al., 2015).
Experience
When asked if they felt if their preservice experiences prepared them for teaching
classrooms of diverse learners, six of the seven participants (A, B, C, E, F, & G) felt as if
they were not prepared. Teache D
he c

e

k a

al f

i ed

g e i e a ea in which she did

he ime, but she did not feel prepared; instead, she

said she did not think there was one
fc l

he

a

each h

because teaching has more to do with c

be a g

d eache f

de

ec i g i h h ma bei g . When

asked if they had ever heard of Gay s CRT, five of the seven teachers (B, C, D, E, & G)
said no, hile Teache F i dica ed he had hea d f i b

had

ead i . Teacher A

clarified she had never heard Gay s name but she knew about the theory. Participants
were then asked the same question about Ladson-Billings CRP, and the answers were
similar. This time, Teachers B, C, E, F and G said no, hile Teache D aid i
familia

b

ha he did not k

terminology, e , he e

,

al

ab

d[ed]

i . Teache A responded: Again, the

.

All participants spoke about their life experiences as guiding their practices with
diverse learners. Teachers B, E, and G had lived abroad and saw that experience as a
cultural awakening. Teacher B lea ed ab

diffe e

c l

e ; Teacher E knew
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ha i

a

like

be a ec d la g age lea e ; and Teacher G eali ed

everybody s the same, [a d]

e e b d

hi k he ame. P fe i al de el

me

(PD) was another aspect of ongoing learning Teachers A, B, C, D, E, and F attributed to
multicultural learning; however, they also these experiences were scarce over the span of
their careers.
Teachers who include ethnic and cultural diversity content in their curriculum
often demonstrate awareness of inclusion, acceptance, and the importance of students
prior knowledge bases (Maasum et al., 2015). Despite not having much formal training
on multicultural awareness, six of the seven teachers (A, C, D, E, F, & G) highlighted
they tied their curriculum to the diversity of their students cultures. Teacher A said as a
history teacher, she had
hi

b i g hei . . . piece . . . to the table . . . [in terms of] their

. Teache C ack

ledged eachi g c l

all di e e

English classes impacted her mindset: She ch e diffe e

de

ma e ial

i he

teach them, a d

i [teaching culturally diverse students] also redefines the lens . . . [of] what to pull out
f he

el

eall f c

He ie a Lack i

. A a cie ce eache , Teache D e

[he ] c

E gli h cla . Teache E di
books

de

ead he bi g a h i

hei

lged three of the most popular independent reading

two about gang life and prison and the other about a child who endures an

abusive childhood
c

ic l m a d he

ed he brought

di a

ea he m

f e e l . She believed her students

ec [ed] with [characters] who have hard, challenging [lives] . . . and can relate to

he challe ge . Teache F, a
he diffe e

e h ici ie

teach, she made

he E gli h eache , included she liked

ied

all

i he cla e , so when she would choose what literature to

e all he diffe e

e h ici ie [a e] e e e ed i [her] class and out
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f fai e

f

he

be m e familia
countries,

de
i h he

de

aw

.A ab i e

eache , Teache G ied to teach students to

ld . . . [and] used to . . . how business is done in other
ha c

m a e acce able i

he c

teachers (D & F) mentioned academic decisions were a k i c
Whi e ma a h

a d he ca

a

ie . T

f he

he dead,

he read when they were in school or taught when

they were student teaching. Teachers who prioritize their student s diverse backgrounds
foster critical and higher order thinking skills, while preparing students to be unbiased
and independent (Maasum et al., 2015).
Based on these sample-specific findings on teacher experience, only 14% (one of
seven teachers in this study) had relevant coursework in college that prepared her for
teaching diverse learners. The rest of the six teachers had to pull from external resources
and use their life experiences to train and prepare themselves to teach in culturally
diverse classes.
Research Question 3: To What Extent Does the Cultural Awareness of NonHispanic, White, Female, High School Teachers From a Southwestern School
District Affect Teacher-Student Relationships in Diverse Classrooms?
A teacher s cultural awareness impacts how they view their students (Mahatmya
et al., 2016). When teachers are mindful of where their students come from, they can set
an example in classrooms (Maasum et al., 2015). Having a mindset that promotes
intercultural competencies helps students academically and socially because students feel
comfortable to be themselves (Rengi & Polat, 2019). Because many West Coast and
southern border cities have diverse populations, urban schoolteachers in these areas must
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be cognizant of the fundamental imbalances students face regarding race, class, ethnicity,
capabilities, and dialect (K. T. Han et al., 2015; Maasum et al., 2015).
Awareness
In his hierarchy of needs, Maslow recognized and categorized five stages of basic
human needs that are dependent on the fulfillment of the previous stages: (a)
physiological, (b) security, (c) social, (d) esteem, and (e) self-actualization (Desmet &
Fokkinga, 2020; Fisher & Crawford, 2020). Maslow s theory implies humans can only
progress through the hierarchy if their basic needs are met (Desmet & Fokkinga, 2020).
Attention to students essential human needs was evident in all seven interviews. All
seven teachers stressed the importance of meeting students fundamental needs before
connections, teaching, or learning could happen in the classroom. Because all seven
teachers were from the same inner city, Title I school, several participants pointed out
deficiencies in students physiological, security, and social needs.
Teache A e

e ed f

ai

a d em a h f

he

ggle

de

faced

because many students supported family members instead of going to school, persevered
through injustices, were homeless, did not having enough food to eat, supplemented their
familie incomes, and just wanted

li e

be 21. Teache B

ke ab

h

many

students had to work to help their families financially, took care of family members
sometimes not attending school because of these responsibilities, had family troubles, and
coped i h d g addic i
that

. She added, You can see the poverty. You can see the kids

ggle. Teache C eali ed

de

needs were more basic than what she first

envisioned for teaching. She had to consider if students were hungry, needed affection in
the form of l e, c m a i , a d ki d e ,

e e afe i

hei h me . Teache D
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mentioned food insecurities students faced, al g i h c l
discrimination, he eed

feel

parent households, eed f

l e, de

eed f

cl hi g. She

ed, fi a cial
ai

al i e i i i

ce ai ie , g

a d...

i g

a d i ec e immig a i

i

i gle

atus, a d

mi ed, The outcomes of poverty are really bad. . . . Kids who

are raised in poverty are more likely to have mental health issues, more likely to be
ic im

f ab e, [a d] m e likel

e e a e ab e.

When speaking about working in diverse classrooms, Teacher E said some
de

ha e ha d a d challe gi g li e , a e i ga g

that are not safe, deal i h fi a cial

e

,a ef

i jail, c me f m h me

d i ec e, a d a e ai ed in single

parent households. Teacher F iterated students face issues on a daily basis with their
insecure living situations, lack of food, responsibilities in caring for family members
instead of coming to school, and living in high-crime eighb h

d . The

ggle

Teacher G shared revolved around students who did not feel like they had voices, ha e
been kicked around and pushed around,
ed ca i

a a

c me f m a diffe e

c l

e ha ma

i i . All participants were concerned with and felt partially

responsible for students physiological, security, social, and esteem needs to support both
teacher and student productivity in the classroom.
Teachers D and G identified learning styles they noticed with students of color.
Teacher D said when she talked

ih

ima il Black

exuberance, a d ha eem like a cha ic cla
beca e [students] a e a g i g
de

e ded

e a i

de

. . . there s an

m migh eall be e ci eme

e. I Teache G cla

ge a li le l d, b t they knew [ he

quiet down . . . because [Teacher G] realized that

he a

ee

m, Black
] going to be told to

he lea . Relationships
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based on these types of interpersonal and cultural understandings lead to positive
interactions in the classroom (Delk, 2019; Pepe et al., 2017).
Social Justice
The culture gap between the majority of U.S., non-Hispanic, White, female
teachers and students of color expands due to White privilege (McGowan & Kern, 2016).
Because teachers symbolize and hold power in the classroom, they need to be aware
White ideologies can increase inequalities (McGowan & Kern, 2016). White teachers
cognizant of challenge and learn from their privilege can develop cultural proficiencies
and sociopolitical mindfulness to reduce their conscious and unconscious biases in the
classroom and become better teachers and better human beings (McGowan & Kern,
2016).
Most of the teachers (A, B, C, D, E, and F) mentioned their ethnicities and
privileges in similar and different ways. Teacher A referred to herself as he White girl
or a Whi e gi l four ime a d f m he
ihc a

b b

beca e he i Whi e. Teache B j

ice. She al

ified he

because of the things [she ] d e i he life and c

de

i ed he i

aid he g
hi k he i

a a
i ileged

m ch lde ha

them, so of course [she s] had more experiences, and those are the things [they] discuss.
Teache C admi ed a he a
and

de

fc l

f he ca ee , he emb died a Whi e a i

e e ie ced di c imi a i

ha he d e

c m le ,

; she realized she and

the students do not ha e he ame b acle . She added an anecdote about her oldest
daughter, who recently realized many opportunities she had were based on her looks and
the color of her skin.
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Teacher D was the most straightforward with her acknowledgments of her
privilege. She admi ed he

a ai ed i a e

students of color had made he
i e e ed i hel i g kid
i ed

he

Whi e

le

fa

i ileged a , and working with

i ileged, White asshole. She

h al ead ha e he deck acked i

m e f eel

h

gh hi

hei fa

e ed he a
. She al

ld he a Black sons don t.

She does not get followed around in stores ; he

don t get pulled over, just

because they re young and driving ; a d he d e

have people clutch their wallet

when [she is] in line at the ATM, like what happened to [her] and a Black friend. She
continued he ge

to move freely about the world . . . doing things [she] shouldn t and

[does] not get caught for it. She said she had been culturally insensitive in the past by
telling students she did not use corporal punishment with her own children and pushed
he idea

de

h

ld g a a

c llege a d m

e

, when students may come

from cultures that do not support the same belief . She eali ed he a

hi g a

agenda that didn fi

i ed:

i h he c l

al

m

f he

de

. Teache D

Part of our ongoing racial tension problem is that the majority of White people
don t know anybody of color. There s still so much self-segregation and
institutional segregation that I think a lot of the racism and the cultural
insensitivity and the discrimination that still exists is completely due to lack of
knowledge, understanding, and exposure.
She shared an anecdote about a conversation she had with a student:
[Teache D]! You ve got to watch Never Have I Ever. It s so amazing that there s
a main character that s not White in a mainstream sitcom. And I just thought
another . . . heart stabber. Oh my God, it must be crazy. All the content you re
watching in the Number 1 trending shows aren t about you either.
Teacher E, the oldest teacher in the sample, talked about White privilege:
That term of White privilege is a more recent term in all honesty. I don t
remember White privilege being something said years ago, but when I hear
White privilege, I think, I m 21, White, and free, which they used to say in old
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movies. And so that concept of connecting freedom with White and White
privilege that, I think, has been something that has kind of tapped me on the
shoulder and said, you should think about that. That s a real thing as well. How
do you know you are close to the tree while you are the tree?
The findings from Research Question 3 show that teachers made more of an effort
getting to know their students on a personal level by sometimes including cultural
awareness into their classroom curriculum or their day-to-day practices. More impactful
relationships therefore formed between the teachers and the students they served.
Teachers seemed to gain respect and trust at times when the teacher exhibited cultural
competence. Being empathetic, sharing experiences, and creating safe spaces fostered
trust in their classrooms.
Application of Findings and Conclusions to the Problem Statement
The problem statement for this qualitative phenomenological study included the
cultural disproportionality between non-Hispanic, White, female teachers, students of
color, and the importance for these teachers to have adequate training and readiness to
serve diverse learners. Teachers who are not culturally responsive to and aware of
students backgrounds can affect students academic, social, and emotional success (H.
Kim & Connelly, 2019; Özüdogru, 2018). Teachers who foster intercultural compassion
and multicultural teaching abilities are culturally responsive to diverse student needs (H.
Kim & Connelly, 2019).
Two theories that support the growth of teachers CQ are Gay s (2000, 2010)
CRT and Ladson-Billings (1995) CRP. These two foundational educational theories
guided this study. Both theories have a stress on the importance of teachers connecting to
students cultures, using students prior knowledge bases, using culture in the classroom,
and making sure teachers are continuously and consciously educated. Many researchers,

114
including Gay and Ladson-Billings, found teachers who possess CQ and cultural
awareness have fewer biases, ensure classroom environments of acceptance, and increase
student learning (H. Kim & Connelly, 2019; Özüdogru, 2018).
In this study, seven teachers told their own accounts of how their own and
students ethnicities affect teaching and learning in the classroom. Teachers discussed
how being White in classrooms full of students of color influenced their experiences,
awareness, thoughts on social justice, and connections with students. The data revealed
eache

preservice work did not prepare them to teach in diverse classrooms; however,

participants felt strongly their life experiences before and along their career paths were
useful and meaningful in their efficacy. Some participants spoke about minimal PD
opportunities related to special populations of students over the years, and all participants
agreed more ongoing cultural responsiveness training should be required. Many
participants also recognized their White privilege, and some explained how they have
acknowledged privilege in their classrooms. All participants used anecdotes to convey
their interactions with students, and all participants possessed degrees of cultural
consciousness pertaining to students of color.
Experience
Many researchers have stressed deficiencies in cultural responsiveness in
preservice teaching programs (Convertino, 2016; Delk, 2019; McGowan & Kerm, 2016).
All participants believed their personal experiences, such as substitute teaching, living
abroad, and owning a small business, prepared them more than their formal education
and professional experiences. Though Teachers A, D, and F mentioned classes they took
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to become teachers, none of them revealed any lasting effects or impacts of the classes.
The findings of teachers lack of experience match findings of prior research.
Awareness
Though six of the seven teachers interviewed for the study were unfamiliar with
CQ, they all possessed levels of CQ. All participants realized to some extent their selfawareness and their cultural awareness impacted relationships, classroom management,
how they responded to students, and student success. Teacher D believed teaching
diverse students in strict and regimented ways can impact students negatively because
ha

le f eachi g ca be

where you have to cha ge

l killi g, as he e a e ce ai a ec
a

f ce ai c l

e

a a eache . Re ea che have found teachers who

are mindful of their internal beliefs and viewpoints can contribute to their own cultural
sensitivity and students social, emotional, and academic success (Gay, 2000, 2010; H.
Kim & Connelly, 2019; Ladson-Billings, 1995).
All seven participants were aware of students lack of basic needs, such as food,
safety, and love. Trying to meet these needs was a common concern for all teachers in the
study. Though participants realized providing some of these needs were out of their
control, they believed basic fulfillment of students needs was necessary for meaningful
teaching and learning. Maslow iterated the importance of satisfaction in the theory of
hierarchal needs and added people can only reach their full potential when their
physiological, security, social, esteem, and self-actualization needs are met (Fisher &
Crawford, 2020). The findings of this study support the need for teachers to have
meaningful and consistent cultural awareness trainings.
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Social Justice
Six of the seven participants recognized the color of their skin impacted their
roles as teachers in ways such as perceptions of power in the classroom,
assumptions, eache

de

ignorance, and teachers not fully understanding students

struggles. Three participants (A, C, and D) admitted their White privilege made them
ignorant at times, kept them out of trouble, and allowed for opportunities. Though White
privilege is engrained in U.S. society, the more discussions that happen around the
concept, the less ignorant people become (McGowan & Kern, 2016). Teachers mindsets
change when they recognize and are willing to work on and through White privilege.
Educating non-Hispanic, White, female teachers is in accordance with the cultural gap in
U.S. classrooms.
Connections
All seven participants cited meaningful interactions with their students over the
years. Two of the teachers (D & E) highlighted relationships with former students that
have lasted years beyond graduation. Strong teacher-student connections are at the crux
of impactful teaching and learning, and when these relationships are ongoing, they
influence students ethics and growth into adulthood (Lavy & Bocker, 2018). Four
participants (A, C, D, and G) stressed either adoration for students or their jobs as
teachers, stating they knew teaching was the right profession for them and that they loved
students or their jobs. Meaningful work and relationships are linked to job satisfaction in
teachers because teachers contribute to students principles, standards, mindsets,
inspiration, investment, and scholastic success (Lavy & Bocker, 2018).
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During interviews, participants considered the commonalities they shared with
students. Teachers offered insightful and introspective similarities when they
remembered what it was like to be a teenager, appreciated open communication with
some students, shared interests with their students, and shared collective appreciation for
intellect. Teacher-student alliances are foundational for bridging the cultural gap in
classrooms.
Unexpected Findings
Almost all participants (B-G) had never heard of or knew the meaning of CQ, yet
all participants possessed abilities to adjust to and understand diverse cultural conditions,
while behaving appropriately with broad range of cultures (Crowne, 2019). Teachers
would benefit from learning more about how they can increase their CQ. Another
unexpected finding was the willingness for and new ideas for PD. All seven participants
agreed there was relevance in the PD in which they participated in the past, though four
of the teachers (B, D, E, and F) expressed some negative feelings about PD. Three
participants (A, B, and C) suggested and got excited about participating in PD on cultural
diversity of students. Researchers have labeled this willingness as training readiness
(Hye-Seung Kang et al., 2019). This willingness to learn implies a belief that new
information will create expectations and job-related improvements, affect performance,
and increase understanding of expected outcomes (Hye-Seung Kang et al., 2019).
Teachers who learn how to be mindful of the cultural diversity in classrooms understand
students better, strategically plan their curriculum, increase self-efficacy, and pass on
their knowledge and motivation (Hye-Seung Kang et al., 2019).
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Another unexpected outcome the data was the lack of knowledge teachers
possessed about global leadership. None of the seven teachers knew the definition of
global leadership. Despite this gap in knowledge, all teachers possessed some degree of
global leadership in their classrooms. Researchers have clarified global leaders prioritize
cultural diversity and recognize interconnectedness of culture and leadership so that their
organization succeeds (Maranga, 2018). Teachers who expand their knowledge on global
leadership could effectively prepare students for the globalized 21st century.
Application to Leadership
Teachers are inherent leaders in the classroom. Though none of the seven teachers
mentioned leadership in their interviews, three participants (A, E, and G) divulged they
went into the teaching profession because they were inspired by another teacher. People
who positively impact and motivate trajectories of other peoples lives are skilled leaders.
In this study, all seven participants spoke about communicating with students, meeting
their needs, and trying to help them become better people, all behaviors that leaders
exhibit. Teacher interviews also outlined four themes
social justice, and (d) connections

(a) experience, (b) awareness, (c)

that resonate servant and transformational leadership

styles. Researchers have noted teachers are servant and transformational leaders because
teachers prioritize student development, motivation, and independence (Noland &
Richards, 2015). Table 2 shows the comparative attributes of servant leaders and
transformational leaders.
Table 2
Comparative Attributes of Servant Leaders and Transformational Leaders
Servant Leaders

Transformational Leaders
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Focus on service to followers,
customers, & the organization
Influence by serving the needs of
others
Promote team problem solving
Individualize development
Motivate by providing autonomy
and resources
Note: Ada ed f m The R le f Se a Leade hi
i Academic Pha mac

Focus on the goals of the
organization
Influence by modeling
Use persuasion
Promote individualized influence
Motivate with charisma to attain a
common goal
a d T a f ma i al Leadership

b G. P. Allen, W. M. Moore, L. R. Moser, K. K. Neill, U.

Sambamoorthi, & H. Bell, 2016, American Journal of Pharmaceutical Education, 80(7),
p. 2 (https://www.ajpe.org/content/ajpe/80/7/113.full.pdf).
Servant Leadership
Findings from teacher interviews directly relate to servant leadership practices.
All participants exhibited the following servant leadership characteristics with their
students: (a) c

ce

f

hei

de

ellbei g, (b)

idi g

d i g ime

f

struggle, (c) inspiring and empowering students, (d) helping students develop as young
ad l , (e)

i ii i g

de

eed , (f) bala ci g i

ci

i h g al f

de

personal success, and (g) being role models for students (Noland & Richards, 2015).
Specific examples of Teachers A, B, C, D, E, F, and G exhibiting servant leadership
i cl de (a)

de

efe i g

hei eache a

m m, (b) all

i g

de

ea in the

classroom, (c) offering struggling students help if they are homeless or food insecure, (d)
giving students less homework because of other family obligations, (e) taking time to talk
to students about problems that arise, (f) taking the time to get

k

de

backgrounds, and (g) sustaining care and communication after students graduate. Teacher
D aid he

g al a a eache

ha he ca be

e

f

a

am e

ide he

de

i h i f ma i

a d

l

cce f l life. Se ant leaders are responsive to
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f ll

e

eed

ha f ll

e a ee c

aged

bec me be e

e i

f

themselves (Palta, 2019).
Servant leadership includes establishing trust, building community, creating safe
spaces, and encouraging risk taking and innovative thinking (Zeng & Xu, 2020).
Participants shared they let students speak and act freely in their classrooms and
encouraged journaling so that students would think critically about their feelings and
beliefs. Two teachers (F and G) facilitated Socratic seminars and philosophical
discussions. When asked what she believed stood out to her most about teaching students
f c l , Teache D aid he
he c ld be ha
e lai ed h
g

ge he ,

abili

c

ed ad l ha hel

he a d he

de

ch e

f c

c mm i . All a ici a

e

ec

ih

kid a d d e

a e a c mm i
[he ] e e g
e ed

de

i ii i g

a he

e g h beca e

j dge hem. Teache G
a d ha e . . .

ha i m
de

im

li e

ge he a d

a : [ hei ]

eed , i a i

,a d

futures.
Transformational Leadership
Findings from conversations with Teaches A, B, C, D, E, F, and G were
associated with transformational leadership approaches. Transformational leaders focus
on shared goals of an organization, while instilling pride, prioritizing commitment,
maintaining principled standards, and fostering respect and trust so that followers share a
united vision and feel empowered (Allen et al., 2016). Though servant and
transformational leaders share a lot of the same qualities, transformational leadership
includes a few characteristics participants exemplified. Additionally, transformational
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leadership includes fostering strong connections, encouraging and working through
change, and improving results (Akbari et al., 2017).
All participants maintained organizational commitment to educational success.
Examples of this include telling students that they could achieve, showcasing student
work around the room, telling students that they believed in them, being understanding,
maintaining high expectations, teaching boundary settings, allowing for differences of
opinions, communicating respectfully, providing real-world experiences, and modeling
honesty and integrity.
Teache D em ha i ed gi i g

de

eal i f ma i

raise themselves out of whatever situation they e i

i

a d

i ie

e f he m

ig ifica

reasons why she is a teacher and why her teaching philosophy revolved around students
bei g

ld he

ca d

ha e e he

roles as teachers were to get stude

a

i life. Teachers D and F suggested their

bec me c i ical hi ke . Teache F i cl ded, If

I can teach kids to read and write and how to critically think, then I am doing my part to
c ea e

f

e ci i e

a d

f

e leade . Teache ac a

a f ma i al leade

when they encourage, inspire, and empower students.
Global Leadership
None of the seven teachers interviewed were familiar with global leadership,
despite the district s vision statement of preparing students for the competitive global
economy they will face in the years ahead. Gl bali a i , or the free-flowing movement
of people and ideas across geographical boundaries, has made the world a smaller place,
especially with the acceleration of technology (Maranga, 2018). A globalized world
therefore requires global leaders. Table 3 shows how researchers have defined global
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leadership, but the definition that most resonates with teachers as global leaders comes
from Volgelgesang et al. (2014): the process of impacting people from different cultures
to embrace a collective idea that institutes progressive change while encouraging
individual and shared growth in a complicated and ever- changing environment.
Successful global leaders prioritize and respect cultural diversity, possess open minds
with multiple perspectives, efficiently communicate, and are mindful of social
responsibilities.
Table 3
Global Leadership Defined
Authors
Bird &
Mendenhall
(2016)
Caligiuri &
Tarique
(2009)
Conger
(2014)
Davila et al.
(2013)
Fitzsimmons
et al. (2013);
Mendenhall
et al. (2013);
Yoon & Han
(2018)
Holt & Seki
(2012)
Holt & Seki
(2012);
Jeong et al.
(2016);
Mendenhall
et al. (2008);
Osland et al.
(2013); Park
et al. (2018)
Reiche et al.
(2017)

Definition
Leaders who could thrive in a world that reflected this new reality of
real time, multiple spanning, of technological, financial, cultural,
organizational stakeholder and political boundaries (T e e al.,
2019, p. X).
High level professionals . . . who are in jobs with some global
leadership activities such as global integration responsibilities
(Turner et al., 2019, p. X).
Individuals who lead across geographic and cultural barriers (T e
et al., 2019, p. X).
Encompasses the integration of diverse perspectives about world
problems seeking to transform them into opportunities for
development (T e e al., 2019, . X).
The process of influencing others to adopt a shared vision through
structures and methods that facilitate positive change while fostering
individual and collective growth in a context characterized by
significant levels of complexity, flow, and presence (T e e al.,
2019, p. X).
Anyone who operates in a context of multicultural, paradoxical
complexity to achieve results in our world (T e e al., 2019, . X).
The leade hi f i di id al h i fl e ce a d b i g ab
significant positive changes in firms, organizations, and communities
by facilitating the appropriate level of trust, organizational structures
and processes, and involving multiple stakeholders, resources, cultures
under the "various conditions of temporal, geographical, and cultural
c m le i (T e e al., 2019, . X).

The processes and actions through which an individual influences a
range of internal and external constituents from multiple national
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Sutton et al.
(2013, as
cited in Bird
et al., 2010)
Sutton et al.
(2013);
Vogelgesang
et al. (2014)

Yoon & Han
(2018)
Youseelf &
Luthans
(2012)

cultures and jurisdictions in a context characterized by significant
levels of task and relationship complexity.
The
ce
f i fl e ci g he hi ki g, a i de , a d beha i
fa
global community to work together synergistically toward a common
i i a d c mm g al (T e e al., 2019, . X).
I di id al i h high-level global integration responsibilities
(Turner et al., 2019, p. X).
The
ce
f i fl e ci g e le f m a i
c l e to adopt a
shared vision through structures and methods that facilitate positive
change while fostering individual and collective growth in a context
cha ac e i ed b ig ifica le el f c m le i , fl , a d e e ce
(Turner et al., 2019, p. X).
A
ce
f i fl e ci g and facilitating a group of people across
diverse cultures to achieve organizational vision and goals in complex
a d di e e e i g (T e e al., 2019, . X).
The
ema ic a d integrated manifestation of leadership traits,
processes, intentional behaviors, and performance outcomes that are
elevating, exceptional, and affirmatory of the strengths capabilities,
and developmental potential of leaders, their followers, and their
organizations over time and across cultures [positive global leadership]
(T e e al., 2019, . X).

Note: Adapted from The Gl bal Leade hi Ca aci

Wheel b J. R. Turner, R. Baker,

J. Schroeder, K. R. Johnson, & C. Chung, 2019, European Journal of Training and
Development, 43(1), p. 111
(https://www.emerald.com/insight/content/doi/10.1108/EJTD-07-2018-0061/full/html).
(Maranga, 2018; Scholz et al., 2018).

The cultural gap in U.S. classrooms could be reduced if teachers are exposed to
and educated on global leadership and then perceived as global leaders. Teachers who are
also trained as global leaders could also teach students global leadership skills so that
students are prepared to function and lead in a globalized world. Meeting global
challenges with global solutions is paramount in the 21st century (Hiza, 2017).

124
Recommendations for Action
After analyzing the data, ideas for improvement materialized. The following three
suggestions are recommended for action in the educational system: (a) CQ education in
the form of PD and preservice teacher preparation, (b) global leadership education in the
form of PD and preservice teacher preparation, and (c) incorporating teacher reflection
into daily practice and as part of pre and in-service work. All recommendations require
participants to see themselves as leaders in the classroom and in society. Teachers,
preservice teachers, and students who see themselves as leaders could benefit from
leadership education by enhancing their leadership skills, fostering and prioritizing
relationships, and creating awareness. Leadership is a multifaceted complex process that
influences groups and shares common goals and at the same time, leadership skills can be
learned and developed (Northouse, 2016).
With the increasing culturally diversity in the United States coupled with the
majority of teachers being non-Hispanic, White females, the need for proper instruction
and preparation in preservice teaching programs is imperative and requires changing the
coursework at colleges and universities (Delk, 2019; Scott & Scott, 2015; Tuncel, 2017).
Teachers who are trained to be culturally responsive create academic and opportunistic
environments where students feel encouraged and accomplished (Tuncel, 2017).
Advantages of preservice multicultural training include greater understanding of the
cultural, sociocultural, and religious values of students in the classroom, intercultural
sensitivity, multicultural teaching efficacy, and objective learning about dominant and
nondominant cultures. Culturally responsive teachers value cultural and linguistic
knowledge, previous knowledge, and learning styles, including student backgrounds for
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teaching and learning and classroom management (H. Kim & Connelly, 2019; Özüdogru,
2018; Scott & Scott, 2015).
Because CQ is an instrumental leadership competency, globalization makes CQ
education

learning to adjust in diverse cultural conditions

essential (Crowne, 2019).

Preservice teaching programs need to add, improve, redefine, and prioritize multicultural
teaching to their curriculum (H. Kim & Connelly, 2019, Scott & Scott, 2015; Tuncel,
2017). The cultural gap between U.S. teachers and students yields a lack of understanding
that can be lessened through CRT practices (H. Kim & Connelly, 2019, Özüdogru, 2018).
Colleges and universities can add and prioritize classes in teacher education programs.
One such class could be on CQ, where future teachers would learn CQ can be increased
through experiential learning, such as community engagement, international internships,
and study abroad, coupled with intercultural training through in-class learning
experiences (Bücker & Korzilius, 2015; Lopes-Murphy, 2014).
Professional development opportunities for current teachers could mirror these
courses. Intercultural trainings could include cognitive, attributional, experiential, selfawareness, and behavioral training (Bücker & Korzilius, 2015). Cognitive, affective, and
behavioral understanding of cultures could also be highlighted in trainings and classes.
Table 4 shows these three dimensions of cultural differences training and their benefits.
Unde a di g

de

c l

al backg

d c ld

behaviors, and mindsets.
Table 4
Dimensions of Cultural Competence Training
Dimensions

Learning Outcomes

i i el i fl e ce c mm ica i ,
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Cognitive
Dimension

Affective
dimension
Behavioral
dimension

Note: Adapted from Im
S die Teache

To know people in the locality where the
school is located
To minimize negative thoughts and the culture
encountered
T lea ab
diffe e c l e a d he gl bal
culture
T be a a e f e
ld ie a d c l e a
a teacher (T cel, 2018, . 1319).
T mi imi e c ce ab
he c l e
encountered and to increase positive feelings
T e abli h g d ela i
i h i di id al
f m he c l e e c
e ed (T cel, 2018, . 1319).
T e
e
ec i e eache gai he abili
to work with different cultures
T
e e he e ca ed b e e da
problems experienced with different cultures from
reducing the quality of education
T c mm ica e effec i el i h i di iduals in
the area where school is located
T
ide i di id al f m diffe e c l al
backg
d ih
i ie
each hei g al
(Tuncel, 2018, p. 1319).
i g he C l al Re
i e e
fP
ec i e S cial

b G. Tuncel, 2017, Kuram Ve Uygulamada Egitim Bilimleri, 17(4), p.

1319 (https://jestp.com/~jestpcom/index.php/estp/article/view/446).

Schools in border areas could provide in-service training and support day-long or
multiday international excursions to neighboring countries. These international
opportunities could encourage new perspectives and understanding.
Global leadership education is a deficiency in teacher training. Global leaders grow
through hands-on experiences, are culturally mindful, have unique skillsets, and are
curious, intuitive, open-minded, and passionate about learning (Terrel & Rosenbusch,
2013). Teacher education programs with global leadership classes prioritize
globalization, diverse learners, social justice, and critical-thinking skills (Hundley et al.,
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2015). Increasing new teacher awareness positively affects intercultural compassion and
multicultural teaching effectiveness (H. Kim & Connelly, 2019). Global leaders also
possess intercultural competencies (Estaji & Rahimi, 2018). Table 5 shows the benefits of
knowledge, skills, and traits that pertain to multiple cultures. Introducing global
leadership to veteran teachers in the form of PD or hands-on international experiences
could be paired with CQ trainings.
Table 5
Components of Intercultural Competence
Knowledge
C l al
specific and cultural
general knowledge
K
ledge
of self and other
K
ledge
of interaction:
individual and
societal
I igh
regarding the ways
in which cultural
affects language
and
c mm ica i
(Estaji & Rahimi,
2018, p. 4)

Note: Adapted from E

Skills/Behavior
Abili
interpret and relate
Abili
acquire new
knowledge and to
operate knowledge,
attitudes, and skills
under the constraints
of real-time
communication and
interaction
Me ac g i i e
strategies to direct
lea i g (E aji
& Rahimi, 2018, p. 4)

l i g Teache

Competence and Their Prac ice f

Pe ce i

Teachi g C l

fI e c l
e i EFL Cla

Attitudes/Traits
Attitude
to relativize self
and value others
P ii e
disposition
towards learning
intercultural
competence
Ge e al
disposition
characterized by
a critical
engagement with
the foreign
culture under
consideration
a d e
(Estaji &
Rahimi, 2018, p.
4)
al C mm ica i e
m

b M. Estaji

& A. Rahimi, 2018, International Journal of Society, Culture & Language, 6(2), p. 4.
(http://www.ijscl.net/article_32636_feb6972c793f403e17ce65712c1c9163.pdf).
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The more exposure U.S. teachers have to cross-cultural teaching and learning
experiences, the more prepared they will be in their diverse classrooms. Selfreflection is another recommended tool for pre- and in-service teachers to support growth
and responsiveness. Self-reflection at the preservice level creates much-needed selfawareness (H. Kim & Connelly, 2019). Teachers who reflect on their own ideals and
biases increase their empathy for students who come from different backgrounds,
establish equity in the classroom, and develop a multicultural perspective (H. Kim &
Connelly, 2019; McGowan & Kern, 2016). Critical reflection also establishes cultural
responsiveness because teachers consider their own racial and cultural proficiencies
(McGowan & Kern, 2016). Refection also improves learning for global leaders because
they practice self-awareness and learn from the past (Heath et al., 2017; Oliver et al.,
2019).
Recommendations for Further Research
The lived experiences of non-Hispanic, White female high school teachers
working with students of color were the foundation for this study. The data collected
revealed the following themes of teacher experiences, preparedness, and relationships: (a)
teachers life and professional experiences, (b) self and cultural awareness, (c) social
justice, and (d) connections and commonalities. After analyzing the data, examining the
findings, and connecting the findings to the problem statement and to leadership practice,
recommendations for further research are described in this section.
Longitudinal Study With Teachers of Color
Studying how teachers of color impact students of color may provide useful
information on how teachers can connect with students. Data could be gathered for

129
certain races and ethnicities; for example, how Black teachers and Black students respond
to and impact each other or how Hispanic teachers and students respond to and impact
each other. Because information is limited on students who have teachers of the same
ethnicity, this study would expand the literature.
Longitudinal Study on Student Experiences of Participant Teachers
Future studies that include Teachers A, B, C, D, E, F, a d G s students could
build on what was learned from teacher perspectives. Exploring student viewpoints and
experiences with their teachers, expectations, and teacher-student relationships could
prove useful in understanding experiences students of color have with their non-Hispanic,
White, female teachers. Allowing teachers to see students perspectives could also
contribute to teacher reflection and growth.
Longitudinal Study on College Students’ Experiences
Assessing college students to see how their high school teachers impacted their
decisions to go to college could provide useful information. Students of color who
graduated from urban Title I schools could be interviewed to see what influences were
most beneficial in their decision-making processes. Understanding if and to what extent
their non-Hispanic, White, female teachers influenced them could be analyzed.
Culture Gap Between White Teachers and Students of Color
Studying the cultural gap of classrooms with an emphasis on the lack of teachers
of color is another way to broaden the scope of this research. Roughly 20% of U.S.
teachers are teachers of color (Snyder et al., 2019). Finding out why more people of color
do not go into the teaching profession could address the gaps in the knowledge.
Researchers have proven when students have teachers who share the same backgrounds,
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student success increases (Cavazos, 2016; de Souza, 2017). In her interview Teacher D
ei e a ed, Personally, I would just like to see more people of color become teachers . . .
since there s a lot of data that suggests that it

eall be eficial f

kid . S d i g

teachers of color and the cultural gap could lead to useful recommendations for action for
future generations.
Postsecondary Teaching Programs in Highly Diverse Areas
Analyzing teacher preparation programs at colleges and universities in highly
diverse areas could inform postsecondary leadership of needed changes to teaching
programs. Researching why cultural diversity classes are limited, if they exist at all, in
teaching programs could prove to be useful when establishing the benefits of cultural
responsiveness. Facilitating an in-depth study on how globalization affects diverse
students in K-12 classrooms, the importance of teachers as global leaders, and the
relevance of CQ training could help to improve teacher preparation programs.
Expand Study to Different Location
Carrying out the same study in a different location could highlight a different
student population. Redesigning the current study with a different border city or a
nonborder city could impact the delimitations of the current study and its large Hispanic
student makeup. This type of future study could build upon teacher perspectives but may
include different experiences, since student diversity would vary.
Concluding Statement
The purpose of this qualitative phenomenological study was to understand lived
experiences of non-Hispanic, White, female, high school teachers and students of color in
a Southwest border school district. A review of the literature disclosed disproportionality
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in classrooms, with almost 80% of teachers being non-Hispanic, White females, while
close to 40% of U.S. students are students of color (Snyder, de Brey, & Dillow, 2019). In
this study, participants had close to 75% of students of color in their totaled classes.
Implications for this cultural gap around connectivity and preparedness were the
basis for this study. Through semi structured, in-person interviews, data analysis revealed
categories and themes. Though generalizability was limited due to a single location, core
findings that resonated with teachers stories included teacher experience in the form of
preparedness, life experience, PD, self-awareness and cultural awareness, social justice,
and connections and commonalities. Data led to understanding of how teacher
preparation did not affect teachers, how they interacted with students, and how mindful
non-Hispanic, White, female teachers are with students of color.
Though the findings of this study show preservice teacher preparation lacks
multicultural education, teachers real-world experiences and connectivity can bridge this
gap. Findings also supported that teacher-student relationships are genuine, though none
of the teachers could relate to or fully understand the struggles students of color face. All
participants saw the relevance of cultural diversity and awareness training and education.
Findings also support the need to educate pre and in-service teachers on cultural
relevance, CQ, globalization, and global leadership. Increasing cultural awareness
through critical thinking and reflective actions could help lessen the effects of the cultural
disproportionality in U.S. classrooms between teachers and students.
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I have been advised that I may request a copy of the final research study report. Should
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Dear [DISTRICT LEADERSHIP],
My name is Jennifer Ducat and I am currently a student at City University of Seattle,
preparing for a Doctoral degree in Educational Leadership with an emphasis in Global
Leadership.
Part of the fulfillments require a dissertation on a selected topic. I have chosen to study
cultural dispropor ionali in oda s classrooms, specificall he li ed e periences of
White Non-Hispanic female high school teachers with their students of color. The
research highlights culture and identity, cultural intelligence, globalization and global
leadership, diversity in the classroom, teacher preparedness, culturally relevant pedagogy,
and culturally responsive teaching.
Since all the participants in my study are teachers within the [X] School District, I would
like he dis ric s permission o be able o interview seven to ten high school teachers who
have been teaching for more than one year.
In er ie s ill ake place off camp s a a loca ion of he eachers choice and are
projected to last about two hours. During the semi-structured open-ended interviews, I
will be recording the conversations electronically and taking hand written notes. At a
later date and after I review my data, I would like to be able to follow up with the
teachers so that I can clarify any points for accuracy.
Please note that participation in this study is voluntary and the teachers can ask to be
removed from the study or stop the recording at any time without any penalties given.
All written and electronic data that pertains to this study will be kept in a locked cabinet
for five years, after which it will be destroyed. Specifically, electronic data will be stored
on a secure server and by using a password protected and encrypted flash drive. All
informa ion and par icipan s informa ion per aining o his s d are confiden ial.
Please find the organizational consent form attached for your review. If you allow me to
proceed with the interviews, please respond to this email first, then complete the form,
and scan back to me. Once I receive your email and letter of approval, I will begin to set
up times with teachers for interviews.
If you have any questions, please contact me at my email address or the number listed
belo . This research ill recei e appro al from Ci Uni ersi of Sea le s Ins i ional
Review Board prior to any interviews taking place. At any time, you may contact my
dissertation chair, Dr. Stacey Malaret at 407.595.2221 or malaretstacey@cityu.edu if you
have any questions or concerns.
Thank you for your time and consideration. Your attention to the research study is very
much appreciated as I know how busy you are.
Jennifer Ducat, Student Researcher
858.692.6747
jducat@cityuniversity.edu
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EMAIL INVITAITON TO TEACHER PARTICIPANTS SELECTED FOR
INTERVIEWS
Hello [Participant],
My name is Jennifer D ca a d I a a D c a Ca d da e a e U e
f Sea e
School of Applied Leadership. I am pursuing a doctorate in Educational Leadership with
an emphasis in Global Leadership.
The purpose of my qualitative phenomenological study is to understand the lived
experiences and relationships of non-Hispanic, White female high school teachers with
culturally diverse students. Studying these experiences and relationships will help
address cultural disproportionality issues in both teacher pre-service training and the
classroom. My goal is to understand how, or what, motivates non-Hispanic, White
female teachers to modify their pedagogy or interactions due to racial differences.
Identifying whether non-Hispanic, White female teachers feel prepared to teach
classrooms of diverse learners is also a key component of my research.
I would like to request your permission to interview you via Zoom.
The parameters for being chosen for this study are that you identify as a white, female,
non-Hispanic high school teacher within the San Diego Unified School district and have
taught for more than one year.
The interview would last for approximately 1.5-2 hours and would take place during a
time and location of your choice.
Before the interview, I will send you a few questions that will serve as the foundation for
our in person or face to face interview. During the interview, my plan is to record our
conversation electronically while I also transcribe notes. This is so that I can accurately
and efficiently collect data. If you choose to participate, you can ask that you are not
recorded at any time with no penalty given. Specifically, I will be asking questions about
your lived experiences as a teacher with your students of color. Once we finish our
interview, I will ask that we follow up again so that if I have questions regarding any
responses, you can help clarify.
Please know that participation in this study is voluntary and you are able to withdraw
from the study at any time for any reason, with no consequence or penalty given.
Interview transcriptions, document evaluations, and audio recordings will be stored in a
locked cabinet for five years, after which they will be destroyed. Electronic data will be
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stored on a secured server, password protected, and maintained on an encrypted flash
drive and then destroyed after five years.
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name within the research. Attached you will find a copy of the organizational consent
form for you to read and complete.
If you would like to participate in this study, please reply to this email.
Then, sign the consent form and check the appropriate boxes. These consent forms will
be sent via DocuSign and can be returned to me by emailing and or scanning back.
After you send me your initial email stating that you would like to participate and once I
obtain the completed consent form, I will contact you again to organize a time and
location for our first official interview.
Any findings will be available to you upon request.
If you have any questions, please feel free to contact myself or my Doctoral Chair using
the contact information below:
jducat@cityuniversiy.edu 858.692.6747 (Jennifer Ducat)
smalaret@cityuniversity.edu 407.595.2221 (Dr. Stacey Malaret)
T
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Board prior to any interviews occurring.
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Thank you for considering being a part of this important research. Your input and
experience is valuable to me and is much appreciated.
Jennifer Ducat (City University of Seattle, student researcher)
PH: 858.692.6747
ID# 30119246
"What we learn becomes part of who we are." -K. Jeffords
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Aspects of an Interview
Protocol
Interview Protocol
Structure
Beginning questions are
factual in nature
Key questions are
majority of the
questions and are
placed between and
ending questions
A brief script throughout
the interview protocol
provides smooth
transitions between
topic areas
Interviewer closes with
expressed gratitude and
any intents to stay
connect or follow up
Overall, interview is
organized to promote
conversation flow
Writing of Interview
Questions and
Statements
Questions/statements
are free from spelling
error(s)
Only one question is
asked at a time
Most questions ask
participants to describe
experiences and feelings
Questions are mostly
open ended
Questions are written in
an nonjudgmental
manner

Yes

No

Feedback for
Improvement
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Length of Interview
Protocol
All questions are needed
Questions/statements
are concise
Comprehension
Questions/statements
are devoid of academic
language
Question/statements
are easy to understand
Note. Adapted from Castillo-Montoya, 2016, p. 825.
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APPENDIX G
INTERVIEW QUESTIONS
Part 1
Qualifying and Clarifying Questions Emailed Before the Interview
1.

What is the current cultural makeup of each class you teach?

1.1. Please specify how many classes you teach, how many students you have, and how
many different cultures you have in your classes.
2.

Describe your day as a teacher from when you first walk into your classroom in

the morning until you leave your classroom at the end of the day. Please include all the
sights, sounds, smells, experiences you can think of.
3.

Please share one or two experiences that you have had over your years as a

teacher that involve diversity in the classroom, with either one specific student or a group
of students.
Part 2
In Person Interview Questions (via Zoom)
4.

What is your undergraduate degree in and where did you go for it?

5.

Did you know you wanted to be a teacher at that point?

6.

What made you go into the profession?

7.

At which school did you get your teaching credential?

8.

What experience did you have as a student learning to be a teacher about teaching

students from different cultures and backgrounds?
8.1.

Classes?

8.2.

Textbooks?
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8.3.

Field experiences?

8.4.

Research?

8.5.

Studies?

9.

How long have you been teaching?

10.

Have you always taught classes that are as culturally diverse?

11.

Upon reflection, do you think that the learning you did while in school was

enough/adequate for teaching a classroom of diverse learners?
11.1.

Why/why not?

12.

What does it mean to you to be culturally aware?

12.1.

Would you say that you are culturally aware in your: classroom, teaching, as a

person, etc.?
13.

Do you notice cultural differences in your students?

13.1.

If yes, explain each.

14.

Ha e o e er heard of Gene a Ga s c l rall responsi e eaching ?

14.1.

If yes, is this something you practice?

14.1.1.1.

If yes, explain how.

15.

Have you ever heard of Gloria Ladson-Billing s c l rall rele an pedagog ?

15.1.

If yes, is this something you practice?

15.1.1.1.

If yes, explain how.

16.

How has teaching culturally diverse students impacted your day to day practice?

16.1.

What has it done to your mindset?

16.2.

How has it changed from when you first started teaching to now?
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17.

Wha s ands o

o o

he mos regarding o r c l rall di erse s den s

needs?
18.

What stands out to you the most about your teaching style as a teacher of

culturally diverse students?
19.

What are your relationships like with your students of color?

20.

How are you students of color different than you?

20.1.

How are they the same to you?

21.

How have you changed from a year one teacher to now, in relation to your

culturally diverse students?
22.

Have you ever taken part in any professional development opportunities that

revolve around culturally diverse students?
22.1.

If yes, please explain in detail

22.2.

If no, why do you think that is?

22.2.1. Do you see any relevance in these

pes of PD s?

23. Is there anything about your teaching experience that you would like to add/share?
Part 3
Follow Up Questions (Emailed to Participants)
24.

Have you ever heard of Cultural Intelligence (QC)? If yes, please explain what it

means to you. If no, then just your answer of no is fine.
25.

Have you ever heard of Global Leadership? If yes, please explain what it means

to you, if no, what do you think it means?
26. Do you see yourself as a Global Leader? Why/why not?
27. Do you see your students as Global Leaders? Why/why not?

