
  

 

FROM DISSONANCE TO COMPETENCE:  
CONFRONTING TEACHERS’ CULTURAL DISEQUILIBRIUM 

 
 
 
 

by 
Lauren L. Shipman-Dorrance 

 
 
 
 
 
 

A dissertation submitted to Johns Hopkins University in conformity with the requirements for 
the degree of Doctor of Education  

 
 

Baltimore, Maryland 
April 2023 

 
 
 
 
 
 
 
 
 

 
 

© 2023 Lauren L. Shipman-Dorrance 
All rights reserved  

 
 



FROM DISSONANCE TO COMPETENCE   

  ii 

Abstract 
 

Increasing diversity among the student population in U.S. schools has caused a widening 

demographic divide between teachers and students. As a result teachers’ evident lack of 

cultural competence, the ability recognize, appreciate, and adapt to cultural differences, has 

posed concerns about apparent inequitable teaching and disciplinary practices in schools. The 

demographic and cultural disparities between predominately White, middle class educators 

and students from diverse backgrounds have prompted school leaders to seek out solutions to 

ameliorate cultural conflict. This explanatory sequential mixed methods study used cultural 

historical activity theory (CHAT) to examine factors that impact urban students’ and teachers’ 

experiences of cultural disequilibrium as well as transformative professional learning efforts to 

increase teachers’ culturally responsive behavior management through restorative practices 

training. The findings of this project suggest that improving restorative practices professional 

learning by incorporating transformative learning opportunities may provide readily available 

tools to assist educators in navigating experiences of cultural disequilibrium.  

Keywords: teacher self-efficacy, cultural competency, urban education, diversity, professional 

development, intercultural competence, cultural responsiveness, cultural proficiency, culturally 

responsive teaching, culturally responsive classroom management, teacher self-efficacy beliefs, 

restorative practices training, professional learning, transformative learning, transformationist 

pedagogy, cultural disequilibrium, disorienting dilemma 
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Chapter 1: The Roots of Cultural Conflict 

 While students in America’s schools continue to reflect its growing cultural and linguistic 

diversity, teachers still tend to be White, monolingual females (Bissonnette, 2016; Hussar & 

Bailey, 2014).  In 2011, non-White children represented approximately 40% of the country’s 

student population – a proportion that researchers expect will continue to rise in coming 

decades (Davis & Bauman, 2011; Hussar & Bailey, 2014).  According to demographers, half of 

the nation’s school age children will be students of color by the year 2035. Moreover, they 

predict that by the year 2050, that proportion will have reached 57% (Timmons-Flores, 2007; 

Villegas & Lucas, 2002).  

 Amid the increasing cultural and ethnic diversity of America’s schools, the country’s 

teaching force alternatively increases in homogeneity, a phenomenon termed the demographic 

divide (Castro, 2010, p. 198; Ford & Sassi, 2014). Currently, White monolingual females, mostly 

from the middle class, comprise over 80% of the United States’ teaching force (U.S. Department 

of Education, 2016).  It is often the case that there are significant cultural differences between 

the teacher and student populations in urban school settings. Cultural discrepancies may result 

in divergent behavioral expectations and social norms that lead students and teachers to 

experience incongruity between their home and school environments (Chu, 2011; Debnam, Pas, 

Bottiani, Cash & Bradshaw, 2015; Noguera, 2003).  

 Empirical research (Chu, 2007; Debnam et al., 2015; Siwatu, Polydore, & Starker, 2009), 

shows that multiple detrimental outcomes emerge for both students and educators when 

students cannot share familiar demographic characteristics or cultural experiences with their 

teachers. For example, heightened teacher attrition, overrepresentation of students of color in 
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special education, and underrepresentation of diverse student groups in gifted education have 

all been linked to cultural differences between urban teachers and their students (Chu, 2007; 

Donovan & Cross, 2002; Duarte & Reed, 2004; Fitchett, Starker, & Salyers, 2012; Gay, 2002; Gay 

& Howard, 2001; Griner & Stewart, 2013; Halvorsen, Lee, & Andrade, 2009; Hollins, 2011; 

Ladson-Billings, 2006; Siwatu et al., 2009).  

 In addition to other demographic minorities, Black children are drastically over-

identified in special populations with mild intellectual disabilities, severe emotional 

disturbances, learning disabilities, and other emotional or behavioral disorders (Griner and 

Stewart, 2012). Additionally, researchers have pointed out that students from these 

demographic minorities are underrepresented in gifted education programming, and they 

caution that students who are inaccurately placed in special education programs will carry a 

stigmatizing label throughout their educational careers. As a result, African American students 

receive lower expectations from their teachers, as well as diminished access to general 

education curriculum and their non-disabled peers (Aragon et al., 2014; Artiles et al., 2010; 

Griner & Stewart, 2012; Simmons, 2013).  

 A growing body of literature has also illustrated that students of color not only 

disproportionately experience poor academic performance, but are also increasingly 

overrepresented in school push or dropout rates (Cholewa, Babcock, & Smith, 2018; Chu, 2007; 

Debnam et al., 2015; Gay, 2002; Cook, Coco, Zhuang, Fiat, Duong, Renshaw & Long, 2018; 

Sleeter, 2001). According to national studies,  compared to one in ten White, Pacific Islander, or 

Asian students, one in five Black students has been suspended, a factor that has been 

correlated to leaving school (George, 2015; Gregory, Skiba & Noguera, 2010).  These 
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consequences can lead to life-long adverse impacts in the lives of students of color.  Not only 

are students from diverse racial, cultural, ethnic, and linguistic (RCLED) backgrounds 

overrepresented in schools’ disciplinary referrals, suspensions, and expulsions, but these 

demographic disparities in behavior management practices also contribute to the growing 

problem of the school-to-prison pipeline (Cartledge, Singh & Gibson, 2008; Larson, Pas, 

Bradshaw, Rosenberg & Day-Vines, 2018). 

Statement of the Problem 

Ideally, teachers working in urban settings with large populations of students from 

diverse backgrounds possess cultural competency, or “the evolving knowledge and skills used 

for maintaining a process to increase one’s respect, understanding, and knowledge of the 

similarities and differences between oneself and others” (Lynch & Hanson, 2004, p. 43). 

Educational literature characterizes urban schools as higher in poverty, percentages of single 

parent homes, school size, teacher attrition, ethnic diversity and institutional barriers like 

reduced material resources (Milner, 2009). If teachers are culturally competent, they are also 

empowered to impart this skill to students so that they “recognize and honor their own cultural 

beliefs and practices, access the wider culture, [and] are likely to have a chance of improving 

their socioeconomic status and making informed decisions about the lives they wish to lead” 

(Ladson-Billings, 2006, p. 40). Instead, the largely homogenous teacher workforce 

demonstrates an unpreparedness to serve students from various ethnic, racial, and cultural 

backgrounds (Haddix, 2016; Spanierman, Oh, Heppner, Neville, Mobley, Wright, Dillan, & 

Novarro, 20l1). In a survey of over 1,000 educators in the United States, although White 

individuals overwhelmingly made up the majority of America’s teachers, they were least likely 
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to have personal experiences with racially diverse groups with different cultural expectations 

than their own (Frankenberg, 2009). Cultural mismatch is the potential miscommunication and 

confrontation that students and teachers may experience as a result of their mutual lack of 

understanding (Siwatu, 2007). Describing the problem with racial and ethnic disparities 

between teachers and their students Berry (2011) summarizes the issue of cultural mismatch: 

Today, minority students and children who live in poverty are most likely to be taught by 

new recruits who are White and middle class. While many are imbued with energy and 

commitment, for the most part these novices have not been prepared to perform well 

in high-demand school environments and have had insufficient access to effective peers 

who could positively influence academic learning (p. 13-14). 

A related phenomenon, cultural disequilibrium, has also emerged. This term describes both 

“the cultural mismatch that may occur between teachers and their students [and] the sense of 

imbalance or confusion that can result when an individual attempts to grapple with situations 

or experiences for which he or she is not fully prepared” (Bergeron, 2008, p. 5).  Cultural 

disequilibrium is evidence of the challenges that new teachers face due to their lack of 

preparation and the dearth of opportunities to learn and develop the essential skills and 

dispositions for teaching RCLED students in urban classrooms (Berry, 2011; Ladson-Billings, 

2006, 2009, 2011).   

Theoretical Framework: Cultural-Historical Activity Theory 

Cultural-historical activity theory (CHAT) is a practice-centered approach that offers a 

robust framework to analyze the problem of cultural disequilibrium (Julkunen, 2011, 2013). It is 

rooted in Vygotsky’s (1978) triangular model of mediated action theory and based on the 
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philosophy that “learning occurs from or during activity, rather than learning preceding activity” 

(Fire & Casstevens, 2013, p. 47-48). The CHAT framework’s systems-level lens allows 

researchers to account for multi-faceted influences like the dynamics of power, history, money, 

and culture and their impacts on psychological motives and tool use through reflective analysis 

of professional practices (Foot, 2013, 2014; Yliruka & Karvinen-Niinikoski, 2013). CHAT is 

grounded in the intersecting perspectives of critical and sociocultural theories (Foot, 2001, 

2013, 2014). Three central tenets form the sociocultural basis for CHAT: Firstly, that human 

beings collectively act, learn through doing, and use their actions to communicate. Secondly, 

human beings create, use, and make adaptations to many kinds of tools in order to 

communicate and learn. Finally, human beings make and interpret meaning collectively, 

therefore community is critical to all types of learning, communicating, and acting (Vygotsky, 

1978). These tenets align to the critical idea that neither singular individuals nor overarching 

societal forces are solely at work in any given problem: “The individual, a social actor, both 

creates and is created by the social universe of which he or she is a part” (McLaren, 2014, p. 

131). Due to the interactive nature of the individual-society relationship, the two are 

inextricably linked. Therefore, analysis of problems and their solutions must account for the 

influence of each, both collectively and separately (McLaren, 2014).  

CHAT Activity Systems  

The central task of CHAT analysis is to gain a systemic understanding of an activity, 

rather than merely identifying its individual components. The CHAT construct of an activity 

system offers a conceptual framework through which to examine not only the interpersonal 

relationships between educational stakeholders but also their historical, cultural, economic, 
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and political aspects. Activity theory was first communicated in Russian and German languages, 

therefore it is essential to note that unlike Western ideas of activity that focus on individual 

behavior, the CHAT concept deals with collective human interactions. Necessarily, this 

approach provides a dynamic perspective that allows for multi-faceted analysis by 

acknowledging the multitude of interactions in activity systems and utilizing the entire context 

of an activity as a unit of analysis. A consequent strength of this approach is that it accounts for 

the inevitable contradictions and disruptions that arise due to the complex relationships in an 

activity system, but regards these as opportunities for growth and change (Casstevens & 

Stansbury, 2022; Engeström, 1987; Foot, 2013, 2014; Vygotsky, 1978). 

Analysis of Relevant Factors 

Analyzing the problem of teachers’ cultural disequilibrium using CHAT begins by 

identifying the components of the activity system of which it is an outcome in which it 

functions. Figure 1 depicts the CHAT activity system framework as applied to the problem of 

teachers’ cultural disequilibrium and the reciprocal desired outcome of cultural competence. 

For both students and teachers, the shared experiences of cultural disequilibrium represents 

the activity system’s object. However, CHAT includes the reciprocal or inverse desired outcomes 

of cultural disequilibrium - cultural competency and self-efficacy, as objects as well. While the 

CHAT construct of subject allows one to account for the perspectives of multiple stakeholders, 

this analysis will focus on the singular perspective of teachers. It should be noted, however, 

that many students experience cultural disequilibrium given the cultural mismatch they also 

experience at school. Tools denote any conceptual or material means that mediate the 

subjects’ interaction with the object of interest: “Tools can be either material or conceptual. 
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Language, protocols, scientific methods and models, and other forms of cultural artifacts are 

just as much tools as are hammers, computers, and phones” (Foot, 2014, p. 5). Though tools 

are created at a particular point in time, over time they are also modified by their users based 

on their needs, values cultural norms. The concept of a community of others includes 

individuals with a shared involvement and interest in the same object as the subject. All 

interactions, or communicative relations, between the subject and community regarding the 

object are mediated by activity system’s rules and division of labor: the regulations that governs 

communicative relations and interactions with the object, as well as understandings of what is 

done by whom. Division of labor refers to both the assignment of tasks as well as the allocation 

of power, access, and rewards in the activity system (Foot, 2013, 2014; Casstevens & 

Standbury, 2022).  
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Object & Outcomes: Cultural Disequilibrium, Cultural Competence  

Teachers’ experience of cultural disequilibrium constitutes the object and also dictates 

its counterpart, the desired outcomes that result from a problem’s resolution. Within the CHAT 

framework, an object is defined by three key characteristics: it is 1) rooted in a need state 

which is 2) never fully achieved, and “is both facilitated and constrained by historically-

accumulated constructions of the object” by the subject (Foot, 2014, p. 10; Lektorsky, 1984).  

For the purposes of this analysis, the desired outcomes that may result when cultural 

disequilibrium is ameliorated are defined as cultural competence, and increased self-efficacy to 

educate students from culturally diverse backgrounds in culturally responsive ways. The term 

cultural competence has taken on multiple meanings across different professional spheres. 

Though some fields, such as social work and counseling, define cultural competence in 

alignment with educational understandings, others, like medicine, take a wholly different 

perspective (Barn Das, 2016).  Perhaps the aim of cultural competence in education is best 

summed-up by Dr. Martin Luther King Jr.’s assertion that “Education must enable a man to 

become more efficient, to achieve with increasing facility the legitimate goals of his life,” 

meaning that students must be equipped with an understanding of themselves, knowledge of 

the world around them, and an agency with which to successfully live in it (King, 1947).  

Based on Pedersen’s (1994) definition, cultural competence consists of three culture-related 

domains which build upon one another: awareness, knowledge, and skills. First, awareness, 

refers to the formation of cultural assumptions, attitudes, and opinions. Knowledge denotes 

the documented facts and verifiable information that may enable one to progress beyond 

simple cultural awareness. Lastly, skills are acquired when one applies knowledge in order to 
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affect actionable change in multicultural contexts (Pedersen, 1994; Marbley, Bonner, McKisick, 

Henfied & Watts, 2007).  That new teachers entering the field lack opportunities to develop as 

culturally competent practitioners is problematic because researchers have suggested that 

teachers’ cultural responsiveness can help address the aforementioned problems that have 

stemmed from the demographic divide between the nation’s increasingly diverse student 

population and its predominately homogenous teacher workforce (Castro, 2010, p. 198; Ford & 

Sassi, 2014). However, cultural competence development opportunities are the exception, not 

the norm for both new teacher preparation and teacher induction programs (Gaikhorst, 

Beishuizen, Roosenboom, & Volman, 2017; Ladson-Billings, 2006; Sleeter, 2001). Consequently, 

lack of preparation and unrealistic expectations can combine to degrade new teachers’ positive 

beliefs related to diverse students and erode their confidence (Hill, 2007; Woolfolk Hoy & 

Spero, 2005; Siwatu, 2007; Siwatu, Polydore, & Starker 2009). Bandura’s (1977, 1986, 1997, 

2000) social cognitive theory, particularly its focus on the construct of self-efficacy, has played 

an important role in existing literature on teachers’ cultural competency development and 

sense of preparedness to teach (JohnBull, Hardiman & Rinne, 2013).   

Culturally responsive teaching. For both teacher educators and their students, efforts to 

promote teachers’ cultural competency often take the form of culturally responsive teaching 

(CRT). CRT is a primary policy and practice recommendation that is often the focus of 

professional learning and efforts to integrate it into individual classroom practices.  In the 

seminal work, Culturally Responsive Teaching: Theory, Research, and Practice, Gay (2018) 

defines CRT: 
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Using the cultural knowledge, prior experiences, frames of reference, and performance 

styles of ethnically diverse students to make learning encounters more relevant to and 

effective for them. It teaches to and through the strengths of these students. [CRT] is 

the behavioral expressions of knowledge, beliefs, and values that recognize the 

importance of racial and cultural diversity in learning. (p. 36)  

Too often practitioners reduce CRT to a mere checklist of best practices to implement in 

classrooms rather than a powerful guiding paradigm for personal reflection and professional 

growth. Five essential characteristics comprise the foundations of CRT including building “a 

knowledge base about cultural diversity, including ethnic and cultural diversity content in the 

curriculum, demonstrating caring and building learning communities, communicating with 

ethnically diverse students, and responding to ethnic diversity” in instructional delivery (Gay, 

2002, p. 107). Similarly, in a comprehensive review of CRT and synonymous terms used 

interchangeably with it, Siwatu (2007, 2011) determined four specific components of CRT that 

appeared across multiple iterations: “curriculum and instruction, classroom management, 

student assessment, and cultural enrichment” (2007, p. 1089).  However this tool may be more 

effective when utilized as a conceptual lens through which to scrutinize practices: 

The first problem teachers confront is believing that successful teaching for poor 

students of color is primarily about ‘‘what to do.’’ Instead… the problem is rooted in 

how we think—about the social contexts, about the students, about the curriculum, and 

about instruction. Instead of the specific lessons and activities that we select to fill the 

day, we must begin to understand the ways our theories and philosophies are made to 
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manifest in the pedagogical practices and rationales we exhibit in the classroom. 

(Ladson-Billings, 2006, p. 40) 

When educators adopt CRT, it empowers them to act as agents of change to foster more 

equitable experiences and outcomes for students (Griner & Stewart, 2012). In an outline of 

attitudes possessed by culturally responsive teachers, Villegas and Lucas (2002) have pointed 

out that a sociocultural consciousness precedes development of other needed dispositions. 

Early scholarly literature has introduced the complementary constructs of culturally relevant 

and culturally responsive teaching. Researchers have agreed that these terms, as well as several 

others like culturally sustaining (Paris, 2012), culturally appropriate (Au & Jordan, 1981), 

culturally congruent (Mohatt & Erickson, 1981), and culturally compatible pedagogy (Jordan, 

1985), are interchangeable (Gay, 2000, 2002; 2016; Ladson-Billings, 2006, 2009, 2011; Howard 

& Novarro, 2016).  These asset-based teaching approaches demonstrate the value of diverse 

students’ cultural and linguistic practices by sustaining them in the classroom. In doing so, 

teachers not only expose diverse students to ways of learning valued in the dominant culture, 

but also encourage them to explore and honor their own cultural identities. Practitioners who 

take this approach explicitly aim to develop both students’ and teachers’ multicultural and 

multilingual ways of thinking and acting (Paris, 2012; Siwatu, 2007, 2011). In a seminal study, 

Ladson-Billings (1994) examined eight teachers deemed effective teachers of African American 

students. She credited CRT with their success, describing their manner of teaching as one that 

“intellectually, socially, emotionally, and politically [empowers students] by using cultural 

referents to impart knowledge skills, and attitudes” (p. 17-18).  Teachers who use CRT trust that 
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all students are capable of learning with the right supports and, as a result, take personal 

responsibility for the success of learners from all backgrounds (Ladson-Billings, 1995a). 

Subject: Teachers 

The largely homogenous teacher population and demographic divide implicates obvious 

teacher traits like race, ethnicity, gender, and class as contributors to cultural disequilibrium. 

Findings in a qualitative study of professional learning at George Washington University agreed 

with previously cited research contending that disparities in student and teacher characteristics 

are detrimental to students in urban schools. They showed differences in race, gender, 

language, and economic status are of greatest concern (Taymans, Tindle, Freund, Ortiz, & Harris 

2012). However, other teacher attributes contribute to this problem in urban school settings. 

Researches also explore how the related phenomena of cognitive dissonance, cultural 

mismatch, and disequilibrium tare connected to teachers’ expressions of knowledge, attitudes, 

and beliefs (Bergeron, 2008; Howard & Navarro, 2016; Ladson-Billings, 2006).  

Knowledge of self and students. Teachers have a pressing need to understand 

themselves as cultural beings, yet many White teachers are wanting for a sense of their own 

cultural identities (Sleeter, 2008). Culturally competent teachers must recognize the important 

relationship between knowledge acquisition and culture. They must be familiar with the 

cultural aspects of students’ lives that impact their classroom experiences: their values, beliefs, 

and styles of discourse (Brown, 2007; Donovan & Cross, 2002). However, without a broadly-

defined, accurate understanding of culture that is rooted in personal experience, new teachers 

will struggle to develop the sense of cultural identity required of culturally competent 

educators. Because teachers are either unfamiliar or uncomfortable with their own ethnic, 
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racial, and cultural identities, it is unsurprising that they struggle to be responsive to the 

backgrounds of their RCLED students (Ladson-Billings, 2006; Nieto & Bode, 2008; Trent & 

Artiles, 2007; Trent, Kea, Oh, 2008).  In one study, new teachers proved knowledgeable in their 

approaches to teaching students from different backgrounds, but lacked the experiential 

knowledge required to implement their understandings in real classroom settings. 

Concurrently, though veteran teachers demonstrated care for students of diverse backgrounds, 

they also expressed unexamined biases that limited their contributions to beginners’ induction 

experiences (Timmons Flores, 2007). 

Positional identity. All people engage in the ongoing process of negotiating their 

multicultural identities as they interact with diverse social contexts (Cochran-Smith, 2004; 

LaDuke, 2009; Nieto & Bode, 2008). However, if individuals do not encounter differing 

perspectives, they persist in their narrow and incomplete worldviews. Researchers have sought 

to account for intersecting student and teacher identities and resulting outcomes. Moore 

(2008), who analyzed the impact of teacher characteristics including race, ethnicity, age, gender, 

religion, and socioeconomic status on classroom instruction, describes positional identity: 

Positional identity speaks not only to the individual but also to contextual and relational 

meanings of who the person is and how the individual works within particular contexts, 

such as schools. Thus, positional identity… is essential because it provides a framework 

for understanding teachers on a personal level, their classroom practices on a practical 

level, and their professional development on a professional level. (p. 685)  

Overall, studies on teacher identity clearly show that educators have to develop a facility with 

the unique knowledges, behaviors, and cultures of their particular classroom so that they can 
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draw connections between their dual identities as individuals and as successful instructors of 

RCLED students (Brown, 2011; Proweller & Mitchener, 2004). Similarly, teachers’ social identity 

concerns about belonging to an in-group or out-group can influence their understanding of 

culture in their classrooms. These concerns may motivate teachers to make distinctions 

between their in-groups and outgroups, and perpetuate inaccurate biases and stereotypes as a 

result of their limited understanding of identity (Geerlings,Thijs, & Verkuyten, 2018; (Marbley et 

al., 2007). Seidl & Connelly, 2009: Without opportunities to evaluate and understand other 

points of view, teachers may believe, consciously or unconsciously, that their own culture is 

superior their students’ (Pedersen, 2000). 

Whiteness. Attitudes of racial identity are the degree to which an individual possess a 

positive, negative, or mixed stance toward their cultural or racial group and their sense of place 

in it (Carter & Helms, 1988). However, it is important to recognize that more differences exist 

within groups than amongst them (Cornell & Hartmann, 1997). For this reason, it is likely that, 

in addition to their similarities, individuals within the same racial identity differ in many ways 

and cannot be treated as monolithic group (Robinson & Howard-Hamilton, 2000). White 

teacher candidates often have limited experience interacting with people from backgrounds 

unlike their own in both personal and academic contexts. This fact is important given the 

impact of teachers’ personal experience to their development of intercultural skills and their 

attitudes towards students from diverse backgrounds (Geerlings et al., 2018; & Kyles & Olafson, 

2008). 

Researchers in a mixed methods study examined fifteen preservice teachers’ beliefs defined as 

hope, motivation, and self-efficacy related to teaching (Kyles & Olafson, 2008). Prior to their 



FROM DISSONANCE TO COMPETENCE   

  16 

practicum at a culturally diverse elementary school, participants completed a beliefs inventory, 

then conducted personal investigations about those beliefs and experiences related to cultural 

diversity. They wrote autobiographies and reflective response letters to explore their 

perspectives throughout the semester. While the authors believed this experience benefitted 

the participants, their analysis also suggested that teachers who experienced monocultural 

schooling were less likely to have positive attitudes and beliefs about cultural diversity than 

those who had more diverse cultural school experiences. These findings corroborated those of 

previous studies with similar outcomes (Gay & Kirkland, 2003; Kyles & Olafson, 2008; Powell, 

Zehm, & Garcia, 1996).   

Attitudes, beliefs, and dispositions. The impact of beliefs and values that shape 

educators’ identities are supported by an extensive body of extant research demonstrating the 

importance of these constructs to understanding educational problems such as 

overidentification of urban students with special needs (Bakari, 2003; Blanchett, Klingner, & 

Harry, 2009; Milner, 2006), teachers’ multicultural attitudes (Kyles & Olafson, 2008), and CRT 

self-efficacy (Fitchett, Starker, & Salyers, 2012). Beliefs of greatest interest to educational 

researchers have included positive and negative dispositions regarding urban schools (Taymans, 

et al., 2012), deficit-based thinking about the capabilities of RCELD students (Aragon et al, 2014; 

Ladson-Billings, 2007, 2009, 2011), impressions of school safety, and high expectations of 

students’ academic performance (Conaway, Browning, and Purdum-Cassidy, 2007).  

Culturally neutral beliefs. Because the dominant culture regards Whiteness as a normal 

and neutral construct, White teachers struggle to “see” their own culture. Rather than 

recognizing their own ethnic and racial backgrounds, many White teachers regard their cultural 
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norms as standard, or just “what is” (Bissonnette, 2016, p. 13). Researchers describe this view 

as a poverty of culture in response to the often cited culture of poverty myth to which new 

teachers attribute their struggles to relate to RCLED students:  

I do not believe my teacher education students are unusual in their tendency to suture 

race to culture and then struggle to disentangle the two. Culture is regularly used as a 

code word for difference and perhaps deviance in the world of teacher education. First, 

most of my students are White, middle-class, monolingual Midwesterners. They are 

surrounded by people who look, talk, and perhaps think as they do. When I try to get 

them to think about their culture, they are stymied. They describe themselves as having 

“no culture” or being “just regular” or “just normal.” When I point out the semantic 

challenge with their characterizations-by default people unlike them are “irregular” or 

“abnormal”-they fumble to correct that impression. (Ladson- Billings, 2006, p. 107) 

This perspective reflects the problem of cultural neutrality, or the tendency to misunderstand 

the role of culture and its impact on one’s own thoughts and behaviors. Cultural neutrality is a 

prevailing view among many members of White, dominant culture both in and outside of 

schools (Ladson-Billings, 2006). As an example, the norm of niceness is a seemingly neutral 

cultural construct that, in actuality, functions as a proxy for Whiteness both in and outside of 

education. This belief allows White teachers to maintain a positive, humanized view of 

themselves, despite the fact that they may silence the voices of their RCLED students or, worse, 

uphold institutional and systemic racism when promoting these attitudes (Bissonnette, 2016). 

Similarly, educators may espouse colorblind views by asserting that they “don’t see color.” 

Though may hope to appear impartial, in actuality, this statement implies that one either 
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ignores or denies the diverse characteristics of their students of color and, therefore, cannot 

honor and respect them in equitable ways (Sleeter, 2008).  

Willingness to Teach. In urban schools, particularly those with large percentages of 

students from low-income and racial minorities, teacher selectivity has contributed to both the 

high attrition rate and overreliance on teachers licensed through alternative programs 

(Ingersoll, 2003; Papay & Kraft, 2015; Perda, 2013; Rockoff, 2004). A statistical analysis of 133 

pre-service teacher responses about beliefs and attitudes toward urban teaching determined 

that teachers’ dispositions can be utilized as a predictor of their level of commitment to 

teaching in urban environments. This finding has led to valuable information regarding 

likelihood of teachers’ success and retention in urban schools. The findings aligned with those 

of others that show that teachers with positive attitudes about urban schools and students 

were more likely to demonstrate an increased level of commitment to remain within the school 

(Aragon et al., 2014; Timmons-Flores, 2007). However, new teachers are highly impressionable 

with attitudes that are often easily swayed by their experiences in urban schools (Boyd, 

Langford, Loeb, Ronfeldt, & Wyckoff, 2011; U.S. Department of Education, 2016; Whitaker & 

Valtierra, 2018).  

  In a four-year, qualitative study about shifts in educator perceptions of urban schools, 

new teachers in urban settings were preoccupied with issues such as their students’ abilities, 

their own safety, cultural conflicts in the classroom, and linguistic barriers to teaching (Conaway 

et al., 2007). Though the study shows that field placement experiences may alleviate educators’ 

concerns, it also reflects the fluid nature of beginning teachers’ attitudes and dispositions and 
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suggests the strong influence that attitudes and dispositions can have on both teachers’ and 

students’ potential success.  

Unfortunately, urban schools with the greatest need for teachers with positive 

dispositions are the least likely to employ them (Halvorsen et al., 2009). In the first study to use 

quantitative measures and statistical methods to create analytic profiles of educators’ beliefs 

about urban teaching, Aragon, et al. (2014) evaluated profiles for characteristics of social justice 

teaching, professional beliefs about diversity, and job preferences. Then they examined these 

profiles for relationships to participants’ commitments to urban teaching. In their findings, even 

teachers who indicated interest in urban education often did not actually desire to teach 

students characteristic of urban environments. Rather, many communicated an inaccurate 

assumption and preference that urban students present characteristics more reflective of the 

middle class. Consistent with prior research, researchers also found that many negative beliefs 

and patterns of thought such as colorblindness, deficit thinking, and the culture of poverty 

myth prevail among teachers entering urban environments.  

Studies focused on teachers’ willingness to teach students from Black communities 

corroborate these disconcerting trends. In a study of 415 teachers’ attitudes toward teaching 

African American students, Bakari (2003) asked participants to complete the Teaching African 

American Students Survey (Bakari, 2000). Participants were classified into three groups based 

on the type of educational institution they attended. The mean for all groups’ scores on the 

Cultural Sensitivity Toward Teaching African American Students subscale was lower than those 

on the Willingness to Teach African American Students subscale. However, preservice teachers 

from historically Black colleges and universities scored higher on the Willingness to Teach 
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African American Students subscale than participants who attended public or private 

institutions that were predominately White. All results in the study were statistically significant. 

These findings reflect teachers’ lack of motivation to continue teaching in urban environments. 

These attitudes and dispositions may result from teachers’ lack of opportunity for cultural 

competency development which is particularly concerning in light of Villegas and Lucas’ (2002) 

assertion that culturally responsive teachers not only view themselves as willing and able to 

transform educational inequalities, but as accountable for doing so. 

Biases, deficit thinking, and low expectations.  Due to the homogeneity in the United 

States’ teacher population, Eurocentric, middle class values predominate among educators. As 

a result, teachers often poorly regard the skills and abilities of students who hold differing 

values (Gay, 2002, Howard, 2006; Ladson-Billings, 2001). Teachers have shown a tendency to 

lower expectations for students from different racial, ethnic, and linguistic backgrounds despite 

their belief that they were implementing culturally responsive instruction (Kyles & Olafson, 

2008). This tendency is a common occurrence among many White teachers who possess deficit 

views of students from minority or low socioeconomic backgrounds as a result of their limited 

awareness of multicultural perspectives and histories of racial inequality (Sleeter, 2008).  

Teachers’ actions and their treatment of students is affected by their beliefs about them. This 

phenomenon is a self-fulfilling prophecy in which "teachers who believe certain children are 

incapable of learning are less likely to provide them with stimulating tasks that improve their 

learning” (Halvorsen et al., 2009, p. 184). Alternatively, educators who regard working with 

struggling students as a professional growth opportunity are likely to take more personal 

responsibility for students’ learning by maintaining high expectations through challenging 
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academic tasks, (Katz, 1999). Deficit thinking places blame on the survivors of social, racial, and 

economic inequality by using two distorted rationales (Valencia, 1997, p. x). Firstly, this mindset 

assumes that RCLED students do not enter school with the skills and experiential knowledge 

necessary for academic success, and secondly, it purports that education is not a value that 

parents of these children support (Yosso, 2006). Differences in students’ home and school 

cultures may lead educators to regard some behaviors as mental deficiencies when in fact they 

represent cultural differences (Chu, 2011, Chu & Garcia, 2014; Lerma and Stewart 2012; Soodak 

& Podell, 1993). In a discussion of the overidentification of students of color in special needs 

populations, Chu (2007) attributed this inequity to teachers’ deficit mindsets: “The over-and-

under-representation of students of color in some disability categories exists because educators 

may not be aware of the differences between disability and diversity” (p. 4). For example, 

students identified as African American are two times as likely as their White counterparts to 

receive a referral for special education services for an intellectual disability. Conversely, the 

underrepresentation of students of color in gifted education program has been extensively 

documented (Donovan & Cross, 2002; Ford, 1998, 2001, 2011; Ford & Harris, 1999). Similarly, 

teachers frequently misread emerging proficiency in English as an intelligence deficit or a 

disability for second-language learners (Klingner, Artiles, & Barletta; 2006).  

 The fact that teachers often misinterpret cultural differences as a lack of intellectual 

capacity and fail to recognize the intellectual giftedness of RCLED students reflects not only 

their multicultural naivete, but also how they undervalue different forms and expression of 

knowledge (Artiles et al., 2010; Sleeter, 2008; Trent, Kea, Oh, 2008; Warren, 2014, 2015). In a 

qualitative study, researchers investigated 39 preservice teachers’ perspectives about students 
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in a tutoring field placement in an urban setting. After analyzing data in participants’ journal 

reflections, interviews, and observations, researchers found that though teachers eventually 

came to possess favorable perceptions of their students as motivated and capable writers, their 

initial opinions about students’ abilities showed a tendency to underestimate their skills and 

abilities. Participants expressed surprise upon the realization that students from diverse 

populations were talented writers after their initial low expectations (Morton & Bennett, 2010).  

 Similarly, Keengwe (2010) investigated the perceptions of twenty-eight preservice 

teachers who tutored students from diverse populations by qualitatively examining 

participants’ written reflections. At the start of the tutoring program, participants reported 

having feelings of fear toward the students and assumptions that they would have difficulty 

mastering the academic tasks. Though the educators eventually questioned and modified their 

expectations RCLED students, default assumptions and deficit views still impacted the quality of 

their teaching and treatment of students. These results reflect the deficit thinking and 

consequent lack of high academic standards common among teachers without a sense of 

cultural competency (Castro, 2010; Keengwe, 2010; Morton & Bennett, 2010).   

Racism, stereotypes, and prejudices.  Deficit views are also indicative of racism at both 

individual and institutional levels. Two important tenets of racism that have notable 

implications for the problem of cultural disequilibrium: Firstly, racism is based on people’s 

behaviors rather than their thoughts or feelings. Secondly, racism can be perpetrated by people 

who may or may not harbor prejudice, and “well-intentioned but misinformed persons can still 

behave in racist ways” (Pedersen, 2000, p. 29). For example, when cultural differences between 
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students and their teachers result in limited success for such students as a result of the 

misunderstandings between them, systemic racism is at work (Cross, 2003; King, 1991). 

In a study of teachers preservice and inservice teachers’ thinking about stereotype and 

prejudices, Parks and Kennedy (2007) examined the relationship between participants’ 

perceptions of students’ social and academic competencies and the students’ gender, race, and 

physical attractiveness. After viewing scenarios that varied by the students’ gender, race, and 

physical attractiveness, the participants completed Likert scale questionnaires in which they 

ranked students’ academic and social competence. Using a 4-way, mixed factorial design, 

researchers tested their hypothesis that teachers who had recently taken a diversity education 

course would be less influenced by students’ physical characteristics. They found no difference 

between the groups based on teachers’ level of education. Although an overall significant effect 

was not detected, post hoc analysis showed that participants rated Black, unattractive students 

as having the lowest academic and social competence. In response, the authors stressed the 

need for educational professionals to examine their own bias because their manifestations 

indicate the influence of subversive stereotypes about the academic capabilities of different 

students in the classroom.  

Self-efficacy and competence. Much of the existing literature on new teachers’ 

preparedness for the classroom has operationalized the construct of self-efficacy outlined in 

Bandura’s (1977) social cognition theory. Utilizing this theory as a conceptual framework, 

scholarly discussion has relied on the assumption that teachers’ attitudes and beliefs impact 

classroom practice which, in turn, influence students’ learning (Cantrell & Hughes, 2008; Chu, 

2007; JohnBull, Hardiman & Rinne, 2013; Sleeter, 2001). Teachers’ sense of self-efficacy is made 
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up of four components: mastery experiences, vicarious experiences, verbal persuasion, and 

physiological arousal (Bandura; 1977; Cantrell & Hughes, 2008; JohnBull et al., 2013).  A 

mastery experience is one in which educators rehearse and perform specific skills and build 

confidence when they successfully use those skills to execute a task. Alternatively, vicarious 

experiences occur when educators witness their peers’ success or failure when attempting a 

teaching task. Observing the failure of one’s colleagues may diminish his or her teaching 

efficacy. Similarly, experiences of negative verbal persuasion, or deterrence related to a 

teaching task may have adverse impacts on teaching efficacy while positive encouragement 

about that same task may bolster it. A biological response signaling stress or danger is referred 

to physiological arousal. For example, an increase in heart rate or perspiration are often 

indications of an intimidating or threatening situation and can cause a teacher’s estimation of 

their teaching self-efficacy to decline (Bandura, 1977; JohnBull et al., 2013). Competency, 

knowledge, and skills are not sufficient to guarantee effective performance; rather, beliefs 

about one’s abilities create a bridge between skills and action (Bandura,1977, 1986).  Expanding 

on this idea, Woolfolk Hoy and Spero (2005) explain, 

Efficacy is a future-oriented judgment that has to do with perceptions of competence 

rather than actual level of competence. This is an important distinction because people 

regularly overestimate or underestimate their actual abilities, and these estimations 

may have consequences for the courses of action they choose to pursue and the effort 

they exert in those pursuits. (p. 344) 

Often termed a self-fulfilling prophecy in the research literature, this phenomenon illustrates 

how teachers’ positive or negative beliefs about their abilities can influence performance 
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despite their actual competencies (Berliner, 2001; Jackson, Wood, & Zboja, 2012). For example, 

overestimating one’s abilities has shown to improve outcomes regardless of initial capability 

(Bandura, 1977, 1986).  Self-efficacy is important to the development of teachers’ cultural 

competency because a culturally responsive teacher is one who views themselves as both able 

and accountable for the transformation of schools into more equitable learning environments 

(Villegas & Lucas, 2002).  

Building on Bandura’s (1977) proposition that early stages of learning are when efficacy 

beliefs are most impressionable, Woolfolk Hoy & Spero’s (2005) study investigated the 

influence of mastery experiences during teacher preparation and induction on beginning 

teachers’ self-efficacy. In order to track shifts in beginning teachers’ efficacy beliefs over time, 

the researchers administered multiple quantitative efficacy instruments including the Teacher 

Efficacy Scale (Gibson & Dembo, 1984), the Assessment of Instructional Efficacy (Bandura, 

1977), and an additional instrument aligned to the goals and context of a particular teacher 

preparation program. At the onset and throughout their preservice training, participants 

completed surveys until the end of their first year of teaching. Though the results of the study 

initially showed significant growth in teachers’ sense of efficacy during student teaching, they 

also exhibited a significant decline throughout the induction year. These results corroborate 

other studies that suggest that support in the early years of teachers’ careers may be most 

critical to their longitudinal efficacy development (Bandura, 1997; Knoblauch & Hoy, 2008).   

In addition to the influence of teachers’ deficit mindsets in the overidentification of students of 

color as having disabilities, teachers’ lack of efficacy beliefs may also contribute to this problem 
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(Chu, 2007). Alternatively, teachers with higher self-efficacy are less likely to refer students they 

find challenging to special education services (Meijer & Foster, 1988; Soodak & Podell, 1993).  

Moreover, teachers who report high self-efficacy are more resilient when faced with 

difficulty, are less critical of struggling students, and tend to invest more time in working with 

them (Ashton & Webb, 1986; Gibson & Dembo, 1984; Woolfolk-Hoy & Spero, 2005). A 

statistical analysis of 133 pre-service teacher responses about beliefs and attitudes toward 

urban teaching showed that teachers’ dispositions can be utilized as a predictor of their level of 

commitment to teaching in urban environments, leading to valuable information regarding 

likelihood of their success and retention in urban schools (Aragon et al., 2014). These findings 

align with others that suggested that those with positive attitudes about inner-city schools and 

students were more likely to demonstrate an increased level of commitment to remain within 

the schools (Timmons Flores, 2007). Unfortunately, teachers who are attracted to and retained 

in urban school settings likely attended by RCLED students are often less confident than their 

suburban counterparts (Fitchett et al., 2012; Gaikhorst et al., 2017; Sleeter, 2001; Tschannen-

Moran & Woolfolk-Hoy, 2001). Similarly, both Ng (2006) and Siwatu (2011) showed that new 

teachers felt less self-efficacy to teach diverse students in urban communities in comparison to 

schools in suburban environments. New educators in urban settings may feel unsure and 

reluctant to design classrooms and learning experiences that incorporate the varied cultures of 

their diverse students with which they are unfamiliar (Chu, 2007).  

CRT efficacy beliefs. Research by Siwatu (2007) and colleagues has further applied 

Bandura’s efficacy framework to teachers’ viewpoints about culturally responsive teaching, 

identifying three types of efficacy beliefs in their studies of preservice teachers. Scholarly 
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research makes use of the following terms and abbreviations in investigations regarding 

culturally responsive teaching, and associated efficacy beliefs: 

 efficacy – “A teacher’s belief in the ability to organize and execute the courses of 

action required to successfully accomplish a specific teaching task in a particular 

context” (Siwatu et al., 2009, p. 2). 

 CRT outcome expectancy (CRTOE)  – Teachers’ beliefs “in the positive outcomes 

associated with this pedagogical approach,” (Siwatu, 2007, p. 1087).  

 CRT self-efficacy (CRTSE)  – Teachers’ belief that they “are efficacious in their ability 

to execute the practices of culturally responsive teaching” (Siwatu, 2007, p. 1087). 

 collective CRT efficacy (CCRTE) – “The notion that . . .  group members share 

perceptions of the abilities and effectiveness of the group as a whole and . . . 

ultimately affect the achievement of the students in those schools” (Cantrell & 

Hughes, 2008, p. 98). 

 In one study, Siwatu (2007) developed two measures to investigate CRT self-efficacy and 

CRT outcome expectancy constructs and administered them to preservice teachers. Results 

showed that while preservice teachers were reportedly efficacious in their abilities to build 

individualized and supportive relationships with RCLED students and to be inclusive of all 

students in their classrooms, they struggled with their efficacy to communicate with English 

Language Learners.  In measures of outcome expectancy, participants’ CRT outcome expectancy 

beliefs were highest for “the possibility that a positive teacher–student relationship can be 

established by building a sense of trust in their students” (Siwatu, 2007 p. 1086). At the same 

time, item analysis revealed that beginner teachers’ CRT outcome expectancy was lowest in the 
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belief that teacher encouragement of students’ native language use is a means of preserving 

their cultural identity.  

 In a similar study, researchers investigated the CRTSE beliefs of 104 elementary school 

teacher candidates using The Culturally Responsive Teaching Self‐Efficacy Scale. Results 

indicated that though participants had more feelings of confidence to use different 

instructional strategies, interact with parents, and establish positive relationships with 

students, they were less self-efficacious about their abilities to reduce the impact of cultural 

mismatch, communicate with students learning English, and to educate students about the 

contributions of diverse cultures in math and science (Siwatu, Polydore & Starker, 2009).  

Additionally, in seeking to investigate the impact of urban and suburban school contexts on 

beginning teachers’ beliefs about their readiness to use CRT, researchers used an experimental 

design to assess preservice teachers using the Culturally Responsive Teaching Self-efficacy 

Scale. Outcomes suggested that the participants possessed greater confidence and felt more 

prepared for teaching in suburban schools than in urban schools.  Moreover, preservice 

teachers’ had lower CRT self-efficacy for teaching English Language Learners whether they were 

to work in an urban or suburban school.  Results of this study illustrate the importance of task 

and domain-specific self-efficacy, particularly as it is related to cultural competency (Siwatu, 

2011). These results align with Berliner’s (2001) assertion that development of expertise is 

highly context-specific. Given inherently diverse nature of culture, teachers’ cultural 

competency development needs are as varied as the different settings in which they teach. 

These studies exemplify the potential benefits when teachers’ CRTSE beliefs are high, as well as 



FROM DISSONANCE TO COMPETENCE   

  29 

the possible pitfalls of low CRTSE beliefs for both teachers and students in urban schools 

(Siwatu, 2007, 2011; Siwatu, Polydore, & Starker, 2009, Tsouloupas, Carson & Matthews,  2014) 

Rules: Cultural Norms 

 Because the beginning years of teaching are often challenging, new teachers’ induction 

experiences in public schools are especially critical to their development as culturally 

competent and responsive educators (Moon, 2007; Moseley, Bilica, Wandless & Gdovin, 2014; 

Sleeter, 2008). Specifically, novice, White educators entering urban classrooms face two 

overarching challenges during the critical period of the first one to three years of teaching. The 

first is new teachers’ socialization into everyday life under the influence of the dominant 

culture norms both within and outside of the school environment. At the same time, dominant 

cultural norms within schools often include veteran teachers’ beliefs and practices. Many times, 

the messages conveyed by these groups promote the supremacy of White cultural norms, 

behaviors, and perceptions (Sleeter, 2001; 2008; Tse, Abra, & Tanaka, 2017). Secondly, 

beginning teachers face the difficult task of forging relationships with students in the proving 

ground of the classroom. Here student-teacher relationships are established classroom 

community members interpret one another through the intersecting lenses of race, social class, 

and culture. From the CHAT perspective, the White, middle class social norms that govern 

teacher-student interactions comprise the rules that dictate those relationships and influence 

whether outcomes of cultural disequilibrium or cultural competence occur. To take this view is 

to assume that aspects of cultural, economic, political, and social characteristics in both schools 

and society are those most significant to understanding how contemporary educational 
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systems operate. Herein this review will examine some of the foundational principles and 

drivers of these aspects. 

Class, culture, & capital. The relationships that establish the social order on an 

economic political and social basis are often referred to as class. These deterministic 

relationships govern the lives of both individuals and social groups and limit their access to 

resources such as education. Distinctions based on occupation, residency, income levels, and 

other markers of social status influence how power is distributed across societal groups and 

within institutional structures and systems (McLaren, 2014). To consider the ways that 

education intersects with issues of class, one might pose questions such as,  “[Do] certain types 

of knowledge legitimate certain gender, class, and racial interests? … What accounts for some 

knowledge having high status. . . while the practical knowledge of ordinary people or 

marginalized or subjugated groups is often discredited and devalued? (p. 134). These questions 

reflect considerations of capital, or the idea of possessing value or being valuable, in education 

(Wink, 2011; McLaren, 2014).  

Culture. Critical theorists have described culture as “the particular way in which a social 

group lives out and makes sense of its given circumstances and conditions of life,” and “a set of 

practices, ideologies, and values from which different groups draw to make sense of the world” 

(McLaren, 2014, p. 138).Three cultural divisions include dominant culture, subordinate culture, 

and subculture. Practices in society that uphold the interest concerns and values of the ruling 

class are considered representations of the dominant culture. Those who control society's 

literal and figurative wealth constitute the ruling class.  Conversely, subordinate culture 

identifies the practices of individuals whom the dominant, ruling class subjugate. Subcultures 
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may be subsets of either group and distinguish themselves using symbols and unique social 

practices to cultivate a unique cultural identity. Often subcultures represent dissatisfaction 

from within the ruling class or dominant culture as opposed to outside resistance to it. It is 

important to note that any social or cultural group is not lived “within,” by its members. Instead 

members of these groups express and “live out” their cultural membership and relationships.  

Culture may be expressed in multiple forms including symbols and practices within society such 

as dance, food, religion, music, and dress. Education, and its close relative schooling, are also 

cultural forms. Structural systems within society related to economy, social mores and values, 

power-knowledge relationships, and gender, class, and race relationships all uphold cultural 

forms. One must consider whose knowledge culture is considered valuable and who it benefits 

(McLaren, 2014; Wink, 2011; Yosso, 2006). 

Knowledge and power relationships. All knowledge, whether obtained in school or 

elsewhere, is neither objective nor neutral. Rather knowledge is a social construction that is 

situated in a particular context. Moreover, knowledge is contextual, therefore, surrounding 

contexts impact the way individuals in that context interpret knowledge and make meaning.  

This perspective has important implications in the field of education where the assumption that 

knowledge is solely defined as information and skills to be mastered has often gone 

unexamined. Alternatively, critical pedagogues assert that knowledge must always be viewed as 

a subjective social construct with interests linked to the interactions of members of societal 

groups with and without power (McLaren, 2014; Wink, 2011).This perspective causes one to 

consider how knowledge is constructed, why it is constructed in a certain way, and why the 
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prevailing culture privileges and legitimizes certain knowledge constructions over others 

(McLaren, 1998; 2014). 

Different forms of knowledge are emblematic of the subjective nature of knowledge. 

For example, emancipatory knowledge, “helps us understand how social relationships are 

distorted and manipulated by relations of power and privilege. It also aims at creating the 

conditions under which irrationality domination and oppression can be overcome and 

transformed through deliberative collective action” (McLaren, 2014, p. 134). An individual's 

ability to express and promote their cultural values is determined by the power that their 

societal group possesses. In education, these ideas raise concerns about how cultural patterns 

in schools and broader society might maintain or challenge inequalities between dominant and 

marginalized groups (McLaren, 2014; Wink, 2011; Yosso, 2006).  

Eurocentric epistemology. Systems of knowing, or epistemology, are based on the lived 

conditions of people as they live and learn and the worldviews that they maintain.  In the 

United States, dominant Eurocentric epistemologies of rugged individualism, meritocracy, and 

objectivity have governed the systems of knowledge both in and out of the educational sphere. 

For this reason, societal norms for behavior, communication, cultural expression, curriculum, 

and others are all governed by dominant White cultural preferences. Conversely, other 

established knowledge systems exist outside of and run contrary to the dominant Eurocentric 

epistemology that pervades American culture. These systems of knowledge challenge prevailing 

cultural paradigms through counter-narratives, histories, and experiential knowledge of the 

other. In this way, critical perspectives offer tools with which to question dominant cultural 
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conceptions in education such as meritocracy, fairness, neutrality, and colorblindness (Ladson-

Billings, 2000; 2004; McLaren, 2014).  

Whiteness. Prevalence of dominant, White narratives and ignorance of alternatives such 

a Black counternarratives are not limited to individual educators but are reflected in the lack of 

inclusion of African American cultural considerations in teacher training and educational 

research literature (Ladson-Billings, 2000). U.S. society has situated all people in a hierarchy 

that is based on race wherein one’s level of adherence to Whiteness is perceived as being more 

socially acceptable.  As a result of this hierarchical positioning, a polarized view of Black and 

White identities has permeated Americans’ consciousness. The preference for and dominance 

of White cultural norms combined with the binary view of race have contributed to an 

ignorance of the unique historical pathways and differing cultural experiences that have 

impacted the way each group is differentially regarded and treated today (Ladson-Billings, 

2000; Sleeter, 2008). White educators often are unable to realize the prevalence of inequities 

on the basis of race. The teacher education and research literature that permeate educational 

contexts have perpetuated rather than prevented this mindset: 

The literature is reflective of a generalized perception that African American culture is 

not a useful rubric for addressing the needs of African American learners, and thus, that 

African American culture is delegitimized in the classroom. Rather than seeing African 

Americans as possessing a distinctive culture, African American learners often are 

treated as if they are corruptions of White culture, participating in an oppositional, 

counter-productive culture. Schools and teachers treat the language, prior knowledge, 

and values of African Americans as aberrant and often presume that the teacher’s job is 
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to rid African American students of any vestiges of their own culture. (Ladson-Billings, 

2000, p. 206). 

Instead of creating educational programming that is accepting and inclusive of diverse students’ 

perspectives and thereby acknowledges their different needs, much of exiting educational 

research has taken a position that espouses cultural neutrality but actually promotes the views 

and interests of dominant societal voices.  

Hegemony. The primary mechanism by which the dominant cultural group is able to 

preside over subordinate classes is known as hegemony. Hegemony occurs when a subordinate 

or oppressed group unwittingly consents to their oppression through “consensual social 

practices social forms and social structures produced in specific sites such as the church, the 

state, the school, the mass media, the political system, and the family” (McLaren, 2014; p. 140). 

Hegemony often occurs in education when students are prohibited from questioning the social 

attitudes, practices, and values that are characteristic of the dominant society in their 

classrooms. McLaren (2014) offers the following example of hegemonic ideas at work both in 

and out of contemporary schools:  

By perpetuating the myth of individual achievement and entrepreneurship in the media, 

the schools, the church, and the family… dominant culture ensures that subordinated 

groups who fail at school or who don't make it into the world of the “rich and famous” 

will view such failure in terms of personal inadequacy or the “luck of the draw.” The 

oppressed blame themselves for school failure - a failure that can be additionally 

attributed to the structuring effects of the economy and the class-based division of 

labor. (p. 140) 
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Those who subscribe to the dominant culture seek to preserve hegemony by depicting the 

realities of social life so that imbalances of power and privilege and remain hidden from view. A 

thorough understanding of hegemony and its function may help educators to uncover 

oppressive practices within school contexts, even if the previously unexamined motivations 

behind them appear to be positive (McLaren, 2014; Wink, 2011). 

Ideology and prejudice. Ideology, or the process of ascribing meaning and sense-

making, supports the work of hegemony. The ways in which people make sense of the world 

occurs through either positive or negative functions of ideology. Positive functions of ideology 

occur when individuals come to understand the sociopolitical context in which they operate 

and become conscious of their position in that context through the use of visualizations, 

concepts, and ideas. Manipulation of these same ideological tools, however, may also lead to 

the negative function of ideology in which one's perspective inevitably becomes selective to the 

point of excluding relevant, but nonconfirmatory information and privileging other, more 

favorable information. Two types of ideologies result from the interaction with and 

manipulation of ideological tools: those that align with the dominant culture and those that 

oppose it (McLaren, 2014; Wink, 2011). McLaren (2014) offers the following questions for 

teachers seeking to uncover hidden ideologies in their teaching practice: 

How have certain pedagogical practices become so habitual or natural in school settings 

that teachers accept them as normal, unproblematic, and expected? How often. . . do 

teachers question school practices such as tracking, ability grouping, competitive 

grading, teacher-centered pedagogical approaches, and the use of rewards and 

punishments as control devices? To what extent do such pedagogical practices 
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empower the student, and to what extent do they work as forms of social control that 

support, stabilize, and legitimate the teacher’s role as a moral gatekeeper of the state? 

What are the functions and effects of the systematic imposition of ideological 

perspectives on classroom teaching practices? (p. 144)  

Negative functions of dominant ideology often result in prejudice. Defined as initial negative 

judgment of groups or individuals as a result of unfounded, undetected, or insufficient 

evidence, prejudice may take the form of seemingly common-sense ideologies. This may occur 

because negative associations occur frequently as a result of prejudice and consequently are 

often used as a justification for discriminatory behavior (McLaren, 1998; 2014; Wink, 2011).  

Discourse. In concert with hegemony and ideology, discourse also functions to preserve 

the cultural dominance of the ruling class particularly in educational settings. Discursive 

practices are the spoken and unspoken rules governing what may be said, by whom, and what 

must remain unspoken. In the same vein, discourse concerns who is permitted to speak 

authoritatively and who is compelled to listen (McLaren, 2014; Wink, 2011). Institutions such as 

schools and prisons, which function within sociopolitical systems, rely on discursive practices as 

a means of social control (McLaren, 2014; Noguera, 2003; Wink, 2011). Within education, 

discourse is a “regulated system of statements that establishes differences between fields and 

theories of teacher education, It is not simply words but is embodied in the practice of 

institutions patterns of behavior and in forms of pedagogy” (Smith & Zantiotis, 1989, p. 123). 

Critical pedagogue, Paulo Freire (1998) denounced the manipulation of discourse in educational 

settings or what he termed the “banking model” of education (Wink, 2011). In this model, 

teachers use the discourses of the dominant culture to "deposit” knowledge that they presume 
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to be universal truth into the minds of students who passively participate as “empty vessels” 

(McLaren, 2014; Wink, 2011). Freire (1998) asserted one of many problematic aspects of this 

approach is that those who practice it seek to force students to believe what the dominant 

culture claims to be valuable and truthful through means of indoctrination. Critical educators 

contend that knowledge cannot be assessed on the basis of subjective interpretations of truth. 

Rather, critical pedagogues promote learners’ critical analysis of ways that information may or 

may not be exploitative or oppressive (McLaren, 2014).  

Hidden Curriculum. Beyond typical classroom items such as texts, syllabi, and curricular 

scope and sequence, hidden curriculum can include anything in the educational environment 

that grooms students to fulfill their dominant or subordinate social roles. It is the “unexpressed 

perpetuation of the dominant culture through institutional processes” (Wink, 2011, p. 69). As 

with all things governed by hegemony, the hidden curriculum both privileges and discriminates 

against select forms of knowledge and promotes the values, beliefs, and attitudes of certain 

students and societal groups over others. Such discrimination and favoritism often occur on the 

basis of class, race, and gender (McLaren, 1989, 2014; Wink, 2011).  

Curriculum is representative of the political nature of the educational process and has 

implications for the dominant and subordinate cultural interactions within student teacher 

relationships. A teacher may expect a student to sit silently, refrain from talking while she is 

speaking, and to do exactly as she has instructed without hesitation. Similarly, students might 

be expected to silently raise their hands and wait to be called on before speaking in class. Each 

of these behavioral expectations exemplifies the prevalence of White, middle-class cultural 

norms in the curriculum. Others conceptualize the hidden curriculum as the unintentional 
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outcomes of both formal and informal educational practices. Examples of formalized schooling 

practices could include codes of conduct, classroom organizational arrangements, and 

standardized learning plans. More tacit aspects of learning environments and behaviors such as 

teachers’ expectations, the physical learning environment, and the implied messages that 

students receive as a result of these factors constitute informal aspects of the hidden 

curriculum (McLaren, 2014; Wink, 2011). 

Social reproduction and resistance. Using a critical lens, educators might reflectively 

ask, In what ways do schools communicate the messages of the dominant culture and, thereby, 

perpetuate the status and class-based divisions of society? Inherent to this question is social 

reproduction or the ways that class-based divisions in society continue from one generation to 

the next. Critical educators have long examined the ways that schools “reproduce the social 

relationships and attitudes needed to sustain the existing dominant economic and class 

relations of the larger society” (McLaren, 2014, p. 151). Schools maintain the social order of the 

wider society by instituting the same social structures and practices.  

Cultural capital. Critical theorists believe that schools promote social reproduction 

through use of cultural capital. Wink (2011) describes the idea of cultural capital as “ways of 

behaving, talking, acting, thinking, moving, and so on. These practices are determined 

unconsciously by the dominant culture and are used to promote success for specific groups in 

our society” (p. 63).  This concept was popularized by Pierre Bourdieu (1986) and refers to the 

passing on of general information, skills, attitudes, and dispositions from one generation to the 

next. Such background knowledge is represented in the ways that different groups behave, talk, 

socialize, and express their cultural values. Essentially, one can find different representations of 
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cultural capital anywhere, in anything, and in anyone. Specifically in schools, cultural capital is 

the means by which educators maintain social reproduction: 

Students from the dominant culture inherent different cultural capital than do 

economically disadvantage students, and schools value and reward those who exhibit 

that dominant cultural capital (which is also usually exhibited by the teacher). Schools 

systematically devalue the cultural capital of students who occupy subordinate class 

positions. Cultural capital is reflective of material capital and replaces it as a form of 

symbolic currency that enters into the exchange system of the school. Cultural capital is 

therefore symbolic of the social structure’s economic force and becomes in itself a 

productive force in the reproduction of social relations under capitalism. Academic 

performance represents, therefore, not individual competence or the lack of ability on 

the part of disadvantage students but the school’s depreciation of their cultural capital. 

The end result is that the school's academic credentials remain indissolubly linked to an 

unjust system of trading an cultural capital that is eventually transformed into economic 

capital as working class students become less likely to get high paying jobs or even jobs 

with a living wage. (McLaren, 2014, p. 154) 

In this way, schools perpetuate social reproduction and class inequality on both on a social and 

economic basis.  

Resistance. In one of the seemingly contradictory aspects of schooling practices, schools 

do not always perpetuate social reproduction. For example, why do schools sometimes enable 

students to attain a different social status than their parents yet continue to perpetuate social 

reproduction for others? Resistance theory, or the idea that students react to means of social 
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reproduction in schools in order to oppose them, may offer an answer. Resistance theory 

challenges the notion that schools are allegedly democratic institutions and operate to elevate 

the social status of all students - particularly those from subordinate cultural groups. In one 

study of resistance theory, students from the working-class group who engaged in acts of 

resistance against the dominant culture, only further their own subjugation by the dominant 

group in the classroom (McLaren, 2014; Willis, 1977). Methods of social reproduction in 

schools, such as teacher discourse or teacher talk may motivate students to strike, settle for 

lower achievement goals, violently act out, or ultimately, to leave school completely (Shor, 

1980). Such practices have contributed to the so-called school-to-prison pipeline or the notion 

that schools increasingly resemble prisons treat students like criminals and imitate prison life 

through continual surveillance and severe punitive measures (Hayes & Juarez, 2012). Critical 

educators point to the fact that school discipline practices disproportionately punish the same 

social and cultural groups as the judicial system (McLaren, 2014; Wink, 2011). 

Community of Significant Others: Colleagues, School Leaders, and Students 

The rules that govern a particular group and the larger society in which it operates are 

determined by its community of significant others. This activity system component is comprised 

of people who are interested and involved with the same object and desired outcomes of the 

subject (Engeström, 1999). For teachers experiencing cultural disequilibrium in urban school 

settings, their community includes but is not limited to colleagues, school leaders, and 

students. Herein this report will review characteristics of these significant others. 

 Researchers assert the importance of collaborative learning wherein beginning educators can 

benefit from the knowledge of their more-seasoned colleagues, thereby creating a shared 
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cultural competency through the sociocultural phenomenon of distributed knowledge (Brown, 

Collins, & Duguid, 1989; Flores, 2007; Vygotsky, 1978). For example, Taymans et al. (2012) 

identified collaboration as one of several beneficial outcomes that resulted from an 

investigation of an effective professional development school for urban educators. Study 

participants noted that new teachers in the context took initiative to collaborate with a more 

diverse variety of colleagues and situations.  

Given the on the job training educators experience in both their pre-service practicum service 

and in-service professional development, situated learning theories like those purported by 

sociocultural researchers such as Vygotsky (1978), Lave and Wenger (1991), and Brown, Collins, 

and Duguid (1989) are integral to the nature of cultural competency development for practicing 

educators. In particular, the concept of apprenticeship proposed by Brown, Collins, and Duguid 

(1989) is significantly relevant to the processes through which teachers integrate themselves 

into communities of practice as beginners, and continue engaging in this process throughout 

their professional development experiences. In teachers’ accounts of their experiences in 

communities of practice, they describe them as safe places for teacher-led professional 

development processes of “sustained, honest, and informative dialogues around race, racism, 

structural inequality, and intersectionality” (Howard & Navarro, 2016, p. 266; Nieto et al., 

2002). In a study of new, urban teachers determined to teach for social justice in their new 

workplaces, the educators’ growth and performance was informed by two communities of 

practice – university preparation programs and public schools (Timmons Flores, 2007). 

Moreover, these two groups communicated contradictory perspectives that challenged the 

participants’ commitments to teaching in ways that promoted social justice. Furthermore, 
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researchers describe the manner in which practitioners are able to develop cultural 

competency as a result of a “collaborative environment where historical constructs, 

pedagogical approaches, teaching strategies, and instructional resources are shared to further 

enhance their ability to engage in critical pedagogies, such as, culturally relevant teaching, 

engaged instruction, and historically meaningful curriculum” (Howard & Navarro, 2016, p. 266).  

Similarly, apprenticeships may occur in mentorship or practicum programs and provide 

opportunities to obtain, cultivate, and utilize cognitive tools to support learning in authentic 

activities within a domain. Important collaborative aspects of apprenticeship include 

collectively solving problems, performing several roles, resolving misconceptions and 

ineffectual practices, and building skills for working collaboratively (Brown, Collins, and Duguid, 

1989; Whipp, 2013).   

Colleagues and School Leaders. The most impactful sources on teachers’ perceptions of 

workplace support include colleague and principal support as these can have a dominant 

influence on practicing teachers’ development and growth (Bechtel & O’Sullivan, 2007, 

Bergeron, 2008). In one study, 76% of 228 practicing teachers surveyed identified dedication 

and support of school leaders as a significant factor that influenced their efficacy beliefs. 

Similarly, 63% of 189 teachers in that study stressed the importance of collegial support as well 

(Day, Sammons, Stobart, Kingston, & Gu, 2007).  A qualitative examination of one novice 

teacher’s experience of cultural disequilibrium in a diverse, urban context showed that a 

multitiered support system of both administrative and collegial mentorship played a key role in 

her ability to confront the challenges of her induction year and persist in her efforts to be 

culturally responsive (Bergeron, 2008).  
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Lacking leadership support. Research has shown a relationship between a lack of 

administrative support during teacher induction and teachers’ reduction in efficacy beliefs 

(Woolfolk Hoy, 2000; Woolfolk Hoy & Spero, 2005; JohnBull et al., 2013). Teachers have also 

cited a lack of supportive school leaders as a barrier to their ability to provide equitable 

education for students from diverse cultural groups. For example, though existing literature has 

identified new teacher mentoring as a critical component of a student teacher's ’transition to 

effectiveness, studies have shown that training programs do not exist for many mentor 

teachers with as many as 70% of principals reporting no formal mentoring training in one study 

(Brock & Grady, 1997; Bergeron, 2008). Others have shown that even in schools where training 

programs exist, mentors do not have adequate opportunities to observe beginning teachers in 

their classrooms (Wilson, Ireton, & Wood, 1997). Moreover, lacking administrative leadership 

has concerning implications for student outcomes as well. In a study of classroom management 

and confrontations, Ennis (1996) found evidence of negative student outcomes connected to a 

lack of administrative support. Findings from the study of 10 urban high schools attended by 

approximately 110,000 students from lower to middle-class backgrounds revealed that 50% of 

the teacher participants reported limited principal support as a reason they avoided teaching 

topics they believed might cause confrontation with students. In doing so, they denied their 

urban students equitable access to the curriculum and perpetuated low expectations for 

students from already marginalized populations, thereby giving them permission to fail 

(Ladson-Billings, 2002; Milner & Tenore, 2010).  

Students. Both teachers and students experience cultural disequilibrium in urban school 

settings (Au, 1993; Bergeron, 2008; Colombo, 2005).  Students’ diverse racial, socioeconomic, 
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linguistic, and cultural characteristics contribute to the discrepancy in their experiences and 

expectations between home and school. These differences constitute what researchers have 

termed incongruent relationships wherein misunderstandings and miscommunications are 

more likely to occur due to the differing social norms and expectations between their distinct 

cultural backgrounds and modes of communication (Geerlings et al., 2018; Pigott & Cowen, 

2000; Saft & Pianta, 2001; Van Der Zee, Van Oudenhoven, & De Grijs, 2004; Zimmerman, 

Khoury, Vega, Gil, & Warheit, 1995).  

Race and ethnicity.  Educators’ cultural competency is necessitated by the diverse 

characteristics of students those educators serve (Howard & Navarro, 2016). Educational 

researchers both past and present have noted the increasing diversity of student populations in 

the United States. During the 2014-2015 school year, Latinx students accounted for 25.8% of 

the PK-12 student population. By the 2019-2020 academic year, they represented 30% of the 

total population while the White student population, previously the largest group, is predicted 

to steadily drop to 35% in the coming decades (U.S. Department of Education & National Center 

for Education Statistics, 2014). The difference in student and teacher populations is significantly 

pronounced in places like the so-called “New South” where rising numbers of Latinx immigrants 

have resulted from policies like the North American Free Trade Agreement that has increased 

recruitment of agricultural workers to the region over the last few decades. Since that time, the 

establishment of immigrant communities has resulted in several generations of Latinx families 

matriculating through public schools in the American south (Mellom et al. 2018). As a result of 

both the increasing diversity in schools as well as the decreasing number of teachers of color, 
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cultural competency development for teachers is a more pressing need than ever, particularly 

in urban environments (Ladson-Billings, 2006, 2011; Ford & Sassi, 2014). 

Linguistic and communication preferences. More than nine percent of the country’s 

students demonstrate limited English proficiency or are designated as English Language 

Learners (ELL). In the case of the New South, many students needing linguistic support attend 

schools with limited ability to serve students who are ELL or Latinx despite decades of the 

increasing student population in the region (Mellom et al., 2018). 

Communication differences between teachers and their students from Latinx, Black, 

Indigenous, and immigrant backgrounds have clear implications for their interactions with their 

teachers. For example, Black students’ may exhibit a practice of using call and response to 

interject with comments about their feelings when others are speaking including the teacher. 

While this practice may appear rude or disruptive by White, Middle class cultural norms, 

students usually intend it as an acceptable means of communicating agreement: Black students 

“gain the floor” or get participatory entry into conversations through personal assertiveness, 

the strength of the impulse to be involved, and the persuasive power of the point they wish to 

make, rather than waiting for an authority figure to grant permission (Gay, 2000, p. 91). 

Unfortunately, teachers often negatively interpret this cultural practice, causing undue 

hardship in student-teacher relationships (Brown, 2004; Emdin, 2016; Gay, 2000; Obidah & 

Manheim Teel, 2001). 

Similarly, Asian students’ linguistic and communicative preferences are sometimes 

misinterpreted due to their cultural differences. For example, individuals from Taiwanese, 

Cambodian, Chinese, Japanese, and Korean backgrounds may utilize a practice called ritualized 
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laughter in which they smile or laugh in instances of linguistic or ideological confusion in order 

to discourage disagreement. This practice is intended to communicate a desire for harmony 

and a reluctance to confront authority figures.  Additionally, students from these cultural 

backgrounds may avoid classroom scenarios that require them to correct another student’s 

work or engage in competition due to their reliance on cultural values that emphasize collective 

harmony and reduced opposition (Gay, 2000).  

In Black communities, researchers have documented communication preferences that 

incorporate humor and emotional connections (Delpit, 1995; Ford & Sassi, 2014; Gay, 2000, 

2016; Monroe & Obidah, 2004). For example, students from this cultural group may use 

signifying, “a discourse genre particular to the African American community that relies on 

indirection and wit to make a commentary on someone’s behavior” (Ford & Sassi, 2014, p. 55). 

This cultural practice makes use of teasing as a term of endearment as well as dramatic word 

choice, intonation, and prosody of language (Ford & Sassi, 2014; Monroe & Obidah, 2004). In 

interviews with Ladson-Billings (1994), urban eighth-graders who were asked what they liked 

about their teacher, shared responses that suggested that they valued non-verbal 

communication equally, if not more so, than verbal communication. Students indicated that 

their teachers’ facial expressions, gestures, and body movement were instrumental in signifying 

that they were listening and paying attention to them. These specific communication 

preferences exemplify the diverse cultural practices that students bring into urban learning 

settings. 

Marginalization. Despite the diverse demographic characteristics of the national 

student population, teacher education often promotes assumptions that only “average” 
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students pass through the halls of America’s schools. In reality, children often bring a wealth of 

diverse characteristics beyond race and ethnicity and a host of challenges into their classrooms 

including abuse, homelessness, poverty, learning exceptionalities, language and communication 

barriers, and family dysfunctions (Haberman, 1995; Haberman, Gillette, & Hill, 2017). In the 

case of students attending urban schools, disadvantages are often the result of historical 

marginalization of ethnic and racial minority groups and socioeconomic disenfranchisement of 

students from low-income households or those with low parental education (Cartledge, et al., 

2008; McHugh, Horner, Colditz & Wallace, 2013).  

Racial discrimination experiences. Though urban students present diverse characteristics 

beyond race and ethnicity, many urban student populations are strikingly homogenous due to 

the increased racial segregation in America’s schools (Farmer-Hinton, 2008; Milner 2006, 2008). 

The lived conditions of non-White students present unique risk factors as Joseph (2001) 

illustrated in his discussion of racial disparities Black individuals face: “To be born Black within 

the US means to be disproportionately represented among the poor, the incarcerated, the 

unemployed, the sick, the under-educated and under-nourished; and, amongst those awaiting 

state-sanctioned execution on death row” (p. 54). Underfunded and inequitable public schools, 

lacking transparency, and poor inclusion of non-White families in educational decision-making 

further exacerbate these disparities in Black students’ educational experiences (Ladson-Billings, 

2006). Additionally, the rise of the school-to-prison pipeline phenomenon, has exposed racial 

disparities such as the disproportionate suspension and expulsion of non-White students, 

particularly Black students, in public schools. Compared to one in ten White, Pacific Islander, or 

Asian students, one in five Black students has been suspended according to a national study 
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(Gregory, et al, 2010).  One study using data from a nationally representative sample of 11,860 

students taken from the High School Longitudinal Study of 2009 examined student 

characteristics predictive of participation in in school suspension. Researchers found that 

students who were most likely to receive ISS were Black males from low SES or who had been 

placed in special education. Moreover, ISS was associated with an increased risk of decline in 

students’ grade point average as well as possible push out from school (Cholewa et al., 2018).  

In a similar study, 50% of Black students have reported experiencing suspension or 

expulsion – a troubling proportion when compared to the 20% of White students who reported 

their own (Wallace, Goodkind, Wallace, & Bachman, 2008). A comprehensive study of all 

students in the Denver Public School system used to multilevel logistic regression modeling to 

estimate the likelihood that participants experience one or more exclusionary disciplinary 

referrals including referral, suspension, expulsion, and interaction with law enforcement. 

Researchers investigated a broad range of both protective and risk factors including reasons for 

office referral, participation in in-school suspension (ISS), school composition, race, family 

poverty, special education referral status, emotional disability, homelessness, and others. 

Findings indicated that among these factors, schools’ racial composition and students’ racial 

identity posed a persistent risk to students at multiple levels of the disciplinary process, 

particularly for initial office referrals and assignment of disciplinary consequences (Anyon et al., 

2014). 

Closer examinations of the differential causes for Black and White students’ disciplinary 

referrals have revealed a disconcerting trend. Though White students tend to receive 

disciplinary referrals for offenses like using obscenities, vandalism, or other observed behaviors, 
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Black students are more likely to receive referrals for more subjective behaviors such as using 

disrespectful language, being excessively loud, noncompliant, or loitering (Skiba, Michael, 

Nardo, & Peterson, 2002). Additionally, Black, Latino, and Multi-racial students are not only 

more likely to experience exclusionary discipline practices but are also punished more severely 

for the same offenses than their White counterparts (Anyon et al., 2014, Skiba et al., 2002). 

Due to the intersectionality of students’ racial and gendered identities, disparities also 

exist based on these characteristics. For example, one study of schools’ behavior management 

systems showed that female students are more likely to receive recognition for positive 

behaviors, and African American males are more likely to receive reprimands for negative 

behaviors. However, Black girls are just as likely to experience discipline disproportionality as 

Black boys (Silva, Langhout, Kohfeldt, & Gurrola, 2015). African American girls are five times 

more likely to experience school suspension as their White, male counterparts. Researchers 

attribute this finding to the tendency of adults to perceive Black females as older than White 

females. They termed this phenomenon adultification or the view that, because Black girls 

seemed older, they required less nurturing, comfort, support, or protection than their White 

peers.  Moreover, the authors indicated that this view of Black girls led adults in schools to 

regard them as being both more accountable and liable for their misbehavior (Epstein, Blake, & 

Gonzalez, 2017). 

Socioeconomic challenges. Twenty-one percent of public school students are living 

below the poverty level, and 44% are considered low-income by federal definitions (National 

Center for Education Statistics, 2015). The effects of poverty are of particular concern in urban 

school settings attended by higher concentrations of students from low SES because students 
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may learn differently if their basic needs are not met (Farmer-Hinton, 2008). Additionally, 

students from poverty are more likely to demonstrate concerning behaviors in classrooms due 

to added emotional stress brought on by feelings of anger they may carry as a result of their 

daily challenges (Haberman, 1995; Haberman, Gillette, & Hill, 2017).  

Emotional stress is also indicative of the increased risk of adverse health outcomes for 

students living in poverty. In developed countries, researchers consider SES one of the most 

important determinants of health regardless of the availability of universal healthcare. Risks of 

certain cancers, arthritis and cardiovascular disease are consistently higher for those living in 

low-SES situations. The challenges these risks pose are especially concerning for children given 

that researchers consider early childhood a sensitive period in which low SES significantly 

increases one’s risk of health issues like respiratory and cardiovascular diseases and infections 

later in adult life. 

  Individuals from low socioeconomic circumstances are also at increased risk of 

experiencing learning differences and challenges. One such learning obstacle, learned 

helplessness, may occur when students passively accept all physical and emotional stressors as 

unavoidable, leading to reluctance to prevent or address stressors and to an inability to persist 

in face of learning obstacles. Furthermore, researchers have connected learned helplessness 

with elevated depression and disability risks (Chen, Miller, Lachman, Gruenewald, & Seeman, 

2012).  Students from diverse social backgrounds such as those who experience low SES face 

additional learning barriers in the form of inappropriate identification for special education 

services. The dual problems of overrepresentation of diverse student groups in disability 

categories such as mental retardation and underrepresentation in gifted education “may be the 
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result of confusing disability with diversity” (Chu, 2011, p. 4). In such cases, teachers may 

interpret students’ behaviors as resulting from disabilities related to attention dysregulation or 

cognitive dysfunction when they are, in fact, a consequence of differences in students’ lives 

between home and school. In a study of teachers’ efficacy and decision-making regarding 

students they deemed difficult-to-teach, teacher biases about socioeconomic status and 

behavioral concerns influenced those students they referred for special education placements. 

Importantly, teachers also tended to attribute students’ school challenges to aspects of their 

home lives rather than recognizing the school’s role. As a result, the solutions teachers sought 

were limited to home-based recommendations rather than school-based approaches for which 

they held more responsibility (Soodak & Podell, 1993).  

Perceptions of teacher-student relationships. Students’ perceptions of school 

connectedness are comprised of the quality of their relationships with teachers and their sense 

of general belonging in school (Day et al., 2016; Ozer, Wolf, & Kong, 2008). Between these two 

factors, teacher relationships more strongly predicts student outcomes and perceptions of 

school connectedness (McNeely, 2005).  Often studies examine student-teacher relationships 

from the perspective of teachers and may not consider the students’ experiences despite the 

importance of this factor (McHugh et al. 2013). Given the dual problems of teacher 

homogeneity and the dearth of teachers of color, non-White students attending segregated 

urban schools face learning environments in which few if any of those in authority look like 

them nor can they relate to their experiences as a person and learner of color (Kidd, Sanchez & 

Thorpe, 2008). For these reasons, McHugh and colleagues (2013) have expressed concern for 

the observational approach of teacher-centric research that does not account for students’ 
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experiences. Furthermore, they assert the need for studies that consider the unique views of 

students from diverse backgrounds regarding their relationships with teachers and other school 

staff.  

Across multiple disciplines, existing research has established that students demonstrate 

improved physical and mental health and academic achievement when they report strong, 

positive relationships within the school community, especially to teachers, when compared to 

their peers without such connections (Catalano, Haggerty, Oesterle, Fleming, & Hawkins, 2004; 

McNeely, 2005; Resnick, Bearman, Blum, Bauman, Harris, Jones, et al., 1997; Roeser, Eccles, & 

Sameroff, 1998, 2000). Adolescents' tendency to constantly interpret and reinterpret how they 

believe others view them can lead to stressful experiences that school-based adults can 

exacerbate. As Noguera (2003) explained, “As [students] internalize the labels that have been 

affixed to them, and as they begin to realize that the trajectory their education has placed them 

on is leading to nowhere, many simply lose the incentive to adhere to school norms” (p. 343). 

Students may experience increased stress if they believe teachers harbor unwarranted or 

unequal expectations about them due to factors such as race and ethnicity, negative 

interactions, or previous unproductive interactions with educators. If students perceive 

differential treatment or standards from teachers, this may increase students' risk for negative 

student outcomes such as low academic achievement and reluctance to engage in positive 

relationships with educators or academic tasks in the future (McHugh et al, 2013).  

In a multimethod study, Ozer and colleagues (2008) explored urban high school adolescents' 

experiences that promoted or detracted from their feelings of school connectedness. The 

researchers were particularly concerned with experiences that impacted students’ sentiments 
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of caring and respect towards their teachers. In a qualitative phase of the study, they selected 

five participants for in-depth case study analysis using both quantitative data from middle and 

high school and interview data. Several students identified ways that their experiences of racial 

discrimination from teachers undermined their perceptions and feelings of caring. Interestingly, 

students noted these negative associations as interspersed with more nuanced mixed emotions 

about their teachers. They expressed both positive and negative emotional connections with 

the same teacher depending on the context in question.  

  Research has suggested that the characteristics students regard as evidence of a caring 

relationship varies based on cultural norms and beliefs (Brown, 2004; Howard, 2001; Wilson & 

Corbett, 2001). For example, in an action research study using practitioner inquiry, Houchen 

(2013) explored her use of culturally relevant pedagogy in her remedial reading classroom. She 

found that her relationships with students were best established in one-on-one settings that 

translated to improved classroom communities.  In other communities, however, students from 

Latinx and Black cultural backgrounds have indicated a somewhat different interpretation of 

what constitutes care. Students from these groups have communicated that teachers who 

assertively put pressure on them to strive for academic improvement, turn in their 

assignments, and focus on paying attention in class were those they believed cared for them. In 

the same way, urban middle school students expect their teachers to specifically demand they 

turn in homework despite their excuses for not doing so. Students view teachers’ demanding 

assertiveness as a need they have in order to learn and one that teachers must meet. 

Consequently, these findings suggest that urban students believe that teachers who put 

pressure on them to learn and work hard do so as a means of meeting their needs. They feel 
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that these teachers are fostering a learning environment they require to succeed. Thus, 

students interpret these high expectations and intolerance of excuses as care and attentiveness 

(Brown, 2004; Howard, 2001; Wilson & Corbett, 2001).  

These findings coincide with the thesis of Delpit’s (1995) seminal work, Other People’s 

Children, wherein she has asserted that students of color and those from diverse ethnic and 

cultural backgrounds have an expectation that teachers should simultaneously communicate 

both care and authoritarianism. Students in urban schools receive many more verbal directives 

than their suburban or rural counterparts. This observation may mirror the ways in which 

parents, particularly mothers, in working-class families use more commands when speaking to 

their children (Delpit, 1995; Ware, 2006). According to Delpit (1995), “Black children expect an 

authority figure to act with authority” (p. 35).  Researchers have indicated this expectation may 

account for why students from Black or working-class families struggle to fulfill teachers’ 

indirect requests. Because they do not perceive them as rule-based commands or directives, 

students in urban schools will likely ignore instructions that they perceive as questions or 

optional requests and will not understand what a teacher expects of them (Brown, 2004; Delpit, 

1995; Ware, 2006).  

In a qualitative study of urban secondary students’ understanding of ways their 

relationships with teachers affected their learning, researchers analyzed focus group interview 

data using descriptive coding and thematic analysis. They explored students’ perceptions of 

factors that promoted or inhibited supportive teacher-student relationships and found that few 

participants reported consistent, positive experiences in their relationships with teachers. 

Rather, many reported that they felt their teachers generally misunderstood and did not care 
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for them. Student perceptions that contributed to this outcome included teachers’ perceived 

inattention, stereotypes, and inability to maintain appropriate boundaries with students 

(McHugh et al., 2013).  

Students’ behaviors of concern. When students demonstrate concerning behaviors in 

classroom settings, they can have major impacts on not only their own learning and that of 

their peers, but on their teachers as well. The term misbehavior has been used to represent a 

wide range of conduct but is generally defined as any catalyst leading to disobedience, 

distraction, or disengagement from learning (Epstein, Atkins, Cullinan, Kutash, & Weaver, 

2008). Some researchers classify behaviors of concern into internalizing behaviors, such as 

emotional issues like anxiety or depression, and externalizing behaviors that include issues such 

as hyperactivity or aggression (Geerlings et al., 2018). Though both kinds of behaviors manifest 

differently and impact students and teachers in different ways, they all have the cumulative 

effect of impeding learning (Doyle, 1986). In one study, researchers described a three-step 

process by which student behaviors affect teachers including halting instruction, forcing 

teachers to re-establish order after stopping a lesson, and requiring them to recompose 

themselves prior to continuing instruction (Putnam, Luiselli, Handler, & Jefferson, 2003). 

Several researchers have documented negative teacher outcomes from student misconduct 

including Carson and colleagues (2011) who found that teachers experience emotional 

exhaustion as a consequence of repetitive, draining classroom experiences over long periods of 

time. Furthermore, Tsouloupas et al. (2014) have found that emotional exhaustion contributed 

to teacher attrition. This is a persistent finding across various teacher populations regardless of 

age or level of experience in education, and struggles with disciplinary challenges are a major 
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contributor to teachers’ job dissatisfaction and have pronounced impacts on teachers’ sense of 

commitment to their jobs (Liu & Meyer, 2005; Hastings et al., 2003; Landers et al., 2008).  

Considering Bandura’s (1986, 1997) concept of reciprocal determinism, these experiences could 

have detrimental implications for educators’ efficacy beliefs due to the interaction between 

arousal of their negative emotions and the disorder of the classroom context. 

Other important relationships exist between student behavior and teaching efficacy, 

particularly when students and teachers come from different backgrounds. In a study 

comparing teachers’ self-efficacy when working with ethnic majority or minority students, 

Geerlings et al. (2018) hypothesized that classroom populations of ethnic minority children 

would be associated with teachers’ decreased self-efficacy. Their study confirmed this 

hypothesis and further showed that increased diversity in the ethnic composition of the 

classroom was associated with decreased teaching self-efficacy. Importantly, teachers’ self-

efficacy declined in relation to working with students with internalizing problem behaviors and 

in classes where ethnic differences between students were more pronounced. Moreover, 

student-specific self-efficacy was most strongly predicted by students’ externalizing behaviors. 

Though these studies have primarily focused on the effects of student misbehavior on 

teachers, their investigators have indicated how these undesirable effects also have negative 

outcomes for students. For example, in a study of teacher decision-making and efficacy to work 

students they believed to be difficult-to-teach, students’ challenging behaviors influenced 

teachers with low efficacy to make inappropriate special education referrals as a result of their 

unexamined biases (Soodak and Podell, 1993, 1994).  
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Student influence on cultural disequilibrium.  Often student misconduct is merely 

symptomatic of the larger issue of cultural mismatch in urban schools. The disparate lived 

experiences of students and teachers can cause educators to marginalize students through 

instruction that is incongruous with their home language or and culture and does not honor or 

advance their own cultural knowledge (Brice-Heath, 1983; Kidd, Sanchez & Thorpe, 2008; 

Levinson, 2007; Minami & Ovando, 2004). Misunderstandings are likely to occur as a result of 

conflicting behavioral norms and communication styles (Geerlings et al., 2018). In one study of 

preservice teachers’ culturally responsive teaching efficacy, beginning teacher candidates were 

reluctant to teach in inner city settings, “due to misperceived discipline problems and lack of 

engagement among students of color. These erroneous assessments are symptomatic of the 

cultural dissonance between the lived and schooling experiences of White teachers and the 

experiences of students of color” (Fitchett et al., 2012, p. 587). Other researchers (Ng, 2006) 

support this view, finding that students of color experience a sense of disconnect with 

classroom lessons due to their lack of relevancy to their own life experience. 

Unfortunately, the cultural discontinuity between the two prevalent social settings in 

RCLED students’ lives may result in their marginalization in the form of limited educational 

access, inattention to learning differences, and overrepresentation in special education, 

behavioral interventions, and disciplinary actions (Brice-Heath, 1983; Kidd, Sanchez & Thorpe, 

2008; Levinson, 2007, Minami & Ovando, 2004; Soodak & Podell, 1993).  Moreover, when 

students perceive that teachers devalue their unique characteristics and disregard their cultural 

background, they struggle to establish positive relationships that are essential to a supportive 

learning environment (McHugh, et al., 2013; Valenzuela, 1999; Whitted & Dupper, 2008). In the 
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face of such subjugation, it is unsurprising that students would oppose school systems and 

educators that oppress them. Students’ resistance aligns with social resistance and 

reproduction theories of critical pedagogy (Wink, 2011; LaDuke, 2009). Though resistance of 

RCLED students has been widely studied, much of the body of research has focused on male 

students from working-class backgrounds whose behaviors work against their own self-interest. 

Other scholars have expanded on this literature to include forms of resistance that are 

beneficial to traditionally disenfranchised students. These positive forms of resistance, termed 

transformative resistance or resistance capital, expose oppression and reflect students’ desire 

to promote social justice in their lives (Yosso, 2006). In cases of both positive and negative 

resistance, students must resist White, monolingual, middle class norms centered and expected 

in most schools. Student behaviors can exacerbate preexisting institutional barriers to positive 

student-teacher relationships and degrades teachers’ confidence and ability to effectively teach 

them (LaDuke, 2009; Solorzano & Delgado Bernal, 2001. 

Division of Labor: School Structure, Climate, and Culture Factors 

The CHAT concept of division of labor conveys the reality that the rights and 

responsibilities of different actors in relation to an object or outcome tend to be determined by 

the historical and sociocultural patterns of relationships and power structures that exist both 

inside and outside of that community (Foot, 2013, 2014). For example, teachers’ use of tools 

acquired through professional learning are both supported and constrained by the extent to 

which school and district leaders allocate resources and make decisions enabling professional 

learning to occur. In urban schools, these factors relate to school structure, climate, and 

culture. Defined as the “shared beliefs, dynamics, structure, and reality of a school setting,” 
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school cultural factors can be divided into two broad categories of school climate and school 

structure (Tsouloupas et al., 2014, p. 167). School climate factors such as perceptions of 

support from principals and colleagues, perceptions of job autonomy, and opportunities for 

professional development and networking are factors that motivate teachers’ choice of 

profession (Whitaker & Valtierra, 2018). Cultural and environmental factors within schools play 

a major role and influencing teachers’ overall feelings about their vocation and their sense of 

empowerment to carry it out (Day, Sammons, Stobart, Kingston, & Gu, 2007; Moore Johnson, 

2004; Moore Johnson & Birkeland, 2003; Tsouloupas, et al. , 2014; Whitaker & Valtierra, 2018). 

Some research shows that cultural factors related only to school structure - for example, school 

and classroom size, school level and location (e.g. urban, suburban, and rural), do not strongly 

predict teachers’ efficacy beliefs (Tschannen-Moran & Woolfolk Hoy, 2007). Others have found 

that climate and structural factors are inextricably linked and meaningfully impact students and 

teachers attitudes and overall school culture (Katz, 1999, Milner & Tenore, 2010, Tsouloupas et 

al. (2014). These findings align with Bandura’s (1986, 1997) concept of reciprocal determinism 

or the interaction between one’s working context, cognition, and personal factors and the 

impact this transactional process has on efficacy beliefs.  

When novice educators embark on their new careers, they enter a previously existing 

system into which they must incorporate themselves (Tse, et al., 2017). Factors within these 

systems contribute to the cultural disequilibrium that many new teachers experience. Given 

Gee’s (2008) observation that learners’ unfamiliarity with an educational context puts them at a 

disadvantage, this assertion applies to teachers entering urban environments.  In seminal works 

on teacher preparation for urban schools, Ladson-Billings (2006, 2009, 2011) describes new 
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teachers’ unfamiliarity with inner-city schools given the effects of cultural mismatch and the 

demographic divide (Aragon et al., 2014; Cross, 2003; Frankenberg, 2009; Howard & Navarro, 

2016). Self-efficacy beliefs are dependent on the context of the task and domain and have 

potential to change given alterations in context (Bandura, 1977). Learning is also situated, 

context-dependent, and sociocultural in nature. As a result, the incoming teaching force is 

largely unprepared to appropriately respond the cultural context of urban schools and, 

additionally, is at a disadvantage to acquiring cultural competency due to a limited opportunity 

to learn (Lave & Wenger, 1991; Brown, Collins & Duguid, 1989; Vygotsky, 1978).  

  School connectedness and climate. Existing research across multiple disciplines has 

explored interrelated constructs focused on affective experiences that result in positive 

relationships and emotional connections to others at school (Libbey, 2004). Studies have 

described the broad construct of school connectedness as one that “encompasses self-reported 

happiness, belonging, safety, and closeness to others at school, as well as fair treatment by 

teachers” (Ozer, et al., 2008, p. 439). More simply, one might define the construct as the 

presence of supportive and caring relationships within a school (McNeely & Falci, 2004). Much 

of the extant research in the field of education has focused on the related constructs of social 

belonging and emotional engagement and the school level factors that promote students’ 

increased aggregate connectedness scores across the school. Studies have revealed school-level 

factors including changing instructional approaches, training teachers, increasing focus on 

children's emotional skills development, training parents, creating smaller schools, increasing 

student participation in extracurricular activities, decreased disruptive student behaviors, and 
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decreased severity of discipline policies all contribute to improved school connectedness at the 

school level (Catalano et al., 2004; Finn & Voelkl, 1993; McNeely, Nonnemaker, & Blum, 2002).  

Studies investigating potential sources of school connectedness have shown that students can 

clearly articulate experiences in which they felt respected and cared for in relationships with 

their teachers, however many often struggle to describe experiences that contributed to their 

more abstract sense of belonging at school. For this reason, researchers believe that the 

construct of “belonging” may lack predictive power in qualitative research involving student 

participants due to its more intangible nature (Ozer et al., 2008). 

Several benefits are associated with positive measures of school connectedness 

including higher academic achievement, reduced bullying and homophobic discrimination, and 

decreased engagement in risky health behaviors (Battin- Pearson, Newcomb, Abbott, Hill, 

Catalano, & Hawkins, 2000; Bosworth & Judkins, 2014; Goodenow & Grady, 1993; McNeely & 

Falci, 2004; Thapa, Cohen, Guffey, & Higgins-D’Alessandro, 2013). Unfortunately, researchers 

have reported disparate accounts of school connectedness for often marginalized students 

including those from racial, ethnic, sexual identity, and gender identity minorities (Diaz, Kosciw, 

& Greytak, 2010; Voight, Hanson, O’Malley, & Adekanye, 2015). Lacking school connectedness 

may be associated with an increased risk of disengagement with school for already vulnerable 

students (Burdge, Licona, & Hyemingway, 2014; Snapp, Hoenig, Fields, & Russell, 2015).  

Structural constraints within educational institutions inhibit teachers and students from 

cultivating relationships and contribute to disadvantaged students’ poor engagement and 

connection with school (Katz, 1997; 1999): 
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 The established social order in schools does not allow the consummation or 

formalization of long term committed relations. All relationships remain superficial, 

transitory and interwoven with hidden and not-so-hidden forms of hierarchical power 

and institutionalized inequality. (Stanton-Salazar, 1997, p. 19) 

School structural factors can either promote or impede school connectedness. Researchers cite 

overcrowded classrooms, time constraints, pressure to cover the curriculum, academic 

tracking, and high-stakes testing as barriers that preclude mutually caring connections with 

others in schools and classrooms (Weinstein, Tomlinson-Clarke, & Curran, 2004). 

School structural factors. In her studies of Latinx youths’ interpretations of their 

experiences in an urban middle school, Katz (1997, 1999) explored how structural conditions 

beyond the scope of individual teacher responsibility contributed to practices and attitudes that 

students perceived as racist. In an intensive ethnographic study of eight Latinx immigrant 

students, the author interviewed and observed daily student-teacher interactions for one year. 

Her findings, discussed herein, have important implications for the ways that broader systemic 

constraints impede positive relationships between students and teachers of different racial and 

cultural backgrounds. 

Distribution of resources. The allocation of school resources such as classroom space, 

learning materials, and quality teachers in urban settings influences new teachers’ induction 

experiences in significant ways. Katz (1997; 1999) found notable structural inequalities in an 

urban middle schools' distribution of resources in three key areas: physical space, course 

scheduling, and teacher allocation and attrition. For example, students’ ESL classes were 

relegated to outlying buildings termed “cottages” by the schools’ administration where issues 
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like leaking roofs, faulty heating, and safety hazards like poor ventilation, and insufficient exits 

caused the structures to be condemned. The classrooms lack of PA speakers meant that 

students were unable to hear announcements even as they were physically isolated from native 

English speakers from whom they might acquire the language. Additionally, the school’s 

leadership often altered the master schedule to fit the needs of college-bound, majority White 

students consequently disrupting the course plans of immigrant Latinx students and depriving 

them of their instructors.  

Curricular access. Unequal resourcing also takes the form of students’ limited access to 

learning materials and content. Whereas the underserved students in Katz’ (1999) study were 

deprived of quality teachers and thus limited in their ability to learn English language, other 

studies reveal similar problems due to educators’ unintended or deliberate narrowing of the 

curriculum in urban settings. Ennis (1996) found that in 10 urban high schools where 

approximately 110,000 students attended, 50% of teacher participants reported their practice 

of avoiding certain curricular topics. They disclosed multiple reasons for this decision including 

fear of conflict with specific student groups, students' potential refusal to participate or 

disinterest in the subject matter, as well as their own limited ability to moderate discussions on 

topics they believed to be contentious. Furthermore, they did not believe they had 

administrative support in addressing these challenges. Other researchers have posited that 

these teachers’ own inabilities and limited skills led them to deprive their students of access to 

curriculum and learning opportunities through poor instructional decision-making (Ladson-

Billings, 2002; Milner & Tenore, 2010). Schools with less experienced educators are also often 

those with higher concentrations of students from low-income and minority backgrounds and 
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are less likely to provide them with support for high academic achievement through advanced 

course offerings (Donovan & Cross, 2002). 

Tracking and teacher attrition. Katz (1997, 1999) also observed that both limited 

curricular access for non-White students and high turnover of their teachers occurred as a 

result of the systematic grouping of students into college-bound and non-college tracks. 

Student membership in programs tracks like gifted and talented education, special education, 

and ESL were highly skewed by race. One third of the student body enrolled in the gifted and 

talented program making it exceptionally large, yet the vast majority of its students, 92%, were 

either Asian or European American. Only percent were identified as Latino and 2% as African 

American. Five percent of the students were labeled as Other. Conversely, nearly half of all 

students receiving special education or ESL services were Latinx or Black students. Such 

disproportionate representation in special programs has become the norm in public schools 

leading researchers to use the term apartheid to describe academic tracking.  

Non- college-bound students in the same study were essentially ignored by their school’s 

leadership. The lone exception to this negligence was the repeated hiring of inexperienced 

teachers who predictably quit when they experienced failure and no administrative support. As 

a result, Katz (1997; 1999) described ESL teachers in the study as being just as marginalized as 

their students. Whereas teachers of college-tracked courses usually remained employed at the 

school until retirement, frequent turnover of ESL teachers followed a typical pattern as a result 

of their physical and academic isolation as they were restricted to school locations like the 

basement and shared no common planning with other content teachers. Teacher attrition is a 

common problem in urban school settings, but also in the education field, generally. Most new 
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teachers leave the profession within 3 to 5 years of teaching (Moon, 2007). Teacher attrition 

affects all teacher populations regardless of class, race, or gender (Hanushek, Kain, & Rivkin, 

2004). Along with under recruitment of teachers of color, teacher attrition also impacts the 

quality of the teaching force: 

Schools with higher concentrations of low- income, minority children are less likely to 

have experienced, well-trained teachers. Per-pupil expenditures in those schools are 

somewhat lower, while the needs of low-income student populations and the difficulty 

of attracting teachers to inner-city, urban schools suggest that supporting comparable 

levels of education would require higher levels of per-pupil expenditures.  (Donovan & 

Cross, 2002, p.4) 

The combined under recruitment of new teachers of color and high turnover rate of teachers of 

all backgrounds has resulted in a lack of human capital entering the teacher pipeline, overall, 

but particularly teaching talent from non-White ethnic groups (Gershenson, Hart, Hyman, 

Lindsey & Papageorge, 2018). Findings by Gershenson and colleagues (2021) have indicated 

that no teacher pipeline exists for Black educators.  

Demographic and geographic differences. Researchers may analyze resource 

distribution both within and between schools. Consequently, it is helpful to examine schools in 

terms of their geographic and demographic characteristics to note the ways schools differ along 

regional, racial, and socioeconomic lines. The Coleman report documented Americans’ first 

attempt to describe schools’ geographic and demographic characteristics on a national scale 

(Coleman, Campbell, Hobson, McPartland, Mood, Weinfeld et al., 1966). Researchers 

investigated multiple school-level proprieties including facilities, programs, student body 
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characteristics as well as principal and teacher characteristics. Importantly, although this study 

was conducted over half a century ago, its factors of interest and findings closely mirror those 

of more recent research. For example, Katz (1999) describes how students bused from urban 

areas into a suburban school altered the demographic makeup of the student body due to a 

court order requiring that no school have more than 40% of its students represented by one 

ethnic group. Importantly, the Coleman Report showed that the composition of the student 

body had the greatest impact on student achievement for non-White students. For this reason, 

the researchers recommended that educators take steps to diversify the student body 

characteristics through integration yet cautioned that school leaders be wary of simply mixing 

students of different races in the same building as this practice would likely result in 

segregation within the school.  

Unfortunately, within-school segregation mirrors how students of color who were bused 

in from the barrio in Katz’ study (1997, 1999) were excluded from interacting with the larger 

student body by means of ability grouping and special education and ESL placements.  

Similarly, Katz (1999) found notable disparities in White and non-White students’ access to 

curriculum and facilities, particularly that of physical space. These disparities are evident in 

comparisons of present day urban and suburban communities. Just as Coleman and colleagues 

(1960) found, observable and noteworthy differences in access to skilled and experienced 

educators, facilities and curriculum, and other resources exist between schools of different 

regional and demographic characteristics today (Fine, Weiss, & Powell, 1997; Katz, 1997, 1999; 

Kozol, 1991).  
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Behavior management and disciplinary approaches. Systemic and institutional barriers 

have also manifested as factors of concern in schools’ responses to student behaviors and 

disciplinary challenges. For example, lacking administrative support in the form of excessive 

pressure to follow narrow, preprescribed disciplinary expectations has precluded teachers’ use 

of culturally responsive approaches to classroom management. This lack of support has 

highlighted the structural issues in and beyond schools’ disciplinary systems, raising the 

question of whether these challenges are merely a symptom of larger structural issues: 

The systemic and institutionalized nature of teachers’ work in urban and diverse schools 

seems to follow several layers. The administration taking their cues from the 

superintendent who is interpreting national and state guidelines, for instance, has a set 

of policies and expectations about how teachers’ classes ought to run (e.g., quietly, 

orderly), which creates a dilemma for teachers. Optimal learning can occur without 

students seated in silence. Teachers, in turn, in their attempts to meet institutional 

expectations develop and implement management strategies that reify systems of 

oppression and voicelessness among students. Students, in turn, resist these systemic 

parameters, and chaos, disconnections, and (mis)management result. The desire for 

order and control on the classroom level can be connected to teachers’ goals to improve 

test scores. Teachers prepare students to follow directions and to “obey” orders for the 

world of work, and these decisions can be motivated and shaped by institutional and 

systemic pressures far beyond teachers’ control. (Milner & Tenore, 2010, p. 569-570) 

Limited administrative support is not the only structural barrier to culturally responsive 

behavior management approaches. In a mixed methods study, researchers who sought to 
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understand teachers’ perceptions of challenges they encountered to enacting culturally 

responsive instruction found that structural issues such as administrative constraints, high-

stakes testing and accountability, and lacking resources to support linguistic diversity imposed 

many of the barriers that teachers faced (Cantrell, Malo-Juvera, & Correll, 2016, Powell et al. 

2016; Weinstien et al,. 2004). 

Supportive vs. punitive practices. Though existing literature on supportive versus 

punitive disciplinary practices have described them as disparate constructs, some researchers 

have shown that schools often utilize an array of practices that fall on a continuum ranging 

from punitive to supportive (Day, Snapp, & Russell, 2011). Supportive practices include those 

that address both individual characteristics like students’ decision-making, as well as changes at 

the structural level like additional student support services such as social-emotional learning 

(SEL) programs, school-wide positive behavioral interventions and supports (SWPBIS), or 

practices that address both structural and student-level factors such as those grounded in 

restorative justice approaches (Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, 2011; 

Gregory, Clawson, Davis, & Gerewitz, 2014; Sugai & Horner, 2006).  

Current literature suggests that supportive practices not only address discipline and 

behavior-management issues through the reduction of disciplinary referrals and bullying, but 

also promote increased measures of school connectedness among students (Bosworth & 

Judkins, 2014; Gregory et al., 2010; Gregory, Bell, & Pollock, 2014; Osher, Bear, Sprague, & 

Doyle, 2010; Skiba, & Losen, 2015; Snapp & Russell, 2016; U.S. Department of Education, 2014). 

For example, in a qualitative study of six White urban elementary school teachers, Ullicci (2009) 

used an observational protocol to evaluate the practices of teachers that promoted positive 
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classroom communities for their students of color. Though unique teacher characteristics and 

individual practices accounted for some observed instances of positive classroom community, 

findings also showed that evidence of school connectedness rather than punitive discipline 

policies played a key role. The author observed that teachers’ approaches to classroom 

management focused more on creating shared classroom norms than rewards and 

punishments. Moreover, they instilled a sense of community through multiple avenues 

including communication in the classroom space. For example, learning materials reflected the 

unique cultural backgrounds represented and the different languages spoken by students in the 

class. Also, they pursued conversations about students’ lives and experiences beyond the 

classroom and initiated, rather than avoided, conversations about racial and other differences 

deliberately. In this way, teachers prioritized topics and concerns that mattered most to 

students and engaged them on those issues. As part of the communication norms of the class, 

teachers set clear expectations that students participated in classroom discussions about both 

personal and academic matters with attention to the role of emotions in their conversations 

and a problem-solving approach. In a similar study of culturally responsive classroom 

management practices of teachers in an urban middle school, researchers found that they 

could not account for instances of positive classroom community by individual teacher-level 

factors alone. Instead, the researchers noted the importance of concerning schools as a 

community of family members to build rapport, particularly, in ethnically diverse classrooms. 

Moreover, they noted how institutional and systemic barriers such as excessive administrative 

oversight and pressure to meet predetermined expectations prevented teachers from 

approaching classroom management in culturally responsive ways (Milner & Tenore, 2010).  
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Despite the prevalence of recommendations for culturally responsive management 

approaches, educational researchers note that a lack of clarity on exactly constitutes culturally 

relevant classroom management strategies presents barriers for classroom implementation 

(Gay, 2002; Ladson-Billings, 1992). This barrier may reflect the lack of literature about the 

intersection of cultural diversity and school discipline as well as classroom management overall 

(Weinstein et al., 2004). Additionally, punitive rather than supportive approaches are 

commonplace aspects of most school systems’ discipline policies. For example, strict zero-

tolerance misconduct policies normalize practices such as automatic suspensions and 

expulsions despite the dearth of evidence supporting their effectiveness to meet intended aims 

like deterring violence and bullying (American Psychological Association Zero Tolerance Task 

Force, 2008; Astor, Guerra, & Van Acker, 2010; Gerlinger & Wo, 2016; Gregory & Cornell, 2009; 

Snapp, Hoenig, Fields, & Russell, 2015). To the contrary, an established body of evidence has 

established that punitive approaches associated with zero-tolerance policies do not create safer 

climates in schools but are associated with decreased academic achievement and increased risk 

of dropping or getting pushed out of school (American Psychological Association Zero Tolerance 

Task Force, 2008; Lee, Cornell, Gregory, & Fan, 2011; Fabelo, Thompson, Plotkin, Carmichael, 

Marchbanks & Booth, 2011; Skiba & Losen, 2015). Furthermore, students report reduced school 

connectedness in schools that use strident punitive discipline (McNeely, Nonnemaker, & Blum, 

2002).  

Despite the overwhelming evidence pointing to the ineffectiveness of punitive practices, 

they constitute many of the behavior management systems that urban schools adopt even as 

classroom management continues to be one of the most often cited complaint of teachers 



FROM DISSONANCE TO COMPETENCE   

  71 

leaving the profession (Ullicci, 2009). In one study, one in three teachers reported losing a 

colleague due to behavior management and discipline issues (Goodman, 2007). Most 

traditional management systems found in urban schools rely on behaviorist philosophies of 

human behavior. Canter’s Assertive Discipline, for example, uses prescriptive discipline plans 

that explicitly describe punishments for students who misbehave (Canter, 1989). Critics of these 

programs have pointed out that they tend to depend on teachers’ unilateral control and 

students’ unquestioning obedience and conformity, and they suggest strategies that are 

essentially bribes and threats as means of teacher control (Kohn, 1996; Noguera, 2003; Ullicci, 

2009). Little has been determined about whether students internalize lessons learned through 

these approaches and use them in future decision-making. Furthermore, research suggests that 

traditional disciplinary consequences are likely to deter students from negative behaviors only 

in the short term if at all (Oakes & Lipton, 2003). 

Contradictory recommendations for behavior management systems and discipline 

policies have created confusion for educators looking for best practices to grapple with high 

rates of disciplinary incidents that often occur in urban schools. Evidence on some punitive 

practices such as in-school suspension (ISS) is mixed. For example, a study of 87,997 K-12 youth 

in Denver Public Schools explored how discipline outcomes that excluded students were 

influenced by risk and protective factors including race, family poverty, identification for special 

education services, emotional disability, gifted and talented program participation, 

homelessness, reasons for office referral during one school year, participation in ISS, a behavior 

contract, or restorative approaches, and composition of the school. Using multilevel logistic 

regression modeling, researchers estimated the likelihood that students would experience one 
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or more office referrals, suspensions, expulsions, or referrals to law enforcement. Though 

exposure to supportive interventions like restorative approaches was a protective factor from 

out of school suspension (OSS), so too was participation in ISS (Anyon et al., 2014). Conversely, 

Cholewa and colleagues (2018) used data from the High School Longitudinal Study of 2009 to 

study student characteristics that predicted participation in ISS and associated academic 

outcomes. The findings indicated that students identified as Black, male, from low 

socioeconomic status, or qualified for special education were significantly more likely to 

experience assignment to ISS. Importantly, they also found associations between participation 

in ISS and negative outcomes like lower grade point averages and increased likelihood of high 

school dropout. The researchers suggest that schools considering the use of ISS as replacement 

for OSS exercise caution in view of these findings.  

A persistent theme of racial disparity is also visible in the school-to-prison pipeline 

phenomenon. As Noguera (2003) has observed, “not surprisingly, those most frequently 

targeted for punishment in school often look—in terms of race, gender, and socioeconomic 

status—a lot like smaller versions of the adults who are most likely to be targeted for 

incarceration in society” (p. 342-343). Others have noted the unsettling rapid growth of 

associations between public schools serving communities characterized by low socioeconomic 

status and racial minorities and prisons in the United States (Douglass Horsford, 2011; Meiners 

& Winn, 2010; Tulman & Weck, 2009). 

Institutionalized racism.  An analysis of school factors related to teachers’ school 

induction experiences reveals a persistent theme of structural and systematic inequality. The 

severity and pervasiveness of this theme is such that any comparison of school characteristics, 



FROM DISSONANCE TO COMPETENCE   

  73 

whether between or among schools, requires its acknowledgement. Across matters of school 

facilities and resources, demographic and geographic characteristics, and policies and 

procedures, these inequalities consistently occur along racial lines. Though the impulse to root 

out individuals’ racist attitudes and behaviors is understandable, Katz (1999) explains the 

pitfalls in failing to acknowledge the difference between individual racist attitudes and racist 

institutions:  

While listening to students describe how they have personally experienced being victims 

of racial or ethnic discrimination at school, it is easy to respond by wagging our fingers 

at the teachers and labeling them as racists. But this response does not probe deeply 

enough into the structural conditions that promote and perpetuate racist attitudes. 

Exposing and confronting individual racist attitudes is certainly a necessary step toward 

change. Yet this process must be accompanied by exposing and confronting racist 

institutions as well. (p. 813) 

This sentiment is echoed in Gay’s (2002) assertion that most teachers do not subscribe to 

overtly racist ideologies, but many are “cultural hegemonists” in that they hold universal 

behavioral expectations for all students that align to a standard of normality set by the school 

(p. 56). The way schools reflect and maintain racial hierarchies in wider society necessitates 

that educators exercise culturally relevant pedagogy to equitably teach all children rather than 

only those who conform to the image of mainstream White social norms (Hayes & Juarez, 2012; 

Gay, 2000; Ladson- Billings, 1999; Ware, 2006). By unearthing the systemic factors that 

perpetuate both institutional and individual racism, educators can better recognize and 

respond to them proactively. 
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Schools' punitive practices increasingly resemble the ways the judicial system punishes 

adults within prisons (Hirschfield, 2008; Milner & Tenore, 2010). Others have drawn parallels 

between the physical spaces of school and prison buildings (Hayes & Juarez, 2012; Irvine, 1999; 

Lleras, 2008). For example, Noguera (2003) has noted that educators typically gain control of 

students using exclusion such as ISS or OSS or ostracizing students from their peers through 

practices like time out. These practices imply that isolating so-called bad students from those 

good students who follow rules will result in safe and orderly school environments. This logic 

reflects the view that incarceration protects law abiding citizens from those who violate the law 

(Milner & Tenore, 2010).  

The comparison between schools and prisons is not merely a metaphor, however, 

because research has repeatedly indicated that students who experience exclusionary school 

discipline practices go on to experience incarceration at higher rates (Fabelo et al., 2011; Skiba, 

Arredondo & Williams, 2014). In a study of schools throughout the state of Texas, students who 

were suspended or expelled for violations deemed discretionary were three times more likely 

than their peers to interact with the juvenile justice system within the next school year (Fabelo 

et al., 2011). Often the offenses for which students are suspended out of school are minor to 

moderate and non-violent in nature such disrespect or disobedient behavior (Mendez & Knoff, 

2003; Skiba, Peterson, & Williams, 1997). Other infractions include disruptive and defiant 

behavior or issues with attendance (Brooks, Schiraldi, & Ziedenberg, 1999; Gregory & 

Weinstein, 2008; Morgan-D’Atrio, Northrup, LaFleur, & Spera, 1996; Rosen, 1997). Other 

research has suggested that expulsion has been reserved for more significantly disruptive, 

criminal, or violent behaviors (Heaviside, Rowand, Williams, & Farris, 1998). 
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School push out vs. drop out. Patterns of racial difference have led some researchers to 

believe that school systems bear more responsibility for the unequal negative outcomes 

students of color experience in public schools. For example, Burris (2012) has asserted that 

school discipline’s contribution to incarceration is by design and occurs through the related 

phenomenon of school leaving or push out (Fine, 1999; Katz,1999; Kim, 2003).  Noting that the 

term drop out assumes an onus on students, many educational researchers (Fine, 1991; Katz, 

1997, 1999; Oakes, 1985; Rumberger, 1987, 1995) prefer the term push out:    

“Drop out” implies a conscious choice on the part of the students, as if all options were 

open to them. However, students of color leave school largely because they feel 

discriminated against, stereotyped, or excluded. The term “push out” puts the 

responsibility on where it should accurately fall: schools and schooling in the United 

States. (Katz, 1999, p. 812) 

School push out follows a lengthy process of disengagement from school, low academic 

achievement, and antisocial behavior (Skiba et al. 2014). Though empirical evidence 

establishing the causal relationship between disciplinary practices and incarceration is 

emerging, a cascade of negative outcomes has been strongly associated with school leaving 

(Skiba et al., 2014). The undesirable results of school push out are strongly related to 

exclusionary practices like suspension and expulsion. A body of substantial evidence exists 

linking suspension with an increased probability of failure to graduate on time. At the school 

level, rates of suspension are associated with higher dropout rates (Christle, Jolivette, & Nelson, 

2005). The findings of one eight-year longitudinal study in Florida showed that for students who 

experienced a single suspension in the ninth grade, their risk of leaving school increased from 
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16% to 32%, and two suspensions resulted in an increased risk of 42%. Students’ odds of high 

school graduation decreased by an additional 20% and their odds of attending a postsecondary 

institution decreased by 12% with each additional suspension (Balfanz, Byrnes, & Fox, 2015). In 

another study, the likelihood of leaving school increased by approximately 77.5% for students 

who reported at least one suspension (Suh & Suh, 2007). Suspensions represent a stronger 

predictor of school push out more so that both grade point averages and socioeconomic status. 

Importantly, studies have shown that the relationship between suspension and school push out 

is stronger for Black students than White students (Mendez, 2003). Students who 

disproportionately experience discrimination as a result of belonging to ethnic, racial, or gender 

minority groups are also disproportionately at risk for early school leaving (Burdge et al., 2014; 

Snapp et al., 2015). Similarly, Anyon et al. (2014) found that one of students’ greatest risk 

factors for participation in the disciplinary process was the racial composition of their school. In 

view of these negative outcomes resulting from suspensions, expulsions, and school push out, 

and their strong associations with incarceration, scholarly literature continues to call for more 

research to explore the link between exclusionary school discipline practices and students’ 

likelihood of experiencing incarceration. 

Teachers enter existing systems within public schools that are designed integrate them 

into previously established practices and protocols. The preexisting cultural, physical, and 

political settings that new teachers enter can further contribute to their experience of cultural 

disequilibrium (Cross, 2016; Feiman-Nemser & Buchmann, 1983, 1985; Sleeter, 2008; Timmons-

Flores, 2007; Tse, 2017) 

Tools: Professional Learning & Support 
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The construct of tools refers to the both material and conceptual means by which the 

subject interacts with the object (Foot, 2013, 2014).  Tools play a mediating role in the 

reciprocal relationship between an object and subject in an activity system. They both enable 

and limit a subject’s efforts toward transformation via their acquired skills and previous 

experience. Though a particular tool may prove beneficial, it inherently narrows the subject’s 

perspective based on its specific limitations. In this way, a subject’s actions are facilitated by 

tools that may both assist and inhibit their progress towards desired outcomes (Foot, 2013, 

2014; Kuutti,1996). Educators draw on a variety of tools to mediate their cultural 

disequilibrium, as well as their pursuit of cultural competency. Such tools include the support of 

their colleagues and school leadership and associated professional learning experiences. 

Professional learning.  There is consensus in existing research (Borko, 2004; Desimone, 

2009; Garet, Porter, Desimone, Birman, & Yoon (2001) on the key features of professional 

learning that are associated with transformations in teachers’ knowledge and practice as well 

as student achievement: “content focus, active learning, coherence, duration, and collective 

participation” (Desimone, 2009, p. 184). Despite its potential benefits, researchers contend that 

professional learning constitutes the gravest unresolved issue within America’s educational 

policy and practice (Borko, 2004; Desimone, 2009). Accordingly, researchers have called for 

further studies into the relationship between professional learning and teacher efficacy 

(JohnBull et al., 2013). The professional learning options available to teachers are often 

mandated training on narrow, scripted curriculum which limits the autonomy and creativity 

that teachers can exercise within their own educational experiences and classrooms (Milner, 

2013; Sleeter, 2008). 
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Professional learning offered to teachers is also largely insufficient to meet the high 

standards and increasing demands of improved classroom performance of both teachers and 

students.  Each year, institutions including schools, local districts, and the federal government 

spend large amounts of money on professional development that is “fragmented, intellectually 

superficial, and do[es] not take into account what we know about how teachers learn” (Borko, 

2004, p. 3). Others have reiterated the need for both the expansion of school districts’ 

professional learning offerings, as well as research to better understand the interrelationships 

between professional learning, teacher efficacy, and other factors including curriculum, 

classroom practices, and impacts on student outcomes, particularly for RCLED students (Chu, 

2013; Chu & Garcia, 2014).  

Lacking opportunities for cultural competency development. Historically, cultural 

competency development opportunities and professional learning with cultural relevance are 

not the norm in teacher education (Gaikhorst, Beishuizen, Roosenboom, & Volman, 2017; 

Ladson-Billings, 2006; Sleeter, 2001). Professional learning programs have been reluctant to 

engage learners in challenging discourse about inequitable educational outcomes and the ways 

educational practices perpetuate them. Instead, they often focus on nonconfrontational 

aspects such as lesson planning without engaging participants in reflection that challenges how 

their own classroom behaviors may maintain the status quo (Bissonnette, 2016; Whipp, 2013). 

In one study, educators with between ten and twenty years of teaching experience reported 

little to no access to professional development focused on educating culturally diverse students 

throughout their educational careers. Additionally, in a national survey of professional learning 

material described the limited availability and duration of training related to CRT, eliminating 
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biases, and the influence of culture and language in learning. Such offerings were limited to a 

mere 21% of the examined material and most lasted four hours or less (Timmons Flores, 2007).   

Benefits of professional learning. However, teacher professional learning experiences 

play a significant role in shaping the beliefs and attitudes of educators. Any change in a 

teacher’s personally held beliefs signifies the highest level of implementation of professional 

learning (Guskey, 1985). Findings in several studies have supported this observation. For 

example, a qualitative investigation showed that a vigorous system of professional 

development across a school district was a major theme related to conditions that enabled a 

novice educator’s successful first year of teaching in an urban environment (Bergeron, 2008). 

Conversely, a study of one large-scale professional development initiative in San Diego showed 

that teachers reported mixed levels of satisfaction with the program due to its top-down 

approach. Participants in the study called for a less centralized and standardized program that 

allowed for more school-based decision-making. As a result, professional development 

programs must find a balance between top-down and bottom-up initiatives (Darling-Hammond, 

Hyler, & Gardner, 2017). Similarly, in a descriptive, correlational study of variables impacting 

344 respondents’ efficacy beliefs, Chu & Garcia (2014) found statistically significant differences 

in teachers’ efficacy about  culturally responsive teaching based on the their perceptions of the 

effectiveness of professional development to address classroom diversity issues. 

Increasing CRT efficacy beliefs through professional learning. While many studies have 

investigated the significance and improvement of professional learning, more is still needed to 

shed light on its use to increase teachers’ self-efficacy (JohnBull et al., 2013).  For example, no 

extensive list of potential skills and outcomes related to CRT currently exists in the extant 



FROM DISSONANCE TO COMPETENCE   

  80 

research on CRT efficacy beliefs. As a result, there is a particular need for studies that 

investigate CRTSE for improved behavior management (Siwatu, 2007, 2011).  In a 2009 study, 

DeJaeghere and Cao investigated the potential of a district-wide professional development (PD) 

initiative incorporating the Developmental Model of Intercultural Sensitivity (DMIS) to impact 

elementary and secondary teachers’ intercultural competence.  Using the DMIS and its 

accompanying instrument, the Intercultural Developmental Inventory (IDI), the researchers 

sought to determine if PD in school contexts, rather than in previously assessed cultural 

immersion settings, could produce changes in educators’ cultural competence as measured by 

the IDI.  

The features of the DMIS PD intervention began with participants’ initial IDI pre-test, 

after which they received a combined group profile score for their school as well as training 

about the DMIS, diverse student learners, and learning environments in a presentation.  

Additionally, an optional half-hour session was offered to teachers to receive their individual IDI 

results and suggestions for learning experiences to promote their cultural competence.  

Throughout the proceeding four years, the researchers continued to serve as consultants to 

school district leadership using the IDI to inform their PD offerings for teachers, a practice the 

authors termed IDI guided development (DeJaeghere and Cao, 2009). To measure the outcomes 

of the IDI guided PD initiative, the researchers employed a repeated measures design using a 

pre-and-post-test of the IDI. Comparing the results of these assessments, the authors found a 

significant change in participants’ overall IDI scores after the intervention with a degree of 

magnitude leading them to conclude that the DMIS and IDI guided development  
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Professional learning in classroom management. Teachers undergo a great deal of 

professional learning specifically focused on classroom and behavior management approaches.  

These can be classified as supportive and punitive practices. Supportive practices include such 

approaches as positive behavior interventions and supports, social-emotional learning, 

restorative practices. Punitive practices such as zero-tolerance discipline practices often exist in 

combination with supportive approaches which are each reinforced by various formal means of 

induction support such as coaching (Geerlings et al, 2018; Kyles & Olafson (2008). 

Professional learning relating to behavior management of RCLED students often have 

motivations in reducing disparate negative outcomes these students face in public schools. For 

example, many behavior management systems aim at reducing not only the disproportionality 

in disciplinary referrals, suspensions, and expulsions for students of color, but also seek to 

ameliorate effects of the school-to-prison-pipeline (Cartledge et al., 2008; Larson et al., 2018).  

Though many of these programs have not sought to directly impact teachers’ cultural 

competency or use of CRT practices in the classroom, most have made mention of the 

relationship between this problem of practice and the negative student outcomes they intend 

to prevent. As a result, drawing on the connection between these related challenges reveals 

alignment between potential solutions they share. Interventions aimed at improving behavior 

management for culturally diverse students through PD have several common characteristics 

that call to mind the triad of culturally responsive thoughts, feelings, and actions which Lynch 

and Hanson (2004) proposed as traits of culturally competent practitioners: emphases on 

supportive practices as opposed to punitive corrections, stresses on relationship building 
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among students and teachers, and providing teachers with a “toolbox” of pedagogical 

strategies for practice application in classrooms.   

 Supportive practices. In their study aimed at reducing homophobic bullying and 

increasing school connectedness, Day, Snapp, and Russell (2016) investigated the use of 

supportive practices which employ positive student-teacher interactions and preventative 

disciplinary approaches as opposed to punitive consequences for student behaviors. Students 

from diverse cultural, racial, and linguistic backgrounds experience a lack of school 

connectedness (Day et al., 2016). Examining student and teacher survey data and reports from 

745 California high schools, the researchers found that supportive practices not only increased 

school connectedness, but also served as a protective factor against previous victims of 

bullying. Moreover, they found that even in schools with no evidence of bullying, an absence of 

supportive practices was associated with low measures of school connectedness. Three types of 

supportive practices examined in Day et al.’s (2016) study; social-emotional learning, school-

wide positive behavior interventions and supports, and Restorative Practices Intervention (RP), 

have been well-established as promising disciplinary interventions for teachers working with 

RCLED student groups (Cholewa et al., 2018; Mallet, 2016). 

Restorative practices intervention. RP is a continuum of informal to formal practices that 

enable both students and teachers to communicate emotions, express feelings, and strengthen 

emotional ties with one another (Acosta et al., 2016; Day et al., 2016) Informal practices include 

actions like affective questions and statements wherein all participants use “I” language, such 

as “I feel. . .” to express emotions and create awareness of the effects of each other’s 

behaviors, whether positive or negative. Formal restorative practices manifest in what the 
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International Institute for Restorative Practices term circles which are meetings in that may 

consist of a class of students, a school faculty, or a school administration meeting with multiple 

parties of students and parents involved in a disciplinary incident (Acosta, et al., 2016; Costello, 

Wachtel & Wachtel, 2009). RP meets three important criteria for ideal comprehensive positive 

youth development programs which include ongoing relationships with adults, building skills, 

and applying acquired skills. RP accomplishes these objectives through student-teacher 

interchanges that happen regularly in restorative circles and conferences, the instruction of 

students by school staff in learning to use restorative practices, and finally through students’ 

eventual leadership over circles and some restorative conferences (Acosta, et al., 2016). 

Relationship-building. Maintaining positive adult-student relationships is an important 

component of both comprehensive positive youth development programs and RP (Acosta et al., 

2016). Gregory, Huang, Anyon, Greer & Downing (2018) conducted a study using multilevel 

logistic regression to inspect 9,039 school discipline records in an urban district to establish 

what factors aligned with fair-minded assignment of out-of-school suspension. Results of the 

study showed that odds of out-of-school suspension were considerably reduced for students 

who participated in RP. The researchers cited the importance of relationship-building in RP’s 

success stating, “During RIs [restorative interventions] adults and students have the 

opportunity to explain their experience of a discipline incident and jointly problem solve to 

repair damaged relationships. Thus there is potential for strengthening adult and student social, 

emotional, and cultural competencies. . .” (Gregory et al., 2018, p. 177). RP makes use of both 

proactive and reactive behavior management strategies, both of which scholarly literature has 
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established as critical elements of effective behavior management of culturally diverse students 

Acosta et al. (2016).  

Summary and Conclusions 

From a CHAT perspective, characteristics of school systems, individual students, and 

individual teachers interact to contribute to teachers' cultural mismatch and subsequent 

disequilibrium. Though some factors such as school connectedness and student body 

composition have established relationships to these problems, other may appear less relevant. 

What is known, however, is that these factors all contribute to teachers' induction experiences 

in public schools. As such, they help to shape beginning teachers’ views of students and their 

task to educate them. Perhaps an analysis by Milner & Tenore (2010) best exemplifies how 

these intersecting and overlapping factors converge to create cultural conflict between 

students and teachers: 

The systemic and institutionalized nature of teachers’ work in urban and diverse schools 

seems to follow several layers. The administration taking their cues from the 

superintendent who is interpreting national and state guidelines, for instance, has a set 

of policies and expectations about how teachers’ classes ought to run (e.g., quietly, 

orderly), which creates a dilemma for teachers... Teachers, in turn, in their attempts to 

meet institutional expectations develop and implement management strategies that 

reify systems of oppression and voicelessness among students. Students, in turn, resist 

these systemic parameters, and chaos, disconnections, and (mis)management result. 

The desire for order and control on the classroom level can be connected to teachers’ 

goals to improve test scores. Teachers prepare students to follow directions and to 



FROM DISSONANCE TO COMPETENCE   

  85 

“obey” orders for the world of work, and these decisions can be motivated and shaped 

by institutional and systemic pressures far beyond teachers’ control. (p. 569 –570)  

Though systemic issues both within and outside of educational institutions must be addressed, 

factors at the level of the individual school and teacher may be more readily assessed and 

intervened upon than broader concerns such as racial disparities in rates of exclusionary 

discipline. Systems-level factors are largely beyond teachers’ control, yet they are not without a 

responsibility to identify and acknowledge the ways they manifest in their own context and 

practices. Both individuals and systems contribute to racism in education, and both must be 

addressed. In either case, one’s anti-racist work serves to address both their own problematic 

practices as well as those of the institutions they inhabit. Only conscious awareness of the ways 

institutions promote or prevent systemic oppression will allow teachers to recognize how these 

factors impact their own school induction experiences and, consequently, their relationships 

with students from diverse cultural, ethnic, racial, and linguistic backgrounds (Fine et al., 1997; 

Katz, 1997, 1999; Milner & Tenore, 2010).  

Though cultural disequilibrium inherently suggests that students’ and teachers’ cultural 

characteristics are the most significant contributing factor at the individual level, this variable is 

not easily intervened upon, nor should it be. Teachers’ individual beliefs and attitudes, 

however, are amenable to change. Research indicates that teachers who exhibit cultural 

competence as opposed to cultural disequilibrium demonstrate high teaching efficacy beliefs. 

In its application to teaching RCLED students, efficacy may be influenced by several individual 

and school level factors. For example, culturally competent educators possess specialized 

certifications, advanced degrees, and have more experience teaching RCLED students. 
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Additionally, these teachers have access to professional development that is specially designed 

to address the needs of RCLED students (Carlson, Brauen, Klein, Schroll, & Willig, 2002; Gandara 

et al., 2005; Paneque & Barbetta, 2006). As a result, extant research suggests that teacher 

educators must examine and potentially expand the professional learning opportunities they 

offer teachers. Professional learning presents a school-level factor that may be responsive to 

potential interventions. The following chapter will examine how teacher and school level 

factors related to induction experiences in an urban middle school contribute to teachers’ 

cultural competence development opportunities and shape their culturally responsive teaching 

self-efficacy beliefs. 
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Chapter 2: The Problem in Context 

Extant literature on the problem of new teachers’ cultural disequilibrium in urban 

schools revealed several aspects of new teacher induction experiences that present 

opportunities and obstacles to cultural competence development. New teachers’ cognitive 

dissonance and subsequent poor classroom performance reflect their unpreparedness to 

respond to RCLED students in culturally appropriate ways (Gay, 2002; Ladson-Billings, 2006). 

Teachers’ limited preparation in both pre-service and in-service settings include a lack of 

exposure to culturally responsive teaching skills and traits. Teachers’ sense of confidence to 

perform these skills also influences their ability to carry them out (Siwatu, 2007, 2009, 2011).  

In order to further examine the problem of new teachers’ cultural disequilibrium in the context 

of an urban middle school, a needs assessment was conducted in two phases. The first phase 

aimed to identify culturally responsive practices that represented opportunities for cultural 

competency development in the school system’s induction process using quantitative methods. 

In the second qualitative phase, the researcher examined teachers’ beliefs about CRT and 

student diversity. 

Context 

Students’ characteristics within the context reflect the growing diversity of schools 

within the United States (Howard & Navarro, 2016). In the public school system described 

herein, students and families speak twenty-three different languages.  During the 2015-2016 

school year, the school network enrolled 1954 students, 90% of whom qualified for free and 

reduced school lunch, and 14% of whom have an identified disability.  Over half of the student 

body identified as African-American while a quarter of the students’ identified as Hispanic or 
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Latinx. White students comprise slightly less than one-fifth of the student population, and Asian 

students make up two percent. This research context includes a more ethnically and culturally 

diverse group of teachers than reported in schools nationwide (82% White), 65% of the 

participants within the study claimed White or Caucasian ethnicities. This sample is 

representative of the total teacher population of the school system which includes 67.6% White 

teachers. As a result, the teacher population in this setting is comparable to persistent trends in 

the national sample in which White teachers are overrepresented. 

Within this research context, practicing educators serve as mentors to graduate student, 

teacher candidates seeking certification through the completion of supervised practicum 

activities. Additionally, the school system has partnered with two local universities to recruit 

preservice teachers as classroom volunteers. School leaders have undertaken this effort with 

the aim of creating a conduit to meet demand for new teachers. Growing demand for new 

teachers has resulted from the dual challenges of high teacher turnover as well as plans for 

expansion in the coming years due to increased enrollment. New teacher hires, particularly 

those beginning their careers, account for over half of the incoming staff at both the system-

wide and local levels within the context. Over 65% of the educators in the setting are 

inexperienced, reflecting the national trend that RCLED students are more likely to be taught by 

novice teachers.  

The setting provided access to participants from both preservice and in-service 

populations. Given expected increases to teacher induction activities in the coming school 

years, this investigation examined pertinent CRT needs, service gaps, and systematic issues 

within the induction practices emerging in the school.  School leadership planned to use the 
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data from this assessment to inform decisions about ongoing improvement of new teacher 

induction practices. Specifically, the results aided in the determination of the culturally 

responsive aspects that were robust or lacking within the new teacher induction practices of 

the school and its network. Ultimately, the goal of this needs assessment was to determine 

possible entry points for an intervention to prevent teachers’ experiences of cultural 

disequilibrium by improving cultural competency development opportunities within current 

teacher induction practices in the context. 

Statement of Purpose 

The intent of this study was to examine teacher perceptions of induction practices and 

how they contribute to cultural competence or cultural disequilibrium experiences in their 

professional setting. This two-phase explanatory mixed methods study obtained quantitative 

data from a sample and then followed up with a few individuals to explain those results in more 

depth using qualitative data. In the initial quantitative phase, Likert scale surveys and quality 

indicator checklists were collected from participants to observe existing culturally responsive 

teaching practices. These observations served to assess whether induction practices related to 

effective cultural competency development opportunities or teachers’ experiences of cultural 

disequilibrium within an urban middle school. In the second phase, qualitative semi-structured 

interviews were conducted as a follow-up to the quantitative results to help explain teachers' 

impressions of the effectiveness of their schools’ induction activities as cultural competency 

development opportunities. In this exploratory follow-up, the researcher investigated teachers’ 

perceptions and self-efficacy beliefs about CRT and student diversity.  

Research Questions 
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This study was guided by the following research questions:  

1. How do existing teacher induction practices reflect culturally responsive teaching, and what 

are teachers’ impressions of their level of effectiveness? 

2. In what ways do existing teacher induction practices contribute to teachers’ experiences of 

cultural disequilibrium or cultural competence? 

3. In what ways do teachers’ beliefs about culturally responsive teaching and student diversity 

explain their self-reported experiences of cultural disequilibrium and cultural competency 

during teacher induction practices? 

Methodology 

This study employed a mixed-methods methodology using both qualitative and 

quantitative approaches. Researchers provide a rationale for using mixed methods research in 

studies with a need to expound on preliminary results or to achieve more corroborated and 

inclusive results (Creswell & Plano-Clark, 2018). Citing the strengths and limitations of both 

paradigms when used in isolation, researchers have explained that marrying the two allows one 

to gain both general and in-depth perspectives on a research problem that one approach 

cannot provide alone (Johnson & Onwuegbuzie, 2004).  By using multiple types of inquiry, the 

mixed methods approach allows for collection and corroboration of evidence from more than 

one level of an organization (Creswell & Plano-Clark, 2018). For example, in this research 

context, some participants held roles as both classroom teachers and instructional coaches. 

Though their quantitative results would likely not provide insight into the impact of these 

different roles on participants’ responses, a qualitative approach would allow for a more 

detailed examination of the relationship between the kind of role a participant played in the 



FROM DISSONANCE TO COMPETENCE   

  91 

setting and their view of the cultural competency development opportunities offered there.  

Additionally, because the researcher was also an employee in the setting at the time of the 

study, a mixed methods approach helped to reduce the influence of confirmation bias in 

determining which aspects of CRT warranted further analysis.  In addition to providing a more 

complete view of the research problem through a combined perspective, the mixed methods 

paradigm and procedures also offered a means of either corroborating or challenging the 

researcher's personally held assumptions about the problem and setting. Mixed methods 

research lends itself to studies wherein initial results provide only partial understanding of the 

problem and require added explanation. This was true of the initial quantitative results; 

therefore, a second qualitative research phase provided an opportunity to explain the initial 

results’ meaning in greater detail. In this way the quantitative results served to generally 

describe the presence of CRT variables within the context and qualitative results provided a 

more nuanced and contextualized picture of the problem as from both the researcher’s point of 

view and that of participants (Creswell & Plano-Clark, 2018). 

Research Design  

The needs assessment used an explanatory, sequential research design. Figure 2 depicts 

the phase, procedure, and product for each phase of the research design process. In 

accordance with this design, sampling occurred at two different times during the study, once 

during the quantitative phase and again during the qualitative phase. The initial quantitative 

phase of the study used non-random selection procedure with a convenience sample. The 

whole population of teaching employees within the setting were asked to complete a survey 

and observation checklist containing closed, semi-structured and open-ended response items in 
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addition to quality indicators in a checklist format (Soriano, 2013). Utilizing purposive sampling, 

the researcher selected a subgroup of five respondents from the larger sample to participate in 

qualitative interviews in the second phase of the study. The second sample was a subset of the 

first, with all participants having contributed to the quantitative results.   
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Phase Procedure Product 

Quantitative Data Collection Web-based survey and 
observational checklist 
(n=26) 
 

Numeric data and quality 
indicators 
 

Quantitative Data Analysis Data screening and 
frequencies in Qualtrics 
quantitative software 
 

Quantitative findings for 
Research Question 1; 
Descriptive statistics, CRT 
Factors and Subfactors for 
further qualitative study 
 

Case Selection & Interview 
Protocol Development 
 

Purposeful selection of 
participants based on 
designated demographic 
criteria and typical 
responses; Development of 
interview questions 
 

Cases (n=5); Interview 
protocols 
 

Qualitative Data Collection 
 

Individual in-depth, in 
person interviews with 5 
participants 
 

Textual data; Interview 
transcripts 
 

Qualitative Data Analysis 
 

Coding and theme 
development, thematic 
analysis, and cross case 
analysis 
 

Codes and themes; Similar and 
different themes categories; 
Qualitative Findings for 
Research Question 2 
 

Integration of Quantitative 
and Qualitative Data 
 

Interpretation and 
explanation quantitative and 
qualitative results  
 

Mixed Findings for Research 
Question 3; Merged Data in 
Joint Display; Discussion; 
Implications; 
Recommendations for future 
research 
 

Figure 2. Explanatory Sequential Mixed Methods Research Design process including phase of 
the study, procedure conducted, and products resulting from each stage of the process. 
Adapted from Creswell Plano-Clark (2018). 

 
Participants  

Initial participant recruitment yielded a sample of 26 educators out of a potential 38 

participants for a response rate of 68%. Participants received electronic mail participation 



FROM DISSONANCE TO COMPETENCE   

  94 

requests in addition to recruitment requests from the researcher, school, and network leaders 

during professional development activities taking place at the primary school site. Individuals 

responded voluntarily after providing informed consent to participate in the study. Of the 

educator respondents, four were male while 22 were female. The average years of teaching 

experience among respondents was five and a half years and ranged from zero to 24 years of 

experience. Participants were asked to identify their racial identity using an open-ended 

response item in order to permit individual agency and maximize inclusivity. In terms of racial 

and ethnic identity, most of the respondents identified as White (n=16; 61%), seven selected a 

non-White identifier (27%), and three (12%) chose not to respond (Table 1).  

  



FROM DISSONANCE TO COMPETENCE   

  95 

Table 1 

Demographic Characteristics of Participants  

 

 

Quantitative Survey 

Variables 

 

n=26  

Qualitative Interview 

Variables 

 

n=5  

Gender 

Male 

Female 

 

 

4 

22 

Gender 

Male 

Female 

 

 

0 

5 

Race & Ethnicity 

White 

African American 

Hispanic/ Latino 

Italian American 

Indian 

Jewish 

No Response 

 

 

16 

2 

2 

1 

1 

1 

3 

Race & Ethnicity 

White 

African American 

Hispanic/ Latino 

Italian American 

Indian 

Jewish 

No Response 

 

 

4 

0 

1 

0 

0 

0 

0 

Teaching Experience (Total) 

 

0-3 Years 

4-7 Years 

8-10 Years 

11+ Years 

 

 

 

 
 
9 

12 

4 

1 

Teaching Experience (Total) 

 

0-3 Years 

4-7 Years 

8-10 Years 

11+ Years 

 

 

 

 
 
1 

4 

0 

0 

Teaching Experience 

(Network) 

0-2 Years 

3-5 Years 

 

 

19  

7  

Teaching Experience 

(Network) 

0-2 Years 

3-5 Years 

 

 

5 

0 
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The researcher utilized purposive sampling to identify participants from the larger 

sample to participate in the qualitative interview phase of the assessment. Selection criteria 

were based on participants’ self-identified race, gender, and years of teaching experience and 

the specific CRT factors of concern they identified in their survey and checklist responses. 

Selected racial and gender identities, as well as years of teaching experience, were intended to 

reflect the characteristics of the largely White, female, and inexperienced teaching force in the 

United States. As a result, all subgroup participants were White females with an average of four 

and a half years of teaching experience among the group. One respondent identified as both 

Hispanic/ Latino and White. The maximum number of years of experience among the group was 

five years while the minimum was three years. Four of the participants had one year of 

experience working in the research setting while one respondent had worked in the context for 

two years. Educators within the sample taught in multiple content areas including English/ 

language arts, social studies, science, and English Language Learning intervention. While three 

participants worked in full-time teaching roles, two participants serve as an English/ language 

arts instructional coaches in additional to half-time teaching roles in guided reading instruction 

and reading intervention. 

Procedures 

Statistical analysis of CRT factors and constructs warranted further analysis through 

closer, qualitative examination. Following teachers’ identification of areas of concern in the 

professional context, the researchers aimed to operationalize and examine variables 

acknowledged by researchers to impact teacher induction practices aimed at developing 

cultural competency in the subsequent qualitative phase of the study (Siwatu, 2007). The 
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researcher conducted participant observation and collected field notes about the setting for 

two weeks, then, in a second step of the qualitative phase, selected and subsequently 

interviewed five participants. After transcription, interview data was analyzed them using a 

two-level attribute coding scheme. 

Quantitative Measures and Instrumentation  

In the initial quantitative phase, the researcher sought to prioritize teacher induction 

factors related to their experiences of cultural disequilibrium or cultural competency by 

identifying existing culturally responsive practices within the setting and assessing participants’ 

perceptions of their effectiveness. For the purpose of narrowing the focus to CRT variables of 

most relevance to the setting, the researcher initially employed a Likert scale survey with 

accompanying observation checklists developed by Griner and Stewart (2012) as a reflection 

tool for educators to self-evaluate CRT implementation within schools. The Culturally 

Responsive Teaching Checklist for Schools and Teachers incorporates eight Likert scale 

questions aligned to CRT constructs with corresponding quality indicator checklists to assist 

participants in determining their level of agreement or disagreement as they reflect on the 

existence of each construct on their campuses. Respondents expressed their level of agreement 

or disagreement on a scale of one to five according to the following values: 1 – Strongly 

Disagree, 2 – Disagree, 3 – Neutral, 4 – Agree, 5 – Strongly Agree. Using this scale, participants 

respond to Likert statements such as, “The school staff views culturally and linguistically diverse 

students as assets” (Griner & Stewart, 2012, p. 609).  While not exhaustive, the tool is 

comprehensive in the CRT themes and constructs it addresses as demonstrated in Table 2. 
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Table 2 

Overview - The CRT Checklist for Schools and Teachers  

CRT Constructs & Themes Sample Question Sample Checklist Quality 
Indicator Item 

CRT Guiding Principles My school has a set of 
guiding principles in place 
related to addressing the 
needs of students from 
culturally and linguistically 
diverse backgrounds. 

A significant amount of 
discussion, professional 
development, and resources 
have been designated for the 
issues on a regular basis. 

Staff Collaboration The school staff works 
collaboratively to support all 
students. 

There is extensive and 
collaborative interaction 
between general education 
teachers, special education 
teachers, and other support 
staff which includes regular 
coplanning, coteaching, and 
discussion regarding specific 
staff and teacher roles and 
responsibilities with a focus 
on meeting the needs of 
RCLED students. 

Family Communication and 
Collaboration 

The school staff establishes 
strong home school 
connections by making 
concerted efforts to reach 
out to parents/ family 
members of students from 
culturally and linguistically 
diverse backgrounds by 
fostering collaboration, 
mutual trust, and respect.  

School hosts events for 
parents/ families of RCLED 
students to participate in 
scheduled meetings out the 
school setting (e.g. 
community centers, through 
flexible scheduling, with 
consideration of 
transportation needs). 

Asset-based Pedagogy The school staff views 
students from culturally and 
linguistically diverse 
backgrounds and their 
families as assets. 

 

Staff share realistic and high 
expectations for RCLED 
student achievement and 
behavior. 



FROM DISSONANCE TO COMPETENCE   

  99 

 
Each of the eight statements address individual factors related to specific traits and 

behaviors of culturally competent teachers. The corresponding checklist items, which instruct 

participants to “place a check mark by quality indicators that you have used or seen in practice 

at your school,” incorporate aspects of all the aforementioned factors and sub-factors (Griner & 

Culturally Relevant Curricula The school staff incorporates 
culturally responsive 
materials and content into 
the curricula and use 
culturally responsive teaching 
practices.  

School staff validates 
students’ cultural identities 
in classroom practices 
(understands in integrates 
students’ family makeup, 
immigration history, 
experiences, individual 
concerns, strengths talents, 
and interests into the 
curriculum and utilizes 
students’ native language 
resources. 

Culturally Responsive 
Behavior Management 

The school staff uses 
culturally responsive 
behavior management 
practices by considering the 
impact of culture on school 
performance of students 
from culturally and 
linguistically diverse 
backgrounds. 

Staff confer with family 
about home expectations, 
values, customs, and 
behavior management 
practices.  

Data-based Decision Making School staff use data from 
multiple sources to drive 
instructional decisions 
including students’ home and 
family culture, language, and 
social history. 

Academic expectations for 
individual students are based 
on multiple data sources and 
individual ability rather than 
broad-based assumptions. 

Preventing 
Disproportionalities  

School staff actively seeks to 
identify other possible 
explanations for RCLED 
students’ behavior or 
learning difficulties rather 
than automatically assuming 
student deficit or disability. 
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Stewart, p. 614). The integration of multiple CRT factors into each statement’s corresponding 

checklist allows for a more comprehensive reflection of the factors of greatest concern in the 

research context as identified by participants. The instrument also provides users with 

opportunities to expound on their Likert scale responses through a narrative response field 

labeled, “Other” at the end of each items accompanying checklist.  

The researcher did not modify the Likert scale items or corresponding checklists, 

however, several items were included to elicit information about participants’ demographics 

including gender, grades and subjects currently teaching, years of teaching experience within 

the network and overall career, languages spoken, as well as identification with any racial, 

ethnic, or cultural groups. Additionally, the researcher asked educators to identify areas of 

greatest need based on the CRT constructs from the checklist in an open-ended response item 

at the conclusion of the survey. As Likert scale questions refined the focus of the study to a 

more succinct selection of CRT factors, narrative responses to open-ended questions offered a 

more detailed explanation of participants’ reasoning. For example, in instances where several 

respondents answered a Likert question with a neutral response, their narrative and checklist 

responses provided more detailed rationales for their selections as one respondent used this 

feature to state that CRT “was not a significant part of our school.” 

Quantitative Data Collection Methods  

In the first phase of the study, teachers accessed the Culturally Responsive Teaching 

Checklist for Schools and Teachers which the researcher distributed via email using an 

electronic survey link. The initial group of participants voluntarily opted to complete the Likert 

scale questionnaire and report their impression of the use of CRT practices within the context 
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after providing informed consent. Respondents utilized the link to independently access and 

complete the survey and checklist via the Qualtrics online survey administration platform. As a 

result, educators were permitted to complete the survey in the setting or time frame of their 

choosing.  

Instructions included in the online survey directed respondents to answer eight Likert 

scale questions, each followed by a list of quality indicators that participants marked at their 

discretion to indicate that they had observed the indicator in the research context. While 

participants were required to respond to each Likert scale item, they could select all or none of 

the checklist items associated with each scale item. At the end of the checklist, respondents 

were asked to name a singular checklist indicator believed to represent the most pressing 

needs related to CRT in the setting. 

Quantitative data analysis. In the initial phase, the researcher conducted an item 

analysis to analyze the CRT Checklist results using descriptive statistics and distributions of 

participant responses. First the Likert scale responses were reviewed to determine which items 

most or all participants agreed to and those with which participants most frequently indicated a 

neutral or disagreement response. As a result of the high rate of positive responses to the Likert 

scale items, the researcher analyzed responses to the CRT Likert scales and checklists in a series 

of stages in order to prioritize areas of strength and areas of need in the teacher induction 

practices of the research setting. After prioritizing CRT factors of concern as identified by 

participant responses, the researcher examined sub-factors in the selected areas of need using 

the quality indicator checklists accompanying each scale item.  
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The quantitative phase identified which contributing factors were central to the 

problem of new teachers’ cultural disequilibrium and lacking cultural competency by asking 

participants to determine effective and ineffective CRT practices in the research context using a 

survey checklist instrument. Pertinent CRT factors identified in the existing research literature 

provided a conceptual framework through which to observe and identify relevant variables in 

the setting (Gay, 2002; Griner & Stewart, 2021; Siwatu, 2007) Through statistical analysis, the 

researcher explored which CRT factors and sub-factors teachers’ perceived as areas of concern. 

These aspects of CRT practices warranted further analysis through closer, qualitative 

examination.  

Quantitative Findings 

Quantitative data obtained in the first phase of the study were used to answer the 

following research question: 

Research Question 1. How do teacher induction practices reflect culturally responsive 

teaching and what are teachers’ impressions of their effectiveness? 

Upon initial examination of the CRT Checklist results, it was apparent that the 

respondents indicated a largely favorable perception of the overall CRT practices within the 

research context. On each of the eight Likert scale items, for example, well over half of the 

participants either agreed or strongly agreed with the statements. Teachers’ responses 

identified Teacher Collaboration, Home/ School/ Community Connections and Outreach, and 

Positive Student Perceptions as areas of strength based on highest percentages of positive 

(strongly agree/ agree) responses to CRT Likert descriptors. Conversely, areas of need were 

identified by highest levels of disagreement (strongly disagree/ disagree) and neutral 
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responses. Potential areas of need or concern are depicted in Table 3 ranked from factors 

identified as of least concern based on low percentage of negative responses to areas of 

greatest need based on highest percentage of negative responses.  

  



FROM DISSONANCE TO COMPETENCE   

  104 

Table 3  

CRT Scale and Checklist Factors  

CRT Factor Strongly 
Agree 
Response 

Agree 
Responses 

Neutral Responses  

 

Negative  

Responses  

Teacher 
Collaboration 

 
 

3.85%  

n = 1 

0% 

n = 0 

 

Home/ School/ 
Community 
Connections and 
Outreach 

  

 

 

15.38% 

n = 4 

 

0% 

n = 0 

Positive Student 
Perceptions   

 

 

 
 

15.38% 

n = 4 

0% 

n = 0 

Data-Based 
Decision-Making 

 

 
 

11.54% 

n = 3 

3.85% 

n = 1 

Culturally 
Responsive  
Behavioral/ 
Academic 
Considerations 

  

 
 

19.23% 

n = 5 

7.69% 

n = 2 

Culturally 
Responsive 
Curricula 

 

 
 

34.62% 

n = 9 

11.54% 

n = 3 

 

Culturally 
Responsive 
Behavior 
Management 

 

   

34.62% 

n = 9 

 

11.54% 

n = 3 
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In response to the statement, “My school has a set of guiding principles in place related 

to addressing the needs of students from culturally and linguistically diverse backgrounds,” 

15.38% of respondents disagreed. As the CRT factor item with the highest percentage of 

negative responses, CRT Guiding Principles was identified of the most significant area of need. 

Additionally, CRT Behavior Management and CRT Curricula was identified as the second-

highest-ranking area of need. In response to items related to this factor, 11.54% of participants 

responded negatively.  

The Likert scale item associated with CRT Behavior Management operationalized this 

construct using the statement, “The school staff uses culturally responsive behavior 

management practices by considering the impact of culture on the school performance of 

students from culturally and linguistically diverse backgrounds.” In reply to this item, 34.62% of 

teachers indicated a neutral response. As a result, the researcher designated two factors, CRT 

Guiding Principles and CRT Behavior Management, for continued quantitative analysis of 

related sub-factors using the quality indicator checklists for each CRT factor. 

CRT Professional Development Needs 

 Only three respondents selected the indicator, “Professional development support is 

provided to assist all staff in meeting the ongoing needs of RCELD [racially, culturally, ethnically, 

and linguistically diverse] students,” identifying the professional development subfactor as a 

potential area of need in the context. Other indicators that participants selected infrequently 

Culturally 
Responsive Guiding 
Principles 

  15.38% 

n = 4 

15.38% 

n = 4 
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included, “A significant amount of discussion, professional development, and resources have 

been designated for these issues on a regular basis,” and, “Resources are provided for staff to 

develop curricula that fosters an appreciation for and deep understanding of diversity” (Figure 

3). Taken together, these indicators reiterate participants’ concern and interest around the sub-

factor of professional development as well as the addition of curriculum development 

resources, relating to the previously identified area of need, CRT Curricula.   

 

 

Figure 3. Culturally Responsive Guiding Principles Quality Indicators – Participant responses to 
the statement, “My school has a set of guiding principles in place related to addressing the 
needs of students from culturally and linguistically diverse backgrounds.” 

CRT Behavior Management Needs  
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The second factor explored within the quantitative phase of the study was CRT Behavior 

Management. In this portion of the survey, only five participants selected the checklist item, 

“Administration provides resources for evidence-based social skills instruction” (Figure 4). 

Additionally, only six respondents chose, “Staff engage in self-assessments of their own cultural 

expectations and practices” (Figure 3).  Meanwhile, seven respondents selected the statement, 

“The instructional team regularly uses peer supports in classrooms and continuously seeks to 

empower students to take a more active responsibility for their learning and supporting each 

other,” as well as, “When necessary, RCELD students in classrooms have behavioral 

managements systems that address individual cultural differences” (Figure 4).  Upon 

examination of these items, the researcher identified social skills instruction, staff identity and 

beliefs, peer supports, and behavior management systems as sub-factors for further 

examination within the qualitative phase of the study. 

CRT Behavior Management Quality Indicators % n 

School staff discusses students' culture and conducts systematic analysis of its 
impact on school performance. The systematic analysis of the students' culture 
and potential impact on behavior include staff discussions with the family 
about home expectations and behavior management practices and staff self-
assessments of their own cultural expectations and practices. 
 

34.62% 9 

Classroom rules and procedures are accommodating to diverse student 
learning styles (i.e. all students are actively involved in instruction and other 
classroom activities to the extent possible; understanding of types of 
knowledge valued by students' parents/ families). 
 

46.15% 12 

There are individualized behavior supports to address the needs of RCELD 
students. 
 

65.38% 17 

There are classroom examples of understanding behavioral differences of 
RCELD students (e.g. expressed preference for working individually or in 
groups, seating arrangements balanced by ethnicity and gender; listening and 

30.77% 8 
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responding style; peer interaction patterns; responses to authority; verbal and 
non-verbal communication; turn talking behaviors). 
 
When necessary, RCELD students in classrooms have behavioral managements 
systems that address individual cultural differences. 
 

26.92% 7 

Staff confer with families about home expectations, values, customs, and 
behavior management practices. 
 

46.15% 12 

Staff engage in self-assessments of their own cultural expectations and 
practices. 

23.08% 6 

General education classroom instructional groupings promote heterogeneous 
groups of students working together. 
 

69.23% 18 

The instructional team regularly uses peer supports in classrooms and 
continuously seeks to empower students to take a more active responsibility 
for their learning and supporting each other. 
 

26.92% 7 

Our school has established procedures that emphasize positive behaviors and 
regularly recognizes students for displaying appropriate behaviors. 
 

76.92% 20 

School staff have been trained in the implementation of a positive behavioral 
support system. 
 

69.23% 18 

Classroom incentive plans for positive behavior are implemented. 
 

73.08% 19 

The school has implemented a positive behavioral support system for all 
students. Staff have been trained in its use and school staff regularly discuss 
the effectiveness of school-wide positive behavior support interventions. 

65.38% 17 

Teacher-student interactions are positive. 
 

65.38% 17 

Alternatives to school suspension are in place and regularly considered. 46.15% 12 

 

Figure 4. Culturally Responsive Behavior Management – Participant responses to the 
statement, “The school staff uses culturally responsive behavior management practices by 
considering the impact of culture on the school performance of students from culturally and 
linguistically diverse backgrounds.” 
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Quantitative Summary 

Overall, results from the Culturally Responsive Checklist for Teachers and Schools 

indicated that although most participants in the research setting possess favorable perceptions 

of the existing state of CRT within the school, opportunities for improvement may exist related 

to its implementation in the context, particularly in the areas of CRT professional learning and 

culturally responsive behavior management. Few respondents selected quality indicators 

related to key CRT factors and sub-factors relevant to induction practices within the setting, 

particularly those relevant to providing support to new teachers.  For example, 12.5% of 

educators surveyed observed professional development support in meeting diverse students’ 

needs taking place in their school contexts. Additionally, 19.23% of participants perceived that 

their school leadership provides evidence-based resources in alignment with CRT ideologies to 

develop students’ socialization skills. Simultaneously, 19.23% of respondents indicated that 

teachers within their school showed interest in improving communication with students by 

promoting incorporation of home cultures and languages. Given the potential negative effects 

on student learning and identity, as well as the prevalence of disparities in educational quality 

for students of color when compared with their White peers, respondents’ limited support for 

critical CRT behaviors and practices within the research context warrants ongoing investigation 

of the identified sub-factors in the qualitative phase of the study (Howard & Navarro, 2016; 

Aragon et al., 2013).  

Qualitative Measures and Instrumentation 
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The second phase of the study investigated teachers’ perspectives and concerns 

regarding CRT in greater depth using qualitative methods including participant observation and 

semi-structed interview protocols. Five open-ended interview questions and response items 

were used to derive more detailed explanations regarding participant responses to the 

Culturally Responsive Teaching Checklist for Schools and Teachers. The following discussion 

protocol and interview questions were developed based on relevant sub-factors of CRT 

professional learning and culturally responsive behavior management identified in the 

quantitative phase of the study: 

 Describe any previous training or education on diversity, culturally responsive teaching, or 

multicultural education you have had in the past. 

 What learning opportunities have you participated in this year related to multicultural 

education, or equity, diversity, and inclusion, and/or culturally responsive/ relevant 

instruction? 

 What are your impressions of the effectiveness of existing opportunities to develop 

teachers’ cultural competence at our school?  

 Identify the three most important topics about which you would like to receive more 

information or support from the list below. 

a. Staff Identity & Characteristics – Gender, race, ethnicity, language  

b. Staff Cultural Beliefs & Values  

c. Staff Collaboration – Learning from colleagues and sharing culturally 

responsive practices 
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d. Mentoring/ Coaching – Observation and feedback on culturally 

responsive teaching in your classroom 

e. Classroom Culture - Learning Environment - Behavior management in 

order to ensure that diverse students can effectively learn together 

f. Opportunities for Practice & Implementation – Time outside of regular 

classroom teaching in which to practice culturally responsive teaching 

strategies 

g. Parent & Community Engagement – Increasing communication, support, 

and participation of families and communities in school learning 

h. Culturally Inclusive Curricula – Teaching materials and strategies that 

incorporate histories and identities of diverse student groups 

Qualitative Data Collection Methods 

The researcher conducted participant observation and collected field notes in the 

setting for the duration of two weeks then selected and subsequently interviewed five 

interview participants from the original sample population. During the initial participant 

observation phase, the researcher cataloged multiple interactions among school staff, students, 

and parents within the context. As a participant-observer during parent-teacher conferences, 

the researcher attended meetings as a Student Support Team Coordinator. In this role, the 

researcher was tasked with assisting teachers and families in problem solving conversations for 

students struggling with academic or behavioral challenges. Additionally, the researcher 

provided information about disability referral and evaluation processes to teachers and 
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families. Referrals were made at the request of either families or school staff if they suspected a 

child of having a disability.  

In addition to parent conferences, opportunities for observation included settings such 

school hallways and collaborative teacher work spaces (Appendix A), professional development 

sessions, professional learning community meeting, professional coaching observations 

(Appendix B), and classroom teaching time. The researcher collected audio-recordings, field 

notes, observational journal reflections (Appendices C – I), audio transcripts, as well as photos 

and other artifacts from with the school context with participant permission. 

In a second stage of qualitative data collection, the researcher selected five sub-group 

participants based on both their checklist responses to factors of interest, as well as their 

leadership and engagement during the participant observation phase. The selected participants 

gave detailed responses to the optional open-ended survey questions. Additionally, they each 

exhibited CRT characteristics during the participant observation phase. Survey respondents 

selected for participation in the qualitative interview met with the researcher individually to 

discuss the five open-ended response items in semi-structured interviews. The researcher sent 

electronic mail calendar invitations to potential interview participants and participants 

responded with dates and times that were convenient to their schedules. All meetings took 

place in choice of location within the school site before, during, or after the school day with 

only the researcher and the individual respondent present. In the instance that teachers were 

unable to attend at the time the researcher organized, they were rescheduled at the 

participant’s request. With participant permission the researcher audio-recorded and 

transcribed all interviews following each meeting and saved all interview transcripts in a 
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password protected electronic file. The interviews began with a brief review of the aims of the 

study and the participants’ roles as interviewees. The researcher then posed five open-ended 

response items and questions, not necessarily in the order they are presented herein. The 

interviews maintained an informal and familiar, though professional tone. Because inherently 

confidential and often delicate student and staff information was shared during the interviews, 

the researcher assured participants of the confidentiality and security of their responses, as 

well as the removal of all personally identifying information in audio recordings and reports 

derived from the interviews.  

Qualitative Data Analysis 

After transcribing the interview recordings, the researcher conducted thematic analysis 

of interview transcripts and observational field notes using a two-level, attribute coding scheme 

in accordance with procedures outlined by Miles and Huberman (1994). The first level of coding 

identified meaning units in interviewees’ discussions of CRT practices within the context as 

either positive, negative, or neutral expressions. Using a priori methods, the researcher 

employed master codes during the first reading of the interview transcripts: POS for positive 

associations, NEG for negative associations, and NEUT for neutral associations. Second level 

sub-codes were derived from the participant identified variables in the Culturally Responsive 

Checklist for Teachers and Schools, as well as Siwatu’s (2007) culturally responsive teacher 

preparation, and Gay’s (2000, 2002, 2018) five elements of CRT. Using deductive methodology, 

sub-codes were used to determine interview participants’ attributions to positive, neutral, and 

negative CRT associations. 
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Cross case analysis. In order to complete a cross case analysis to explore the 

relationship between participants’ attribution statements related to induction practices and 

CRT-related efficacy beliefs , provisional sub-codes were also derived from CRT-based efficacy 

constructs Siwatu (2007) has defined in research. First, culturally responsive teaching self-

efficacy (CRTSE) refers to educators’ beliefs that they “are efficacious in their ability to execute 

the practices of culturally responsive teaching” (Siwatu, 2007, p. 1087). Similarly, culturally 

responsive teaching outcome expectancy (CRTOE) occurs when teachers, “believe in the 

positive outcomes associated with this pedagogical approach” (Siwatu, 2007, p. 1087). Finally, 

Siwatu, Polydore, and Starker (2009) define collective culturally responsive teaching efficacy 

(CCRTE) as “the perceptions of teachers in a school that the faculty as a whole can organize and 

execute the courses of action required to have a positive effect on students” (p. 3). Using these 

operational definitions, the following efficacy-related sub-codes were developed for second 

level coding in cross case analysis: 

 CRTSE – Culturally Responsive Teaching Self-Efficacy 

 CRTOE - Culturally Responsive Teaching Outcome Expectancy 

 CCRTE – Collective Culturally Responsive Teaching Efficacy 

Qualitative Results  

Qualitative findings are organized according to research question with two-level 

attribute analysis presented in response to RQ2 and cross case analysis presented in response 

to RQ3. 

Research Question 2. In what ways do existing teacher induction practices contribute to 

teachers’ experiences of cultural disequilibrium or cultural competence? 
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Two level attribute codes revealed several themes associated with participants positive 

and negative associations with CRT-related induction practices in the context: Teacher 

preparedness, professional learning and support, communication and relationships, and 

cultural and behavioral norms. 

Teacher preparedness. Given the participants’ largely positive impressions of their 

culturally responsive teacher preparation experiences, it is reasonable that many of the 

respondents demonstrated notable teacher knowledge of CRT principles and practices. For 

example, all respondents made mention of one or more of the CRT factors investigated in the 

study based on their own previous experiences. Topics on which participants possessed a great 

deal of background knowledge included racial colorblindness, vocabulary instruction for English 

Language Learners, differentiated behavior interventions, and the importance of individual 

identities in the classroom.  

When asked to describe past opportunities they had related to multicultural education, 

diversity training, or CRT implementation, participants indicated a variety of experiences they 

believed to have positively shaped their understanding of CRT-related issues. Like many of the 

teachers in the context, particularly new teachers, three of the five participants interviewed 

were Teach for American (TFA) alumni. While those respondents gave mixed assessments of 

their experiences, overall, they indicated that their previous training and experiences with the 

organization supported their development of cultural competency. One participant, S., 

described “affinity groups” wherein “all the white people sat down with other white people and 

talked about what that meant and how. . . part of our identity affected the way we saw the 

world” (S., Interview, May 6, 2016, p. 1). Furthermore, S. also explained how her immersion 
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into the community where she taught through TFA was helpful in her development of cultural 

competency saying, “I grew to know the community that I was in and . . . the expectations there 

because I was surrounded by it” (S., Interview, May 6, 2016, p. 5). While another participant, 

M., shared a less favorable portrayal of the diversity training she received in TFA, she did relate 

the importance of the organization’s acknowledgement of CRT, commenting, “I think TFA needs 

to grow in this area too, but it’s at least in conversation” (M., Interview, May 5, 2016, p. 25).  

Despite constructive comments about TFA’s diversity training, overall the respondents 

indicated issues with the preparation they received. For example, in an interview with J., she 

shared that “TFA really obviously tried to expose us a lot to it, but I would just say wasn’t super 

effective” (J., Interview, May 5, 2016, p. 16). Furthermore, J. indicated having been told by TFA 

staff that “‘Your kids are gonna be different than you and you're never gonna be able to 

connect with them on. . . because of your differences’” (J., Interview, May 5, 2016, p. 15). As M. 

shared in the interview, 

… a lot of our staff come from TFA or similar programs and with that comes a certain 

lens or certain level of understanding because of these conversations they’ve had 

already, but we also have a large percentage of our staff that hasn’t and that is not to 

say that they are unaware, but I just I think our staff is on different levels. (M., 

Interview, May 5, 2016, p. 25-26) 

Given their mixed perceptions of TFA’s diversity training and its impact on their cultural 

competency, the respondents statements suggest that, despite their participation in CRT 

training, many TFA alumni continue to lack the ability or confidence to put their training into 

action.  
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Professional learning and support. When asked to share what opportunities exist for 

CRT development or support with either the school site or the school network, all respondents 

initially indicated that no such opportunities exist. However, when reminded of several 

scheduled professional development sessions taking place quarterly on Saturdays, as well as 

the required induction training for all teachers in their first or second year with the school 

network, referred to herein as LEAD U, participants did note that some mention of 

multiculturalism was made during those events, but that largely, they were inadequate to 

address the concerns they experienced in working with diverse students and staff.  

 In addition to previous opportunities, participants recalled two recent professional 

development sessions in which all staff engaged in large group discussions about their personal 

identities. Activities in these sessions included one task taken from the Race Card Project 

(Norris, 2010) wherein participants were asked to read and comment on anonymous race cards 

shared online, and wrote Where I’m From poems to related their experiences. Overwhelmingly, 

the participants shared negative feedback related to the sessions. When reflecting on her 

experience, M. shared, “I think what I found with [that] PD… I thought their heart was in the 

right place. I thought they were on the right track. I thought what they did was good, but like I 

don’t know if there was a buy-in or investment piece that I think needs to be there” (M., 

Interview, May 5, 2016, p. 27). 

 Upon investigation of the sub-factors of professional development, curriculum 

development resources, and teacher identity and cultural beliefs, participants indicated largely 

negative attributions to the current induction and cultural competency development practices 

within the research context, particularly professional development. Table 4 displays master 
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codes, sub-codes and related attribution statements identified within interview transcripts 

which I related to the factor of CRT Guiding Principles. The researcher coded twenty-one 

negative attributions to the CRT Guiding Principles sub-factors, as opposed to three positive 

attributions. For example, when elaborating on her comments about perceived teacher buy-in 

during a series of recent professional development sessions on cultural diversity, M. noted: 

So like where do we start? So what’s square one? I have literally no idea. . . I’m invested, 

you know what I mean? So like, where does that even, not even like, what information 

do people have, but like how do we get people to want that information almost? (M., 

Interview, May 5, 2016, p. 27) 

Just as multiple participants described, the disparity in teachers’ willingness and readiness to 

enter conversations on CRT indicate concerns about the values and beliefs teachers hold across 

the campus, as well as their impact on students. Here M. highlights multiple concerns related to 

both teachers’ negative perceptions of the effectiveness of current cultural competency 

professional development, as well as their lack of motivation to participate. Participants’ 

comments such as this suggest that teachers do not regard CRT practices highly nor understand 

their value in the classroom.  

 Cultural and behavioral norms. Throughout the initial participant-observation phase of 

study, teachers struggled to demonstrate culturally competent behaviors when interacting with 

families from diverse cultures unlike their own. Specifically, teachers missed opportunities to 

follow appropriate social cues, showed difficulty in coping with the communication challenges 

of their own monolingualism, and demonstrated behaviors consistent with either a lack of 

confidence or a lack of willingness to communicate with individuals from other backgrounds.  In 
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several parent meetings, instead of greeting the parents in English or attempting to 

communicate through gestures like waving, teachers began conversing amongst themselves 

and did not acknowledge the parents.  When neglecting to welcome parents with a greeting or 

to introduce themselves in accordance with simple social cues, educators exhibited limitations 

of both their self-awareness and cultural sensitivity – behaviors consistent with and experience 

of cultural disequilibrium. 

Communication and relationship-building.  Additionally, teachers’ behaviors suggested 

a lack of confidence in their abilities to interact with the parents based on their inability to 

speak the parents’ native language. For example, while waiting for a translator, the teachers sat 

in silence until it became clear that the translator was late. When the translator did arrive, the 

teachers consistently addressed the translator and directed questions and statements to her 

rather than to the parents as is customary in translated parent conferences. Throughout the 

meeting’s duration, the teachers made no attempt to greet the parents and families either 

verbally or non-verbally but, instead, demonstrated behaviors of concern such as avoiding eye 

contact even when it was initiated by the parent (observation, February 17, 2016).  

Moreover, educators used inappropriate words and actions when they incorrectly believed that 

parents sitting at conference tables with them were unable to understand English. Both prior to 

and following parent-teacher conferences, the observer documented comments made by 

teachers in reference to students and parents which conveyed disrespectful and dismissive 

attitudes. For example, two teachers, upon seeing a parent had arrived late to a parent-teacher 

conference said, “That better not be her,” and “I can’t believe she’s showing up an hour late” 

(H. L., observation, February 17, 2016). Upon talking with the parent, it was revealed that the 



FROM DISSONANCE TO COMPETENCE   

  120 

student had an medical emergency and was taken to the doctor before the meeting. Similar 

demonstrations were prevalent throughout multiple observations in the research context.  

Upon review of these data, teachers in the research context demonstrated a need for 

cultural competency development  and possible instances of cultural disequilibrium in several 

of observation settings. Most notably, educators engaged in behaviors that demonstrated a 

lack of consideration for the most basic of social expectations even by the standard of the 

middle class norms of the school. For example, teachers neglected to engage in an exchange of 

greetings and introductions during parent-teacher conferences. Additionally, teachers were 

unable to speak parents’ native languages and became visibly uncomfortable attempting to 

communicate without a translator, and instead, ignored the parents in multiple instances. 

In addition to inappropriate social interactions with culturally and linguistically diverse 

students and families, educators in the context of study made recurrent recommendations for 

exceptional education (EE) services for students with disabilities during parent teacher 

conferences before considering other potential causes of students’ academic difficulty. Within a 

four-month period, teachers referred 18 students for EE services, 16 of which are students of 

color. Only six of the students were determined by a school psychologist to have a disability. 

While participant observation, alone, would not permit the researcher to ascertain the beliefs, 

attitudes, and feelings of the members of those conferences, these behaviors of concern in 

conjunction with other actions taken by these teachers suggested that they experienced 

cultural disequilibrium during these induction activities. 
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Research Question 3. In what ways do teachers’ beliefs about culturally responsive teaching 

explain their reported experiences of cultural disequilibrium and cultural competency during 

teacher induction practices? 

Similar themes related to the participants’ CRT induction experiences and efficacy 

beliefs in the school context emerged in the analysis across five cases: Relationships and school 

climate and culture. Despite being shared among all the participants, these themes differed in 

the number and similarity of sub-themes and categories comprising them. 

 Relationships. Despite overall negative associations with currently available cultural 

competency professional development in the setting, evaluation of the participants’ efficacy-

related beliefs indicated that all interview participants possess positive CRTOE beliefs, or 

believe that CRT leads to beneficial student outcomes. In an interview with S., she 

demonstrates her belief that CRT practices have the ability to unite students and build 

intercultural relationships: “No we’re clearly not all the same here and that's awesome. Like, 

how are we highlighting our students’ differences and diversity as well as like using that to unify 

them?" (S., Interview, May 6, 2016, p. 3-4).  

 Though interview participants demonstrated positive CRTOE beliefs, other attribution 

statements indicate that their CRTSE beliefs are more negatively associated. For example, when 

asked if she had more concerns about understanding or implementing CRT, H explained her 

concerns:  

Confidence in implementation because sometimes I don’t necessarily... it's not that I 

maybe don't have an idea of how to be more sensitive or something like that, but I'm 
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not really sure if it's the right thing and how is the student gonna perceive it and is it, 

you know, is the message gonna come across? (H., Interview, May 5, 2016, p. 13) 

In terms of CCRTE, the participants demonstrated a mix of positive and negative expressions. 

Though they displayed overall high levels of CRTOE, participants showed inconsistent 

representations of their beliefs in the CRT implementation of their colleagues in their CCRTE 

characterizations. For example, during her interview, M.’s statements demonstrated both 

positive CRTOE beliefs as well as negative CCRTE ideas. “I think like most of our staff is White, 

like a large percentage of our staff is White, and I just think we're in a really amazing position to 

help kids understand, and connect, and empathize,” she stated, indicating her belief in the 

potential to use CRT practices to impart social skills to students (M., Interview, May 5, 2016, p. 

28).  However, her comment immediately following shows her doubt in her colleagues’ use of 

this teaching opportunity as she says, “I don’t know if we're like utilizing, if we are really” (M., 

Interview, May 5, 2016, p. 28). 

Table 4  

Guiding Principles/ Professional Development Coded Attribution Statements 

Master Code Sub-Code(s) Related Attribution Statements 

Negative Identity and 
Cultural Beliefs 

 

CRT Outcome 
Expectancy 

“I think we air on the side of not acknowledging culture as if 
that will make us more culturally sensitive. It’s like the 
colorblind thing. Like look, we're all the same here. And it’s 
like, “No we’re clearly not all the same here and that's 
awesome.” Like, how are we highlighting our students’ 
differences and diversity as well as like using that to unify 
them?" (S., Interview, May 6, 2016, p. 3-4). 
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Positive 
 
 
 
 
 

Collective CRTE  
“I know that like, P. has like taught this, so I think, in that 
sense, she would be someone who would be really like an 
advocate. I think S. would, sort of. Like I think there’s sort of 
certain pieces she probably be really good at identifying” 
(S., Interview, May 6, 2016, p. 13). 

Negative 

 
 
Negative 

Identity and 
Cultural Beliefs  

 

CRTSE 

 

“I mean I had no idea what a Coptic Christian was until I 
taught here and I think like, you are doing your kids a 
disservice in some ways when you don’t have any idea what 
their background looks like or what their home life looks 
like or what their expectations are at home. It’s harder to 
have clarity on that in your classroom sometimes” (S., 
Interview, May 6, 2016, p. 2). 

Negative 
Professional 
Development  

“We didn’t do a whole lot this summer as of talking about 
diversity of identity or culturally.” 
L: “When you say over the summer like for LEAD U?”  
S: “Yeah it wasn't any there. It was more… we did stuff like 
classroom management” (S., Interview, May 6, 2016, p. 2).  

Negative 

 
 
Positive 

 Professional 
Development 

 

Collective CRTE 

“I feel they didn’t put the trust in us to just get together as 
ELL teachers and just talk about what we really need to talk 
about so I did that on my own but like it would have been 
great if like instead of having to go to like a day or session 
where I had to write a fifth grade lesson plan that I’m not 
gonna be using. I could have taken that time to meet with 
ELL teachers to talk about what diversity looks like in their 
classroom how they incorporate it” (J., Interview, May 5, 
2016, p. 18). 

Positive 

 
Positive 
 
 
Positive 

Professional 
Development 

 

CRT Outcome 
Expectancy 

Collective CRT 
Efficacy 

“So, I guess, just like strategizing together. That's kinda 
what I mean by like, "What can we be doing as a team, a 
grade level team, to support those kids” (H., Interview, May 
5, 2016, p. 11).  

Negative  

 
 
 
 

Professional 
Development  

 

 

“I don’t know that much about the Family Engagement 
University. They came in and did a PD at the beginning of 
the year with us about… that I don’t even really remember. 
I think it was supposedly about culturally responsive 
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Positive  

 
Collective CRTE 

teaching and what it ended up being was... we talked a lot 
about, sort of like, the student cultures that are present in 
our school and then, some of the cultural norms for those 
students… which I think is important information … I think 
that we’re a couple steps above that. So not that it was a 
useless PD, it’s just that’s all I’ve seen of that organization. 
It sounds good from the name. Like I’m sure they have a lot 
to offer, I know N. has been to a couple of PD s with them 
because that aligns with her job obviously, but she hasn’t 
really brought any of that back to the staff so… (M., 
Interview, May 5, 2016, p. 27). 

Negative 

 
Negative  
 
 
 
Positive  

Professional 
Development 

 

Identity and 
Cultural Beliefs 

 

CRT Outcome 
Expectancy 

“We started these PDs and I started hearing murmurs of 
like, ‘Why are we doing this? I'm not racist. Like what’s the 
point of this? I feel attacked. Why are people questioning 
my identity? I don’t have an identity. I don’t want to talk 
about this.’ I was really blown away by this. And ever since 
then it’s made me think like, I just didn’t realize… I don’t 
think all teachers recognize the impact of like their personal 
identity or culture on others students or on their students if 
that makes sense” (M., Interview, May 5, 2016, p. 28). 

Positive 

 
 
 
Positive 
 
 
Negative 

Identity and 
Cultural Beliefs 

 

CRT Outcome 
Expectancy 

 

Collective CRTE 

“And I think like most of our staff is White, like a large 
percentage of our staff is White, and I just think we're in a 
really amazing position to help kids understand, and 
connect, and empathize. I don’t know if we're like utilizing, 
if we are really.” ((M., Interview, May 5, 2016, p. 28). 

Negative 

 
 
Negative 

Professional 
Development 

 

CRT Outcome 
Expectancy 

 

“I don’t think, I mean, I don’t think that they understand 
what CRT means. I feel like what our staff is looking for is 
like, “Here’s x, y, z strategies to keep the Muslim students 
from fighting with the Coptic students. People are looking 
for direct practical strategies to make their classroom more 
tolerable or more tolerant with other students. And I just 
don’t think they’re going to get that. And I think that’s 
unrealistic to expect that from a 45 minute session” (L., 
Interview, May 5, 2016, p. 20). 
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Negative 

 
 
 
Negative 

Identity and 
Cultural Beliefs  

 

Collective CRTE 

“I think we’re starting at square one. Like, we can’t really, 
you know, I learned this from P. and I understand why this 
was her approach, but like we can’t really talk about CRT 
until we talk about like our… getting to know ourselves and 
our perspectives and our staff…And I guess I feel like those 
two are really connected” (L., Interview, May 5, 2016, p. 
20). 

Negative 

 
 
 
Negative 
 
 
Positive 
 
 
Positive 

Professional 
Development 

 

Resources 

 

CRT Outcome 
Expectancy 

 

Collective CRTE 

“SPED [special education], ELL [English language learners], 
Exceptional Ed, all these different things and there isn’t [a 
Diverse Learner Coordinator], so there’s no one for me to 
turn to when I feel like I need some additional training or 
background. So I don’t get any support whatsoever in terms 
of my job which has a lot to do with cultural diversity. I 
would say during LEAD U also I didn’t get it. There was no 
training for ELL teachers so what I did I had to seek out on 
my own. And that’s just like a big push that I’ve given to 
LEAD and I don’t know if that’s changing at all, but to me it 
seems crazy that there’s art instruction and there’s like 4 
art teachers and not EL instruction where there’s like 8 
certified teachers. So that’s like a gripe of mine, but like I 
wouldn’t say that there’s a lot that I feel like I could get 
information or education on or training on for cultural 
competencies or anything like that - diversity training ” (J., 
Interview, May 5, 2016, p. 18). 

Negative 

 
 
Negative 
 
 
 
Negative 

Professional 
Development 

 

Identity and 
Cultural Beliefs  

 

CRTSE 

Collective CRTE 

Collective CRTE 

And I think too, there was a little bit of, at least like I know 
for myself, and then for other people that were white and 
middle class it was a lot of, we were hearing a lot of, "Your 
kids are gonna be different than you and you're never 
gonna be able to connect with them on.... because of your 
differences." And I’m sure it wasn’t meant to sound like 
that but that was a lot what were hearing and as you’re like 
terrified to get in the classroom, you're like, "Welp we're 
screwed, you know? We’re like, ‘We're never gonna be able 
to connect with our kids because like, I don’t look like them. 
I have a different economic backgrounds than them etc.’ So 
it felt very much like, ‘What’s the point?” (J., Interview, May 
5, 2016, p. 18). 
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School culture and climate. When asked to identify their primary concern related to 

CRT practices in the school and network, almost all interviewees made mention of behavior 

management concerns. The majority of these claims were negative attributions to the school’s 

behavior management systems, suggesting that CRT behavior management presents an 

additional area of growth in the research context. Like several participants, L. criticized the 

current system in which students earn marks, or deductions, and points, or additions, toward 

consequences and incentives: 

I don’t necessarily think. . .the consequences for our school, for example Mark Time [is] 

a very good use of our resources or our time and I don’t think it teaches a very good 

lesson. I feel like it’s just kind of shallow. And I also have issues with RISE [the school’s 

behavioral consequences]. The fact that the kids have put their shirts on inside out 

made me furious. Like I thought that that was just extremely disrespectful to the child, 

and thought it sent... the wrong message” (L., Interview, May 5, 2016, p. 20).  

L.’s comments demonstrate a sentiment echoed by multiple participants and educators 

examined during the participant observation phase of the study. In addition to her derision of 

behavior management systems in the context, L.’s statement also makes negative attributions 

to the school’s social skills instruction,  asserting her belief in the failure of the behavior 

management system to appropriately communicate respect for the student.  

Additionally, L.’s reference to Mark Time and RISE, two consequences for misbehavior 

within the behavior management system, also make negative attributions to the sub-factor 

peer supports. When students are in on RISE, for example, others are not permitted to talk to 

the student. Moreover, students on RISE are seated in a corner away from the rest of the class. 
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In Mark Time, students are not permitted to eat lunch in the cafeteria with their class. Instead 

they are given five minutes to eat their lunch silently in a classroom after which time they work 

silently to write a reflection about their negative behaviors. These consequences remain in 

place for a week, however, many students remain on RISE for multiple weeks in a row because 

they continue to engage in behaviors of concern despite the consequences within the behavior 

management system.  

 In her interview, J. also makes a negative attribution to the behavior management 

system. Specifically, she identifies a lack of communication and consistency around 

differentiated behavior plans for students with special accommodations. “My biggest concern,” 

she says, “about our. . . behavioral system and cultural system. . . is that is seems to be 

inconsistent to me. . . I just don’t feel like that individual plan . . . doesn’t seem to be specified, 

set, communicated, and consistent (J., Interview, May 5, 2016, p. 16).  

 Similarly, H. identifies the same issue of inconsistency as the source of her negative 

attribution to the behavior management system. She explains, “We all have issues with kids 

who are struggling, like for example, S. Z. And we all try to handle it independently in our own 

ways and not only is he getting mixed messages, but we're working harder” (H., Interview, May 

5, 2016, p. 11). These negative associations by multiple participants present evidence indicating 

that behavior management systems is an added area of concern regarding CRT practices in the 

research context. 

Culturally responsive behavior management and efficacy. Behavior management is 

area in which teachers demonstrate a combination of positive and negative attributions related 

to CRT efficacy (Table 5). For example, although H. describes her aforementioned problem with 
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the inconsistencies in the current behavioral system, she does go on to say, “. . . but we're 

working harder as opposed to. . .  if we just tackled it from, you know, a more unified jumping 

off point” (H., Interview, May 5, 2016, p. 11). Here, H. shows both her positive association to 

CRTOE by indicating her belief that a more cohesive and collaborative approach to the 

behavioral system would lead to better outcomes both for the teachers as well as the students. 

At the same time, however, she also displays a sense of negative CCRTE when she 

acknowledges that she and her colleagues do not take advantage of a more cooperative system 

to address students’ behaviors. J. repeats this concern in her comments as well, saying, “It 

seems like sometimes staff have plans in place for certain student with like major disciplinary 

issues, but since they’re not communicated to various stakeholders, it leaves a lot of people 

uncertain and thus feeling inadequate... like unable” (J., Interview, May 5, 2016, p. 16). Her 

characterization of teachers’ feelings resulting from the lacking behavior management system 

demonstrate a negative attribution to both self and collective CRT efficacies. As is the case with 

other identified CRT areas of concern, respondents showed a repeated positive association 

between CRTOE despite other indication of a sense of negative associations with CRTSE and 

CCRTE. L., for example, affirms her expectation that a less retributory behavioral management 

system may be more responsive to the needs of students from diverse backgrounds 

commenting, “if I were to isolate something and to begin to shift is, like that behavior 

management to move towards a more restorative angle rather than a punitive angle (L., 

Interview, May 5, 2016, p. 20). Again, the participants make persistent indications of their 

personal beliefs in the effectiveness of CRT practices as a means of improvement on the factors 

identified as areas of concern in the research context.   
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Table 5 

 Culturally Responsive Behavior Management Coded Attribution Statements 

 

Master Code 

 

Sub-Code(s)  Related Attribution Statements 

Negative 

 

Behavior 
Management 
Systems 

 

I am really interested in I guess like restorative 
justice type of stuff. I don’t necessarily think that 
the way that we - the consequences for our 
school, for example Mark Time. I don’t think that’s 
a very good use of our resources or our time and I 
don’t think it teaches a very good lesson. I feel like 
it’s just kind of shallow.” (L., Interview, May 5, 
2016, p. 20).  

Negative 

 
 
Negative 

Behavior 
Management 
Systems 

 

CRT Self-Efficacy 

“Are we as teachers expecting a certain level of 
treatment from a child to us as an adult when we 
don’t understand what that dynamic looks like at 
home? So we might perceive something as 
disrespect when it’s just seen as like being 
forward. Or as these cultural faux paus we make 
and try to enforce and put a layer of intentionality 
on kids that sometimes they don’t have and it’s 
really confusing to them” (S., Interview, May 6, 
2016, p. 3). 

Negative 

Negative 
Positive 

 Behavior 
Management 
Systems 

Collective CRT 
Efficacy 

CRT Outcome 
Expectancy 

“But, I just feel like we all have issues with kids 
who are struggling like for example, S. Z. and we 
all try to handle it independently in our own ways 
and not only is he getting mixed messages, but 
we're working harder as opposed to if we just 
tackled it from, you know, a more unified jumping 
off point” (H., Interview, May 5, 2016, p. 11). 
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Positive 

 
Positive  

Behavior 
Management 
Systems  

CRT Outcome 
Expectancy  

I think like if I were to isolate something and to 
begin to shift is, like that behavior management to 
move towards a more restorative angle rather 
than a punitive angle (L., Interview, May 5, 2016, 
p. 20). 

Negative 

 
Negative 

Behavior 
Management 
Systems 

CRT Self-Efficacy  

“Yeah it seems like sometimes staff have plans in 
place for certain student with like major 
disciplinary issues but since they’re not 
communicated to various stakeholders it leaves a 
lot of people uncertain and thus feeling 
inadequate... like unable” (J., Interview, May 5, 
2016, p. 16). 

Negative 

 
 
Negative 
 

Behavior 
Management 
Systems 

 

CRT Self-Efficacy 

 

 
 

“This child is getting suspended for this and this 
child’s not getting suspended for this or vice versa 
and I think it’s made people feel really apathetic 
to discipline students that they don’t really feel 
like they understand what their situation is. I 
guess what I’m saying is like using data and setting 
clear expectation and like guidelines around like, 
what our schools approach is to discipline and 
then when it comes to certain students who just 
don’t find that school based approach or it just 
doesn’t fit with them having a very clear and set 
plan that everyone is aware of not just a two 
people on the staff and no one else” (J., Interview, 
May 5, 2016, p. 16). 
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Merged Quantitative and Qualitative Findings 

In the final phase of the study, quantitative and qualitative results were mixed using a 

joint display to identify corroborating evidence in previous phases of the study (See Tables 6 

and 7). In the initial review of the data, inconsistencies appeared to exist between the 

quantitative and qualitative results. While the majority of responses to the Culturally 

Responsive Checklist for Teachers and Schools indicated highly positive appraisals of CRT 

practices within the research context, interview participants shared few favorable 

characterizations of the state of cultural competency. Yet, after qualitative analysis using 

deductive coding methods to evaluate participants’ positive and negative attributions made 

during interviews, the CRT areas of need that emerged aligned closely to the few CRT factors 

with higher percentages of disagreement and neutral responses made by the participants in the 

setting. Employing second level sub-codes to further investigate the identified CRT factors and 

associated research questions, the investigator found that sub-factors represented in the least-

selected quality indicators of the CRT checklist also surfaced as recurring negative attributions 

in the statements made by interview participants.  

Taken together, the data collected in the quantitative and qualitative phases of the 

study align to suggest that the repeatedly emerging factors of CRT Guiding Principles (Table 6), 

CRT Curricula, and CRT Behavior Management (Table 7) are areas the participants in the 

context regard as areas of concern. In addition, as demonstrated by both the master and sub-

codes detected in teachers’ comments, areas of recurring negative attributions coincide with 

negative CRTSE and CCRTE ideations. However, participants also present persistent expressions 
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of positive CRTOE beliefs, suggesting that teachers possess positive beliefs about the potential 

outcomes of CRT practices.   
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Table 6  
Factors Joint Display: Guiding Principles/ Professional Development 

Likert 
Scale 
Scores 

Quality 
Indictor 
Scores 

Open 
Ended 
Response 
Survey 
Item  

Quotes 
Suggest-
ing High 
Related 
CRTOE  

Quotes Suggesting 
Low Related CRTSE 

Quotes 
Suggesting Low 
Related CCRTE 

15.38% 
Neutral 
Response 

15.38% 
Negative 
Response 
(Disagree/ 
Strongly 
Disagree) 

12.5% 
Professional 
development 
support is 
provided to 
assist all 
staff in 
meeting the 
ongoing 
needs of 
RCELD 
students. 
 
 

“We are 
just 
beginning 
to have 
discussions 
on diversity 
issues. This 
isn’t a 
significant 
part of our 
school.” 

“And I 
think like 
most of 
our staff is 
White, like 
a large 
percentage 
of our staff 
is White, 
and I just 
think we're 
in a really 
amazing 
position to 
help kids 
underst-
and, and 
connect, 
and 
empathi-
ze. I don’t 
know if 
we're like 
utilizing, if 
we are 
really.” 

“I know for myself, 
and then for other 
people that were 
White and middle 
class it was a lot 
of, we were 
hearing a lot of, 
"Your kids are 
gonna be different 
than you and 
you're never 
gonna be able to 
connect with them 
on.... because of 
your differences." 
And I’m sure it 
wasn’t meant to 
sound like that but 
that was a lot what 
we’re hearing and 
as you’re like 
terrified to get in 
the classroom, 
you're like, "Welp 
we're screwed, 
you know? We’re 
like, ‘We're never 
gonna be able to 
connect with our 
kids because like, I 
don’t look like 
them. I have a 
different economic 
backgrounds than 
them etc.’ So it felt 
very much like, 

“We started 
these PDs and 
I started 
hearing 
murmurs of 
like, ‘Why are 
we doing this? 
I'm not racist. 
Like what’s 
the point of 
this? I feel 
attacked. Why 
are people 
questioning 
my identity? I 
don’t have an 
identity. I 
don’t want to 
talk about 
this.’ I was 
really blown 
away by this. 
And ever since 
then it’s made 
me think like, I 
just didn’t 
realize… I 
don’t think all 
teachers 
recognize the 
impact of like 
their personal 
identity or 
culture on 
others 
students or on 
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‘What’s the 
point?’” 

their students 
if that makes 
sense.” 

 

Table 7 
Factors Joint Display: Behavior Management 

Likert 
Scale 
Scores 

Quality 
Indictor 
Scores 

Open Ended 
Response 
Survey Item  

Quotes 
Suggesting 
High 
Related 
CRTOE  

Quotes 
Suggesting 
Low Related 
CRTSE 

Quotes 
Suggesting 
Low Related 
CCRTE 

34.62% 
Neutral 
Response 

11.54% 
Negative 
Response 
(Disagree/ 
Strongly 
Disagree) 

 

26.92% 
When 
necessary 
RCELD 
students in 
classrooms 
have 
behavioral 
management 
systems that 
address 
individual 
cultural 
differences. 

“culturally 
responsive 
behavior 
management!” 
 
“more 
consistent 
behavioral 
expectations 
that are only 
adapted for 
certain 
students as a 
result of data-
driven 
analysis” 
 
“A consistent 
system for 
tardies and 
absences. 
There are no 
consequences 
until the 
problem 
becomes 
severe. There 
are also no 
incentives for 
being on time 
or present.” 

“No we’re 
clearly not 
all the 
same here 
and that's 
awesome.” 
Like, how 
are we 
highlighting 
our 
students’ 
differences 
and 
diversity as 
well as like 
using that 
to unify 
them?" 
 

“…it's not 
that I maybe 
don't have 
an idea of 
how to be 
more 
sensitive or 
something 
like that, but 
I'm not 
really sure if 
it's the right 
thing and 
how is the 
student 
gonna 
perceive it 
and is it you 
know, is the 
message 
gonna come 
across?” 

“I don’t think, I 
mean, I don’t think 
that they 
understand what 
CRT means. I feel 
like what our staff 
is looking for is like, 
“Here’s x, y, z 
strategies to keep 
the Muslim 
students from 
fighting with the 
Coptic students. 
People are looking 
for direct practical 
strategies to make 
their classroom 
more tolerable or 
more tolerant with 
other students. And 
I just don’t think 
they’re going to get 
that. And I think 
that’s unrealistic to 
expect that from a 
45 minute session.” 
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Discussion and Limitations 

The outcomes of the study further support the hypothesis that lacking cultural 

competency is a concern within the context as in other urban settings. Much like the 

representation of lacking cultural competency and the demographic divide within the research 

literature, observable instances of similar disparities between students and their White 

teachers take place within the research context as well (Fitchett, Starker, & Salyers, 2012; Gay 

& Howard, 2001, Milner, 2009). The results of the study suggest that areas of concern within 

the school setting are factors identified as significant areas of need in cultural competency 

development by the existing literature: CRT Guiding Principles, CRT Curricula, and CRT Behavior 

Management with challenges associated with student-teacher relationships and school culture 

and climate (Griner & Stewart, 2012; Howard & Navarro, 2016).  

Evidence provided by research participants suggests that the need for improvement in 

these identified areas may lead to negative outcomes impacting both students and teachers. 

Instances such as these demonstrate an inability of many teachers to act with cultural 

competency, or as it is described by diversity education researcher Geneva Gay (2002), an 

inability to succeed in, “using the cultural characteristics, experiences, and perspectives of 

ethnically diverse students as conduits for teaching” (p. 106). Rather than questioning the fault 

in their own approaches, teachers without cultural competency often possess a deficit mode of 

thinking wherein they regard students’ as failing to understand in order to avoid their own 

sense of ineffectuality (Howard & Navarro, 2016; Ladson-Billings, 2011) 

Given the high frequency with which they are represented in participants’ checklist and 

interview responses, the data presented suggests that these are areas of need in the cultural 
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competency development within the school with a focus on relationships and school 

community and culture. Perhaps the most representative example of this pressing need is 

demonstrated in the comments made by one interview participant, L., related to the recent 

termination of a school employee:  

We can’t really talk about culturally responsive teaching until we talk about. . . getting to 

know ourselves and our perspectives and our staff, and I think there’s - clearly with T.  

being fired - there have been great misunderstandings as to what is acceptable and like, 

because he attributed some of his behaviors to like cultural differences. That’s why 

people were having a problem with it. And I think that that made a lot of people really 

uncomfortable because it’s like, uh, “This isn’t because you’re black, this is because it’s 

not appropriate.” So I think given the fact that like this whole incident like went down at 

our school, like we absolutely have to make sure that we know our staff. And I guess I 

feel like those two are really connected. (L., Interview, May 5, 2016, p. 20) 

L.’s comments in addition to many others mentioned by interview respondents indicate and 

overall reluctance to engage in conversations related to CRT or personally held race, culture, 

and ethnicity due to strained interpersonal relationships between staff.  As L. states, without a 

willingness to confront diversity issues, the educators in the context will find it difficult to 

address the same cultural competency concerns when teaching students and building positive 

relationships. 

Limitations of Research 

Given the small sample size of the respondents, statistically significant relationships 

could not be drawn from the data collected during the quantitative phase of the study. 
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Moreover, because the researcher determined CRT factors for continued investigation in each 

phase of the assessment based on the frequency and repetition of participants’ responses in 

the preceding phase, the results herein only outline the emergence of a singular pathway 

rather than a more comprehensive view of the complex relationships between CRT factors as 

described by current literature (Griner & Stewart, 2012).   

In addition, although alignment of the results did emerge after the merging of 

quantitative and data, the significantly positive CRT checklist results suggest that survey 

participants may have provided artificially inflated responses when compared to qualitative 

results. This outcome is possible due to the high frequency with which teachers in the research 

context are required to complete survey instruments by school and network leadership. 

Additionally, many surveys completed in the setting are not anonymous and are viewed by 

school staff and are linked to school-based incentives. As a result, respondents may have 

harbored concerns of exposure of their replies though all participants received several 

assurances of the confidentiality of their survey responses.  

Need for Future Research  

In addition to the factors and sub-factors outlined herein, the measures examined 

within this needs assessment also may provide future insight into other potential variables for 

continued investigation throughout the ongoing examination of cultural competency 

development and induction practices in the research context. While the study focused on those 

factors that emerged from the initial CRT survey and subsequent phases of the study, other 

secondary data sources exist with relevance to cultural competency, induction practices, and 

CRT factors that may provide further insights to the exploration of the needs within the 
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research context. Additionally, in order to derive statistically significant results, the needs 

assessment study could be expanded to other school sites within the network in order to 

compare the emergence of identified themes and factors across settings. A larger sample size 

would also permit the use of more acceptable methods of sampling rather than convenience 

sampling as required in the current study based on the availability within the research setting.  

As a result of lack of CRT practices in the identified areas of the research setting, it is 

reasonable to conclude that the lacking cultural competency development practices in the 

context may negatively impact future teacher preparation activities. This hypothesis stems from 

the suggested negative impact upon new teachers beginning careers and experiencing 

inadequate cultural competency development in the current teacher induction practices of the 

school. Ongoing research aims to investigate potential interventions which may prevent 

impediments to new teachers’ and preservice teachers’ cultural competency development 

experiences within the context.  
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Chapter 3: Dossier Project Proposal 

Results of the needs assessment indicated that school-based factors including classroom 

and behavior management systems and related professional learning contributed to a lack of 

teachers’ self-efficacy (CRTSE) to enact CRT practices such as culturally responsive classroom 

management (Bandura, 1977; Siwatu, 2007; Weinstein et al. 2003, 2004). Only 12.5 % of 

respondents observed professional learning and support in meeting RCLED students’ needs in 

the context. Additionally, only 26.9 % of educators surveyed observed that RCLED students in 

classrooms have behavior management systems that address individual cultural differences. 

These findings are in contrast to participants’ concurrent reports of high CRT outcome 

expectancy beliefs (CRTOE), suggesting that participants believe in the potential benefits of 

CRT, but are not confident that they or their colleagues are equipped to implement it. 

Collective culturally response teaching efficacy (CCRTE) is the term relevant literature uses to 

describe this construct (Siwatu, 2007, 2009, 2011, 2014). In further qualitative investigation, 

one participant stated, “If I were to isolate something to begin to shift is… behavior 

management to move towards a more restorative angle rather than a punitive angle. ” 

Participants’ comments in follow-up interviews suggest that addressing low CRT efficacy beliefs 

through increased professional learning focused on supportive behavior management 

approaches such as restorative practices (RP) may help to ameliorate teachers’ experience of 

cultural mismatch and consequent disequilibrium (Bergeron, 2008; Ladson-Billings, Siwatu, 

2007). 

Meeting the eventual large-scale goals of this research project must begin with the 

identification of  short-term, intermediate, and long-term outcomes. Immediate outcomes of 
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this project include (1) a critical examination of existing RP professional learning and 

implementation in order to (2) raise awareness of the relationships between RP, culturally 

responsive teaching, and CRTSE (3) illustrate the potential of RP to ameliorate educators’ 

cultural disequilibrium by serving as a vehicle for transformative learning. The intermediate and 

distal outcomes of this initiative include (4) fostering an online hybrid Community of Practice 

(CoP) to encourage ongoing reflective, transformative professional learning opportunities and, 

(5) developing an accompanying integrative RP curriculum aligned to tenets of critical, 

transformative pedagogy. Ultimately, if these resources are utilized by RP trainers, they may 

take effect to (6) increase teachers’ cultural competency via their culturally responsive 

classroom practices and associated efficacy beliefs while (7) decreasing instances of racial 

discipline disparities.  

Like many school systems the district in this context implements RP due to its claims to 

reduce racial discipline disparities (Lustick, 2020, 2021). Though this project may eventually 

advance this distal outcome, it must first address RP’s shortcomings like its philosophical 

inconsistencies and mixed record of empirical support before equitable outcomes can be 

realized. Given the emergent nature RP empirical basis, this dossier will focus on the beginning 

components of a more comprehensive initiative in the form of a conference presentation. An 

interactive video presentation will critically analyze RP’s philosophical underpinnings, name its 

cultural neutrality and failure to address the primary influence of race in racial discipline 

disparities, and illustrate the unrealized promise of RP as a vehicle for transformative learning 

that may prevent these inequities. These initial steps will serve as a call to action for RP trainers 

and organizations such as the International Institute for Restorative Practices (IIRP).This chapter 
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will review the extant literature related to RP’s efficacy as a tool to promote teachers cultural 

competency, CRT efficacy, and equitable, culturally responsive disciplinary practices. Multiple 

intersecting frameworks grounded in sociocultural learning and critical multiculturalism will 

guide the examinations of these interventions. These frameworks include social cognitive 

theory (Bandura, 1977, 1986, 1997; Siwatu, 2007, 2011); critical pedagogy (Ladson-Billings, 

2006, 2011; McLaren, 2014; Wink, 2011), and transformative learning (Mezirow, 1981, 1997, 

1998; Pedersen, 2000; ). 

Guiding Frameworks: Critical and Transformative Perspectives 

Despite having stressed that there is no one definition of critical pedagogy, McLaren 

(2014) has defined it as a way to think about “negotiating and transforming the relationship 

among classroom teaching, the production of knowledge, the institutional structures of the 

school, and the social and material relationships of the wider community society” (p. 45). This 

definition highlights the importance of a perspective that accounts for the ways that oppression 

has been historically perpetuated in society, culture, and politics (Carr & Kemmis, 1986). Deficit 

thinking and its undesirable outcomes are the inevitable result of a normative view of culture in 

which dominant cultural norms are promoted and prioritized over other subordinate groups’ 

behaviors but are cloaked in a language of cultural neutrality. This value system reflects the 

concepts of cultural capital and social reproduction theory in which those in power maintain 

control by valuing their own cultural practices and norms over others’ (Bourdieu & Passeron, 

1977; Wink, 2011).  In this view, if members of subordinate groups are to gain power, influence, 

and personal agency, they must adopt the same cultural practices of the dominant culture. 

What this perspective overlooks, however, is the inherent value of non-dominant cultural 
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practices to both the individual and larger society. In the school setting, teachers base their 

perspectives on either participation in or assimilation to prevailing White, middle-class cultural 

norms (Yosso, 2006). 

As Pedersen (2000), has explained, “each of us has unreasoned assumptions, which we 

accept without proof and which we protect without regard to rationality. . . When there is no 

evaluation of other viewpoints, then there is no responsibility to accommodate or interpret the 

behavior of others” (p. 39). In education, culturally-based assumptions can lead to 

discrimination as teachers can misinterpret a child’s behavior as inappropriate when considered 

from the dominant cultural perspective. This reflects a self-reference criterion or the propensity 

to critically assess others’ and one’s behaviors with only a solitary perspective to inform them. 

Teachers incorporate middle-class norms and expectations into their self-reference criterion 

and apply them to students who may or may not identify with that cultural group (Pedersen, 

2000). For example, in some groups, turn-taking while talking may not occur in regular social 

interactions, and interrupting does not necessarily communicate disrespect (Brown, 2004; 

Emdin, 2016; Gay, 2000; Obidah & Manheim Teel, 2001). 

  However, teachers who subscribe to dominant cultural norms may not recognize RCLED 

students’ unique behavior and communication as an acceptable alternative. This tendency is a 

hallmark of cultural encapsulation, a process in which one defines reality through a singular lens 

informed only by the stereotypes and cultural assumptions that make up their self-reference 

criterion. As a result one becomes insensitive to cultural differences and irrationally will not 

interpret, evaluate, or accommodate other viewpoints from any perspective other than the 
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self-reference criterion, often deeming them illegitimate and skewing one’s perception of the 

real world (Pederson, 2000). 

Need for Culturally Responsive Approaches 

Teachers may take unnecessary disciplinary action in instances when students do not 

intend to be disruptive by acting out of their cultural encapsulation and self-reference criterion. 

Educators’ escalating disciplinary responses for minor noncompliance disproportionately 

impacts RCLED students, particularly African American males, depicting the ways in which 

cultural disequilibrium can perpetuate systemic racism in classrooms. Racism is defined through 

people’s behaviors rather than their thoughts or feelings and can be enacted by misinformed 

people despite their good intensions or apparent lack of prejudice (Pedersen, 2000). This 

explanation aptly describes the behaviors of teachers who do not make explicit references to 

racial biases but act in ways that maintain institutional racism by perpetuating the discipline 

gap (Gregory & Mosely, 2004). 

The limitations that deficit thinking and discriminatory practices place upon educational 

access and outcomes require educators’ deliberate focus on equity (Fullum, 2017; Ladson-

Billings, 2006). Understanding the relationship between cultural norms and classroom behaviors 

could assist teachers in making more informed judgements about appropriate versus 

inappropriate classroom behavior. Such understandings may also influence whether teachers 

intervene in culturally responsive ways to address student behaviors of concern. Culturally 

responsive teaching (CRT) proponents describe this approach as “a powerful tool for bringing 

about more equitable outcomes in schools and closing achievement gaps” (Ladson-Billings, 

1995b, 2009). Rather than a set of specific strategies, educators and scholars regard CRT as a 
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particular mindset that offers a lens through which to view the work of teaching RCLED 

students (Howard, 2010; Hammond 2014). The fundamental aim of CRT is “to shift the mindset 

of educators from a deficit based thinking toward instead to a mindset that views student 

culture as an asset that can be leveraged in the learning process” (Fullum, 2017, p. 132).  To 

enact CRT, teachers must maintain high expectations of students, know their students well, and 

be able to tailor the teaching experiences they create to address students’ unique needs and 

strengths. These arduous tasks are likely impossible to carry out with deficit or discriminatory 

beliefs and attitudes towards RCLED students.  

Transformative Professional Learning 

The interactive nature of intersecting factors such as skills, beliefs, and attitudes is 

central to both the problem and solution to classroom cultural conflict. These overlapping 

concerns pose both a significant challenge and an opportunity (Foot, 2014). Just as deficit 

beliefs about RCLED students precludes a teacher’s abilities to hold them to high expectations, 

low anticipation of success inhibits teachers’ abilities to carry out effective instruction 

(Bandura, 1977; Siwatu, 2007, 2011). The detrimental influence of deficit mindsets necessitates 

a shift in the way that educators perceive students, schools, families, society. Most importantly, 

however, teachers’ must reevaluate their perceptions of themselves. Culturally responsive 

teachers are reflective practitioners who persistently consider the impacts of their own implicit 

biases and cultural assumptions and the ways they influence not only their ideas about learning 

and teaching, but also their relationships and interactions with students.  

Perspective transformations. To willingly take on such demanding introspection and 

professional growth is a difficult undertaking. In this inherently challenging type of work, one 
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changes their deeply entrenched beliefs. As such, it is lengthy, not easily undertaken, and never 

completed. These challenges present two primary obstacles that often undermine attempts to 

facilitate professional learning dealing with topics of race, equity, and diversity. Firstly, building 

educators’ CRT mindsets and classroom management skills requires that teachers willingly 

participate in a rigorous and emotionally charged learning process termed transformative 

learning wherein one reevaluates their positions and considers those of others (Mezirow, 

1981).. Transformative learning, or adult learning, involves making changes to the fundamental 

ways that an individual perceives and makes meaning from the world around them.  As such, 

transformations result from changes to an individual’s frames of reference or structures of 

meaning formed from a collection of meaning schemes and meaning perspectives. Though 

meaning perspectives are deeply entrenched beliefs that are hard to change, meaning schemes 

change more often (Taylor, 2017; Wink, 2011). This fact presents a problem because meaning 

perspectives “are a reflection of our cultural and psychological assumptions, constraining our 

worldview, often distorting our thoughts and perceptions… They are like a ‘double-edged 

sword’ whereby they give meaning (validation) to our experiences, but at the same time skew 

our reality” (Taylor, 2017, p. 17). This explanation suggests that teachers persist in their 

meaning perspectives because the dominant culture reinforces their cultural assumptions, 

likely since their own schooling experiences. The school system, colleagues, students, and 

parents have all reinforced White, middle-class cultural norms. Moreover, their closely-held 

meaning perspectives limit their ability to find inconsistencies in their own thoughts and actions 

leaving no reason to abandon them. To be able to perceive and confront one's assumptions, a 

perspective transformation is required. Perspective transformations occur as a result of 
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relearning and unlearning. When a person reevaluates their positions, and their viewpoint 

begins to incrementally shift, relearning takes place (Wink, 2011). Similarly, transitional 

perspective transformations that are a more frequent occurrence than unlearning. Unlike 

relearning, unlearning necessitates that an individual rapidly recognizes their misconceptions 

and quickly adjust their meaning structures accordingly. Upon the realization of how 

assumptions constrain views of themselves and others, people may change their meaning 

structures as a result (Mezirow, 1981, 1997, 1998; Wink, 2011).   

The importance of perspective transformations is evident in the German concept of 

bildung, or the “never ending process of critically assessing knowledge” (Fuhr, 2017). Though 

similar to Mezirow’s (1981) transformative learning theory, bildung is a long-standing historical 

and cultural tradition that goes beyond perspective transformations to include the cultivation 

of citizens’ moral development and collective identity (Fuhr, 2017).  In this way, bildung 

benefits both the learner and the larger society. In the context of educational settings, 

perspective transformations may bring about bildung by benefitting teachers, students, and the 

local community. 

 Critical self-reflection on assumptions. Mezirow (1981, 1997, 1998) has examined 

critical reflection of assumptions (CRA) and critical self-reflection of assumptions (CSRA). With 

these terms, he has referred to the psychological steps one might take in a perspective 

transformation.  For example, CRA requires analyzing a problem by taking an objective 

perspective to accomplish what Mezirow (1998) had called objective reframing. Conversely, 

CSRA or subjective reframing occurs when individuals reflect on the basis and structure of their 

own personally held assumptions and implicit biases instead of those of an organization or 
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group. Though educators must reflect on collective assumptions it is, perhaps, more important 

to analyze "assumptions that are embedded in the history and culture of a workplace, and how 

they have impacted one's thought and action" (Mezirow, 1998, p. 193). Conversely, Mezirow 

has acknowledged that transformative learning may not require CSRA in the instances of those 

whose frames of reference change through the process of assimilation or an “accommodation 

to a difficult situation by accepting it as conforming to one’s desire,” as in the case of 

individuals living in culturally immersive experiences (1995, p. 191). CSRA also echoes 

Mezirow’s (1981) work in which he has explained the importance of critical reflectivity in 

cultivating an understanding of the underlying rationale behind the meanings people apply to 

their experiences. The author has illustrated how this idea is particularly crucial in recognizing 

roles individuals take on in relationships dealing with authority and power dynamics.  In 

professional settings, teachers require experiences wherein they can critically reflect on their 

relationships with students of color and on the ways their assumptions about cultural capital, 

encapsulation, and race have impacted those relationships.  

Pedersen’s conceptual framework. In its application to cultural competency 

development, Mezirow’s (1995, 1997) discussions of transformative learning theory and critical 

self-reflection on assumptions (CSRA) provide key insights into altering such fundamental beliefs 

as one’s cultural dispositions. Mezirow (1997) points out that these beliefs are part of a larger 

frame of reference or foundational assumptions upon which we base our understanding of our 

world and our experiences in it. Additionally, we may alter these frames of reference when 

engaging in CSRA, or “a critique of the premise upon which the learner has defined a problem. 

Significant personal and social transformations may result from this kind of reflection,” 
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according to the researcher (Mezirow, 1995, p. 186). Pedersen’s (2003) Conceptual Framework 

for Developing Cultural and Cross-Cultural Competence illustrates the manner in which 

perspective transformations may occur in relation to one’s cultural beliefs:  

The first stage—awareness provides the basis for accurate opinions, attitudes, and 

assumptions. At the second stage, knowledge provides the documentation and factual 

information necessary to move beyond awareness toward effective and appropriate 

change in multicultural settings. The third stage, skill, provides the ability to build on 

awareness and apply knowledge toward effective change in multicultural settings. (p. 

193) 

Teacher educators may utilize this framework to foster cultural competency in beginning 

teachers who have experienced the disorienting dilemma of cultural disequilibrium early in 

their careers. Additionally, it remains to be seen if new teachers might be able to circumvent or 

minimize the experience of cultural disequilibrium utilizing these processes.  

Critical dialogue and reflection. In the educational context, teachers must not only 

relearn how to consider different cultural norms and students’ perspectives, but also unlearn 

the hidden curriculum of ingrained dominant cultural norms that they have thoughtlessly 

upheld and the systemic racism that they perpetuate (Wink, 2011). To engage in this intensive 

work, critical dialogue is necessary to bring participants into interrogation of their assumptions 

about RCLED students, racism, and societal structures that have been instilled through years of 

socialization, a process known as critical self-reflection on assumptions (CSRA). As a result, 

individuals can recognize how their assumptions limit their self-perceptions and their 

relationships. People can alter their meaning structures by recognizing the constraints their 
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assumptions impose upon them, becoming more conscious of their experiences and behaviors 

(Mezirow, 1981, 1997, 1998).  

A second obstacle to effective professional learning in CRT and classroom management 

is that training in this area “often lapses into the same kind of deficit thinking it seeks to 

challenge” (Fullum, 2017, p. 132). Often, attempts to engage teachers in critical dialogue about 

racism in teaching and learning may lead them into sharing feelings of resentment and 

defensiveness because they feel attacked and unfairly labeled as racist (Pollock, 2008; 2009). 

Teachers are often blamed for this reaction, however, it is actually a hallmark of  poorly 

executed professional learning that assumes the deficit perspective that teachers’ hold only 

problematic ideas and beliefs. Though culturally responsive teachers confront and challenge 

unexamined assumptions, they also bring many assets that teacher trainers must acknowledge 

and leverage as transformative learning opportunities. The pervasiveness of deficit and 

presumptuous thinking is problematic considering the significant impact of teachers’ efficacy 

beliefs on their success in carrying out culturally responsive teaching and classroom 

management (Bandura, 1977; Fullum, 2017; Siwatu, 2007, 2011).  

Disorienting dilemma. One of the most important neglected opportunities in 

professional learning is the experience of  disorienting dilemma (Mezirow, 1981, 1997, 1998). 

Certain experiences can bring about more instantaneous kinds of perspective transformations 

(Laros, 2017). Crises of a highly personal and painful nature such as a deeply-felt personal loss, 

constitute disorienting dilemmas. As a result, this unpleasant experience may inspire a 

perspective transformation. Several beneficial outcomes can result from perspective 

transformation following a disorienting dilemma: a frame of reference “that is more (a) 
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inclusive, (b) differentiating, (c) permeable, (d) critically reflective, and (e) integrative of 

experience” (Taylor, 2017, p. 18).  Though they are unpleasant experiences, disorienting 

dilemmas can benefit those who seek to leverage what they learn from them.  Many resolve 

this challenging experience by developing a critical consciousness that permits them to 

recognize how their ways of thinking and behaviors rely on distorted viewpoints and, therefore, 

their relationship to an issue (Mezirow, 1981, 1997, 1998; Wink, 2011). Though this experience 

often begins as a negative one, it is one of the most effective ways to bring about 

transformative change leading to positive outcomes (Laros, 2017). That new teachers 

predictably encountering disorienting dilemma during in their school induction could be 

harnessed as an excellent opportunity to redeem this negative experience by becoming 

equipped to handle them. Rather than making deficit assumptions about teachers’ experiences 

of cultural disequilibrium and cognitive dissonance, teacher trainers would do well to seize the 

opportunities they present. Instead of avoiding topics of race, equity, and diversity for fear of 

sparking teacher defensiveness, teacher educators could normalize the experience of cultural 

disequilibrium and support teachers navigating this experience. This approach could offer a 

predictable and readily available method for producing culturally responsive and better 

prepared teachers.  

Professional Learning in Restorative Practices 

Teacher training organizations such as the IIRP purport that RP can help school staff 

build and maintain positive intercultural relationships with students, prevent disciplinary 

incidents, and remedy racial discipline disparities particularly in urban school environments. RP 

is part of a larger family of supportive practices to classroom management that rely primarily on 
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prevention of disciplinary incidents via a focus on relationship building between students and 

teachers (Day, Snapp, Russell, 2011).Importantly, education researchers have found that 

teachers receiving RP training and coaching report increased confidence to motivate students 

and promote desired behaviors, suggesting that RP may potentially influence teacher’s self-

efficacy beliefs  about CRT (Vincent et al. 2021). However, when researchers have asked 

teachers, students, and families what they believe is necessary in an RP professional learning 

experience, one of their top concerns are equity issues. 

Limitations of restorative practices. That proponents promote RP as a an equity-

building tool is interesting considering that related professional learning organizations and their 

training materials do not acknowledge the roots of systemic and institutional racism that form 

the basis for such inequities as racially disproportionate discipline disparities. From a critical 

perspective, RP professional development offerings fall short in their aims to promote equity by 

failing to name, reflect critically, and to act to remedy issues of RCELD marginalization (Wink, 

2011). For example, in case studies of district-level RP implementation in Denver and Los 

Angeles, researchers found that though rates of punitive discipline declined with the use of RP, 

these outcomes did not necessarily apply to student of color. Additionally, racially 

disproportionate discipline gaps persisted for Latinx and Black students in both case studies 

(Anyon et al., 2016a; Hashim et al., 2018a; Hashim et al., 2018b). Similarly, in an examination of 

student and school level factors predictive of RP use in schools, Payne and Welch (2018) found 

that the frequency of non-punitive, restitutive discipline practices decreased by 0.923% for 

every 1% increase in the Black student population and decreased by 0.935% for every 1% 

increase in Hispanic [or Latinx] students. Scholarly literature increasingly makes a distinction 
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between RP implementation that reinforces established power imbalances and racial inequality 

and those that ameliorate the “racial discipline gap” (Gregory & Mosely, 2004; Lustick, 2020, 

2021). In the same vein, when investigating an urban school district in Virginia that used RP 

with the aim of reducing their racial discipline gap, researchers attributed their success to the 

leadership’s attention to professional learning, support for student voice, and dedication to 

racial equity rather than RP implementation itself (Mansfield, Fowler, & Rainbolt,  2018).  By 

centering equity issues, school leaders are better equipped to detect patterns of discrimination 

in their schools’ and adjust their policies and practices accordingly to reduce disparities (Skrla, 

Scheurich, Garcia, & Nolly, 2004). Critics point out that RP training is often provided as 

“packaged professional… opportunities, through independent contractors who either partner 

with school boards, or private, non-accredited organizations …Yet, these modules do not 

explicitly take up issues of marginalization and power” (Lustick, 2021 p. 756). The inability on 

the part of RP training organizations to acknowledge the cultural and racial influencing factors 

in student-teacher relationships reflects a need for a culturally responsive approach to these 

issues.  Both theoretical perspectives and empirical evidence suggest that a  focus on 

transformative learning via critical dialogue could bring a much-needed culturally responsive 

lens to RP professional learning (Lustick, 2020, 2021).  

Dossier Project Overview 

 Because transformative learning is characterized as a life-long journey of self-reflection 

and perspective transformations, this project will address only those inputs that might initiate 

that process: awareness, examination, reflection, and dialogue. As the logic model in Figure 5. 

shows, distal outcomes such as increased cultural competency, CRT efficacy, and 



FROM DISSONANCE TO COMPETENCE   

  153 

implementation, as well as reduced racial discipline disparities are distal outcomes that will 

likely require an multi-step effort over an extended period of time. As a result, this project will 

focus on depicting the ways that RP professional learning might catalyze critical reflection and 

dialogue to promote transformative learning experiences for educators.  
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Context Processes Outcomes 

Teachers receive 
inadequate support 
and opportunities to 
become culturally 
responsive urban 
educators. Teachers 
coming into urban 
school settings often 
experience cultural 
disequilibrium which is 
linked to inequitable 
educational outcomes 
including racially 
disproportionate 
disciplinary action. 
Schools often turn to 
RP professional 
learning initiatives to 
ameliorate these 
inequities. However, 
RP training avoids 
discussion of racial 
injustice and espouses 
culturally neutral 
ideas. Emergent data 
shows that racially and 
ethnically diverse 
students have not 
benefitted from 
reduced exclusionary 
discipline at the same 
rate as their White 
peers in schools using 
RP. 

Inputs Outputs Short:  
*Raise awareness of 
influence of 
relationship between 
cultural 
disequilibrium, RP, 
transformative 
learning and devoted 
CoP. 
Intermediate: 
*Dedicated digital 
space for CoP to 
emerge. 
Distal:  
*Develop 
collaborative RP 
professional learning 
curriculum aligned to 
transformative and 
critical pedagogies. 
*Increase RP-trained 
teachers’ cultural 
competency, CRT 
efficacy beliefs, and 
CRT implementation. 
*Decrease instances 
of racial discipline 
disparity in 
classrooms of RP-
trained teachers. 

 
*IIRP 
Training of 
Trainers 
Certification 
*RP 
Handbook 
and other 
IIRP training 
materials 
*Submit to 
IIRP 2023 
World 
Conference 
Call for 
Proposals  
*Partnership 
with Human 
Capital, 
Vanderbilt 
University, 
and 
Nashville 
Public 
Education 
Foundation 
through 
Teacher 
Leadership 
Institute 
(TLI) 
 

Activities 
*Critical 
examination 
of RP 
professional 
learning  
*Create 
online space 
to house 
Community 
of Practice 
(CoP) for 
ongoing, 
collaborative 
examination 
of RP  
*Share 
Conference 
Presentation 
(Spring 2023) 
*Issue CoP 
invitations  

Participation 
*Researcher 
 
*Conference 
Attendees 
 
*RP 
Practitioners 
 
*IIRP 
Training 
Facilitators 
 
*IIRP-trained 
teachers/ 
professional 
learning 
participants 

Assumptions 
*Conference attendees will 
accept invitations to engage 
online CoP 
*TLI will approve opening 
CoP to school system 
participants 

External Factors 
*Highly personal/potentially 
controversial views on issues of 
equity and diversity such as critical 
pedagogy may impact attendees’ 
willingness to engage 
 

Figure 5. Logic Model depicting processes and expected outcomes of the dossier project. 
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 The project will take the form of a conference presentation designed to critically assess 

RP professional learning in the International Institute for Restorative Practices (IIRP) in order to 

advance more transformative and culturally responsive approaches. The recorded fifteen 

minute presentation will appear at the 2023 IIRP World Conference. The conference’s call for 

proposals outlines the following criteria for acceptable proposed topics: 

 Relevant to social change 

 Directly related to at least one of these fields: workplaces, formal education, or 

community engagement 

 Highlighting the importance of collective cooperation 

 Innovative practice and/or research based, with the potential of expanding the field of 

restorative practices/ restorative justice 

The theme of this year’s conference, “Inviting Collective Energy, Igniting Social Change,” is 

reflected in its call for proposals: “Although it is not a requirement, proposals that present a 

topic that pushes the boundaries of the traditional restorative framework are highly 

encouraged to be submitted” (IIRP Email correspondence).  That the IIRP has invited the 

academic community to provide constructive criticism towards the goal of improving its 

orientation to social justice is significant. Though the IIRP is the foremost organization providing 

RP trainings in K-12 schools, it is an unaccredited educational organization with little peer-

reviewed research to support its promises (Lustick, 2020, 2021). Given the opportunity to 

elucidate the alignment of RP to theoretically and empirically-grounded research, this 

presentation may serve as a catalyst to improve the work of RP trainers, to foster culturally 

responsive educators, and ultimately to promote equitable outcomes for students of all 
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backgrounds. The proposed project will issue a direct call to action to RP trainers and 

professional learning facilitators to address recent research that suggests RP has failed to 

ameliorate racial discipline disparities (Lustick, 2020, 2021; Vincent et al. 2021). The 

presentation’s thesis is a critical examination of the ways in which current RP implementation 

falls shorts of its own theoretical positions as a result of its culturally neutral approach while 

also acknowledging its unrealized potential as a vehicle to address teachers’ cultural 

disequilibrium through transformative learning experiences. Recommendations will include 

amendments to RP’s theoretical stance based on its untapped alignment to critical and 

transformative pedagogies. Additionally, it will suggest ways in which RP training might 

intersect with culturally responsive approaches for shifts in its practical implementation.  As an 

extension of the presentation, conference attendees will be invited to join an online hybrid 

community of practice (Wenger, McDermott & Snyder, 2002).This community will offer 

opportunities for RP practitioners and facilitators to collaboratively work towards the following 

aims to create professional learning experiences designed to reveal and ameliorate teachers’ 

cultural disequilibrium through transformative learning experiences: 

(a) Facilitate transformative critical self-reflection on assumptions through critical 

dialogue/ discourse. 

(b) Address and correct culturally neutral approaches to classroom management in RP 

(c) Be responsive to educators’ needs regarding CRCM and related efficacy beliefs 

(d) Promote teachers’ increased CRTOE and CCRTE beliefs through critical discourse 

opportunities  
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Ultimately, the goal of this project is to illustrate ways in which facilitators could 

implement ideological and practical shifts to explicitly address the phenomenon of cultural 

disequilibrium, improve educators’ experience of RP professional learning, and equip them with 

tools to both interrogate and improve their own restorative approaches. 
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Chapter 4: Applied Dossier Project 

This fourth and culminating dossier chapter will review academic literature and relevant 

findings that resulted from the preceding chapters. Herein, the researcher has delimited the 

previously reviewed literature related to constructs of cultural responsive teaching, school 

discipline, transformative pedagogy, and professional learning in order to discuss and illustrate 

the interconnectedness of these phenomena in a smaller body of literature. Findings from the 

needs assessment discussed in Chapter Two depicted the ways in which urban teachers’ beliefs 

about teaching racially, culturally, linguistically, and ethnically diverse (RCLED) students were 

negatively influenced by school-based factors. Though participants expressed favorable beliefs 

about the need for and outcomes of culturally responsive teaching, they also indicated negative 

beliefs about their own abilities, and those of their colleagues, to carry it out. These results 

suggested that participants did not identify as culturally competent educators and reflected 

experiences of cultural conflict and disequilibrium. Participants cited school cultural factors and 

identified specific concerns about approaches to behavior management and related 

professional learning in the context. For example, on participant explicitly stated a needed 

“shift [in]… behavior management to move towards a more restorative angle rather than a 

punitive angle, ” echoing similar statements made by her colleagues (L., Interview, May 5, 2016, 

p. 20). 

These findings suggested a need for improved professional learning opportunities to 

foster teachers cultural competency development and equip them with supportive behavior 

management approaches such as Restorative Practices (RP). RP implementation represents an 

attempt to shift school culture from a punitive toward a more supportive stance (Day et al., 
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2016). Increasingly, researchers are investigating the role that school culture plays in the 

problem of racial discipline disparities. They note that previous literature has failed to account 

for ways that stringent practices like zero-tolerance policies have impacted qualitative 

measures of school culture like students’ and teachers’ sense of belonging and school 

connectedness:  

If we seek to shift from zero-tolerance discipline without examining whether school 

culture shifts, we risk perpetuating punitive school culture and disproportionality. Given 

the central role of punitive culture in exclusionary discipline, including the 

disproportionately harsh and frequent discipline of students of color, we should be 

examining discipline reform as a means of shifting school culture. (Lustick, 2020, p. 555) 

However, research has shown that even in schools where RP is used and punitive discipline is 

reduced, students of color do not reap these benefits to the same degree as their White peers 

(Anyon et al., 2016a; Hashim et al., 2018a; Hashim et al., 2018b; Lustick, 2020, 2021). 

Additionally, disparities between the types of disciplinary referrals that White and Black 

students receive suggest roots in cultural conflict that go beyond oversimplified punitive or 

supportive approaches; teachers tend to refer White students for objectively observable 

offenses, but refer Black students for subjective behaviors that depend on interpretation more 

often (Skiba, et al., 2002). These realities raise the question of whether teachers are conscious 

of the role that their individual cultural assumptions play in their interactions with students of 

color, particularly their assessment of students’ behavior. Additionally, what inequities might 

be prevented if teachers understood these as issues of cultural conflict rather than supposed 

misbehavior? After a brief overview of the relevant literature, this chapter will review the 
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implementation of this dossier’s final project in which the researcher created a conference 

presentation in order to pose these questions to RP designers and trainers to raise their 

awareness of the dual problems and possibilities posed by experiences of cultural 

disequilibrium in schools. 

Guiding Theoretical Frameworks 

Transformative and culturally responsive pedagogies illustrate the importance of 

educators’ cultural identity awareness as a first step to achieving equitable educational 

outcomes for RCLED learners. Though many interchangeable frameworks for culturally 

responsive pedagogy exist (e.g. culturally relevant, culturally congruent), all agree on the 

prerequisite nature of educators’ awareness about their cultural identities and resulting 

worldviews (Brown, 2007). For example, Ladson-Billings (2001) emphasizes the interrelated 

traits of cultural competence and sociopolitical consciousness to culturally responsive teaching. 

Similarly, Howard’s (2006) conceptual framework for transformationist pedagogy depicts the 

foundational aspects of “Knowing My Self, Knowing My Students, and Knowing My Practice” (p. 

129). Shifting school culture requires attention to the influences that shape cultural views in 

schools in both the collective and individual sense. Cultural disequilibrium is a highly 

personalized experience that both students and teachers encounter (Bergeron, 2008). Their 

mutual experiences bear collective consequences that impact relationships across the entire 

school community. As a theoretical framework, transformative learning illustrates why cultural 

conflicts associated with cultural disequilibrium occur due to cultural encapsulation and how 

consciousness-raising experiences like critical self-reflection can ameliorate them (Mezirow, 

1981; Pedersen, 2000; Taylor, 2017).  
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Cultural Conflict 

The disproportionate use of punitive discipline with student of color reflects teachers’ 

deficit views of cultural differences (Yosso, 2006). Teachers’ deficit mindsets about RCLED 

students are born out of a self-reference criterion that incorrectly assumes one’s own 

experience is the sole legitimate reality. If individuals do not have occasion to encounter 

differing perspectives or experiences, they will persist in their narrow and incomplete 

worldview. This inclination is a hallmark of cultural encapsulation or the tendency to “… define 

reality according to one set of cultural assumptions and stereotypes, which becomes more 

important than the real world… we become insensitive to cultural variations among individuals 

and assume that our view is the only real or legitimate one” (Pedersen, 2000, p. 39). In the 

same way, if new teachers have not had personal opportunities to evaluate and understand 

other cultural points of view, they will continue to believe that their own dominant culture is 

superior to others, including that of their RCLED students. In schools, teachers who subscribe to 

dominant cultural norms may not have recognized RCLED students’ ways of communicating and 

behaving as acceptable alternatives. 

People’s preferences and assumptions can affect their perspectives through the lens of 

a self-reference criterion (Mezirow, 1981; Pedersen, 2000). A teacher’s self-reference criterion 

can lead them to make culturally-biased assumptions that are rooted in dominant cultural 

perspectives. For example, views on appropriate communication practices are governed by 

White, middle class social norms that prefer practices such as turn-taking to alternatives such as 

call and response which is more prevalent in the Black community (Gay, 2000). Not only may 

teachers show preferential treatment toward students who adhere to these norms, they may 
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also hold deficit views about students who do not. They may regard such students as disruptive, 

disrespectful, or even rude (Delpit, 1995). These deficit assumptions depict how a self-

reference criterion and cultural encapsulation not only constrain one’s worldview, but also 

create a skewed perception of reality that leads to discrimination against the cultural other 

(Pedersen, 2000). For example, teachers might act out of their cultural disequilibrium or their 

unfamiliarity with alternative communication forms and issue a disciplinary referral for what 

they perceive as disruptive or non-compliant behavior. Taking notice of discrimination towards 

RCLED students who use alternative forms of communication, students may raise questions 

about teachers’ fairness and preferential treatment of White students, possibly labeling them 

as racist. This experience may trigger cognitive dissonance for teachers who do not consider 

themselves to be racist persons. This crisis constitutes a disorienting dilemma that forces one to 

question their unexamined assumptions to change their beliefs. For example, teachers may be 

forced to consider what role they play in systemic racism and if their communication norms do, 

in fact, cause them to discriminate against students from different backgrounds than their own. 

In debating these questions, teachers experience cognitive dissonance by either simultaneously 

holding two opposing ideas or by recognizing ways their actions do not align with their beliefs. 

The experience of disorienting dilemma presents an opportunity for teachers to expand their 

worldview as they challenge their own assumptions and accommodate the beliefs and 

perspectives of others (Taylor, 2017; Pedersen, 2000). 

Perspective Transformations 
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Disorienting dilemmas force one to engage in a perspective transformation through “a 

sudden insight into the very structure of cultural and psychological assumptions which has 

limited or distorted one’s understanding of self and one’s relationships” (Mezirow, 1981, p. 8).  

However, perspective transformations can also occur as a result of more gradual considerations 

and alterations of one’s assumptions. This form of transformative learning occurs as one 

engages in the processes of critical self-reflection and critical dialogue over time. Through a 

series of role transitions and interactions with others, one incrementally shifts their perception, 

ultimately altering their perspective as a result. Whereas disorienting dilemmas force one to 

engage in critical self-reflection on assumptions, critical dialogue can invite one to consider 

others’ perspectives and create the conditions necessary for reflection more deliberately. 

Because each of these avenues to perspective transformations occur regularly in schools, they 

offer reliable opportunities for transformative learning. RP professional learning designers and 

trainers and could harness these opportunities to help teachers process their experiences of 

disorienting dilemma or intentionally engage in critical dialogue about cultural identities and 

assumptions.  

Mezirow (1981) has identified the following elements of perspective transformations:  

(1) a disorienting dilemma; (2) self-examination; (3) a critical assessment of personally 

internalized role assumptions and a sense of alienation from traditional social 

expectations; (4) relating one’s discontent to similar experiences of others or to public 

issues-recognizing that one’s problem is shared and not exclusively a private matter; (5) 

exploring options for new ways of acting; (6) building competence and self-confidence in 

new roles; (7) planning a course of action; (8) acquiring knowledge and skills for 
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implementing one’s plans; (9) provisional efforts to try new roles and to assess feedback; 

and (10) … integration into society on the basis of conditions dictated by the new 

perspective. (p. 7) 

Reflecting on the multiple steps required for one to manifest the effects of a perspective  

transformation, it is clear that transformative learning is an ongoing process that is never truly 

completed. Acknowledging that awareness is only the first of many steps that teachers must 

take to move through their cultural disequilibrium and become more culturally competent, this 

dossier project aimed to catalyze RP participants’ life-long journey of transformative learning. 

Ultimately, the goal of this project has been to help RP trainers and participants become more 

aware of their own cultural identities and ways they may contribute to or prevent cultural 

conflict by engaging in the first seven elements of Mezirow’s (1981) perspective 

transformations model. While efforts to increase RP’s effectiveness on distal outcomes such as 

ameliorating racial discipline disparities will be ongoing, this work must begin with the initial 

step of raising awareness before proceeding to final implementation in trainings and schools as 

depicted in Mezirow’s (1981) ninth and final element of integrating new perspectives into 

larger society.  

Dossier Project 

This project has focused on the short-term outcome of raising RP designers’ and 

trainers’ awareness of cultural disequilibrium and the resulting needs of teacher-participants to 

process experiences of disorienting dilemma and cognitive dissonance. Consequently, this 

project also aimed to raise awareness of the potential for RP professional learning experiences 

to catalyze perspective transformations by incorporating the tools of critical self-reflection and 
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critical dialogue about cultural conflict and related assumptions. By supporting educators to 

unearth unexamined cultural assumptions about teaching RCLED students, trainers may equip 

them to respond to future experiences of cultural disequilibrium without creating cultural 

conflict. Ultimately, RP trainers may continue this work by progressing through Mezirow’s 

(1981) model of transformative learning to further shape teachers’ reactions to cultural conflict 

in culturally responsive ways and prevent its negative impacts such as racial discipline 

disparities and their contribution to the school to prison pipeline; However, these are distal 

outcomes of this project. Therefore, this dossier project has not yet endeavored to address 

other interrelated factors or outcomes such as efficacy beliefs, institutional discipline policies, 

or teachers’ implementation of CRT that undoubtedly influence this problem.  

To accomplish its goals, this project used a conference presentation to communicate two core 

messages to RP professional learning designers and trainers: (1) to critique colorblind and 

culturally neutral approaches of both existing professional learning opportunities and the IIRP’s 

underlying theoretical positions (2) to suggest potential ways to leverage transformative 

learning experiences to address the identified shortcomings and support teacher-participants 

grappling with cultural conflict and disequilibrium in schools. 

Professional Learning Critique  

To communicate the first message, the presenter intended to issue a critique that 

addressed the following shortcomings of existing RP training through the IIRP organization: 

 Failure to explicitly acknowledge to role of racism in racial discipline disparities in 

schools despite touting claims to remedy racially disproportionate discipline outcomes; 
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 Purporting to promote improved student-teacher relationships, ostensibly between 

people from different RCLED backgrounds, yet taking a culturally neutral approach that 

avoids discussion or even acknowledgement of the influence of racial and cultural 

dynamics in intercultural relationships; 

 Theoretical positions that imply but stop short of acknowledging the influences of 

dominant cultural norms and power structures, particularly on the basis of race. 

Suggested Transformative Professional Learning 

Following the critique, the presenter aimed to suggest the following ways that RP 

designers and trainers might leverage transformative critical reflection to improve RP 

professional learning: 

 Explicitly acknowledge the role of racism and cultural conflict in student-teacher 

relationships and racial discipline disparities; 

 Invite IIRP training participants to reflect on their own cultural identity 

characteristics and how these shape their worldviews, particularly ideas about 

education, behavioral and communication norms, discipline and classroom 

management practices, and educating students of color; 

 Reflect on the ways that the IIRP’s theoretical positions, materials, tools, and 

actual practices align to transformative learning; 

 Examine how RP trainers could intentionally design trainings embedded with 

opportunities for critical self-reflection on assumptions and critical dialogue. 
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Table 8 depicts examples of key aspects of the proposed presentation including slide content, 

rationale from academic literature, and the intended impact on the audience given the 

rationale.  
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Table 8 
Proposed Presentation Elements and Rationale 

Slide Title Slide Content Rationale Intended Impact 

Lauren Shipman-
Dorrance 

* Personal biography 
* Problem of practice 
overview – cultural 
disequilibrium 

*Describe 
demographic divide, 
cultural mismatch, 
and cultural 
disequilibrium 
(Bergeron, 2008) 

*Establish 
interrelated nature 
of these factors and 
the define the 
context of urban 
school settings 
(Milner 2009) 

Discipline 
Disproportionality 

*Literature citations 
on racially 
disproportionate 
discipline outcomes 
for students of color 
*Literature citations 
on racial discipline 
rates and RP use  

*Illustrate that 
though RP has 
reduced exclusionary 
discipline rates, it has 
not closed the racial 
discipline gap (Anyon 
et al., 2016a; Hashim 
et al., 2018a; Hashim 
et al., 2018b).) 

*Motivate audience 
of RP trainers to 
recognize need for 
improvements and 
new approaches to 
address the influence 
of race in punitive 
school discipline 
(Lustick, 2020, 2021) 

School Culture/ 
Central Role of 
Culture 

*Literature 
recommendation to 
focus research on 
school cultural 
factors to address 
both the racial 
discipline gap and 
punitive policies 

*Shifting discipline 
policies without also 
addressing their 
impact on school 
culture factors will 
perpetuate racial 
discipline 
disproportionality 
(Lustick , 2020) 

*Highlight how RP’s 
criticism of punitive 
discipline is 
insufficient because 
it does not 
acknowledge other 
racial and cultural 
influences in schools- 
constitutes a 
colorblind approach 
(Ladson-Billings, 
2000)  

Name, Reflect 
Critically, Act 

*Overview of Critical 
Reflection Cycle 
*Discussion of the 
IIRP’s role in 
addressing racial 
discipline 
disproportionality 
and cultural conflict 
in schools 

*Both individuals and 
institutions must 
engage in critical 
reflection to examine 
assumptions about 
race and culture due 
to cultural 
encapsulation and 
systemic racism 
(Pedersen, 2002; 
Wink, 2011) 

*Introduce the 
concept of 
transformative 
learning (Mezirow, 
1981) 
*Acknowledge the 
IIRP has a 
responsibility to 
critically reflect on its 
own colorblind and 
culturally neutral 
training approaches 
*Suggest a means to 
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do so (Ladson-
Billings, 2000) 

Name & Critically 
Reflect 

*Define 
transformative 
learning and 
culturally responsive 
teaching concepts 
*Describe their 
interrelated nature 
 

*Culturally 
responsive teaching 
requires teachers to 
reflect on and 
understand their 
cultural identities 
and those of their 
students (Gay, 2002; 
Ladson-Billings, 2006) 
 

*Depict the need for 
RP sessions to 
incorporate 
transformative 
learning to foster 
culturally responsive, 
reflective teacher 
participants (Fullum, 
2017; Mezirow, 
1981) 

Act: Implications for 
Restorative Practices 
Training 

*Describe suggested 
transformative 
learning 
opportunities to 
incorporate into IIRP 
trainings  

*Critical Self-
Reflection on 
Assumptions 
*Critical Dialogue 
(Mezirow, 1981). 
*Normalize cultural 
disequilibrium and 
cognitive dissonance 
(Gorski, 2009). 

*Illustrate ways that 
Restorative Practices 
align to 
transformative 
learning experiences 
(Mezirow, 1981; 
Costello et al., 2009) 

Theoretical Positions 
Revisited 

*Review of IIRP 
philosophical 
underpinnings 
including Social 
Discipline Window, 
80/20 Rule, 
Fundamental 
Hypothesis, and Aim 
of Restorative 
Practices 

*RP inherently aligns 
to transformative 
and critical 
pedagogies due to its 
analysis of power and 
authority 
relationships 
(Costello et al., 2009) 

*Illustrate examples 
of RP principles and 
practices that align to 
transformative and 
critical pedagogy but 
fall short of achieving 
social justice due to 
cultural neutrality 
(Costello et al., 2009; 
Wink, 2011) 

Collective 
Cooperation 

 * Suggest new ways 
to use restorative 
circles for critical 
dialogue through 
affinity groups and 
cultural identity 
exploration 

*Critical dialogue is a 
way to encourage 
perspective 
transformations 
(Mezirow, 1981) 
*Professional 
learning must be 
frequent and 
sufficient duration 
(Borko, 2004; 
Desimone, 2009) 

*Invite participants 
to join an online 
Community of 
Practice to allow for 
ongoing 
opportunities for 
critical dialogue in 
sufficient duration 
and frequency (Lave 
& Wenger, 1991; 
Wenger et al. 2002). 
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Implemented Dossier Project 

The final implemented project reflected the  proposed presentation in several ways. As 

proposed, the presentation highlighted emerging research data that shows RP’s inconsistent 

record of reduced discipline disparities in schools (Anyon et al., 2016a; Hashim et al., 2018a; 

Hashim et al., 2018b; Lustick, 2020, 2021; Skiba et al., 2002). Additionally, the presentation 

examined the culturally neutral and colorblind tone of the guiding theoretical principles as 

discussed in IIRP training materials and training sessions. Furthermore, the presenter illustrated 

yet unrealized ways that IIRP trainers might reframe these same theoretical positions to directly 

acknowledge racial and cultural differences between students and teachers and prompt 

discussions about their implications for student-teacher relationships. The presenter defined 

culturally relevant constructs including cultural disequilibrium and disorienting dilemma using 

examples from actual teaching practice. Additionally, the presentation introduced 

transformative learning concepts including cultural encapsulation, critical self-reflection, and 

critical dialogue. Moreover, the presenter discussed potential opportunities to embed 

transformative learning experiences into existing RP structures and protocols such as 

restorative circles.  

Presentation Revisions 

Upon receiving feedback from her dissertation committee and engaging in further 

reflection, the presenter introduced several key elements that were not originally proposed but 

enhanced the presentation in significant ways. These revisions included incorporating elements 

of autoethnography into the presentation, embedding transformative opportunities for critical 

reflection, and shifting the presenter’s tone to be more colloquial rather than academic.  
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Autoethnography. In order to provide practical examples of the abstract constructs 

discussed in the presentation, the speaker shared personal experiences of cultural 

disequilibrium and disorienting dilemma from her own life and teaching career. In doing so, the 

presenter revised the format of the original presentation to include elements of 

autoethnography or an author’s or researcher’s personal account of their life experience which 

they share to promote the understanding of a sociological concept (Wall, 2008). Although this 

was not the original aim of the presentation, by sharing a personal account, the presenter 

helped further the project’s initial goals of defining and demonstrating transformative learning 

and ways it might align with RP professional learning. As an IIRP-trained RP trainer speaking to 

an audience of her peers, the presenter possessed what autoethnography scholars refer to as 

insider knowledge of the inner workings of the IIRP organization and its operations. Insider 

knowledge empowered the presenter to “speak against, or provide alternatives to dominant, 

taken for granted, and harmful scripts, stories and stereotypes,” lending authority to the 

constructive criticisms presented (Adams, Ellis, & Holman Jones, 2017, p. 3). Similarly, having 

taught and served as a teacher mentor in urban schools for many years, the speaker also 

possessed a great deal of insider knowledge about the experiences of teachers, particularly 

those who identify with the dominant culture and experience cultural disequilibrium and 

disorienting dilemma. As such, the presenter was uniquely placed to empathize with and 

understand the experiences of both RP training facilitators who attended the IIRP conference 

and the teacher-participants they serve.  

Embedded transformative opportunities. By incorporating elements of 

autoethnography into the presentation, the speaker also took steps to establish credibility with 
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the audience and garner trust to share elements of cultural conflict and transformative learning 

in their own lives. Having established an expectation of vulnerability through her own sharing, 

the speaker invited the audience to participate by reflecting on their own previous 

transformative experiences using guiding questions and reflection stems such as, “I used to 

think _________, but then ___________ happened. Now I think ___________.” Presenting 

these guiding questions allowed the speaker to accomplish several aims of the project including 

a demonstration of potential ways that RP training practices could incorporate transformative 

experiences. Simultaneously, the speaker was able to offer participants an invitation to catalyze 

their own transformative journeys and thereby illustrated the need for all stakeholders, both RP 

trainers and trainees, to engage in this work. Table 9 depicts examples of key aspects of the 

implemented  presentation including slide content, rationale from academic literature, and the 

intended impact on the audience. 

Table 9 
Implemented Presentation Elements and Rationale 

Slide Title Slide Content Rationale Intended Impact 

Hello *Personal 
introduction and 
shared story of 
cultural conflict and 
RP use 

*Sharing 
autoethnographic 
personal account to 
promote the 
understanding of a 
concept (Adams et 
al., 2017; Wall, 2008) 

*Share insider 
knowledge and  
alternatives to 
dominant narratives 
about RP training and 
urban teaching 
(Adams et al., 2017) 

Outcomes *Establish 
participants 
expectations for the 
session and define 
what successful 
participation looks 
like 

*Use an 
approachable and 
adaptable organizing 
framework for critical 
reflection (Wink, 
2011) 

*Establish conditions 
for participants’ 
transformative 
learning (Mezirow, 
1981) 

Cultural 
Disequilibrium 

“the sense of 
imbalance or 
confusion that can 

*Define and name 
the problem of 
cultural 

*Provide concrete 
examples of the 
problem  
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result when an 
individual attempts 
to grapple with 
experiences for 
which he or she is 
not fully prepared." 

disequilibrium 
(Bergeron, 2008) 

* Model the first step 
of the critical 
reflection cycle 
(Wink, 2011) 

The Central Role of 
Culture 

*Literature 
recommendation to 
focus research on 
school cultural 
factors to address 
both the racial 
discipline gap and 
punitive policies 

*Shifting discipline 
policies without also 
addressing their 
impact on school 
culture factors will 
perpetuate racial 
discipline 
disproportionality 
(Lustick , 2020) 

*Highlight how RP’s 
criticism of punitive 
discipline is 
insufficient because 
it does not 
acknowledge other 
racial and cultural 
influences in schools- 
constitutes a 
colorblind approach 
(Ladson-Billings, 
2000) 

Term, Definition, 
Example 

Three column table 
defining and 
illustrating real life 
examples of 
transformative 
learning constructs 

Provide insider 
knowledge as a 
White teacher of 
RCLED students in 
urban schools 
(Adams et al., 2017) 

* Depict how 
transformative 
constructs describe 
and explain the roots 
of cultural conflict 
between students 
and teachers 
(Mezirow, 1981; 
Pedersen, 2002; 
Taylor, 2017) 

Disorienting Dilemma 
& Cognitive 
Dissonance  

*Define disorienting 
dilemmas and 
cognitive dissonance 
*Pose journal 
questions for 
participants 

*Explicitly naming 
and reflecting on 
experiences of 
cognitive dissonance 
can ameliorate it 
(Gorski, 2009) 

*Illustrate how 
disorienting dilemma 
poses both 
challenges and 
opportunities to 
teachers and RP 
participants 
* Acknowledge that 
audience may 
experience cognitive 
dissonance during 
presentation (Gorski, 
2009; Taylor, 2017) 

Name, Reflect 
Critically, Act  

*Overview of Critical 
Reflection Cycle 

*Both individuals and 
institutions must 
engage in critical 

*Acknowledge the 
IIRP has a 
responsibility to 
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*Discussion of the 
IIRP’s role in 
addressing racial 
discipline 
disproportionality 
and cultural conflict 
in schools 

reflection to examine 
assumptions about 
race and culture due 
to cultural 
encapsulation and 
systemic racism 
(Pedersen, 2002; 
Wink, 2011) 

critically reflect on its 
own colorblind and 
culturally neutral 
training approaches 
*Suggest a means to 
do so (Ladson-
Billings, 2000) 

Name: Discipline 
Disproportionality, 
Racism, and 
Restorative Practices 

*Literature citations 
on racially 
disproportionate 
discipline outcomes 
for students of color 
*Literature citations 
on racial discipline 
rates and RP use 

*Illustrate that 
though RP has 
reduced exclusionary 
discipline rates, it has 
not closed the racial 
discipline gap (Anyon 
et al., 2016a; Hashim 
et al., 2018a; Hashim 
et al., 2018b). 

*Motivate audience 
to recognize need for 
training 
improvements and 
new approaches to 
address the influence 
of race in punitive 
school discipline 
(Lustick, 2020, 2021) 
*Model the need and 
process for critical 
reflection cycle 
(Wink, 2011) 

Critical Self-
Reflection on 
Assumptions and 
Transformative 
Learning 

*Define 
transformative 
learning and 
culturally responsive 
teaching concepts 
*Describe their 
interrelated nature 

*Culturally 
responsive teaching 
requires teachers to 
reflect on and 
understand their 
cultural identities 
and those of their 
students (Gay, 2002; 
Ladson-Billings, 2006) 
 

*Depict the need for 
RP sessions to 
incorporate 
transformative 
learning to foster 
culturally responsive, 
reflective teacher 
participants (Fullum, 
2017; Mezirow, 
1981) 

Reflect: RP 
Theoretical Positions 

*Review of IIRP 
philosophical 
underpinnings 
including Social 
Discipline Window, 
80/20 Rule, 
Fundamental 
Hypothesis, and Aim 
of Restorative 
Practices 

*RP shares potential  
alignment with 
transformative and 
critical pedagogies 
due to its analysis of 
power and authority 
relationships 
(Costello et al., 2009) 

*Illustrate examples 
of RP principles and 
practices that align to 
transformative and 
critical pedagogy but 
fall short of achieving 
social justice due to 
cultural neutrality 
(Costello et al., 2009) 
*Model the need and 
process for critical 
reflection cycle 
(Wink, 2011) 
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Act: Making RP 
Training a 
Transformative 
Experience 

Two-column chart 
summarizing 
suggested 
transformative 
changes and/ or 
additions to RP 
training and concrete 
examples of how to 
implement it 

*RP shares potential  
alignment with 
transformative and 
critical pedagogies 
due to the centrality 
of its restorative 
circle protocol that 
relies on forms f 
critical dialogue 
(Costello et al., 2009) 

*Illustrate practical 
examples of RP 
training tasks and 
how practices can 
better align to 
transformative and 
critical pedagogies to 
achieve social justice 
outcomes by 
addressing racial and 
cultural differences 
and cultural 
disequilibrium 
(Bergeron, 2008; 
Gorski, 2009; 
Costello et al., 2009) 
*Model the need and 
process for critical 
reflection cycle 
(Wink, 2011) 

The Story of My 
Thinking 

*Closing reflective 
journal prompt about 
participants’ 
perspective 
transformations: “I 
used to think _____. 
Then _______ 
happened. Now I 
know__________. “ 

*Awareness of one’s 
cultural and 
positional identities 
are indicators of 
culturally competent 
and responsive 
educators (Gay, 
2002; Howard, 2006; 
Ladson-Billings, 2006) 

*Illustrate how 
participants to 
engage in a critical 
reflection exercise 
about their own 
cultural identity 
*Prompt participants 
to engage in a critical 
reflection exercise 
about a 
transformative 
experience they’ve 
had previously or as a 
result of the 
presentation 
(Mezirow, 1981) 

Thank You *Share instructions 
to join online 
community of 
practice for RP 
designers and 
trainers to 
collaborate to create 
transformative RP 

*Professional 
learning must be 
frequent and 
sufficient duration 
(Borko, 2004; 
Desimone, 2009) 

*Invite participants 
to join an online 
Community of 
Practice to allow for 
ongoing 
opportunities for 
critical dialogue in 
sufficient duration 
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professional learning 
offerings 

and frequency (Lave 
& Wenger, 1991; 
Wenger et al. 2002). 
 

 
 

Reflections 

After reflecting on the completed dossier project, the researcher-presenter recognized 

how it has both chronicled her personal and professional growth as an autoethnography, but 

also constituted a great deal of her own transformative journey. This realization aligns to 

Howard’s (2006) transformationist pedagogy model which depicts the integrated nature of 

personal and professional growth and Mezirow’s (1981) nine elements of perspective 

transformations. Given the way that this project evolved into an autoethnographic 

presentation, the speaker noted how her educational journey has been a transformative one 

which helped her to identify and examine her own experiences of disorienting dilemma in her 

teaching career. Completing research for this project while simultaneously working in urban 

schools prompted the presenter to critically assess her own assumptions and question 

traditional views about racial power dynamics in education, particularly in relation to discipline 

policies and practices. As Mezirow’s (1981) model illustrates, these reflections caused the 

speaker to recognize how her own experience was similar to those of her colleagues as well as 

how the problem of cultural disequilibrium has systemic impacts on students, families, and 

broader social structures beyond schools. In alignment with the transformative process, the 

speaker’s doctoral studies provided opportunities to explore alternative ways to respond to 

cultural disequilibrium in positive ways that also equipped her with new skills and a new-found 

sense of confidence and cultural competence. Finally, the act of sharing these experiences with 



FROM DISSONANCE TO COMPETENCE   

  177 

others in the form of a conference presentation constituted an opportunity to plan a course of 

action and to begin implementing those plans to integrate these learnings into her work in the 

larger public education and RP communities.  

To engage in this transformative experience and share personal reflections on 

controversial and emotionally-charged topics like cultural identity, racism, and privilege 

required the presenter to embrace what autoethnography scholars have described as a 

vulnerability in revealing oneself (Ellis, 1999; Wall, 2008). The speaker found this task both 

challenging and rewarding as she became preoccupied by concerns about how participants 

might perceive or misconstrue what she shared. However, the requirement to be vulnerable 

also helped to presenter to more authentically demonstrate how the audience must be open 

about their own experiences to engage in the transformative learning process of critical 

dialogue.  

Importantly, because the revised presentation invited both the speaker and audience to 

share their critical reflections, it highlighted the universal need for all people, regardless of their 

role or relationship to the problem of racial discipline disparities, to interrogate their 

unexamined assumptions.  As a result, the presentation may more effectively prepare RP 

trainers to normalize both their and their trainees experiences of cultural conflict, 

disequilibrium, and disorienting dilemma. It is imperative to acknowledge that RP trainers own 

assumptions can be as just as limiting as RP training participants. Without engaging in the same 

self-examination required of participants, RP facilitators cannot understand the roots of cultural 

conflict and will be incapable of promoting transformative professional learning experiences. 

Emphasizing that transformative experiences are universal is imperative to understanding that 
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much of the IIRP’s initial work is to engage in critical reflection on assumptions at an internal 

level. 

Next Steps and Recommendations 

The researcher’s own transformative process will be ongoing as she continues 

implementing a course of action that extends beyond the scope of this dossier project. As a 

public educator and RP training facilitator, the researcher will persist in pursuing the 

intermediate and distal outcomes of this project which include the following: 

 Submit updated presentation to additional educational conferences and future 

IIRP conferences and events.  

 Create a dedicated digital space for an online community of practice for 

transformative RP training facilitators (Lave & Wenger, 1991; (Wenger et al. 

2002). 

 Develop supplements to the existing RP professional learning curriculum that 

align to transformative and culturally responsive pedagogies including scripted 

restorative guides and guiding questions to engage participants in critical self-

reflection and critical dialogue  

 Recruit participants to attend transformative RP professional learning sessions 

from local teacher organization like the local school system’s Teacher Leadership 

Institute of which they researcher is a member 

In order to realize these distal outcomes, however, several next steps will also be required of 

large-scale RP teacher training organizations like the IIRP and their trainers. These organizations 

must not only begin to move towards more culturally responsive and transformative 



FROM DISSONANCE TO COMPETENCE   

  179 

approaches in their professional learning offerings, but also to improve these trainings by 

adhering to research-backed recommendations for effective adult learning. For example, given 

the lengthy and arduous process of transformative learning, it follows that professional learning 

that can engage participants in critical reflection to shift long-held perspectives must be 

ongoing with frequent and extended duration over time. Additionally, to engage participants in 

critical reflection, RP professional learning sessions must highlight the necessity of collective 

participation and willingness to vulnerably engage in critical dialogue with others (Borko, 2004; 

Desimone, 2009). As the conference presentation has highlighted, RP’s focus on the restorative 

circle protocol offers an ideal vehicle to achieve these criteria for effective professional 

learning, however RP designers and trainers must intentionally embed these features into RP 

training formats. To further adhere to these criteria, IIRP training designers and facilitators 

should increase both the frequency and duration of professional learning sessions. The 

researcher’s proposed online community of practice for RP facilitators could offer a template 

on which to model a similar community for teacher participants.  

The interrelated nature of the demographic divide, cultural mismatch, and cultural 

disequilibrium phenomena is well-established in educational research literature. Given this 

knowledge, it unsurprising that educators, particularly novice, White teachers entering 

segregated schools serving students of color, experience disorienting dilemmas. Additionally, 

given what is known about transformative learning and the opportunities that disorienting 

dilemmas pose, teacher training organizations like the IIRP should not only normalize this 

experience, but harness it to promote perspective transformations that could advance 



FROM DISSONANCE TO COMPETENCE   

  180 

educators cultural competency, their culturally responsive teaching skills, and ultimately their 

associated efficacy beliefs.  

Given the emergent nature of empirical studies on RP implementation and outcomes, 

more research is needed to understand how these tools affect students, teachers, and school 

systems. Future academic research should investigate RP training participants’ implementation 

of culturally responsive teaching as well as their associated efficacy beliefs. All facets of 

culturally responsive teaching are necessary to achieving equitable outcomes for RCLED 

students. However, RP training participants’ beliefs and behaviors about cultural awareness and 

positional identity would be constructs of particular interest given that these are more closely 

tied to the aims of critical reflection on cultural assumptions that have been proposed herein. 

Moreover, to further examine the impacts of RP training and implementation, studies that 

collect discipline data would offer valuable information to inform both school leaders and RP 

training organizations. Particularly useful would be investigations that disaggregate discipline 

data by race and ethnicity to consider potential impacts of RP training and implementation on 

the racial discipline gap. Additionally, because very few randomized controlled trials of RP 

implementation exist, more research of this caliber is critically needed and would make a 

significant contribution to both academic and educational communities. 

Moving Towards Restorative Justice 

The scope of this dossier project has centered on the immediate outcome of increasing 

RP trainers’ awareness of transformational professional learning approaches and how they 

might use them to address teachers’ challenging experience of cultural disequilibrium. These 

initial steps are taken with a view toward assisting RP trainers to leverage their professional 
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learning in such a way that equips teacher participants to become more culturally aware in 

order to move closer toward cultural responsiveness, cultural competence, and an equity 

orientation. This project has emphasized the universal nature of transformative pedagogy and 

the reality that achieving the aims of restorative justice will require all who care for children 

and desire equitable educational outcomes for RCLED students to make a life-long commit to 

consistently name, critically reflect, and act in order to make restorative justice a reality.  
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Appendix A 

Candid Conversation with Colleagues in Hallway 2-3 

2/3/16 8:00-8:45 AM (Transcript of Audio Recording) 

Teachers congregate in hallway to discuss collecting forms for students’ participation in the 
upcoming Sweetheart Ball and joke and laugh about which teachers have and have not 
turned them in. This takes place as the morning announcements remind students and 
teachers that the forms were to already have been turned in, but they have been given 
extra time. The teachers’ tones are friendly, razzing each other in jest. 

SItting at a kidney table stationed in the hallway, a colleague (H) comes to sit, greets me and 
sighs heavily. I ask how she is doing and she responds, “Powering through.” She shares that 
she has a headache and does not want to take any medicine too quickly. 

Wears blue denim dress, white cardigan, calf-high leather riding boots 

Another teacher approaches and asks H about substitute teachers that are needed for the 
day. Another teacher (D) is out because his wife is having a baby. It is a week until due date. 
The teachers speculate on whether or not D is out for his own doctor’s appointment or if he 
is with his wife at her appointment. The teachers also discuss his baby shower that was held 
at the campus the previous weekend. H comments that she felt bad she couldn’t attend, 
but that she went out of town.  

H - “It was the H show - no sub yesterday.” H explains that she told the students in her last 
class of the day that she couldn’t do it anymore and had to sit down. She explains laughing, 
but with some sincerity that the students said that was fine.  

H asks me whose voice she hears down the hallway, and explains that it’s unfamiliar to her 
and how that is unusual around here.  

H - “The kids are killing me.” 

H explain that students are reading the book The Lightning Thief for homework every night, 
and several students aren’t doing it.  This has happened several times in a row.  

H - “Come on. Read in the car,at breakfast. I don’t care.”  

She tells that students are getting zeros on quizzes several days in a row.  

One of the campus Literacy Coaches (M), comes to sit at table. M says, “I should rescue C 
(another teacher). She saved my butt this morning.” 
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M is wearing a blue and white checkered shirt, untucked, and looks somewhat slouchy.  

Two math teachers who co-teach the same class are out which is why H is teaching the class 
today, though she is a reading teacher. 

H asks M, “Read this text and tell me what you think.” 

M responds, “From C’s (The school director) perspective, we should be in there during 
writing... but it’s hard to get a sub.” 

The two talk in hushed voices about a message from the School Director in which a reading 
teacher was asked to remain in a classroom during her planning period during writing 
instruction.  

H - “My friend asked me to go to concert with her where we don’t fit in at all.”  

M - “What kind of concert?” 

H - I don’t know. That’s what makes me nervous, like what am I getting myself into?” 

Me - “You don’t know what like the band is or anything?” 

H - Well she’s sending me a picture of it. Oh, the Legends of Southern Hip Hop. Yeah, I’ll go.” 
(Matter-of-factly)  

M - “Did you read my extremely long email that I sent last night? My very long email.  

H - I saw it. I glanced at it. I did not read it. (laughing) 

M - I was up really late because I had a lot of work but also because my house was leaking. 
Did you have a crazy storm by you? It was like wild. My house is really old and it’s never 
leaked before but like there was like water dripping like out of the windows. So I was up 
wiping things.  

Me - Oh man! That’s scary.  

M - But Lauren said that we might be back, the meeting might be shorter that I thought.  

H - Oh, I was like what are we talking about? Lauren and a meeting and the windows are 
leaking?  

So, I’m not planning to be back for PLC, but hopefully I will be.”  

H - “Okay” 
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M refers to a training that she and I are going to to learn the process for 504 
Accommodations eligibility.  

H - Um I will read that at some point today.  

M - It’s totally fine. 

H - It’ll probably be later.  

M - It’s totally fine, I wrote in there if you guys would rather not meet with me, we could 
meet - not meet without me, but just postpone it. But I don’t want to keep pushing it back.  

H - “Okay, I’m gonna show that. I’m winging it... I’m just straight up winging it in there. I 
have a very loose plan of how the day’s gonna go down.”  

H continues laughing and talking about filling in for the teachers who are absent. 

Students move through hallways to their next classrooms during their transition. 

H - “Okay so it’s Juvenile, Mystikal, Bun B.” 

Me - “Oh Bun B” 

H - “Eightball and Mug, Trick Daddy, and Pastor Troy, and Project Pat will be there too.”  

Me - “I think, I heard... Bun B is one I know from Houston because I’m from Houston.  

H - “Oh I didn’t know that.  

Me - “Yeah, and then - Who was the first one you said?” 

H “Juvenile.”  

Me - “Juvenile” (confirming) 

H - “And then, I’m pretty sure... Oh, Project Pat is part of 3-6 Mafia.” 

Me - “Oh, okay.” (laughing) 

H - “I am definitely not fitting into this concert.  

Me - “I bet you would have a good time.” 

H - “It would be great... But I would not fit in.”  
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Me - Laughing 

H - “What would you even wear to that concert? Like...” 

Me - “Yeah... I mean, I dress down as a rule, but that’s one that.. like.... you might wanna.... 
I don’t know. That’s a very good question.”  

Both laughing intermittently 

H - “I don’t have chains or anything. I don’t have grills or... 

Me - “ I wouldn’t do that. That could go awry.”  

Both laughing loudly. 

H - “Awry - this plan is going awry today. I believe it would.”  

Me - Stops laughing - “That’s funny.”  

Both quietly go back to typing on laptops at the table in the hallway.  

Me - SIghs - “Okay.” 

H - Sighs  

Students working in classrooms can be heard through open doors down the hallway.  

School Director approaches the table and says to me, “Ready? Sorry about that. 

Meeting was briefly rescheduled to accommodate other schedules.  

Me - “No worries.” 

H - “Okay.” Audibly groans and stands up to go into the classroom where she is teaching 
math in place of the absent math teachers.  
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Appendix B 

2/4/16 12:00 -12:35 - Coaching Observation (Transcript of Audio Recording) 

Setting - Students in a fifth grade Writing classroom are working silently on “Do Now” 
questions using individual laptop computers at the start of their . Students are working on a 
website called Socrative.com to find sentences that are written correctly and incorrectly 
using double negatives. Apart from me there are currently three adults in the classroom. 
One teacher is sitting at her desk during her planning period since this is a shared 
classroom. She is talking quietly with a student though she is the reading teacher and her 
lesson has recently ended. The writing teacher is circulating through the classroom talking 
quietly with students. The third adult, one of the campus Literacy Coaches, is also 
circulating through the room, observing students’ responses to the “Do Now” questions.  

WT (Writing Teacher) - Addressing the whole class - “Alright if you could go ahead and close 
those computers, please, in three, two, and one. I know some people are not done. 
Addressing a student who has not shut his laptop- “A., that is a countdown.” 

“Alright, so... Looking at this (looking at the results of the Do Now on her own laptop) we 
are continuing to look over double negatives. So this first question is kind of tricky. Because 
it was multiple select I didn’t tell you that. Alright, but you need to be going through these 
and looking for the sentences with only one negative word, alright. And again, what is a 
negative word? What is a negative word? What is a negative word F.?  

Student - “ A word that has no in it.” 

WT - “Yeah, no. And then never too. But it indicates, like, no, not doing something, alright. 
So what is the sentence up here with only one negative word in it? Cause those are what 
we’re looking for. Those are the incorrect ones. Double negatives are incorrect and that’s 
not what we want. S.?  

Student - Inaudible  

WT - “Yes. C is one. I never go anywhere. Never is a negative word, but that is the only one. 
I never go anywhere. So that is a correct one. There actually is another correct sentence up 
there. It’s multiple select and I didn’t even tell you. F.? 

Student - “B.” 

WT - “B. What is the negative word in the sentence F.? 

Student - inaudible  
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WT - “Yeah, So that being said, so that being said - those are the two correct sentences you 
need to select - B and C, to receive points for that. I’m not telling you if it’s multiple select or 
not. It gets kind of tricky so keep that in mind. A lot of people got C or B. A lot of people 
selected one, but not both. Okay, looking at the results (looking at laptop computer) as 
well... hmmm. Okay, so, for the final two for selecting the piece of evidence that best 
supports a claim, alright. Drones are helpful - that is our claim. Now - what I’m noticing... 
Hmmmm. What I’m noticing - Nobody really selected A, okay, so that leaves us with B, C, 
and D. But we’re looking for a way that shows that drones are helpful, alright. Of these 
three answers, which is the one that shows that drones are helpful. Can I have a courageous 
person explain which one really shows drones being helpful? Not drones being cool, not 
them being interesting, not them being really advanced, but them being helping, alright. N. , 
could you please stand and tell which one is correct and why? 

Student - “It’s C because it says that the pilotless airplanes have... lost or injured people.” 

WT - Okay, so this shows that it’s helpful because...” 

Student - “It’s...” 

WT - “No, stop. Repeat after me, and then add on.” 

Student - “This shows that it’s helpful because it’s rescuing people.” 

WT - To another student, “Keep tracking N. .” To student - “What?” 

Student - “It’s rescuing people who are in danger.” 

WT - And rescuing people is helpful. Alright, thank you, N. . Alright, most drones already 
have cameras attached to them - that’s interesting. How do cameras help people though? 
Cameras - them having cameras has nothing to do with them being helpful. It’s just 
describing what the drone looks like. Also too, for D - A drone has thermal cameras, can 
spot a person in the dark or through walls, alright. That’s - maybe could be used for 
something, but that quote in particular, D up there does not tell me anything about how 
they help, okay. So the best answer is C, alright. That being said... ( To a student) Do you... 
Could you put that by your backpack please? It’s a distraction.  

As WT provides instruction, the Literacy Coach (LC) stands over at the bulletin board on the 
side of the room for several minutes. There are students names posted on the board next to 
a sign that reads, “Missing Exit Tickets.”  

WT - To whole class - “And then for the next one, it was the opposite - drones are harmful. 
Alright, the one that shows the most harm up here is talking about it crashing.  It crashing 
into something is very harmful, so that is the best answer. I’m not going ot go over the 
other ones. Um, we are going to continue to be working out of the practicing (inaudible) 
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Collecting all the information, turning it into categories. You have a new article that you are 
reading today. I looked at your Socrative from yesterday. A lot of you said you wanted to 
learn about technology. So, ask, and you shall receive. So you’re actually going to be reading 
about drones today. Alright, so that being said, let’s pretend, let’s role play. (Makes playful 
rewind sounds). You walk into the test the day of. You’ve eaten a good breakfast. You’ve 
had a good night’s rest. You’re ready to write. You’re a little nervous, but you know that you 
are prepared. You log on to the computer. (Gasps). Your heart stops. Once the computer 
loads, what do you do? What is the first thing that you’re gonna do? You log on. The test 
pops up before you and you’re gonna start by doing what?” 

As students answer the teacher moves her hands in a deliberate circular motion to indicate 
that she wants them to tell her more.  

Student ‘ “Reading the question.” 

WT - “Excellent! Give her some pizzaz!” (Wiggles fingers in playful motion at the student. 
Other students mimic the teacher’s motions too.) Alright you always want to read the 
question first. So you have this article. Find the question. Read it. Cross out what you don’t 
need. Write your ‘I need to” statement. Go. You’re finding the prompt. F. found it. It’s not 
that hard.” 

Students look silently through article. The LC is standing silently at the back of the classroom 
with her hands in her pockets.  

“We’re building our muscles.” 

LC periodically moves from standing on one side of the back of the room and then the 
other.  

WT and LC circulate through the room whispering to students asking questions about how 
to find the prompt for a couple of minutes.  

WT - “Alright, you have about 20 seconds. It should be so quick to you these days 

WT - To several individual students - “Good. Good. Use the language of the question to help 
you. Looks good. Alright... what type of essay are we setting up? Call it on the count of three 
- one, two, three! Opinion, that is correct! Can someone share their ‘I need to’ statement, 
please? What is your ‘I need to statement Fabio?”  

Student - “I need to write an opinion about why drones are helpful or harmful.” 

WT - “Can we give him some pizzazz cause that is exactly what I was thinking, alright. So we 
need to decide if drones are helpful or harmful. That being said, we’re doing an opinion 
essay right now. Alright, we’ve been doing a lot of informative practice, but this is a 
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different type of essay. However, we’re still gonna read, we’re still gonna be collecting 
evidence, but we’re gonna be collecting evidence a little bit differently today, because 
instead of having one question we’re focusing on, we’re gonna need to weigh both sides 
and form an opinion. Does anyone remember - flashback (makes playful rewind sounds and 
motions). Does anyone remember what we did back last semester when reading about 
chocolate milk and reading about E-days. Does anyone remember what we did when we 
were reading the text? Hmmmm. We were writing some things in the text while we were 
reading. M. , do you remember?  

Student - “We were putting P and C.” 

WT - “Do you remember what that stands for M. ?” The teacher gestures to anchor charts 
posted around the room to prompt students answers.  

Student - “Pro and ....” (Students around him whisper “con.”) “Con.” 

Thanks, M. . Who’s got it? He’s got it. Alright, this is a little bit different because we can’t 
quite say, pro/con, alright. What could we maybe code the text with instead of pro/con. 
Alright, I had a couple different ideas, but what are somethings that we could be coding in 
the text as we read? Alright, get some ideas. Turn and talk to your partners.” 

Students being talking at their table groups. WT and LC circulate through the room talking 
at different tables. Students call out letters and numbers as suggestions for coding the text.  

WT - “Alright, let’s bring it back together in three, two, one. I heard some interesting ideas. I 
heard someone say you could do checks if it’s helpful, exes if it’s harmful. What else could 
we do? A.?  

Student - “P/ H.” 

WT - “P/H?” 

Students - “Pro/ Harmful.” 

WT - “ I think that might get a little confusing because I’m a little confused. I think harmful is 
good. I’m a little confused by it. 

Student - “H and H.” 

WT - H and H is even more confusing, I would say, alright. Kyla?” 

Student - “I would say that I would underline the pro and circle the con.” 
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WT - “ Well keep in mind there’s not really a pro and con because we’re thinking about if 
they’re harmful or helpful. Okay, so maybe you could underline the helpful and circle the 
harmful? Alright, someone in my other class thought of coding it with G for good and B for 
bad. That’s easy. I’m gonna let you know, so coding text is certainly something that you can 
do to help you collect information. I’m actually going to introduce you to another way you 
can take notes today and you can decide which one you like better. What I have done in the 
past, is I have found space - there’s a lot of space on this one- and instead of coding the 
text, I do a T- Chart. And on one side I’m gonna say helpful and on the other side I’m gonna 
say harmful. And when I’m reading - cause I’m gonna be the one reading this to you - you 
wouldn’t be following along with me in the text, but instead you would have your pencil 
poised on this T -Chart  thinking about the text as I read it and writing it down as quickly as 
possible. What’s really good about this technique is then you can see which side has more.  

WT - To student - If you could put that on the ground because it’s a distraction, okay? 

WT - “So then you can see which side has more. I like it because I don’t necessarily have to 
be coding the text. I could just look at it and I can circle all of my evidence in one place. I 
find this a lot easier. Alright. When you are on the test, you need to find a way of notetaking 
that works for you. And so, I’ll say to you, when you’re on the computer on the text, it’s 
really hard to code, so this is another thing you can do to kind of help you out, alright. What 
I want you to do right now, is I want you to turn and talk with the people at your table. Talk 
about how are you going to be taking notes. How are you going to be collecting evidence 
today. You get to decide. You get do one of these two methods. If you think of something 
else you can do, you could do that if you could just share it with the class so the rest of us 
can know. But decide, do you want to go through the text, following along as I read, writing 
in maybe checks or exes or Gs and Bs or smiley faces and frowny faces. Or do you want to 
kind of collect it all in one place, just having your pencil. Alright, decide which one you think 
might be easier for you. Turn and talk.” 

Students turn to one another to share their responses.  

WT - “Okay, bringing it back together in three two and one. One thing I do, okay I heard a 
lot of people are going to be coding, alright. If you think that’s easiest, that’s fine, but it is a 
bit more difficult to code on the computer , so I’m just letting you know this is another 
option for you, alright. So that being said, we are going to be reading through this, deciding 
if drones are helpful or harmful. You need your article and you know the drill - something to 
write with and something to write on.”  

Students begin gathering their materials and move to a large carpet at the back of the 
room. The LC comes to sit at the kidney table where I am observing in the back of the 
classroom. The LC and I talk quietly while the WT and students read together at the carpet. 

LC- “Are you looking for something specific or are you just...” 
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Me- “Mostly I’m trying to think about... nothing really specific except for how you guys do 
things. How you do coaching. You know what I mean? 

LC - “Yeah.” 

Me - “Like what does it look like here? That’s pretty much it. Like do you usually... Do you 
ever co-teach in here, or is it more... observational?  

LC - “Usually I just observe. Um, really like class that have behaviors and really need 
support, I’ll jump in. Um, but most of the time it’s like more observation and like planning 
beforehand.  

Me - ‘Gotcha, okay.”  

LC - “And I don’t really know what that is...” 

Me - “ Is that like how you decided to approach it? Or does LEAD have a way that they want 
you to do things?”  

LC - Not that I know of. Like, yeah, basically I... unless a teacher like, asks me for something 
specific, yeah, I guess I just decided it that way. I think that’s what I saw Chris (School 
Director) doing most of the time and last year when I was a full time teacher that’s... like 
when they came to my room it was all observation. Um, I don’t know, I don’t know if you 
talked to N.  or J. (other instructional coaches), I don’t know... I think they  probably do the 
same thing.” 

Me - “Is J. a coach also?” 

LC - “Yeah. She does 5th grade... across the hall, so she has two people that she coaches. 

Me - “I’m kinda just wanting to see like the culture of that go on here if that makes sense, 
like kind of way you guys talk about the culture of planning or what it looks like.” 

LC - “Yeah, I think we’re working on it, but I don’t think we’ve done a great job like... we 
don’t generally talk about it, but I think it actually would be better if we all sat down and 
were like, what are we all looking for, like - what does this look like in classrooms.”  
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Appendix C 

Personal Reflection Following Participation in School Counselor Interview 2/15/16 
 
 Today I participated in a hiring interview via Google Hangout for a School Counselor to start 
next year. I was asked to join this interview since a great deal of the work I currently do with 
Support Teams and Section 504 Meetings will be done by the new counselor. Much of the 
interview was not pertinent to my observation of my POP in this context, but towards the end 
of the interview, the potential school counselor asked the Dean of Culture and I to tell her what 
we found to be most challenging and most rewarding about our school. The dean’s response 
was that, for her, those are one in the same. She said that because our school has such a well-
defined culture and systems that support and maintain that culture (discipline, incentives, 
common language), she really loves how consistent classroom culture is across our school. At 
the same time, however, it concerns her that they systematic nature of our program could 
threaten teachers’ autonomy and individuality from classroom to classroom.  
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Appendix D 

 Personal Journal Reflection Following Conversation with Colleague 2/16/16 
 

This morning when I arrived to the office, my officemate T. asked me how one of 
his former students, A. (who is also in my class and one of the students I had an S 
Team meeting for yesterday) is doing. I described how what A.’s mom reported 
was happening at home was difficult to see at school since it is based on his 
anxiety which he is very concerned about others students knowing about. I told 
him that his mom reports he is often having “meltdowns” at home that begin 
when he is stressed and worried about coming to school. He also has developed 
several ticks that are increasing in frequency and changing in kind. After hearing 
this, T. remarked that this is exactly the pattern of behavior from last year and 
that it really upsets him. He said in many ways he feels like A. is just a normal kid 
but then he’s dealing with things privately so we don’t see it here at school. He 
began telling me about watching a documentary that I have seen before called 
Race to Nowhere. He said it made him think about and wonder if the kinds of 
behaviors and concerns we see with kids are more about our expectations and 
the way we “put so much pressure” on kids to perform. I wondered if he was 
talking about A. or more generally with that comment.  
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Appendix E 
 
 Personal Journal Reflection Following Weekly Check- In Meeting with School Director 2/17/16 
 
This morning my School Director and I met for our Weekly Check-In meeting in which we 
discuss what I need to move forward with the referral process for parent meetings for students 
of concern in what we call “S Team” (Support Team) meetings. During this meeting he 
apologized for asking me to schedule a meeting with only a day’s notice when there was also 
another parent-teacher meeting scheduled by the students’ teachers. Two students in our 
school who are brothers were both scheduled to have Notice of Concern Meetings which notify 
parents that students are behind in classes and may be recommended for retention. The boys 
are in 5th and 7th grades and are African American. Since the older brother was scheduled to 
have both an S Team meeting as well as a Notice of Concern today, the School Director abruptly 
met me at the end of the school day yesterday and asked that I host an S Team meeting for his 
brother as well. He was very thankful yesterday and kept thanking me for agreeing to get the 
meeting prepared. When I sent out the notices and reports for teachers to complete, several 
answered the questions and returned them to me, but one teacher emailed the Director and I 
and asked for an explanation for the last minute meeting. Today in our check-in the Director 
was apologetic about the teacher’s email and explained that he had not realized there was 
already a Notice of Concern Meeting at the time. This was interesting because I had wondered 
if this would be a problem at the time, but decided to defer to him since he’d requested the 
meeting. The Director’s tone was very apologetic and as if he was “leveling’ with, as it often is. 
He also ended our meeting with what he said was important information he’s received this 
morning. He informed me that the Vanderbilt Teacher Residency Program will likely be coming 
to our campus in the future. He told me that in the past, he applied to a local program called 
Project Renaissance but was turned down because he did not have a high school which they 
wanted for placements for secondary teachers. I told him that I was very excited to hear this 
because it is something I get “jazzed” about and that Vanderbilt’s Residency Program was the 
catalyst for my initial problem of practice in my JHU doctoral studies. I also shared that during 
my meeting with the district 504 Coordinator yesterday, she and I discussed placements for 
Special Education preservice teacher in the next school year. He said that Project Renaissance 
was offering to train some of his teachers as coaches. He mentioned that his viewed this as a 
strength of the Project Renaissance program because they trained coaches to be placed at the 
locations where their PST were working while Vanderbilt does not do this. He asked me about 
my thoughts on the program and if I went through that program. I explained that I didn’t, but 
that I had worked as a cooperating teacher with the program at my last school. I told him that I 
felt that the program was a great one, but that it also had some downfalls such as “throwing 
teachers into situations on their own with little to no support.” I told him how the program’s 
director’s thought of it as very innovative. When I said this he rolled his eyes. I nodded in 
agreement, but then added that I thought the program was missing the practice-based 
component like the laboratory school ideas purported by Dewey.I also explained how I felt that 
the coaching model he described in Project Renaissance was a large part of what I felt was 
missing from the Vanderbilt program. In response, he added that he wanted to train teachers to 
support PST through the Project Renaissance program, though he wondered if the director of 
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that program would be irritated by that since he would be taking PST from Vanderbilt instead. 
He then qualified that he believed the director would want to stay in “good graces” and would 
probably want to preserve the relationship and therefore have less of a problem with it. 
Additionally he explained that he could essentially “get” two teachers “for the price of one in 
the Vanderbilt program as compared to Project Renaissance because it is less expensive for 
him. Alluding to me, he went on to explain that he thinks maybe someone who is “passionate 
about the program and, maybe doing doctoral work on the subject” would be the best person 
to train for the program. I asked if he would be working with the same people I’ve worked with 
previously and he confirmed that. I’m both excited and nervous about this proposition, but I 
think it’s a great move for both our campus and the Vanderbilt program. 
 

  



FROM DISSONANCE TO COMPETENCE   

  238 

Appendix F 

Personal Reflection Following Parent-Teacher Conference Night 2/17/16 
 
This evening parent-teacher conferences called Notice of Concerns were held for several 
students. I participated in one as a teacher and attended three others - two for a pair of 
brothers mentioned in my earlier reflection, and one other for another student I have not met 
before. Today when I observed the younger of the two brothers in his Social Studies and English 
classes, he made an inappropriate gesture that resulted in his suspension. I was the only person 
who observed this action and had to report it to the School Director. As a result, following his 
older brother’s meeting with teachers and the school therapist, the younger boy’s parent 
teacher meeting was cancelled in order for us to host his S-Team with just me, the School 
Director, the Therapist, and the parent. During the older brother’s meeting with his teachers, 
the parent was clipish in her tone and guarded with her language use. Some of her comments 
could have been interpreted as defensive, such as  saying that she didn’t know the teacher’s 
names. Other interesting things took place as well, for example, when she walked into the 
classroom the four teachers were seated at a large table and she walked by them and went to 
plug in her phone and charger without speaking to anyone. I walked over and introduced 
myself and shook her hand. I explained that I was new to the campus and said that I assumed 
she knew the rest of the teachers. This was when she replied that she didn’t. After the meeting 
one of the teachers made a scoffing remark about how she was surprised that the parent could 
not remember her child’s teachers. The parent also took notes during the meeting. During the 
start of the meeting, she asked for pen and paper and I loaned her a pen and pad. In response 
she apologized for being unprepared. She is a petite, African American lady and wore a black 
leather jacket, jeans, and sneakers. She also had a short cropped, pixie haircut with pink streaks 
and long pink acrylic nails with jewels attached to the ring finger nails. By the end of the 
meeting she was warmer to the teachers, as one remarked when she had left the room. 
Another teacher remarked that “this was the warmest [she] had seen her.” She asked the other 
teacher, who was surprised by the remark if she was not usually warmer to her. She responded 
that she was usually very “cold” to her on the phone and asked the group if they sensed that 
same “cold” attitude from her when she came in the room at the start of the meeting. 
Later at the younger brother’s meeting with the same parent, the School Director began the 
meeting by explaining that he was “sick to his stomach” with what he had to tell her about the 
incident with her son’s inappropriate gesture that day. Her face appeared very blank as she 
listened to him. He told her that the incident was technically sexual harassment and I explained 
to the parent what had happened. Though I was attempting to remain calm and professional, I 
did find myself short of breath and nervous telling the parent about what happened. I also 
noticed that the Therapist was gazing off and avoiding eye contact with the others in the 
meeting while this was taking place. Privately, I was concerned because while I feel confident of 
what I saw the boy do, I also cannot be sure if he intended to be inappropriate or if he was 
being harmlessly playful, or if I should not speculate as to whether or not this was “harmless” 
behavior or not. When the student was asked if he knew what he had done wrong in class, he 
was unsure, but when the incident was described, he stated that he had pointed at the 
teachers rear end and that it was an inappropriate thing to do. He began crying and the team 
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continued to talk to him about the issue. I asked if the teacher had seen him, how did he think 
she would have felt angry. I asked if he would have felt the same way if the same thing had 
happened to him and he agreed. I said that “we’re supposed to respect each other’s bodies, 
right?” Before the student had been brought into the room, his mother told us that she “felt 
numb” and did not know what to do anymore with the situation with her sons. She talked 
about how she felt that she and her husband were good parents and described how they both 
have college degrees, the kind of house they live in, etc. She went on to say things about how 
she didn’t think that she and her husband could do much to punish or incentivize the child’s 
behavior and that if her sons made poor choices that was his decision. Several times when she 
swore using the words “shit” and “damn” she looked at me and repeatedly apologized. I 
explained to her that I understood and was not offended. At one point she remarked that she 
thought the school was different than other public schools and that it was very strict, though 
her tone was neutral when she said this and it did not sound as if she was making a positive or 
negative statement. Once the meeting was over and the parent had left, the School Director 
and I went back into his office and he asked if I had any feedback for him in terms of how he 
handled the situation. I had asked about the discipline consequences since he had reduced the 
student’s suspension from 10 days to 5 because it would be a different class of offense based 
on what the student and I described. I agreed with this because, again, while I believe the 
student did something inappropriate, the level of inappropriateness was very minor and 
potentially not done maliciously. He explained that he was not approving of the parent’s 
comment that the student was making these decisions and that she and her husband were 
resigned to let him make his own choices. I agreed and explained that the child is a 5th grader. 
He responded that a 10 or eleven year child should not be left to make those choices. I voiced 
my thoughts based on my perspective that I am not a parent, but that I found it hard to imagine 
taking that stance on a child that young. At this I did qualify that I “feel for the parent” and 
think that she was venting and sharing her frustrations with us. Reflecting now, I remember her 
statement that she did not want anyone, including us, to think that she allowed her child to do 
these things at home or that she “raised him wrong.” When the SD and I were talking later, he 
responded that he is a parent and he is trying to be sure that his child has a great life. “Not to 
be morbid he said, but it’s like - you’re going to live like 30 years after me and I want you to 
have a great life” (remarking about his own infant). He said if he were in that situation he would 
change jobs, buy a smaller house to be able to be at school to discipline the child or 
homeschool the child if these were the problems they were having. I agreed and explained that 
my parents did exactly that when my younger brother was in high school and struggling. I am 
reminded reflecting now how much that parent was in support of corporal punishment and 
talked about writing the mayor to get support to change the law to allow it. Also, I recall when 
the SD shared with me that the father has asked him to “beat” the child last week when he 
refused to get on the school bus at the end of the day. 
 
This evening parent-teacher conferences called Notice of Concerns were held for several 
students. I participated in one as a teacher and attended three others - two for a pair of 
brothers mentioned in my earlier reflection, and one other for another student I have not met 
before. Today when I observed the younger of the two brothers in his Social Studies and English 
classes, he made an inappropriate gesture that resulted in his suspension. I was the only person 
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who observed this action and had to report it to the School Director. As a result, following his 
older brother’s meeting with teachers and the school therapist, the younger boy’s parent 
teacher meeting was cancelled in order for us to host his S-Team with just me, the School 
Director, the Therapist, and the parent. During the older brother’s meeting with his teachers, 
the parent was clipish in her tone and guarded with her language use. Some of her comments 
could have been interpreted as defensive, such as  saying that she didn’t know the teacher’s 
names. Other interesting things took place as well, for example, when she walked into the 
classroom the four teachers were seated at a large table and she walked by them and went to 
plug in her phone and charger without speaking to anyone. I walked over and introduced 
myself and shook her hand. I explained that I was new to the campus and said that I assumed 
she knew the rest of the teachers. This was when she replied that she didn’t. After the meeting 
one of the teachers made a scoffing remark about how she was surprised that the parent could 
not remember her child’s teachers. The parent also took notes during the meeting. During the 
start of the meeting, she asked for pen and paper and I loaned her a pen and pad. In response 
she apologized for being unprepared. She is a petite, African American lady and wore a black 
leather jacket, jeans, and sneakers. She also had a short cropped, pixie haircut with pink streaks 
and long pink acrylic nails with jewels attached to the ring finger nails. By the end of the 
meeting she was warmer to the teachers, as one remarked when she had left the room. 
Another teacher remarked that “this was the warmest [she] had seen her.” She asked the other 
teacher, who was surprised by the remark if she was not usually warmer to her. She responded 
that she was usually very “cold” to her on the phone and asked the group if they sensed that 
same “cold” attitude from her when she came in the room at the start of the meeting. 
Later at the younger brother’s meeting with the same parent, the School Director began the 
meeting by explaining that he was “sick to his stomach” with what he had to tell her about the 
incident with her son’s inappropriate gesture that day. Her face appeared very blank as she 
listened to him. He told her that the incident was technically sexual harassment and I explained 
to the parent what had happened. Though I was attempting to remain calm and professional, I 
did find myself short of breath and nervous telling the parent about what happened. I also 
noticed that the Therapist was gazing off and avoiding eye contact with the others in the 
meeting while this was taking place. Privately, I was concerned because while I feel confident of 
what I saw the boy do, I also cannot be sure if he intended to be inappropriate or if he was 
being harmlessly playful, or if I should not speculate as to whether or not this was “harmless” 
behavior or not. When the student was asked if he knew what he had done wrong in class, he 
was unsure, but when the incident was described, he stated that he had pointed at the 
teachers rear end and that it was an inappropriate thing to do. He began crying and the team 
continued to talk to him about the issue. I asked if the teacher had seen him, how did he think 
she would have felt angry. I asked if he would have felt the same way if the same thing had 
happened to him and he agreed. I said that “we’re supposed to respect each other’s bodies, 
right?” Before the student had been brought into the room, his mother told us that she “felt 
numb” and did not know what to do anymore with the situation with her sons. She talked 
about how she felt that she and her husband were good parents and described how they both 
have college degrees, the kind of house they live in, etc. She went on to say things about how 
she didn’t think that she and her husband could do much to punish or incentivize the child’s 
behavior and that if her sons made poor choices that was his decision. Several times when she 
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swore using the words “shit” and “damn” she looked at me and repeatedly apologized. I 
explained to her that I understood and was not offended. At one point she remarked that she 
thought the school was different than other public schools and that it was very strict, though 
her tone was neutral when she said this and it did not sound as if she was making a positive or 
negative statement. Once the meeting was over and the parent had left, the School Director 
and I went back into his office and he asked if I had any feedback for him in terms of how he 
handled the situation. I had asked about the discipline consequences since he had reduced the 
student’s suspension from 10 days to 5 because it would be a different class of offense based 
on what the student and I described. I agreed with this because, again, while I believe the 
student did something inappropriate, the level of inappropriateness was very minor and 
potentially not done maliciously. He explained that he was not approving of the parent’s 
comment that the student was making these decisions and that she and her husband were 
resigned to let him make his own choices. I agreed and explained that the child is a 5th grader. 
He responded that a 10 or eleven year child should not be left to make those choices. I voiced 
my thoughts based on my perspective that I am not a parent, but that I found it hard to imagine 
taking that stance on a child that young. At this I did qualify that I “feel for the parent” and 
think that she was venting and sharing her frustrations with us. Reflecting now, I remember her 
statement that she did not want anyone, including us, to think that she allowed her child to do 
these things at home or that she “raised him wrong.” When the SD and I were talking later, he 
responded that he is a parent and he is trying to be sure that his child has a great life. “Not to 
be morbid he said, but it’s like - you’re going to live like 30 years after me and I want you to 
have a great life” (remarking about his own infant). He said if he were in that situation he would 
change jobs, buy a smaller house to be able to be at school to discipline the child or 
homeschool the child if these were the problems they were having. I agreed and explained that 
my parents did exactly that when my younger brother was in high school and struggling. I am 
reminded reflecting now how much that parent was in support of corporal punishment and 
talked about writing the mayor to get support to change the law to allow it. Also, I recall when 
the SD shared with me that the father has asked him to “beat” the child last week when he 
refused to get on the school bus at the end of the day. 
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Appendix G 

 Journal Reflection Following Two Parent Meetings 2/17/16 
 
After leaving the first two meetings, I went to another for a student I am unfamiliar with. When 
I arrived the parent was almost an hour late and the teachers were very frustrated and saying 
things like, “That better not be her,” and “I can’t believe she’s showing up an hour late.” 
Another teacher was surprised that her colleagues were commenting as asked if they were 
serious. In response the others said, oh yeah, “I’ve had parents show up several hours late.” 
When the parent arrived, she apologized for being late and explained that she was coming from 
a doctor’s appointment with her son to take care of his allergies. Throughout the meeting, the 
tone was mostly friendly, expect towards the end when teachers started explaining that her 
son’s grades, though high Bs were actually reflective of the below grade-level work her son was 
doing since he was not actually able to work past third and fourth grade math at that time. The 
parent seemed confused by this and kept asking teachers to explain it several times. When I 
introduced myself - which I was troubled by since I did not know the parent and thought the 
other teachers would do so since they’d invited me to the meeting and knew the parent while I 
did not, she seemed concerned that I was there, especially when I explained my role on 
beginning interventions for struggling students. I had also noted that all of the teachers, myself 
included were white except for my colleague T. with whom I share an office. Noticing that the 
parent was upset by my suggestion for possible testing and steps to ward interventions for her 
child, T. began explaining in more simple and conversational terms exactly what I was 
proposing. She still seemed concerned, but after T. spoke to her, she seemed to better 
understand the process, which I had been struggling both to explain and to put her at ease 
about. Later, after the meeting, T. and I were in our office and I asked him to give me feedback 
about my delivery of that information to the parent. He said that the way I had said things was 
fine, but that I should be careful about mentioning any kind of testing unless that’s truly 
necessary. He also pointed to the face that he had given a more simple example of a reason 
that a student might have a Support Team such as having a health plan for the student’s 
allergies instead of what might seem like a “bigger” deal. After our conversation, we had one 
more parent meeting to attend, so we walked upstairs to the classroom where I usually teach 
and walked in where the parents and teachers of a hispanic student were already seated. 
Everyone was sitting silently and staring at off or looking around somewhat stiff and awkwardly. 
A colleague, the writing teacher, explained that we were waiting on a translator. to show up so 
we could begin. I introduced myself to the parents and said, “Buenas dias.” As I sat down 
everyone remained silent for several seconds. I tried to break the silence by saying, “ I guess it’s 
more like buenas noches.” There was some nervous laughter around the table, then the math 
teacher asked if I thought she should just start without the translator and try to “wing it.” She 
tried speaking some broken Spanish, telling the parents that she only spoke a little Spanish, to 
which I replied in Spanish, “Yo tambien.” Again we laughed and after trying to explain in our 
poor Spanish that we were concerned about the students’ grades, the translator thankfully 
arrived and we were able to continue. The parents raised an issue that their daughter had been 
suspended for stealing a phone and had questions about it. They explained that the students 
were taking each other’s phones as a kind of joke and that the students and the teachers all 
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knew this. They felt that this was not the same thing as stealing and that suspension may have 
been inappropriate. The teachers explained that this was an ongoing problem in the student’s 
class and that their daughter was the first to be caught and so she was made an example of. 
The parents indicated that they understood. Another concern was raised about the student 
missing a great deal of classes to be pulled out for counseling services. Several teachers 
indicated that the student sometimes became upset in class and put her head down, but 
because they have positive relationships, she would talk to them about what was bothering 
her. The group agreed that it would be best to have the counselor pull her out of different 
classes instead of the ones she is struggling in. The parents shared that they are very grateful 
for our care of their daughter. I noticed in the meeting that at the end, during a conversation in 
which the group was laughing about the father’s pants which were covered in cooking utensils, 
he started speaking very clear English. I thought it was interesting because I wondered what 
impact this had on him listening to translation or our jokes about our poor Spanish during the 
meeting. I remember that at one point when we were still waiting on the translator to arrive, 
the writing teacher began speaking English somewhat loudly to he and his wife. This concerned 
me since this is something that is generally discouraged in such situations. It was also 
interesting how the teachers kept talking to the translator instead of directing their comments 
to the parents, which is understandable, but also seemed to give an impression of a divide 
between them other than the obvious language barrier. When the parents left, I asked the 
group of teachers if they could explain what was the issue that caused the student to have to 
go to counseling since she did not know me well enough to open up about it because I have just 
started teaching her class and she has missed several classes as a result of her counseling 
appointments. I asked the teachers not to explain if I was out of line for asking. They responded 
that her teachers all should be made aware that she has dealt with sexual harassment in the 
past, but that she also has been dishonest or exaggerated reports of related issues. As I walked 
downstairs with the teacher who had helped to translate, I asked her to clarify that this was the 
case and she said that was her understanding. I was tempted to ask for more information, but 
did not want to pry or ask an inappropriate question. 
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Appendix H 
 
Personal Journal Reflection Following Conversation with Colleague 2/18/16 
 
When I arrived at work this morning, my officemate T. asked me if I thought that the number of 
S Team meetings we are requesting for struggling students is appropriate or if I think they 
might be unnecessary or more about the need for improved classroom management. He 
mentioned the student I went to observe in his class yesterday and how, even though that 
student does have behavior problems in other classes, he has not had any issues in his 
classroom. I remembered that before he and I went into the classroom yesterday, he has asked 
me if he needed to do anything specific or if I was trying to see something in particular. I told 
him no, but that the student was being referred for behavior problems in other classes. To this 
he replied that the student did not have behavior problems in his class. Just as he said, the 
student had very little trouble adhering to behavior expectations and did not act unlike his 
peers during that classroom observation. It was not until another teacher entered the room for 
the following class that the student’s behaviors were reprimanded several times and he 
eventually made an inappropriate gesture towards the teacher, which I had to report, and 
which resulted in his suspension. I also remembered that when a teacher was out and a regular 
substitute was having trouble with a class, I overheard him reprimanding students in the 
hallway and saying that he was going to get Mr. S if they didn’t follow directions. At that 
moment Mr. S (T.) happened to be walking by to go to his next class and the substitute stopped 
him and asked him to correct the students from the class which he has just taught. He said, “I 
know that’s not how you left them.” T. repeated this statement back to the substitute and then 
said to the students, “I know you can do what you’re supposed to because that’s how you were 
acting before I left you.” He continued to admonish the class about their usual positive 
behaviors and asked them questions about why they would act any differently for the 
substitute than they would for him. 
In response to T, I told him about how many regular public schools run their Support Team 
meetings differently and teachers are usually responsible for completing the paperwork and 
meeting that I conduct, so fewer meetings are usually held because the teachers naturally have 
to decide if they are doing enough to meet the needs of the students or if a next step towards 
interventions is necessary. I furthermore explained that I believe there are meetings like those 
that begin with a student like A. who has a documented disability that the parents are 
concerned about. In those cases a meeting is obviously necessary. I explained that there are 
also other meetings that teacher initiate because they don’t feel equipped to handle a student 
for whatever reason. In this case, I explained that I still think the meetings are appropriate 
because they require teachers to acknowledge what they have and haven’t done for the 
student and I believe this is a good thing. 
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Appendix I 
Journal Reflection Following Conversation with Colleague 2/18/16 
 
Today H. brought me the teacher observation checklist form for student J. to go with his new 
Support Team paperwork. She repeatedly thanked me for attending and apologized that the 
student was late. I told her it really was okay, because I wouldn’t have been able to attend if 
the parent hadn’t been late. I apologized because I was concerned that I had “freaked out” the 
parent. I asked her that same question I had asked T. about feedback on how that meeting 
went. She said that she didn’t think I did anything wrong, but that the parent really did not 
understand what was going on. She went on to explain how this was a concern because they 
had explained to her several times that the teacher team is worried about J.’s progress and his 
inability to do grade-level work. Then she said, “I don’t think it was you. I think J. comes by his 
spaciness honestly.” She kept saying that she doesn’t understand why the parent doesn’t 
understand since they’ve tried to explain it to her lots of times.  
 


