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Abstract  

The purpose of the study was to investigate professional learning factors that may support 

teachers in their equitable pedagogy efficacy.  The second purpose of the study was to develop a 

better understanding of learning materials that might be used to construct an online professional 

learning program to support teacher equitable pedagogy efficacy.  Using an exploratory case 

study method, the researcher designed an online professional learning course using three types of 

study participants from one higher education institution to provide feedback to the content, 

potential use of the course within participant’s professional context, and overall perception of the 

course.  The participants reviewed the course and provided feedback through individual 

interviews and a focus group.  Additional data sources included a researcher’s journal, electronic 

open-ended questionnaires, and a demographic checklist.  The findings indicated that the 

professional learning course might be used as professional learning for teachers of varying 

experiences. Additional findings revealed factors such as collaboration, reflection, and school 

leadership could influence teacher efficacy around cultural relational pedagogy as an equitable 

pedagogy practice.   

Keywords: career readiness, professional learning, teacher efficacy, cultural relational 

pedagogy  
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Executive Summary 

 
Career readiness disparities for students of color are multi-faceted, comprised of socio-

cultural factors as well as ingrained educational practices and policies (Farrington, 2014).  To 

address such disparities and better prepare all students, an understanding of continuous 

improvement strategies is needed to create quality college and career readiness opportunities.  

Differences in college and career readiness skills during the K-12 experience impacts students of 

color the most; these are far beyond challenges presented by deficiencies in financial aid and 

affirmative action practices (Greene & Forster, 2003).  A strong emphasis on reading that calls 

for analytical thinking, writing, and reading with the incorporation of problem-solving skills best 

prepares students for careers (National Center for Education Statistics, 2015).  

Disproportionate post-secondary success rates are reflected in educational attainment 

rates among ethnic groups.  In 2014, 52% of Asians had earned at least a bachelor's degree.  

Asians were highest among other racial/ethnic groups to pursue college degrees.  Thirty-four 

percent of White adults, 20 percent of Black adults, 15 percent of Pacific Islander adults, and 14 

percent of American Indian/Alaska Natives adults had earned a bachelor’s degree (Musu-Gillette 

et al., 2017).  Musu–Gillette et al. (2017) further revealed through their study at the United States 

Department of Education, that higher levels of educational attainment were related to higher 

annual wages for 25–34-year-olds.  Ethnic groups including Blacks, Hispanics, Pacific Islanders, 

and Indian/Alaska Natives consistently had lower median earnings as opposed to Whites.  Lower 

median earnings were linked to higher unemployment rates.  

Career Readiness Disparities: A Problem of Practice 
 

The infrastructure of poor-performing schools where students of color attend often lack 

appropriate career guidance and resources, leaving them to navigate postsecondary opportunities 
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largely on their own.  Students of color in America face challenges in achieving post-secondary 

success within their career paths as compared to Whites, causing a continuous cycle of poverty 

(Holland & DeLuca, 2016).  Infrastructure issues can cause students of color to navigate 

postsecondary opportunities with little to no knowledge (Holland & DeLuca, 2016).  Learning 

experiences that spark career-related learning serve as critical opportunities for students of color 

(Jackson et al., 2011).  Poverty-ridden communities with high-density ethnic populations in 

central Oklahoma City continually experience high victimization, violence, and delinquency 

rates exacerbated by jobs that yield incomes that do not meet the socioeconomic needs of the 

rising costs of living according to the 2016 Distressed Communities Report (Economic 

Innovation Group, 2016).  Furthermore, improper and inequitable career preparation practices 

perpetuate disparities for students of color and hinder changes in their trajectory to create 

sustainable communities (Schott Foundation, 2018).   

Persistent Poverty 
 
Persistent poverty describes the duration of how long a child is poor over time (Ratcliffe 

& McKernan, 2012).  The U.S. Census (2010) showed 24.1% of Blacks were in poverty in 2016, 

and 21.4% of Hispanics (any race), whereas 9.1% of Whites (non-Hispanic) were in poverty.  

Historically, students of color have disproportionately faced the effects of poverty.  Cyclical 

poverty can be considered in terms of both opportunities to access high-quality education and to 

make use of that education if it is accessed.  Critically, children who are poor, are more likely to 

stay poor according to Badger, Miller, Pearce and Quealy (2018).  Even more alarming, Badger, 

et al. (2018) indicated Black boys are more likely to become poor in their households as adults.  

Viewing cyclical poverty among students of color placed a magnifier on decades of community 

toxicity that impacted educational advancement for students of color.   



 

3 
 

Inequitable Wages and Skills Mismatch 
 
Inequitable wages can be seen due to skills mismatch which could affect ethnic 

populations in pursuing equitable wages leading to persistent poverty (Houston, 2005).  Skills 

mismatch is defined as the gap between an individual’s job skills and the demands of the job 

market.  Blacks, American Indians/Alaska Natives, and Hispanics are grossly underrepresented 

in high demand occupations (Nettles, 2017).  The disparities in post-secondary degree 

attainment for people of color were related to lower skills and ultimately lower paying jobs.  

Further, students of color pursuing college and other career preparation choices are often 

misguided and are less academically prepared to achieve their post-secondary endeavors that 

lead to higher paying jobs (Winograd & Shick-Tryon, 2009).   

Inequitable Resources 
 

Educational resource disparities are not a new issue for schools that house students of 

color.  Historically, “disenfranchised, blacks had to make do with the starvation diet of school 

funds that white officials allocated to the segregated ‘colored’ schools” (Tyack & Cuban, 1995, 

p. 23). The trend of disparate resources is on a continuum, as revealed through the Fast Facts 

about Online Learning (2014) finding that in the US only 50% of high schools offered calculus 

and only 63% offered physics coursework.  The same study revealed for schools serving larger 

numbers of students of color, there are disproportionately lower levels of resources and they have 

been shown to lead to low employment wages (Fast Facts about Online Learning, 2014).  Just 

one quarter of high schools with the highest percentages of Blacks and Latinos offered Algebra 

II.  One third did not offer chemistry.  A lack of STEM (science, technology, engineering, and 

math) learning opportunities creates career disparities for students of color as they pursue college 

and careers (Worthen & Patrick, 2018).   
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Inequitable Instruction 
 

Lack of expectations and attitudes speak to a teachers’ perception of teaching students of 

color.  Historically, students of color have faced inequitable instruction, leading to a deficit in 

interactions with faculty that help students successfully maneuver within the educational system 

(Herzig, 2006; McCoy, Luedke & Winkle-Wagner, 2017).  Instead, the value of students of color 

has been depreciated (McCoy, et al., 2017).  Deficit thinking theory mirrors the effects of teacher 

low expectations.  Deficit thinking theory illuminates the thoughts of those who believe their 

deficiencies in students’ ability to learn, parental interest, and the students' lifestyle (Walker, 

2011).  Further, deficit thinking theory includes the thoughts that students who are culturally 

different are of less value in the areas of competence, intelligence, capability, and motivation 

(McKenzie & Scheurich, 2004).  The subjective thoughts of teachers could affect student 

outcomes by labeling students with low or even negative perceptions (Fish, 2017).  The presence 

of deficit language may not be realized by teachers.  Therefore, an examination of teacher deficit 

language is critical to acknowledging difficult relationships between teachers and students, 

which could contribute to low academic achievement for students of color (Molnar and 

Lindquist, 1989).   

Racism and Poverty 
 

Racism and poverty contribute to a lack of self-efficacy in pursuing careers (Lent et al., 

2000).  The toxicity of racism could lead to lower academic achievement and present barriers to 

achieving career paths (Fitzgerald & Betz, 1994; Perrone, Sedlacek, & Alexander, 2001; Lent et 

al., 2000).  Further, low self-efficacy can be correlated to the negative perception of career 

barriers (Mejia-Smith & Gushue, 2017).  Students who experienced racism, bias, and prejudice 

often feel excluded, invalidated and, unsupported by their instructors and peers (Ackerman-
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Barger & Hummel, 2015).  Ackerman-Barger & Hummel (2015) also posit that even high 

achieving students of color are not excluded from racism.  Even high achieving students of color 

still face lower expectations due to racism and fewer opportunities to advance in careers as 

opposed to Whites. 

Collecting Evidence through a Needs Assessment 
 

To further understand the contributing factors of career readiness disparities among 

students of color, the researcher conducted a needs assessment.  The researcher focused on the 

inequitable instruction factor to narrow the research focus.  A needs assessment was conducted 

using pre-existing data from a K-12 school to understand teacher’s culturally responsive efficacy.  

A nonexperimental quantitative causal-comparative research study was conducted using the 

Culturally Responsive Teaching Self-Efficacy Scale (Siwatu, 2007). Specifically, the study 

sought to assess the perceived efficacy of teachers and their use of culturally responsive teaching 

using instrument-based questions and statistical analysis (Creswell, 2014).   

All teachers within the district were recruited for the study (N=57).  All teachers were 

state certified and had been teaching one to forty-five years.  The sample was predominately 

Black (75%).  Twenty percent were Caucasian and 2.5% chose “other” as a race option.  Forty 

six percent of respondents were employed with the school district zero to three years.  Forty five 

percent of respondents indicated they had taught with the district over 11 years. 

The findings of the needs assessment study indicated on average, teachers at the K-12 

school were moderately to completely confident across domains which included curriculum and 

use of instruction, classroom management domain, student assessment domain. The findings also 

indicated teachers felt less efficacious in the cultural enrichment and competence domain and 

could point to teachers feeling less efficacious within the domain. This finding was consistent 
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with Siwatu’s (2007) study that found both preservice and in-service teachers were more 

confident in areas such as collaborative work and communicating classroom policies, but less 

confident in more complicated tasks such as revising or adapting learning materials to meet the 

cultural needs of students.  Alternatively, the lowest average score for the K-12 school was 

within the classroom management (m score) domain.  

Completion of a needs assessment helped drive the direction of research in finding an 

improved professional development practice solution for career readiness facilitators whose 

target population is students of color.  Improved practice allows educational leaders and 

practitioners to present research-based solutions to create, inspire and promote educational 

growth within classrooms, schools, and school districts (Lochmiller & Lester, 2017).  

 
Developing an Online Professional Learning Course to Support Teacher’s Equitable 

Pedagogy 
 

The study followed an exploratory case study method to understand the factors that 

fostered a professional learning experience that increased teachers’ self-efficacy around equitable 

teaching practices.  According to Yin (2018), a case study design should be considered when the 

researcher is exploring the how or why of a phenomenon.   

A case study research design was chosen to allow the researcher to examine and gain an 

understanding of the complex nuances of professional learning methods that might increase 

teacher’s knowledge of equitable pedagogy and their perception of how their efficacy might be 

influenced.  The case study used a conceptual framework (Figure 3) that integrated equitable 

pedagogy practices (e.g., Banks, 2015; Ladson-Billings, 2009; Wink, 2011; etc.), and adult 

learning theory (Knowles, 1968).   
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An online professional learning course was developed using components illuminated in 

the intervention literature review and the meta-analysis that may influence teacher efficacy in 

equitable pedagogical practices.  The components discussed in the online course included 

reflection, social emotional relationships, collaboration, and connection to the community.   

The study took place over three phases.  Data were collected using a document review, 

individual interviews, online open-ended questionnaires, one focus group, and a researcher 

journal.  Phase One of the study included a document review and course review with feedback 

with the content expert participant.  Phase Two included course review and feedback with the 

Procurer and End-User participants.  Phase Three included a research study process evaluation.   

 
Findings 

 
The overarching goal of the exploratory case study was to explore participant’s 

perception of the online professional learning course through an audit trail process. Using an 

audit trail process, the researcher followed a systematic approach to collecting data (Creswell & 

Miller, 2000) by using the perceptions of external reviewers in Phases One and Two of the study 

to enhance trustworthiness and credibility.  The results of the data helped the researcher identify 

factors that are needed in the professional learning course to best support teachers in their ability 

to use cultural relational pedagogy (CRP).   

The content expert’s recommendations included content and design recommendations.  

The content expert offered recommendations for making connections to CRP and the content to 

ensure course users understand why they should incorporate CRP into their professional context.  

Procurer participants posited that the CRP course provided baseline knowledge, applications of 

CRP, a safe space to think about feelings, and felt the course would best fit in teacher preparation 

programs.  The Procurer participants also perceived the reflection/journaling, videos, glossary, 
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resources, and practice exercises as components of the course that were most helpful to learn 

about CRP.  End-User participants perceived the course would work well within their 

professional contexts as monthly professional learning and collaboration time for teachers.  End-

Users believed the reflection, practice exercises, and strategy plans were the most important 

components to assist them in learning about CRP.   

Other findings included recommendations for improvement including improving the 

computerized voice use in the online course and improving course navigation.  End-User 

participants also believed the course would benefit new teachers, teachers with moderate 

experience as a refresher, teachers with long term experience as a refresher, teacher leaders, and 

teachers normally exempt from training (e.g., P.E or Music teachers).  Finally, While the 

exploratory case study was not designed to determine if a change in teacher efficacy occurred, 

the researcher did seek to understand the professional learning nuances that might influence 

teacher efficacy around implementing cultural relational pedagogy, an equitable pedagogy 

practice.  The intervention literature review revealed factors such as collaboration, reflection, and 

school leadership that practice transformational leadership practices contribute to teacher 

efficacy (Desimone, et al., 2002; Kim & Miler, 2015; Learning Forward, 2011; Warrick, 2011;).  

Feedback from both Procurer participants further illuminated the need for implementation with 

supportive leadership, collaboration, and reflection as factors found within the course that might 

influence efficacy for course users.  Likewise, while both End-Users felt confident, they could 

implement CRP practices, they saw a need for supportive school leadership to enable them to 

feel fully efficacious as a long-term need.  
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Chapter 1: Needs Assessment Literature Review 

Every Student Succeeds Act (ESSA) was created and passed as an antecedent to the No 

Child Left Behind Act (NCLB, 2002).  The NCLB was written and passed to “ensure that all 

children have a fair, equal, and significant opportunity to obtain a high-quality education and 

reach, at a minimum, proficiency on challenging the state academic achievement standards and 

state academic assessments” (p. 15).  The ESSA also has a significant approach to closing the 

achievement gap for traditionally underserved students and grants individual states flexibility 

and opportunity to write rigorous and comprehensive state developed plans (U.S. Department of 

Education, 2015).  Specifically, states were tasked to include plans that were aimed at closing 

achievement gaps, increasing equity, improving instruction quality, and increasing student 

outcomes.   

To achieve college and career readiness for all students, states were tasked through ESSA 

to create plans in Career Technical Education, workforce development, and higher education that 

would support students in successfully achieving careers.  College and career readiness defined 

by the National Association of Colleges and Employers is demonstrated attainment of 

competencies that prepare students for college and work.  The plans for competencies placed 

responsibility on secondary education institutions to set a path for students that will lead them to 

success after high school graduation (Career Readiness & the Every Student Succeeds Act: 

Mapping Career Readiness in State ESSA Plans, 2017) placing the onus of preparing students for 

careers at the high school level.  However, some research evidence reflects a need for proactive 

preparation at the elementary school level as proper career development involves a lifelong 

process (Pulliam & Bartek, 2018).   
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As students are prepared at the school level the SAT serves as an indicator of students’ 

success in preparing for college and careers as described by The College Board (2015).  The 

College Board also noted that another indicator for success is completion of a four-year degree 

(The College Board, 2015).  Together the SAT and PSAT provide measurements of the 

knowledge, skills, and understandings that are needed to be successful in college and career (The 

College Board, 2015).  The SAT was restructured for the 2017 assessment and designed as an 

instrument that reflects students’ best work by bridging their knowledge from classroom learning 

to skills for success in college and careers.  Of the 1.7 million who took the SAT in 2017, 46% of 

students met or exceeded the new benchmarks.  When further stratified by ethnicity, benchmark 

scores for both the math and English/reading/writing for Hispanic/Latino/a’s were 31%, 

American Indian 27%, and Black was 20%.  These scores reveal significant disparities in college 

and career readiness preparation for students of color.   

Career readiness disparities for students of color are multi-faceted, comprising socio-

cultural factors as well as ingrained educational practices and policies (Farrington, 2014).  To 

address such disparities and better prepare all students, an understanding of continuous 

improvement strategies are needed to create quality college and career readiness opportunities.  

Differences in college and career readiness skills during the K-12 experience impacts students of 

color the most; these are far beyond challenges presented by deficiencies in financial aid and 

affirmative action practices (Greene & Forster, 2003).  A strong emphasis on reading that calls 

for analytical thinking, writing, and reading with the incorporation of problem-solving skills best 

prepares students for careers (National Center for Education Statistics, 2015).    

Disproportionate post-secondary success rates are reflected in educational attainment 

rates among ethnic groups.  In 2014, 52% of Asians had earned at least a bachelor's degree.  
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Asians were highest among other racial/ethnic groups to pursue college degrees.  Thirty-four 

percent of White adults, 20 percent of Black adults, 15 percent of Pacific Islander adults, and 14 

percent of American Indian/Alaska Natives adults had earned a bachelor’s degree (Musu-Gillette 

et al., 2017).  Musu–Gillette et al. (2017) further revealed through their study at the United 

States Department of Education, that higher levels of educational attainment were related to 

higher annual wages for 25–34-year-olds.  Ethnic groups including Blacks, Hispanics, Pacific 

Islanders, and Indian/Alaska Natives consistently had lower median earnings as opposed to 

Whites.  Lower median earnings were linked to higher unemployment rates.   

This literature review investigated factors that impeded career readiness for students of 

color in the U.S.  The term students of color was used as a broad term to be inclusive of 

populations who are of ethnic descent people with ethnic descent (Adams, 2020).  People of 

color people have historically faced inequitable educational practices causing education debt, 

which led to disproportionate achievement in standardized test scores, honors course enrollment, 

and college and professional program admittance (Ladson-Billings 2009).  Likewise, the amount 

of education debt for students of color and its impact on their abilities to be prepared for college 

and careers was revealed statistically.  According to The National Center for Education Statistics 

(2016), students of color were less likely to be college ready; for example, 61% of Black students 

who took the ACT in the 2015 high school graduating class met none of the four ACT college 

readiness benchmarks.  First, the Problem of Practice (POP) is discussed to provide a broad 

overview of the problem investigated.  Second, an explanation of the underlying causes of the 

problem are viewed using Bronfenbrenner’s (1994) ecological systems theory (EST).  A 

networked approach to EST (Neal & Neal, 2013) is also discussed.  Additionally, social cognitive 

career theory (Lent, Brown, & Hackett, 2000) is established as a theoretical framework.  Next, 
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the synthesis of literature is provided revealing relationships between the factors presented in the 

reviewed literature.  Finally, a summary of the factors chosen for closer examination through the 

needs assessment is presented.   

Problem of Practice 

The infrastructure of poor performing schools where Black students attend often lacks 

appropriate career guidance and resources, leaving them to navigate postsecondary opportunities 

largely on their own.  Black students in America face challenges in achieving post-secondary 

success within their career paths as compared to Whites, causing a continuous cycle of poverty 

(Holland & DeLuca, 2016).  Infrastructure issues can cause students of color to navigate 

postsecondary opportunities with little to no knowledge (Holland & DeLuca, 2016).  In central 

Oklahoma City, learning experiences that spark career-related learning serve as critical 

opportunities for students of color (Jackson et al., 2011).  Poverty-ridden communities with high-

density of people of color in central Oklahoma City continually experience high victimization, 

violence, and delinquency rates exacerbated by jobs that yield incomes that do not meet the 

socioeconomic needs of the rising costs of living according to the 2016 Distressed Communities 

Report (Economic Innovation Group, 2016).  Furthermore, improper and inequitable career 

preparation practices perpetuate disparate students of color and hinder changes in their trajectory 

to create sustainable communities (Schott Foundation, 2018).   

Theoretical Framework 

Bronfenbrenner’s ecological systems theory (EST) (1994) facilitated taking an aerial 

view of complex social phenomena by considering the multiple levels of interaction that 

influenced students of color through a socio-cultural, institutional, and relational lenses.  

Bronfenbrenner characterized the various levels as interactions that operated independently.  An 
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adaptation by Neal and Neal (2013) added an emphasis on a more fluid connection between 

levels.  In this study, Neal and Neal’s adaption and presentation of a networked EST can be 

applied to consider how the different levels of factors interacted and contributed to each other 

and influenced disparities in career readiness training for students of color.   

Traditionally, EST was described beginning with the levels that most strongly influenced 

a subject.  To provide an explanation of issues that contribute to career readiness disparities for 

students of color, EST was discussed within this study, from a wider scope to a narrow lens.  The 

chronosystem level reflects life changes a person experiences over the course of their lives 

(Husen & Postlethwaite, 1994).  The macrosystem inhabits factors that ultimately influence a 

person such as “social, political, and cultural influences (Odom et al., 2004, p. 19).  The 

exosystem level describes the connections between two or more environments that do not 

contain the developing person; however, the person is affected or influenced in their regular 

environment (Bronfenbrenner, 1994). The microsystem consists of the environment or setting in 

which a person normally exists or participates such as home or a classroom (Odom et al., 2004, 

p. 19).   

The chronosystem level within EST revealed factors that practitioners had little influence 

over but had opportunities to advocate on behalf of students such as the impact of poverty-ridden 

neighborhoods on educational attainment for students of color (Hong, Cho, & Lee, 2010).  

Within the chronosystem, practitioners are afforded the opportunity to advocate on behalf of 

students, bringing to light how students are affected by social issues that caused unfavorable 

outcomes (Hong, Cho, & Lee, et al., 2010).  In this study, the issue of cyclical poverty for 

students of color was explored as a chronosystem factor.  The macrosystem level presented social 

patterns that presided over societal education views (Neal & Neal, 2013).  Equitable earnings for 
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people of color were investigated, specifically exploring the availability of equitable wages and 

management positions for ethnic populations.   

Within the exosystem level, the student plays a role and has a direct influence but does 

not influence the decisions within the educational setting (Neal & Neal, 2013).  However, 

educational policies and decisions directly affected the experiences of the student (Neal & Neal, 

2013).  Equitable resources within classrooms that serve students of color were investigated 

through this study.  The mesosystem level describes the interactions and events surrounding a 

student and illustrates how he/she is affected (Szapocznik & Coatsworth, 1999).  Equitable 

career guidance and quality instruction for students of color as factors were explored within the 

mesosystem.  The exosystem and mesosystem levels were presented together in this study as 

equitable resources and quality instruction were factors that directly influence the student in the 

classroom.     

Finally, the microsystem level illustrated the lowest level of EST.  The microsystem level 

presented an opportunity to view factors that directly influenced an individual student.  Self-

efficacy and persistence were visited as a systemic issue working against students of color 

socially, economically, and racially, as opposed to examining student grit, which focused on 

students tapping into their purpose and passion.  Specifically, through EST, an examination of 

students of color beliefs regarding if they could achieve academically to pursue careers of 

interest was explored.  The factors discussed in the needs assessment literature review are further 

illustrated in Figure 1.1.  

 

 

 



 

15 
 

 

 

Figure 1.1 Networked Ecological Systems Theory (Neal & Neal, 2013) using Study Factors. 

Conceptual Framework 

The present study used social cognitive career theory (SCCT) (Lent et al., 2000) to 

explore the contextual framework.  SCCT presented opportunities to explore career barriers 

from a social justice lens while also focusing on the needs and perceptions of students of color.  

An asset of SCCT was providing a specific means to investigate the career paths of people of 

color (Mejia-Smith & Gushue, 2017).  As an adaptation of Bandura’s (1986) social cognitive 

theory, SCCT adopted a directional guide to understand how cognitive processes and social 

interactions influenced learning and behavior.  In SCCT, an individual’s self-efficacy, defined as 

one’s belief in their ability to succeed or accomplish a goal or task (Bandura, 1986) and 
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expectations were markedly influenced by their interaction with societal background.  Further, 

their ethnic background, gender, culture, and socio-economic background provided a backdrop 

to how they engaged and interacted in society (Mejia-Smith & Gushue, 2017).  The SCCT 

perspective indicated that the career goals of students of color were made based upon the self-

efficacy belief of the individual.    In this study, the SCCT lens was examined parallel to EST, 

where the levels of chronosystem (persistent poverty), macrosystem (equitable wages), 

exosystem (inequitable resources), mesosystem (inequitable instruction and microsystem (self-

efficacy) were inspected as it relates to students of color self-efficacy and career readiness.   

Chronosystem - Persistent Poverty 

Persistent poverty describes the duration of how long a child is poor over time (Ratcliffe 

& McKernan, 2012).  The U.S. Census (2010) showed 24.1% of Blacks were in poverty in 2016, 

and 21.4% of Hispanics (any race), whereas 9.1% of Whites (non-Hispanic) were in poverty.  

Historically, students of color have disproportionately faced the effects of poverty.  Cyclical 

poverty can be considered in terms of both opportunities to access high quality education and to 

make use of that education if it is accessed.  Critically, children who are poor, are more likely to 

stay poor according to Badger, Miller, Pearce & Quealy (2018).  Even more alarming, some 

research indicates Black boys are more likely to become poor in their households as adults 

despite their upbringing (Badger, et al., 2018).  Viewing cyclical poverty among students of 

color within the chronosystem placed a magnifier on decades of community toxicity that 

impacted educational advancement for students of color.  At this level, the SCCT lens helped to 

understand external environmental factors causally related to socio-economic status that 

influenced career-related outcomes (Lent & Brown, 1996). 

Residential Mobility  
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Poverty creates complicated difficulties, most profoundly residential mobility (Cox, 

2016).  In studying the effects of poverty and academic achievement, Cox (2016) studied 16 

students from two inner city high schools in Northeast U.S.  The high schools had high 

percentages of students of color, who qualified for free or reduced lunch, and were designated as 

economically disadvantaged.  The findings indicated residential mobility caused by poverty was 

a major life stressor.  Ultimately, residential mobility created complications in applying for 

financial aid, choosing colleges, transportation difficulties, and work obligations.  Further, 

residential mobility created hardships that were found to be too profound for individuals to 

overcome and progress past the bounds of poverty.  This work established that for the studied 

individuals, residential mobility and the pressures of living in disadvantaged neighborhoods had 

a strong negative impact on youth.   

Exposure to disadvantaged neighborhoods throughout early childhood has also been 

found to disproportionately impact graduation rates for Blacks (Wodkte, Harding, & Elwert 

2011).  Using preexisting data from the panel Study of Income Dynamics and Neighborhood 

Change Database, Wodkte et al. (2011) found graduation rates were reduced by 40% for Whites 

who lived in disadvantaged neighborhoods, whereas Black students who lived in disadvantaged 

neighborhoods were found to experience a 90% reduction in graduation rate.    

Macrosystem – Equitable Wages 

Through networked EST, the macrosystem defined the social patterns and interactions 

between the individual, their culture within the classroom (Neal & Neal, 2013).  Culture is “the 

customary beliefs, social forms, and materials traits of a racial, religious, or social group” 

according to the Merriam-Webster dictionary (2018).  Social patterns within the macrosystem 

govern the creation and dissipation of social interactions of an individual (Neal & Neal, 2013).  
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Values and social interactions directly lead to career related outcomes through causality (Lent & 

Brown, 1996) and therefore, may have caused students of color to feel burdened in choosing 

careers that will yield incomes that will sustain them.  Within the macrosystem level, equitable 

wages for ethnic populations were investigated in this study.  Specifically, inequitable wages for 

people of color caused by skills mismatch and inequitable workplace mobility were examined.   

Inequitable Wages and Skills Mismatch  

Inequitable wages can occur due to skills mismatch which can affect people of color in 

pursuing equitable wages leading to persistent poverty (Houston, 2005).  Skills mismatch is 

defined as the gap between an individual’s job skills and the demands of the job market.  Blacks, 

American Indians/Alaska Natives, and Hispanics are grossly underrepresented in high demand 

occupations (Nettles, 2017).  The disparities in post-secondary degree attainment for people of 

color was related to lower skills and ultimately lower paying jobs.  Further, students of color 

pursuing college and other career preparation choices were often misguided and less 

academically prepared to achieve their post-secondary endeavors that lead to higher paying jobs 

(Winograd & Shick-Tryon, 2009).  Nettles (2017) further indicated a substantial amount of 

progress was needed if students of color were going to reach the U.S. goal to increase college 

degree attainment by 2020.  Students of color were projected to reach just 60% of this goal as 

indicated by Nettles.     

On the K-12 level, achievement disparities were seen between students of color and 

Whites.  The National Center for Education Statistics (NCES, 2017), responsible for collecting 

and analyzing educational statistics, found persistent reading gaps between Whites and Blacks.  

The reading gap between Whites and Blacks was found to be larger in 2015 than in 1992 (NCES, 

2017).  The NCES (2017), further revealed STEM-related coursework achievement was 10 
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percent for Hispanic students and six percent for Black students, compared to 45 percent for 

Asians and 18 percent for Whites.  Within these presented findings, poverty presented as a root 

cause of achievement gaps in students of color, leading to continued poverty.  Children of color 

who were impoverished fared worse educationally than children who were not of ethnic descent 

(Mallett, 2017).  Further, students of color who were poor were also more likely to experience 

homelessness, causing them to also be more likely to repeat a school grade or drop out of high 

school (National Low-Income Housing Coalition, 2013).  

If current data patterns hold, it was predicted that by 2050, Blacks would make up to 14% 

of the workforce in the United States according to the U.S. Census, Income and Poverty 

Measures (2016).  Growth in the workplace for Blacks was making a positive progression, but 

there were still substantial and concerning inequities in the types of positions held and the 

opportunities for advancement.  Blacks and Latinos have been found to achieve upward career 

mobility at less than half the rate of Whites (Cappelli, 2008).   

Racism is one factor that caused delays and even prevention of career development for 

Blacks (James, 2004).  Black men encounter racism at higher rates than other ethnic populations.  

Black men must deal with racism from being both Black and male in the workplace, hindering 

their career development.  Racism for Black men was exposed through a study of 14 Black men 

to investigate racism in mid-management and higher positions (Cornileus, 2013).  Issues 

illuminated through the study were that Black men felt the need to display their skill sets at a 

lower level so as not to experience repercussions from surpassing their White counterparts.  

Further, decisions for promotion were perceived by Black men as made by a process of choosing 

promotions according to preferred race and not according to leadership and skill development.  

Finally, the respondents felt there was a lack of true interest in creating a diverse workforce.   
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Discrimination in the workplace shows up in the form of promotions based on race rather 

than merit (Wilson & Roscigno, 2017).  Further, unfavorable performance evaluations of Blacks 

often followed them from job to job, creating difficulties in gaining managerial and higher-

ranking professional positions (Cornileus, 2013).  Supporting this finding, Wilson (2012) 

followed 773 African American, Latino, and White men, ages 20 to 55 years old, throughout 

their careers.  Occupational movement was tracked to determine if respondents moved to a 

management position over six years.  Results revealed 60% of Whites, 40% of Latinos, and 34% 

of Blacks experienced mobility into managerial level employment in the white-collar level.  In 

the blue-collar level, 34% of whites, 19% of Latinos, and 13% of Blacks experienced upward 

managerial mobility (Wilson, 2012).  This study further revealed disproportionality in career 

mobility for ethnic populations. 

Exosystem - Inequitable Resources  

The exosystem focuses on elements that played a role and had a direct influence but did 

not influence the decisions with the educational setting (Neal & Neal, 2013).  Specifically, 

within this study, the exosystem included factors such as district wide policies, state education 

guidelines, and school policy that could hinder the educational growth of students of color 

because of inequitable and disparate funds in low performing schools.  One topic discussed 

within this study is the indirect influence of budgetary decisions that removed availability of 

rigorous courses for students of color.   

Educational resource disparities are not a new issue for schools that house students of 

color.  Historically, “disenfranchised, blacks had to make do with the starvation diet of school 

funds that white officials allocated to the segregated ‘colored’ schools” (Tyack & Cuban, 1995, 

p. 23). The trend of disparate resources was on a continuum, as revealed through the Fast Facts 
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about Online Learning (2014) finding that in the US only 50% of high schools offered calculus 

and only 63% offered physics coursework.  The same study revealed for schools serving larger 

numbers of students of color, there were disproportionately lower levels of resources and they 

have been shown to lead to low employment wages (Fast Facts about Online Learning, 2014).  

Just one quarter of high schools with the highest percentages of Blacks and Latinos offered 

Algebra II.  One-third did not offer chemistry.  A lack of STEM (science, technology, 

engineering, and math) learning opportunities creates career disparities for students of color as 

they pursue college and careers (Worthen & Patrick, 2018).   

Mesosystem – Inequitable Instruction 

The mesosystem described the interactions and events surrounding a student and 

illustrated how the person was affected (Neal & Neal, 2013).  For example, parent and teacher 

meetings or phone call discussions might discuss a student’s progress, but they did not include 

the student in the interactions.  Inequitable instruction for students of color is examined within 

this study.  This section discusses the literature research relevant to the needs assessment in 

examining teachers’ cultural perceptions that directly impact students of color.  

Low Expectations or Deficit Thinking  

Lack of expectations and attitudes spoke to a teachers’ perception of teaching students of 

color.  Interactions with faculty that helped students successfully maneuver within the 

educational system have historically been disparate for students of color (Herzig, 2006; McCoy, 

Luedke & Winkle-Wagner, 2017).  Instead, the value of students of color has been depreciated 

(McCoy, et al., 2017).  In a qualitative study led by McCoy, et al. (2015), an assessment of how 

undergraduate students of color interactions with faculty affected social capital acquisition was 

investigated.  Social capital acquisition in the case of this study was specifically defined as 
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graduate education and career aspirations for students of color.  A total of 31 participants were in 

the study: 21 from a Predominantly White Institution (PWI) and 10 from a Historically Black 

College and University (HBCU).  Black students who attended a PWI felt excluded as opposed 

to those who attended an HBCU.  Black students who attended an HBCU reported feeling 

encouraged by staff.  Black students who attended a PWI felt unsupported by staff and 

experienced a lack of career planning preparation and research opportunities.   

Deficit thinking theory mirrors the effects of teacher low expectations.  Deficit thinking 

theory illuminated the thoughts of those who believe their deficiencies in students’ ability to 

learn, parental interest, and the students' lifestyle (Walker, 2011).  Further, deficit thinking theory 

included the thoughts that students who were culturally different were of less value in the areas 

of competence, intelligence, capability, and motivation (McKenzie & Scheurich, 2004).  The 

subjective thoughts of teachers could affect student outcomes by labeling students with low or 

even negative perceptions (Fish, 2017).  The presence of deficit language may not be realized by 

teachers.  Therefore, an examination of teacher deficit language was critical to acknowledging 

difficult relationships between teachers and students, which could contribute to low academic 

achievement for students of color (Molnar & Lindquist, 1989).   

Microsystem – Self Efficacy 

Self-efficacy was a strong predictor of an individual’s behavior (Bandura, 1997).  

Bandura’s social cognitive theory provided guidance to understanding how experiences related to 

the development of self-efficacy beliefs.  Four sources of information formulate self-efficacy 

including mastery experience, vicarious experience, verbal persuasion, and psychological and 

emotional states (Bandura, 1997).  The success or failure of students of color may be influenced 

by their belief in their own abilities (Bandura, 1997).   
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Racism and Poverty 

  Racism and classism further exacerbate conditions for poor, disadvantaged students of 

color, disabling them from pursuing higher education (Ward, 2006; Wolf, 2007).  The effects of 

poverty and racism have had direct, adverse consequences on self-concept and esteem 

(Rosenberg & Pearlin, 1978; Twenge & Campbell, 2002).  Racism can play a part in negative 

ethnic identity (Petta & Walker, 1992).  Further, racism and poverty can shape the trajectory of 

students of color students as poverty can be associated with self-worth, causing students to 

identify themselves as failures (Weinder, Osborne & Rudolph, 2011).  As such, students who 

deal with poverty may lack self-efficacy.  Self-efficacy, related to careers and college goals, 

refers to an individual’s belief they can achieve ambitions in educational and occupational 

capacity and persist in the execution of those behaviors (Betz & Hackett, 1997.) 

Racism and poverty contribute to a lack of self-efficacy in pursuing careers (Lent et al., 

2000).  The toxicity of racism could lead to lower academic achievement and present barriers to 

achieving career paths (Fitzgerald & Betz, 1994; Perrone, Sedlacek, & Alexander, 2001; Lent et 

al., 2000).  Further, low self-efficacy correlated to negative perception of career barriers (Mejia-

Smith & Gushue, 2017).   

Using a quantitative approach, Bounds (2017) investigated self-efficacy and educational 

and career development.  Specifically, he studied how educational and career development was 

impacted by self-efficacy, ethnic identity, and academic self-concepts among Blacks.  Using 

Social Cognitive Career Theory (SCCT) (Lent, et al., 2000) as its foundational research, the 

sample included 104 urban African American high school students, grades nine through twelve.  

The highest GPA among the sample was 3.24 and the lowest was 2.5.  For those who indicated 

their annual family income, the highest was $19,000.  Over 50% of subjects were from single 
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parent households.  All students were participants in an Upward Bound program in Chicago.  

Using the Career Decision Self-Efficacy (CDSE) Scale, Bounds (2017) assessed if inner city 

students with high CDSE will demonstrate a high ethnic identity score and high academic self-

concept.  Results confirmed connections between career decision self-efficacy and academic 

achievement for students of color.  Further, this result highlighted the strong implications for 

educational institutions if they provided career preparation programming that catered to student 

academic achievement.   

Students who experienced racism, bias and prejudice often felt excluded, invalidated and, 

unsupported by their instructors and peers (Ackerman-Barger & Hummel, 2015).  Ackerman-

Barger & Hummel (2015) also posited that even high achieving students of color were not 

excluded from racism.  Even high achieving students of color still faced lower expectations due 

to racism and fewer opportunities to advance in careers as opposed to Whites. 

Academic Persistence 

Persistence was defined as a continued effort in a task or endeavor until its completion 

(Lent, 2005).  Self-efficacy was one of the strongest forecasters of persistence (Mau, 2003).  

Students who persisted fare better academically (Mau & Mau, 2006).  Using a longitudinal 

quantitative study, Mau and Mau (2006) investigated academic persistence in 10th grade 

students from low and high socioeconomic status backgrounds.  Students were compared using 

self-concept, expectations of parents, socio economic status, and academic achievement.  

Comparisons were made between those who persisted and those who did not.  Students who 

persisted fared better and were able to meet academic goals.  Overall, students of color were 

found to persist less than White students.  Students who attended urban schools were more likely 

to persist than those who attended rural schools.  Finally, students enrolled in vocational training 
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programs were least like to persist.  The study results illuminated differences in persistence, 

revealing more disparities between students of color and White students.    

Summary and Future Considerations 

The purpose of the literature review was to gather research to examine factors related to 

career readiness disparities among students of color.  Using Neal and Neal’s (2013) nested 

network theory, factors within the chronosystem, macrosystem, exosystem, mesosystem, and 

microsystem were studied.  Persistent poverty served as an overarching theme and platform for 

toxic conditions that caused social, economic, and educational disparities for students of color as 

they related to education and career readiness equity for students of color.  Other factors 

explored were inequitable wages, inequitable resources, inequitable instruction, and self-

efficacy.     

Understanding teacher efficacy in emphasizing high academic expectations, ethical care, 

culturally inclusive instructional practices, and connection to parents and community for 

students of color provided a pivotal understanding of how to improve educational experiences 

within the professional context.  A considerable number of factors permeated the lives of 

students of color (Farrington, 2014) including inequities in career readiness preparation (Herzig, 

2006; McCoy, Luedke & Winkle-Wagner, 2017).  However, quality instruction as a factor, 

specifically CRT efficacy provided the basis for a needs assessment to move forward in 

research.   
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Chapter 2: Needs Assessment Study 

 As reviewed in the previous chapter, the infrastructure of schools where some students 

of color attend often lack appropriate college and career guidance and resources leaving them to 

navigate postsecondary opportunities largely on their own. Preparing teachers who are 

competent and confident in their abilities to practice CRT, with a trajectory of increased students 

who are culturally and linguistically diverse, is critical to providing high quality instruction 

(Attrill, Lincoln, & McAlister, 2017).  Additionally, CRT is necessary for preparing students 

with diverse backgrounds for their post-secondary endeavors (Winograd & Shick – Tryon, 

2009). As defined by Gloria-Ladson Billings (1994), CRT, illuminates the need for educators to 

use culturally inclusive content in all areas of learning and have a positive mindset of students 

and their families.   

Statement of the Problem 

Teacher quality has come under great scrutiny in the recent past with questions regarding 

the quality of professional learning (Jensen et al., 2015).   All children learn within a complex 

network that influences their learning including families, schools, and communities 

(Bronfenbrenner, 1994).  Students of color who live in poverty face challenges that affect their 

educational outcomes.  Due to systemic inequities, some students of color live and learn in toxic, 

poverty ridden communities where poor housing, pollution, inequitable health care, and violence 

are a factor (Sander & Galindo, 2014).  Therefore, teachers who facilitate college and career 

readiness preparation courses should be aware of systemic and personal challenges students of 

color face. With high quality education expectations, comes the need for high quality teacher 

instruction (Jensen et al., 2015).  Teachers must be prepared to teach students high level thinking 

skills in preparing them to be college or career ready; moreover, they must be prepared to 
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provide instruction that enables all students to succeed (Darling-Hammond, Wei, Andree, 

Richardson, & Orphanos, 2009).  Critically, students who attend low-income, diverse schools 

that are low performing may be less likely to receive acknowledgment of their potential abilities 

to develop academically in pursuit of careers (Jackson et al., 2011).   

A needs assessment was conducted using pre-existing data from a K-12 school.  The 

researcher attempted to collect data from an elementary after school program; however there no 

participants agreed to the study.  The pre-existing data from the K-12 school were collected using 

a quantitative survey, the Culturally Responsive Teaching (CRT) Self-Efficacy Scale (Siwatu, 

2007).  The K-12 schoolteachers were examined to assess their CRT efficacy.  

Within a networked EST theoretical framework (Neal & Neal, 2013), the following 

constructs were identified in Chapter One as factors that may impede students of color from 

becoming college and career ready: cyclical poverty (chronosystem), equitable wages 

(macrosystem), equitable career preparation (exosystem), equitable instruction for students of 

color (mesosystem), and self-efficacy in students of color (microsystem).  For this needs 

assessment, equitable instruction within the mesosystemic level was investigated.  College and 

career readiness instructional inequities result in less support to develop goals and self-awareness 

of personal interests and results in a lack of informative college and training resources for 

students of color (Romer, 2012).  The operational definition for equitable instruction specifically 

investigated teacher perception of students of color and CRT efficacy.   

Contextual Framework for the Needs Assessment Study 

 The National Center for Education Statistics (2015) indicates, students of color face 

inequities in education leaving them to face the challenges of college and career goals 

unprepared and set for a difficult road towards successful careers.  The lack of career readiness 
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skills during the K-12 experience impacts students of color the most; far beyond challenges 

presented by deficiencies in financial aid and affirmative action practices (Greene & Forster, 

2003).  Given the disparities in career readiness preparation for students of color and a need for 

CRT practices as supported by the literature, a needs assessment study investigated CRT 

efficacy.   

Rationale 

Empirical research provided a framework for understanding some of the complex 

challenges students of color face in preparing for future college and career paths.  One factor 

illuminated in the literature review research was inequitable instruction. Completion of a needs 

assessment helped drive the direction of research in finding an improved professional 

development practice solution for career readiness facilitators whose target population is students 

of color.  Improved practice allows educational leaders and practitioners to present research-

based solutions to create, inspire and promote educational growth within classrooms, schools, 

and school districts (Lochmiller & Lester, 2017).  

The Problem within the Professional Context  

According to Schott Foundation for Public Education (2010), students of color were less 

likely to be enrolled in well sourced, high performing schools in Oklahoma.  Specifically, Blacks 

were 58% more likely to attend poorly resourced, low performing schools; 48% for Hispanics.  

The Lumina Foundation (2018) revealed Oklahoma has substantial deficiencies in skill level 

with a 42% post-secondary education attainment rate for all Oklahomans.  Results indicated that 

by 2025, employers will need more skilled labor positions.  According to the Lumina 

Foundation, students of color in Oklahoma fall significantly below the national average for other 
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students of color in the nation when viewing education attainment with at least an associate 

degree for ages 25 – 64.    

Necessity of the Needs Assessment Research 

The research is necessary to ascertain teacher’s efficacy in equitable instruction as 

equitable instruction can play a critical role in successfully preparing students of color for 

college and careers (Gay, 2002; Jensen et al., 2015).   More specifically, the needs assessment 

study investigated culturally responsive instructional efficacy among teachers who facilitated 

classroom instruction with students of color.  Culturally responsive teaching (CRT) uses student 

cultural knowledge and the experiences students bring to the classroom to make learning more 

relevant and effective for the student (Gay, 2002).  Disproportionalities in education, including 

inequitable instruction, have been found to impact college and career readiness for students of 

color as evidenced by lower wages (International Association for K-12 Online Learning, 2014).   

Context of the Study 

The district contained a population of 1,074 students that are 90% African American.  

According to the Oklahoma Department of Education (2017), 92% of the students participated in 

college and career readiness curriculum.  Ninety-seven percent of the students were eligible for 

free lunch in both the elementary and middle/high schools. 

Purpose of the Study  

This study was originally planned as a sequential explanatory, mixed method strategy 

(Creswell & Plano Clark, 2007) to allow for a deeper explanation of the quantitative findings to 

best investigate teacher’s CRT efficacy. The researcher planned to follow the quantitative study 

by a qualitative study to gain a deeper understanding of teachers’ perceptions (Creswell & Plano-

Clark, 2007) of their CRT efficacy. However, no participants were willing to participate in the 
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qualitative portion of the study.   Therefore, a nonexperimental quantitative causal-comparative 

research study was conducted using the Culturally Responsive Teaching Self-Efficacy Scale 

(Siwatu, 2007).  Quantitative studies that are non-experimental enable the ability to compare and 

describe the relationships between two variables (Creswell, 2014).  For this study, the two 

variables that were compared were the length of teaching experience.  The two variables for 

length of teaching experience were three or less years of teaching experience and four or more 

years of teaching experience.    The Culturally Responsive Teaching Self-Efficacy Scale can be 

found in Appendix A.   

Need Assessment Research Questions 

A non-experimental quantitative study allows for a researcher to examine relationships 

between the study variables., assists in reducing researcher bias, and its results can be 

generalizable (Creswell, 2014).  The needs assessment sought to find the interconnections among 

empirically led factors contributing to the instructional strategies of teachers by assessing 

teachers’ perception of their CRT efficacy.  The needs assessment research was guided by the 

following research questions:   

Quantitative Research Questions: 

1. What are teachers’ CRT efficacy in the curriculum and use of instruction domain?   

2. What are teachers’ CRT efficacy in the classroom management domain?  

3. What are teachers’ CRT efficacy in the student assessment domain?  

What are teachers’ CRT teaching efficacy in the cultural enrichment and competence 

domain? 
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Needs Assessment Methods  

The overall purpose of the study was to determine the level of CRT efficacy among 

teachers at the K-12 school.  The study was a non-experimental correlational design (Creswell, 

2014) in which the researcher viewed the Culturally Responsive Teachers Self Efficacy survey 

scores to determine if there was a correlation between teachers that had more than four years of 

teaching and those that had three or less years of teaching experience.   

Research Design  

The research design for this study included use of a survey to ascertain the attitudes of the 

population sample through numeric data analysis (Creswell, 2014).  Specifically, the study 

sought to assess the perceived efficacy of teachers and their use of CRT using instrument-based 

questions and statistical analysis (Creswell, 2014).   The post-positivist approach offers a 

framework that supports the use of the CRT survey to identify variables to the study related to 

the correlation of teacher’s CRT efficacy and amount of teaching experience.  A post-positivist 

approach using a quantitative study supports a researcher’s choice to use an instrument to 

ascertain the attitudes and opinions of the population being studied (Creswell, 2014).  

Population and Sample.  All teachers within the district were recruited for the study (N 

= 57).  There were 40 teachers that agreed to participate (N = 40).  All teachers were state 

certified and had been teaching one to forty-five years.  All teachers were state certified and had 

a bachelor’s degree, which was required to teach at the school. 

The sample was predominately Black (75%).  Twenty percent were Caucasian and 2.5% 

chose “other” as a race option.  Forty-six percent of respondents were employed with the school 

district zero to three years.  Forty-five percent of respondents indicated they had taught with the 
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district over 11 years.  Almost 80% of respondents had a degree in American Literature or 

English.   

Participant Recruitment and Consent.  Preexisting data were used for the needs 

assessment from the K12 school. Recruitment was performed by the superintendent of the school 

district. The researcher attempted to recruit teachers to perform a needs assessment; however, 

there were no respondents.  Therefore, pre-existing data was used to conduct the needs 

assessment with permission from the superintendent.  Respondents were recruited directly 

through the superintendent.  No respondents were used outside of the selected school site.  No 

payments or incentives were paid to respondents.  Participants were previously recruited directly 

by the district’s superintendent with an email invitation.  The needs assessment survey did not 

include any minors and was therefore covered under the Johns Hopkins (JH) approved 

Homewood Institutional Review Board Informed Consent Form prior to completing the 

instrument.  The JH approved consent form also outlines to the respondent that there is an 

assurance of anonymity and confidentiality. 

Heterogeneous purposive sampling was used to recruit study participants.  Purposive 

sampling uses and specifies a clearly defined, limited group (Trochim & Donnelly, 2007).  

Therefore, purposive sampling was appropriate for this needs assessment as the population only 

included teachers who instruct career readiness courses in the elementary after school program 

and the Pk-12 school where middle and high school teachers taught career readiness.   

The researcher also attempted to recruit participants for the qualitative portion of the 

study.  Participants received an invitation to participate in the qualitative interview via email.  

The initial email included an explanation of the study and allowed participants the option to 
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consent. Interested respondents would have received an email requesting a time to conduct the 

interview.  None of the respondents agreed to an interview.  

Instrumentation 

This section describes the instrumentation used to gather quantitative data for the needs 

assessment.  The Culturally Responsive Teaching Self-Efficacy Scale (CRTSE) (Siwatu, 2006; 

Appendix B) was used to measure the constructs.   

Culturally Responsive Teaching Self-Efficacy Scale. The CRTSE scale was 

constructed by Siwatu (2007).  The instrument measures teacher efficacy in CRT.  The CRTSE 

instrument consists of 41 questions with a Likert-type scale, 0-10 with 0 being the lowest 

confidence and 10 being the highest indicating complete confidence. Careful examination of 

each question through empirical research findings provided the content reliability and validity of 

the scale (Siwatu, 2006).  Construct validity was obtained using two existing teacher self-

efficacy measures, giving the scale credibility that it measures self-efficacy beliefs.  Using the 

Culturally Responsive Classroom Management Self-Efficacy (CRCMSE) Scale and the Teacher 

Sense of Efficacy (TSE) Scale.  Using Pearson product-moment correlation coefficients on the 

scores for all three self-efficacy measures revealed a positive correlation between the scales; 

yielding evidence of construct validity for the CRTSE scale.   

The CRTSE (Siwatu, 2007) uses multiple fields of study of culturally responsive 

practices.  Further, the works of Bandura’s (1977) guidelines on self-efficacy are used to support 

the scale in research (Siwatu, 2007).  Cronbach’s Alpha was used to determine reliability and 

yielded a .96 result.  Reliability of each domain with the instrument ranged from .781 to .880. 

The instrument’s validity reflects it is useful for investigating multicultural teaching practices 

(Rhodes, 2016).  The use of the scale in multiple published studies and reliability scores 
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provided by Siwatu (2007) suggested the survey is reliable.  The CRTSE Scale includes four 

domains. The domains included curriculum and use of instruction, classroom management, 

student assessment, and cultural enrichment and competence (Siwatu, 2007) as indicated in Table 

2.1.  

The m score is indicative of classroom management, c score is curriculum and use of 

instruction, sts score is student assessment, and cenrich is cultural enrichment and competence.   

The preexisting data collected at the K-12 school used a scale of 0 -5 to collect participant 

responses, where 0 is no confidence 1-2 are low confidence, and 3-4 is moderate confidence, and 

5 is complete confidence.  The descriptive statistics are presented in Table 2.4.     

Table 2.1 CRTSE Scale Domains  

Domain Questions 

Curriculum and Use of Instruction 1,7,11,14,23,30,36,40 
Classroom Management 9,12,19,26,34,38,39 
Student Assessment 2,3,6,16,21,24,31,32,37 
Cultural Enrichment and Competence 4,5,8,10,13,15,17,18,27-29,33,35,41 

 

A sample item from the scale is “I am able to adapt instruction to meet the needs of my 

students (Siwatu, 2007)”.  The CRTSE survey includes four areas developed to measure 

competencies including: “connect classroom activities to students’ cultural and home 

experiences, modify instruction to maximize student learning, design culturally relevant curricula 

and instructional activities, and design instruction that is developmentally appropriate and meets 

students’ affective, cognitive, and educational needs” (Siwatu, 2011, p. 33).   

Needs Assessment Procedure 

This section reviews the data collection and analysis process used in the needs 

assessment to address the research questions.  Preexisting data were used to understand the 

thoughts and opinions of the targeted population.   
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Data Collection 

Data from the K-12 school was previously collected using the CRTSE (Siwatu, 2011) 

with 40 teachers in 2018.   Preexisting data (Robinson-Woods, 2018) were collected by the 

superintendent of the PK-12 school site.  The preexisting data were collected in March 2018 by 

the superintendent and were previously analyzed using SPSS.  Respondent information was 

previously deidentified by the school administrator.  There was no risk of the subjects’ 

information being unprotected as the names of participants were not disclosed in the study.    

As the student investigator, the research plan was to collect the data for both quantitative 

and qualitative data.  The qualitative data collection plan was to interview teachers using 

recorded sessions via Zoom to allow analysis of inductive coding processes (Miles, Huberman, 

& Saldana, 2014), then tally and analyze all data (Creswell & Plano Clark, 2011).  However, no 

qualitative data were collected as no participants agreed to an interview.   

Data Analysis.   Analysis was conducted using Statistical Package for Social Sciences 

(SPSS) by the superintendent. Survey responses were input into SPSS manually.  Descriptive 

statistics were run to gain the mean aggregate score for each domain (Gorman, 1995).   

To analyze the correlations of the independent variables (i.e years of teaching experience) 

on teachers’ culturally responsive efficacy, a multiple regression analysis was conducted 

(Thompson, 2002) using SPSS (Table 2.3).  The multiple regression analysis was calculated to 

understand the statistical differences among teachers (Johnson & Onwuegbuzie, 2004) who had 

less than three years of experience and teachers who had more than three years of experience.    

The mean of each domain was calculated to gain the self-efficacy index (SE-Index).  The 

self-efficacy index was calculated using the total score of responses within each domain and 

divided by the number of questions (Siwatu, 2017). 
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Needs Assessment Findings 

In this section, the findings of the 40 participants who completed the survey at the K-12 

school are discussed.  First, the difference in years of teaching experience using multiple 

regression is discussed.  Then the findings are presented by each research question and construct. 

Participant responses were yielded using descriptive statistics for each construct.   Each construct 

as a measure is discussed in this section.  The constructs are curriculum and use of instruction 

(NARQ1), classroom management (NARQ2), student assessment (NARQ3), and cultural 

enrichment and competence (NARQ4).  

Difference in Years of Teaching Experience 

The descriptive statistics for the K-12 school reveals the statistics for all four domains 

(Table 2.2). The descriptive statistics revealed there was a higher standard deviation for the 

cultural enrichment and competence domain (c score, STD = 8.49); whereas the standard 

deviation for classroom management (m score), curriculum and use of instruction (c score), and 

student assessment (sts score) were 4.24, 5.15, and 5.36, respectively.  A low standard deviation 

indicated most of the numbers were close to the average or mean; whereas a high standard 

deviation indicated numbers were more spread out from the average or mean (Wagner, 2017).  

To explore if there were any differences in CRT efficacy as correlated to years of teaching 

experience, a multiple regression analysis was calculated (Table 2.3).  The years of teaching 

experience were separated into two groups using teachers with three years or less experience 

(group one) and those with four or more years of teaching experience (group two).  The overall 

total score increased by 9.239 (SD = 3.841) for one unit increase in years of teaching.   Years of 

teaching experience was a predictor overall for teacher CRT efficacy.    
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Table 2.2  

K-12 Site Descriptive Statistics 

 n  Minimum Maximum M SD 
M Score 40 2.0 35.0 27.9 4.2414 
C Score 40 21.0 40.0 31.4 5.1580 
STS Score 40 23.0 44.0 35.4 5.3675 
Cenrich Score 40 29.0 64.0 47.8 8.4909 
Total 40 99.0 183.0 142.5 22.164 

 

 

Table 2.3  

K-12 Site Multiple Regression, Differences in Years of Teaching Experience    

 

NARQ1: Curriculum and Use of Instruction 

The research question for curriculum and use of instruction asked: What are teachers’ 

CRT efficacy in the curriculum and use of instruction domain?  The average of the total amount 

of responses for curriculum and use of instruction efficacy domain was 27.9 (SD = 4.2). The 

mean for the curriculum and instruction domain was then calculated using the total responses and 

the number of questions (N = 8) to understand the efficacy of teachers on the 1 to 5 scale.  The 

mean for the curriculum and use of instruction domain was 3.98, indicating on average teachers 

were moderate to completely confident at the K-12 school.  

NARQ2: Classroom Management 

 Self-Reported Culturally Responsive Teacher Efficacy  
Variable Unstandardized 

Coefficients B 
SE  Standardized 

Coefficients B 
t p 

Constant 111.339 11.709  9.509 .000 
Yrs. teach 0-3 9.225 3.776 .372 2.443 .020 
Constant 123.044 8.878  13.860 .000 
Yrs. teach 4 + 9.239 3.841 .372 2.405 .021 
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The instrument evaluated teacher’s efficacy of using the measure of classroom 

management. The research question for classroom management asked: What are teachers’ CRT 

efficacy in the classroom management domain?  The average of responses for classroom 

management efficacy was 31.4 (SD = 5.15).  The mean for the domain was calculated using the 

total score mean for all responses and the number of questions (N = 7) to understand the efficacy 

of teachers on the 1 to 5 scale where 1 is no efficacy, 3 is moderate confidence, and 5 is complete 

confidence.  The mean for the classroom management domain was 4.0, indicating teachers on 

average were moderate to completely confident at the K-12 school.  

NARQ3: Student Assessment 

The instrument evaluated teacher’s efficacy of using the measure of student assessment. 

The research question for student assessment asked: What are teachers’ CRT efficacy in the 

student assessment domain? The average of responses for student assessment efficacy was 35.4 

(SD = 5.36).  The mean for the domain was calculated using the total score mean for all 

responses and the number of questions (N = 9) to understand the efficacy of teachers on the 1 to 

5 scale where 1 is no efficacy, 3 is moderate confidence, and 5 is complete confidence.  The 

mean for the student assessment was 3.9, indicating teachers on average were moderately 

confident at the K-12 school.  

NARQ4: Cultural Enrichment and Competence 

The instrument evaluated teacher’s efficacy of using the measure of cultural enrichment 

and competence.   The research question for cultural enrichment and competence asked: What 

are teachers’ self-efficacy CRT efficacy in the cultural enrichment and competence domain?  

The average of responses for cultural enrichment and competence was 47.82 (SD=8.49).  The 

mean for the domain was calculated using the total score mean for all responses and the number 



 

39 
 

of questions (N = 7) to understand the efficacy of teachers on the 1 to 5 scale where 1 is no 

efficacy, 3 is moderate confidence, and 5 is complete confidence.  The mean for the cultural 

enrichment and competence domain was 3.7, indicating on average teachers were moderately 

confident at the K-12 school.  

Needs Assessment Discussion 

Preexisting data from the Pk-12 school site was previously analyzed using Statistical 

Package for the Social Sciences (SPSS).  Analysis in SPSS provided general descriptive 

statistics.  The CRST scale was used to determine the efficacy of career readiness preparation 

teachers and their culturally responsive pedagogy efficacy.  Additional data were gathered from 

teachers including gender, race, alternative or traditional certification, first career determination, 

years worked in the school district, number of years teaching, and level of education.   

Using multiple regression analysis, the data indicated strong evidence connected years 

teaching in the district as a predictor of positive culturally responsive pedagogy efficacy.  As 

indicated by the overall total efficacy score increases by 9.239 (SD = 3.841), for one unit 

increase in years teaching, there was also an increase in perceived efficacy. The literature 

supported by previous studies indicated that as years increase, the estimated mean of CRT scores 

increased (Cruz, Manchanda, Firestone, & Rodl, 2020). These findings align with Siwatu (2007) 

who found that teachers who had less teaching time overall and less teaching time in their 

districts had less efficacy in culturally responsive pedagogy.  

The findings of the needs assessment study indicated on average, teachers at the K-12 

school were moderate to completely confident across domains which included curriculum and 

use of instruction, classroom management domain, student assessment domain, and cultural and 

enrichment competence.  As such, the larger standard of deviation score in the cultural 
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enrichment and competence domain could point to teachers feeling less efficacious within the 

domain. This finding is consistent with Siwatu’s (2006) study that found both preservice and in-

service teachers were more confident in areas such as collaborative work and communicating 

classroom policies, but less confident in more complicated tasks such as revising or adapting 

learning materials to meet the cultural needs of students.   

Alternatively, the lowest average score for the K-12 school was within the classroom 

management (m score) domain.  According to Siwatu’s (2006) research discussion, the classroom 

management construct includes the perceived abilities of an individual inhabiting the ability to 

make decisions that create a learning setting that provides a supportive environment for 

academic and social goals, collaboration with families, and appropriately addressing behavioral 

problems.  Siwatu (2006) purports that teachers with lower classroom management efficacy may 

in turn be less successful in maintaining a positive learning environment by dealing with 

behavioral issues with anger and a lack of affection.    

Qualitative data collection such as through interviews or a focus group might have further 

elucidated the perceptions of teachers and their efficacy at the K-12 school.  As asserted by 

Siwatu (2006), qualitative interviews are an integral source of data when assessing teacher 

efficacy to gain the perspectives of participants.  The lack of qualitative data reveals a weakness 

of the needs assessment study.     

Needs Assessment Conclusion 

The preexisting data at the K-12 school indicated teachers who have been teaching at the 

school district less than three years perceived themselves as less efficacious than teachers who 

had been teaching more than three years. As indicated by Siwatu (2006), when the efficacy of 

teachers is explored quantitatively, it must also be followed by qualitative exploration.  
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Interviews were not conducted with the pre-existing data set at the K-12 school revealing a 

weakness of the needs assessment study.  However, given the quantitative findings indicating 

that some teachers felt less efficacious in CRT, indicates a need to further explore how teachers 

can best be supported. In developing or maintaining their CRT efficacy. The following chapter 

explores professional learning strategies that may support teachers in developing their equitable 

pedagogical practices such as CRT.   
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Chapter 3: Intervention Literature Review 

Educational systems that have created learning environments that lack creativity, have 

failed to increase the cognitive processes, and have not instilled learning that allows for longer 

term memory for retrieval of information.  Ultimately, the lack of creativity and innovation often 

could rob students of color of their abilities to apply knowledge and employ critical thinking 

skills (Hammond, 2014).  The ability to apply knowledge and think critically are important 

learning outcomes for companies in seeking new employee candidates (Mitchell & Allen, 2014).  

Critically, it is students of color who most often face educational challenges due to inequitable 

learning environments, causing them to face challenges in their post-secondary career pursuits 

(Holland & DeLuca, 2016).  The challenges students face in preparing for post-secondary 

endeavors has been attributed to poverty, violent neighborhoods, or familial culture within a 

student’s ecosystem (Hammond, 2014).  However, the most accurate focal lens should be placed 

on insufficient opportunities presented in the classroom (Hammond, 2014) to reduce the effects 

of systemic barriers that have historically produced inequitable educational opportunities leading 

to low educational outcomes for marginalized students (Ladson-Billings, 1994).   

Preparing students for careers is one way that some educational organizations are 

working to close the career readiness gap for students of color caused by educational inequities 

(Broady, 2019).  The term career readiness, within this research, encompassed college and 

vocational training as important elements that prepared youth and young adults for future careers 

(National Association of Colleges and Employers, 2018).  Instruction that provides a learning 

environment where students are actively engaged and socially, emotionally, and cognitively 

supported, closed the gap in achievement and leads students to be independent learners 

(Hammond, 2014).  As explained by Hammond (2014), creating a culturally responsive learning 
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environment that connects student and teacher relationships is one way that can close the 

achievement gap for students of color.  According to Gay, 2000 and Hammond, 2014, CRT uses 

cultural knowledge, student experiences, and classroom learning practices that foster awareness, 

learning partnerships, and community building to make instruction more effective for students.   

Implementing professional learning that supports teachers in implementing culturally 

responsive pedagogy might provide a means to close the achievement and career readiness gap 

for students of color (Hammond, 2014).  In this intervention literature review, key points from 

the study’s needs assessment were briefly reviewed.  Next, a theoretical framework was 

discussed.  As a foreword to the literature review discussion, an outline of effective professional 

development practices was discussed using Learning Forward (2011) as a guide.  Then, a 

literature review discussing transformational leadership, coaching, and professional learning 

communities, as they relate to teacher efficacy was discussed.  The literature review concluded 

with a meta-analysis exploring professional learning that influenced teacher efficacy around 

equitable pedagogy practices.  Finally, a summary was discussed, leading into the intervention 

plan.      

Needs Assessment Findings 

The literature review revealed factors that caused students of color to be less prepared for 

careers than their White counterparts.  One factor illuminated in the research was a need for 

students to experience teacher and student interactions that fostered an appreciation for students’ 

culture, triggering success in their academic goals (Darling-Hammond, Wei, Abdree, Richardson, 

& Orphanos, 2009) through use of culturally responsive teaching.  A needs assessment was 

conducted using preexisting quantitative data from a K-12 school.  The sample from the K-12 

school included teachers who taught career readiness courses.  Results using the Culturally 
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Responsive Teaching Scale (Siwatu, 2007), revealed teachers at the K-12 school, who had less 

than three years of classroom teaching experience were found to be less efficacious in CRT.  The 

implications of the study suggested creating a high performing professional learning system that 

integrated a learning culture that supported culturally responsive pedagogy for educators.   

Theoretical Framework 

This chapter focuses on professional learning systems that may help support teachers 

improve their equitable pedagogy efficacy.  The term system was used as an addition to 

professional learning as the researcher sought to understand the nuances of how professional 

learning could be designed to encourage development of a continuous support, learning, and 

improvement network around equitable pedagogy.  Equitable pedagogy was used as a term in 

this study to encompass instructional practices that are sensitive or inclusive of the learning 

needs of marginalized communities (e.g., Banks, 2015; Gay, 2000; Ladson-Billings, 2009; Wink, 

2011.).  

The study incorporated Bandura’s (1997) social cognitive learning theory as a theoretical 

framework.  Social cognitive learning theory (Bandura, 1997) focuses on individuals as captains 

of their own self-development.  At the core of the theory lies people’s efficacy, both individually 

and collectively (Tschannen-Moran & Chen, 2014).  Self-efficacy is defined as one’s belief in 

their ability to succeed or accomplish a goal or task (Bandura, 1986).  Collective efficacy is 

defined as an individual’s or group of individuals’ beliefs that they achieved as a team (Bandura, 

1997).  Ultimately, these beliefs influence an individual’s ability to be productive, achieve tasks, 

and withstand difficult tasks and life events, according to Bandura (1986).  The current literature 

review used Bandura’s social cognitive theory to understand how professional learning may 
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influence teacher instructional efficacy.  Then, a meta-analysis was conducted to understand how 

professional learning might influence teachers’ equitable pedagogy efficacy.     

For teachers, self-efficacy is related to their motivation and can affect their instructional 

strategies and performance in the classroom (Lee, Zhu, & Diaz, 2017).  Teachers with high self-

efficacy are more apt to believe they can influence student learning as well as feel more 

motivated to learn and implement new instructional strategies (Lee et al., 2017).  Further, 

teachers with higher self-efficacy are more willing to learn new instructional strategies with the 

help of an instructional coach or a peer-to-peer coach (Tschannen-Moran & Chen, 2014).  

Therefore, this study expounded on social cognitive theory by focusing on professional learning 

methods that might increase the efficacy of teachers and hence, increase their instructional 

strategies.   

Teacher Individual and Collective Beliefs 

Teachers’ beliefs about their abilities to affect student learning can influence their 

motivation to integrate new pedagogical strategies into their practice (Bandura, 1997).  Teachers 

who have higher self-efficacy excel in planning and organizing and persevere while instructing 

struggling learners (Tschannen-Moran & Chen, 2014).  Additionally, they have a growth mindset 

towards students they teach, according to Tschannen-Moran and Chen.  Similarly, if teachers do 

not believe in the capabilities of the teams they worked with, they may be less likely to endure 

difficult tasks (Bandura, 1997), such as applying culturally responsive pedagogy.  Further, 

change only occur if gaps in teacher beliefs are recognized (Avalos, 2011).  Therefore, 

considering how teachers change from a systems approach allows a closer inspection of how to 

support them.  As teachers transcend their motivations and beliefs into practice, professional 

learning that includes opportunities for critical reflection can help support their growth 
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(Tschannen-Moran & Chen, 2014).  Given the connection between teacher beliefs and their 

abilities or willingness to incorporate new teaching skills, social cognitive theory was a useful 

tool to understand teacher self-efficacy development needs.    

Education organizations that support teacher learning processes by incorporating 

collaboration and networking have been found to be more successful in fostering teacher change 

than those that have a rigid policy culture (Avalos, 2011).  When teachers are approached by 

other teachers, professional development trainers, or others, with new concepts, they will assess 

whether the practice is relevant or applicable to them and decide if they will participate 

(Gregoire, 2003).  Further, their level of efficacy can determine their motivation for 

implementing changes with fidelity (Gregoire, 2003).  Changes in teacher efficacy can vary from 

subject to subject and incremental gains can be seen over time, rather than all at once 

(Tschannen-Moran & Chen, 2014).  Aligned to the thought of incremental gains, Learning 

Forward (2011) recommends allowing five years for adult learners to master new concepts while 

also providing individualized coaching.   

Self-Efficacy and Culturally Responsive Teaching  

Teachers who have a strong perception of their own CRT efficacy can provide all students 

with a foundation for learning new ideas and experiences in the classroom (Ladson-Billings, 

2009).  Additionally, Ladson-Billings (2009) posited confident teachers are more likely to 

employ their abilities to implement learning experiences that are more culturally relevant, cater 

to the individual needs of the students, and connect students’ classroom learning to their own 

cultural backgrounds.  Teachers’ culturally responsive pedagogical efficacy and students’ 

achievement has been correlated in some research (Oyerinde, 2008); therefore, teachers’ beliefs 

play an important role in student’s everyday classroom learning.   
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Culturally responsive teaching is an integral instructional concept that triggers student 

learning and capacity to handle rigorous learning (Hammond, 2014).  Therefore, as further 

posited by Hammond (2014), it is imperative for teachers to be knowledgeable and efficacious of 

CRT concepts.  As explained by Hammond, teachers should work to become more aware of their 

own cultural lens, connect content to student culture, create learning partnerships with students 

through trustful relationships, reduce student social-emotional stress, and create a learning 

environment that endorses community and social safety.  Becoming knowledgeable and 

efficacious in CRT is a skill that is challenging and requires training for all teachers to be 

successful in implementing the practices in the classroom (Coffey & Farinde-Wu, 2016).  

Teachers of all racial backgrounds can become competent in CRT (Gay, 2000) and teach students 

of various ethnic backgrounds (Milner, 2007).  Teachers who perceive themselves as less 

efficacious in culturally responsive pedagogy can transition to perceiving themselves as more 

efficacious through collaborative discussions and processes with both novice and experienced 

teachers (Coffey & Farinde-Wu, 2016).   

Review of Intervention Literature 

As discussed in the previous chapters, teachers in the 21st century classroom face the 

onus of meeting standards set forth by national, state, and local guidelines, integrating 

technology to provide advanced learning opportunities for students, and practice pedagogical 

strategies that prepare students for college and/or careers (Darling-Hammond et al., 2009).  

Professional learning systems that include deep commitment, coaching, teacher reflection, 

opportunities for dialogue, voluntary participation, and collaboration are necessary for successful 

implementation whether teachers are a novice or well experienced (Desimone et al., 2002).  
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Postsecondary success is viewed as a youth or young adult having the knowledge, 

understanding of identity, and a growth mindset for making intentional decisions for the future 

(Nagaoka, Farrington, Ehrlich, & Heath, 2015).  Critically, students of color attending low 

performing schools do not receive needed support around their potential to achieve academically 

and in their career aspirations (Jackson et al., 2011).  As such, providing students with 

environments that encourages them to overcome obstacles can influence their self-efficacy, 

skills, and can create positive outlooks in their college and career development (Farrington, 

2014).   

 In this literature review, professional learning from the aspect of developing teachers as 

leaders is discussed.  Then professional learning using adult learning standards is discussed.  

Next, coaching and professional learning communities are discussed as two professional learning 

concepts that may influence teacher efficacy.  Finally, a conclusion based on the literature is 

presented.    

Transformational Leadership and Teacher Efficacy 

 As teachers develop their self-efficacy, incorporating aspects of learning that empowers 

teachers to utilize leadership skills in their growth helps them be accountable in their 

instructional practices (Corcoran, Shields, & Zucker, 1998).  Specifically, teacher leadership that 

is transformational in nature may be seen through PLC practices by using collaboration and team 

work as outlined in Warrick’s (2011) work.   

Organizational cultures that foster collaboration and team work also inadvertently 

influences teachers to be transformational learners and positively affects their self-efficacy 

(Oude-Groote, Beverborg, Sleegers, & van Veen, 2015).  Transformative learning takes place 

when experiences change the schema or perspective of the learner, making them continuous 
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learners (Mezirow, 2000), an attribute akin to transformational leaders.  Transformational 

leadership practices build teacher capacity by involving them in “vision building, individualized 

support, and intellectual stimulation” as further asserted by Oude-Groote et al. (2015, p. 9).  

Further, transformational leaders who have clear expectations and aligns those expectations with 

organizational goals and student achievement outcomes create opportunities for teachers to see 

themselves as goal interdependent (Oude-Groote et al., 2015) while also developing growth 

mindsets (Tschannen-Moran & Chen, 2014). 

Beyond vision, educational transformational leaders establish community among teachers 

by motivating them and creating organizational wide cohesion (Brezicha, Bergmark, & Mitra 

(2015).  Establishing a sense of community with opportunities for teachers to learn from one 

another also increases teacher efficacy through reflective practices (Youngs & Lane, 2014).  

Teachers who understand shared goals, have collaborative environments, and a sense of trust are 

more likely to implement change within their classroom instruction and practice (Newmann, 

King, & Youngs, 2002).   

A case study conducted by King and Stevenson (2017) illuminated professional learning 

communities as an effective means to increase teacher self-efficacy through transformational 

leadership.  The researchers explored five urban, disadvantaged schools to examine how school 

leadership could influence teacher leadership while implementing and sustaining school change.  

Using a collaborative professional development model, school principals and teachers 

participated in professional learning to improve literacy outcomes for third-grade students.  

Using a social constructivist view, the researchers argued teacher agency would increase with 

leadership development through increased autonomy and collaborative engagement practices in 

their professional learning experiences.  The authors leaned on distributed leadership as a 
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guiding principle, but also posited transformational leadership would be reflected through the 

principal's hands-on involvement with teachers.  The principal's transformational leadership was 

displayed in their ability to see the needs of their teachers, offer support, and work 

collaboratively to achieve goals.  The results of the study indicated teachers displayed leadership 

in their concern for classroom level issues, rather than school or departmental issues.  Teacher 

leadership and agency in implementing new concepts in the classroom was also noted by the 

researchers.  Sustainability of the teacher growth through leadership distribution was seen in four 

out of the five schools.  The authors attributed the success of schools that sustained the model of 

teacher change to principals providing support and valuing teachers as well as trusting them and 

allowing agency and autonomy through professional learning communities (King & Stevenson, 

2017).   

Teacher and Principal Relationships   

Transformational leadership in a teacher and principal relationship can raise the 

collective efficacy of teachers (Ninkovic & Floric, 2018).  One way collective efficacy of 

teachers can be influenced by transformational leadership is through the leaders’ ability to foster 

a teamwork environment, create goals for the collective body, and inspire belief in goals (Arthur 

& Hardy, 2014).  Additionally, the school principal as leader of the school supports teachers 

through role modeling and creates an environment that is conducive for teachers to have access 

and freedom to ask questions and perform critical reflective time (Brezicha, et al., 2015).  

Through these processes, school leaders can gain access to increase teacher’s efficacy by 

increasing their sense of believing they can achieve (Tschannen-Moran & Chen, 2014). 

In a study conducted by Mehdinezhad and Mansouri (2016), the relationship between 

principal leadership and teacher self-efficacy was investigated.  The researchers investigated if 
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there was a significant relationship between principal leadership style and teacher self-efficacy.  

Using random sampling, a total of 254 teachers in Iran participated in the study and were 

assessed using the Teachers’ Sense of Efficacy Scale (Tschannen-Moran & Hoy, 2001) and the 

Leadership Multifactor Questionnaire (Bass & Avolio, 1990).  A significant relationship was 

found between the principal's leadership behaviors and self-efficacy of teachers.  The study 

confirmed transformational leadership influenced the motivations of teachers and inspired them 

to implement new methods by developing teachers as leaders (Mehdinezhad & Mansouri, 2016).   

After conducting a study with 120 secondary school teachers, Ninkovic and Floric’s 

(2018) findings similarly showed that collective teacher efficacy and transformational leadership 

could have a positive relationship.  Using the Perceived Collective Teacher Efficacy and the 

Norwegian Teacher Self-Efficacy Scales (Skaalvik & Skaalvik, 2010), the researchers found a 

significant correlation between transformational school leadership with collective teacher 

efficacy.  The researchers investigated three factors associated with transformational leadership: 

setting directions, redesigning the organization, and developing people by improving the 

instructional program.  The factors were analyzed using a hierarchical regression analysis to 

determine how the factors contributed to collective teacher efficacy.  A higher correlation was 

found in the influence of the developing people variable, causing an increase in collective 

teacher efficacy.  Additionally, teachers' sense of self-confidence was causally related to 

empowering teachers to take risks in applying new concepts and overall school culture, in a 

study conducted by Balker (2015).  The study focused on the empowerment of teachers as an 

agent of change implemented by school leaders.  It also illuminated correlations between 

empowerment leadership and transformational leadership style pointing to the importance of 

school principal’s leadership and their ability to empower teachers (Balker, 2015).   
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Professional Learning Standards 

The current intervention literature review focused on professional learning, also 

referenced as professional development, as a learning model to increase teacher’s culturally 

responsive pedagogical efficacy.  Professional learning standards are discussed to examine 

quality fundamentals of professional learning, using Learning Forward (2011) as a guide.  

Integrating professional learning systems in educational institutions can be a challenge for 

educational leaders (Learning Forward, 2011).  One important aspect of professional learning 

integration is ensuring teachers feel the professional learning opportunity is attractive and would 

be effective in expanding their knowledge and skills (Guskey, 2002).  In addition to professional 

learning attractiveness and effectiveness, the role of the environment in which teachers work and 

learn must also be conducive for teacher learning; resources and equipment must be available to 

support teacher learning (Clarke & Hollingsworth, 2002).  Learning Forward (2011) gives 

practical direction for implementing and sustaining quality professional learning for teachers 

through seven standards: learning communities, leadership, resources, data, learning designs, 

implementation, and outcomes.  As educational leaders prepare learning systems that include 

accountability and support for teachers, they must also work to ensure they are skillful in self-

development and in developing the capacity of others (Learning Forward, 2011), making 

learning the hallmark of leadership.  Further, educational leaders should align professional 

learning with outcomes to increase student achievement, advocate for career learning, and 

support continuous improvement according to Learning Forward (2011).  Continuous support for 

improvement and career learning was also noted by Darling-Hammond, Hyper, and Gardner 

(2017) as an important practice for effective teacher instructional professional learning.  

Continuous support can be provided through resources such as time, materials, technology, 
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funding, and human capital (Learning Forward, 2011).  Learning Forward (2011) further asserts, 

the availability or lack of availability, as well as the quality of resources available impacts the 

results of professional learning.   

In addition to continuous support during professional learning, a commitment to 

continuous quantitative and qualitative data collection and analysis is critical to promoting the 

progress of adult learners and their students (Learning Forward, 2011).  Adult learning calls for 

planning, monitoring, and reflecting upon the learning experience (Rohlwing & Spelman, 2014).  

Learning designs, whether informal or formal, should be embedded in learning theories, cater to 

learning outcomes of educators and students, and encourage active engagement (Learning 

Forward, 2011).     

The current study also explored how professional learning systems should be designed to 

influence equitable pedagogy efficacy.  Following Learning Forward’s Standards for Professional 

Learning (2011) as a guide, the outcomes for an effective professional learning system should be 

focused on performance standards that outlined high expectations in “preparation, assessment, 

licensure, professional learning, practice, and evaluation” (Learning Forward, 2011, p. 49).  

Further, outcomes should also be based on student learning outcome needs according to local or 

national standards as posited by Learning Forward (2011).  Essentially, teacher professional 

learning opportunities that support student learning outcomes ultimately supports students in 

becoming globally competitive (Reutzel & Clark, 2014).  

Coaching and Teacher Efficacy 

Coaching is a nonevaluative method to provide instructional support for teachers and 

aims to help teachers develop their pedagogical practices (Marzano & Simms, 2013).  Important 

components of coaching include actions such as modeling, mentoring, reflection, and feedback 
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(Campbell & Malkus, 2014).  Coaching also allows teachers who are master teachers to 

incorporate leadership skills and continuous support for teachers on their team (Ellington & 

Haver, 2013).  Leadership skills incorporating the use of continuous support can also be seen in 

transformational leadership skills such as teamwork and reflective practices (Corcoran et al., 

1998).  Further, coaching allows teachers extensive opportunities to learn through reflective 

practice while learning new skills and practices (Ovenden-Hope, Blandford, Cain, and Maxwell 

(2018).   

Following transformational leadership as a conceptual framework, a connection between 

teamwork, leadership development, and teacher efficacy is demonstrated through coaching 

practices.  A focus on teamwork through teacher and coach interaction can bolster the self-

efficacy and competence of teachers, while also increasing teacher’s willingness to participate 

(Wheby, Maggin, Moore Partin, & Robertson, 2012).  Through teamwork interactions that occur 

during coaching, teachers gain access to expertise and are allowed time to master skills, 

contributing to an increase in their self-efficacy over time (Tilton & Hartnett, 2016).  Researchers 

Tilton and Hartnett (2016) revealed findings of increased teacher efficacy after conducting a 

qualitative study to ascertain teacher efficacy.  The study included 60 teachers who participated 

in a one-year technology professional intervention using coaching as a method for training.  

Specifically, modeling was used as a method for coaching.  The researchers noted some of the 

teachers involved in the study indicated they were at ease working with colleagues who 

experienced success in learning new technology.  Their findings were aligned with Schunk and 

Pajares’ findings (2002), which asserted that when the model or individual who was coaching 

found success, it caused a reciprocal effect and created greater confidence or efficacy for the 

individual being coached.    
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Similar to Tilton and Hartnett’s (2016) conclusion that professional development 

involving coaching over an extended amount of time increased teacher efficacy, Darling-

Hammond (2010) also concluded professional development workshops that only provide a one 

opportunity for learning were ineffective and did not allow teachers to solve their problems of 

practice.  An intervention conducted with the Early DiagNostic Reading Intervention through 

CoacHing (ENRICH) program further illustrated Darling-Hammond’s (2010) thought.  Using 

three semi-structured interviews and a pre and post survey, Amendum (2014) assessed teachers’ 

early literacy and professional development knowledge over a period of one school year in the 

ENRICH program.  The researcher found that teachers who experienced professional 

development through a method of ongoing coaching, felt supported and increased their content 

and instructional knowledge, making them feel more efficacious.  Further, the study found that 

coaching that was facilitated by an individual who encouraged the learner to learn a new skill 

created a more impactful learning experience for the teacher.  Additionally, through qualitative 

interviews, the researchers found participants commented there was added value to their 

professional development due to the coaching component.   

  Similar to Ellington and Haver (2013), Schunk and Pajares (2002) concurred that 

coaching that was continuous and allowed the adult learner to observe and learn a skill by 

practicing allowed the learner to perceive they could be successful in the skill (Schunk & 

Pajares, 2002).  A longitudinal study by researchers Tilton and Hartnett (2016) further elucidated 

the benefits of coaching through practice.  The researchers used coaching as a tool to implement 

training for teachers who felt low efficacy; the coaching involved using an iPad mini.  After 

teachers received continuous coaching over a period of one year, the study revealed teacher’s 

efficacy was influenced positively.  In contrast, continuous coaching may have had a different 
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factor that contributed to improved efficacy outcomes for teachers.  As evidenced by Shidler’s 

(2009) study, there are several complexities that impact continuous coaching as a factor that 

increased teacher efficacy.  Using coaching to enhance teacher performance in early reading 

instruction, Shidler (2009) found that teachers increased their efficacy over the first year of 

coaching; however, in year two and three there was noted change.  The change in teacher 

efficacy was attributed to focused instruction.  However, the variance between Shidler’s (2009) 

and Tilton and Hartnett’s (2016) findings could be attributed to Shidler’s methods using coaches 

who were adult educators with several years of experience, whereas Tilton and Hartnett used 

classroom students as coaches.   

Professional Learning Communities and Teacher Efficacy 

Professional learning communities (PLC) are a group of educators that practice ongoing 

collaboration to engage in inquiry and active research with a goal to harness innovative ideas and 

implementation practices for improved student outcomes (Edutopia, 2020).  Professional 

learning communities (PLC) can help teachers develop new skills and pedagogical practices 

while working as a team of teachers that share their practices through a continuous, 

collaborative, and reflective way (Gilbert, Voelkel, & Johnson, 2018).  Successful PLCs are 

those that implement inquiry processes for continuous improvement, create shared or collective 

responsibility to improve student learning, and have a system of accountability (Learning 

Forward, 2011).  Professional learning communities can provide support teachers in preparing 

students for career readiness settings by addressing the challenges that come with learning and 

implementing content set forth by local, state, and national standards (Dagen & Bean, 2014).  

Creating an environment that fosters teacher and collective efficacy provides support for 

professional learning (Youngs & Lane, 2014).  The collective beliefs of teachers can effect the 
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productivity of learning communities (Tschannen-Moran & Chen, 2014).  Additionally, 

collective efficacy allows teachers to collaborate to achieve a common goal of student learning 

and academic success (Tschannen-Moran & Chen, 2014).  Youngs and Lane (2014) posited 

building teacher relationships by allowing opportunities to collaborate and draw on their own 

experiences rather than implementing new instructional techniques is a way to make teachers 

feel valuable and efficacious.  Additionally, allowing teachers to be agents of their own 

development by soliciting their prior experiential information prior to the professional learning 

design empowers teachers to link their prior experiences to current experiences in the classroom 

(Tschannen-Moran & Chen, 2014).  Incorporating these aspects of learning to help teachers face 

the tensions of accountability in implementing professional learning opportunities is needed to 

support them in their instructional practices (Corcoran et al., 1998).  An organizational learning 

culture that fostered collaboration, trust, cooperation, and group decision making should be the 

foundation of a PLC (Stoll, Bolan, McMahon, Wallace, & Thomas, 2006; as cited in Oude-

Groote, et al. [2015]). Ultimately, organizations that have teachers with high levels of efficacy 

positively influences student learning (Hattie, 2009).  Using PLCs is one method to establish or 

grow efficacy in teachers (Corcoran et al., 1998).   

In a study, conducted by Voelkel and Chrispeels (2017), the relationship between PLCs 

and teachers’ collective efficacy was examined.  The mixed method study used quantitative data 

to determine the level of how PLCs were implemented in schools within a K-12 school district.   

Qualitative data were used to examine teacher’s perception of collective efficacy in high and low 

functioning teams using professional learning communities.  The K-12 school served 69% 

Hispanic or Latino students and 76% of the students whom teachers serve receive free or reduced 

lunch.  The findings revealed teacher collective efficacy was enhanced due to implementing 
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PLCs that performed high level competency work, including setting collective goals, focusing on 

results, analyzing data to see strengths and weaknesses, collective goal setting, and using data to 

improve teaching and student learning.  The results of the study aligned with Learning Forward’s 

(2011) direction that the inclusion of an accountability system ensures a quality professional 

learning program.   

In addition to an accountability system, PLCs can be a strong school support system, 

according to a quantitative study by Gray and Summers (2015) which examined teacher 

collective efficacy.  The researchers found that PLCs increased teacher collective efficacy when 

the PLCs were supported by school structure and teachers trusted the principal.  In another study, 

Goddard, Goddard, Kim, and Miller (2015) found that teacher collaboration and collective 

efficacy were connected to the implementation of teacher collaboration through PLC’s structures.  

The study conducted by Goddard et al., involved 1,606 teachers in 93 rural elementary schools 

that served high poverty students and found that teacher collaboration in a PLC setting was 

integral to teacher’s increased efficacy.  Collaboration was also found to be an important variable 

by Kennedy and Smith (2013), while using PLC implementation to increase teacher efficacy.  

The researchers identified collaborative variables: collective peer relationships, learning, 

reflection, leadership/vision, and making decisions.  Within these variables, the researchers 

found that reflective practice increased teacher efficacy in practices such as reviewing data, 

sharing ideas, and participating in professional development.  One difference in the studies 

between Goddard et al. (2015) and Kennedy and Smith (2013) were that Goddard et al. focused 

on collective efficacy, whereas Kennedy and Smith focused on teacher individual efficacy.  

Further Goddard et al. focused on collaboration as a factor in PLCs and Kennedy and Smith 

(2013) focused on how school context influenced teacher efficacy.   
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Researchers Zounoubi, Rasekh, and Tavakoli (2017) also found increases in teacher 

collective self-efficacy in innovative instructional strategies, classroom management.  The 

researchers also noted the necessity of ongoing collaborative and reflective practices.  Their 

study consisted of PLC sessions that met for 24 weeks for two hours per week, while 

encouraging observation, sharing of classroom teaching experiences, and online messaging to 

communicate with each other.  Using qualitative data including observations and interviews, the 

results of the intervention revealed teachers experienced improved pedagogical self-efficacy.  

Novice teachers experienced improved pedagogical self-efficacy in their decision making and 

classroom management.  Overall, teachers experienced an increase in their collective efficacy as 

revealed in their beliefs in other teachers’ abilities and understanding the challenges that other 

teachers face on their team.  Another PLC study using CRT as a theoretical framework was 

conducted over a course of three years, by researchers Guerrero, Shahnazarian, and Brown 

(2017).  After conducting a study using 25 K-12 teachers, the researchers found three concepts 

were driving forces in the success of the study increasing teacher efficacy: commitment to 

ensuring the sessions were responsive and held to the theoretical framework, providing ongoing 

support, and providing reflexive, collaborative approaches. The teachers were matched with five 

to six students who were identified as low performing.  Both teachers and students participated in 

focus groups to learn more about students’ needs.  The teachers then participated in PLC sessions 

that extended over a course of two years and involved teachers and administrators who 

collaborated to find workable solutions to the qualitative results of the focus groups.    

In contrast, researchers WeiBenrieder et al. (2015) found collaboration as an important 

element in PLCs.  However, they did not find an increase in teacher collective efficacy after 

conducting an intervention using continuous professional development courses.  Sixty-one math 



 

60 
 

teacher participants engaged in self-study, eLearning mathematics courses, while also joining in 

collaborative group work and reflection discussions.  The researchers attributed the lack in 

increase to self-reporting surveys that may have inundated teachers with already high workloads, 

causing a decrease in the post test estimations.   

Literature Review Summary  

The literature review within this paper supports the argument that professional learning 

can contribute to improved teacher efficacy.  Using transformational leadership as a solution to 

raise the efficacy of teachers, particularly collective teacher efficacy was also supported within 

the literature.  Self-efficacy was considered a multiplier to the role of professional learning 

communities.  Therefore, the development of self-efficacy plays an important role and pliable 

characteristic in changing the behavior of teachers (WeiBenrieder et al., 2015).  The literature 

reviewed served as a pathway to further understand professional learning systems that could 

improve equitable pedagogy efficacy.  A meta-analysis was conducted to examine previous 

studies that have implemented professional learning systems to influence equitable pedagogy 

efficacy.   

Meta-analysis 

For this study, a meta-analysis was conducted using 51 articles as the result of the initial 

literature search.  The aim of the data collection was to generate published, peer-reviewed 

qualitative, quantitative, and mixed methods studies for cross-case analysis (Yin, 2018).  The 

purpose of the meta-analysis was to conduct theory-generating research that can be used to 

design a professional learning online module.  Studies were chosen that would enable the 

researcher to elucidate effective process theory for professional development that supports or 

increases teacher efficacy around equitable pedagogy practices (Finfgeld-Connett & Johnson, 
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2018).  To expand the research beyond the culturally responsive term that was used in the needs 

assessment in chapter two, the research was extended to include other instructional or 

pedagogical terms that are aligned to the practice of incorporating the culture of students into all 

aspects of learning.  Theory generated meta-analysis research should be relevant within context 

and broad enough within context to produce findings that are generalizable (Finfgeld-Connett, 

2018; Yin, 2018).  Expanding the terms assisted with the ability to determine relationships 

(Finfgeld-Connett, 2018) in the empirical literature as data.  Expanded terms included: critical 

pedagogy, culturally relevant instruction, and multicultural education.  According to Wink 

(2011), critical pedagogy involves learning and unlearning difficult learning experiences to shift 

pedagogical methods that were more relatable and inclusive of all students.  Culturally relevant 

instruction encourages educators to develop skills that allows them to teach in a multicultural 

setting by developing caring relationships, providing a supportive learning environment by 

bridging culture and empowering students, and incorporating multiple perspective in the 

classroom including culture and identity (Jackson, 2014).  Multicultural education aims to 

incorporate the experiences and perspectives of cultural groups who have historically been 

marginalized by challenging mainstream values; ultimately seeking to empower and uplift 

marginalized groups (Banks, 2015).  All expanded terms focused on the need to incorporate 

student’s culture and learning needs in instructional practices using an asset-based approach, 

bringing relevance to the terms.   

Meta-analysis Procedure 

Meta-analysis research was used as a method to extract and analyze the qualitative 

findings of previous existing research that implemented professional learning with a focus on 

improving teacher efficacy around equitable pedagogy.  A database search was conducted to find 
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research aligned to the purpose of the study.  Following the meta-synthesis guide of Finfgeld-

Connett (2018), a crosswalk table was designed to organize and label attributes of the study.  The 

crosswalk table can be found in Appendix B.  Once the crosswalk table was completed, a second 

inclusion review of the articles was conducted to increase the validity of the meta-analysis.  

According to Finfgeld-Connett (2018), the validity of a meta-analysis can be improved by 

searching across multiple, yet specific databases to develop an initial sample, then further 

searching using an exhaustive theoretical framework that will lead to emerging concepts.  

Continuing with Finfgeld-Connett’s (2018) recommendations for meta-analysis, emergent coding 

and categorizing (Miles et al., 2013) of the remaining articles was conducted, resulting in a 

deduction of factors gleaned from the literature that indicate professional learning factors that 

may contribute to equitable pedagogy efficacy.  The following section further explains the meta-

analysis process.    

Meta-Analysis Data Collection 

Data collection began with the researcher conducting a database search using key terms 

to find original, peer reviewed studies including possible combinations of the equitable pedagogy 

context using culturally responsive OR critical pedagogy, OR culturally relevant instruction, OR 

multicultural education, OR cultural responsivity, AND teacher efficacy, AND professional 

development.  Databases were used that included topics such as education, social sciences, and 

psychology.  The databases were also searched according to peer reviewed articles, interventions, 

or dissertations published between 2010 to 2020.  All studies had to be facilitated with a goal to 

effect teacher efficacy in equitable pedagogy and the participants had to work with students from 

diverse populations.  The initial search yielded 51 articles.  Using the inclusion criteria, the 

researcher reviewed article titles and abstracts to determine eligibility for the current study.  
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Next, the introduction, methods, and population were reviewed to further evaluate inclusion of 

the study.  Finally, 24 articles were found to fit the criteria of the current study.   

To further analyze the 24 remaining articles from the database search, a cross walk table 

was created to extract data needed for the meta-analysis including purpose, sample, methods, and 

findings (Finfgeld-Connett, 2018).  The cross walk enabled the researcher to further examine the 

24 articles for inclusivity in the study.  Upon completion of the crosswalk, articles were 

eliminated according to the following criteria: (a) the participants were involved in professional 

learning that was not directly connected to the article, (b) no professional learning program was 

performed, (c) teacher efficacy was not examined in relation to the professional learning 

program, (d) the dependent variable did not include professional learning that included terms 

such as cultural responsiveness, critical pedagogy, cultural competence, multicultural education, 

or transformative teaching.  The following section provides an overview of the seven articles that 

remained after the second study inclusion review.      

Meta-analysis Article Review 

The following sections discuss seven articles that were reviewed for the current meta-

analysis study.  Each article was specifically reviewed for details of the professional learning 

program including methods and specific activities implemented during the learning program.  

The articles were categorized by learning program methods as a first step in analyzing the 

articles.  After categorizing the articles, a detailed account of the learning activities that occurred 

within each study and the consequent findings are highlighted.   

Co-teaching, pedagogical training, historical tours.  Using four urban schoolteachers 

with at least four years of teaching experience, Bradshaw, Feinberg, and Bohan (2018) examined 

a grant funded professional learning program, that occurred because of a national program called 



 

64 
 

Seeing History in Focus Together (SHIFT).  The SHIFT professional learning program occurred 

over a span of seven meetings, including five class meetings and two local field trips to places of 

historical significance in the participant’s community.  Class meetings used co-teaching as the 

primary method for facilitation, while teachers received intensive training from history and 

social studies pedagogical experts.  During historical lessons, the university professors also 

infused culturally relevant pedagogy by infusing the history of marginalized groups.  Local field 

trips included state, city, and regional history centers, presidential libraries, and civil rights 

museums that included tours and lectures.  Additionally, teachers were asked to create an original 

lesson plan using the knowledge they gained during the program.  The focus of the developed 

lessons was to address the need for diversity, the history of omitting culture from textbooks, and 

addressing the socio-cultural needs of students.  Teachers later were observed as they 

implemented their created lesson plan.   

Culturally relevant efficacy and knowledge were used as dependent variables as the 

authors sought to examine if SHIFT impacted teachers’ content knowledge, if SHIFT 

pedagogical tools were utilized by participants in the classroom, and how culturally relevant 

pedagogy instruction translated into practice.  Data were collected using evaluation reports, focus 

group interviews, and observations.  The findings indicated teachers incorporated culturally 

relevant pedagogy, learned new lessons and strategies for incorporating culturally relevant 

content, and increased confidence in authentically connecting with diverse students because of 

the SHIFT program.  The researchers found an emerging theme through the focus groups that 

indicated teachers found the historical lectures most meaningful and useful for understanding the 

need for cultural responsiveness.  
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Coaching and Training.  Using 158 urban elementary and middle school classroom 

teachers with a broad (unspecified) range of years of teaching experience from 12 different 

schools within one school district, Bradshaw, et al. (2018) examined a modified Double Check 

Model professional learning program that implemented coaching to assist teachers with cultural 

responsiveness. The primary focus of Double Check was to address overrepresentation of 

students of color in disciplinary measures such as referrals and suspensions.  One element of 

Double Check included cultural responsivity and student engagement models.  The mixed 

methods study used a randomized controlled model to examine if there was a difference in 

outcomes from the full sample of coached and noncoached teachers, and if coached teachers 

demonstrated higher scores on the office disciplinary referral data, self-report, and Assessing 

School Settings: Interactions of Students and Teachers (ASSIST).  One hundred participants 

received individual coaching as part of five, 60-minute trainings.  Coaching included a five step 

process adapted from the Classroom Check-Up coaching model: (a) establish rapport between 

teacher and coach by focusing on teacher strengths in cultural responsiveness, other classroom 

strengths, and how they would like to change or improve; (b) teacher reported survey to assess 

teacher perception of culturally responsive and classroom management strategies; (c) classroom 

observations by coaches; (d) coaching feedback for teachers including strengths and weaknesses 

and collaborative goal setting to implement new strategies; and (d) implementation of new 

strategies including feedback from coaches.  Coaching was provided by four researchers who 

were external to the school and were experienced in coaching.   

In addition to five step coaching, trainings covered five core domains of cultural 

responsiveness: (a) student cultural connections to curriculum, (b) creating authentic 

relationships between teacher and student by helping students adapt to classroom including 
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tensions and social competence (c) reflection to understand implicit biases, (d) improve 

communication with students by understanding how they may react culturally and encourage 

positive and consistent interactions, and (e) sensitivity to student’s culture by understanding their 

cultural background and highlighting the strengths they possess.   

According to the quantitative data, there were no significant differences in culturally 

responsive efficacy between the coached and noncoached participants.  However, teachers who 

were coached indicated they created fewer referrals for Black students by employing new 

classroom management principles learned during the professional learning program and rated 

their CRT efficacy as higher as an outcome of the Double Check modified professional learning 

program.  

Community of Learning.  Stevens (2019) examined the Kahui Ako community of 

learning professional learning project.  The study was conducted using a sample of four 

registered teachers who were connected to the Teaching Council in New Zealand Matau.  

Participants engaged in an unspecified amount of community of learning sessions that placed 

emphasis on teacher collaboration.  Using emerging themes from research, the creators of the 

Kahui Ako professional learning project engaged teachers in conversations which allowed them 

to learn from one another, co-create methods for sustainable improved achievement 

accountability, and implementing kindness and compassion values.    

Upon completion of the community of learning sessions, Stevens (2019) conducted semi-

structured interviews to explore if the community of learning sessions positively impacted 

teachers’ perceived confidence and competence in culturally responsive pedagogy using across 

community teacher (ACT) interactions.  Additionally, the researcher sought to identify practices 

that enabled or acted as barriers for ACT to positively impact teacher perceived confidence.  
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Finally, the study sought to identify specific examples of how the program impacted teacher 

perceived confidence and competence in culturally responsive pedagogy.  Using semi structured 

interviews, Stephens (2019) found that teachers felt their improvement in culturally responsive 

confidence was attributed to effective working relationships, making connections across the 

learning community, and sharing expertise with other teachers.  External expertise was also 

sought to provide deeper insight of culturally responsive practices and participants believed the 

expertise contributed to their perceived confidence in CRT.  Limitations were a small sample 

size. 

Neighborhood Treasure Hunt Field.  Johnson, Carpenter, Richards, and Vincent (2019) 

conducted a mixed method study using autobiographical narratives to explore to what degree 

culturally responsive field experiences influenced the knowledge, beliefs, and perspectives of 

teacher candidates regarding cultural responsiveness.  Through a PreNeighborhood Treasure 

Hunt Survey and professional learning community meetings, participants engaged in weekly 

session for 10 weeks.  During the professional learning program, participants were assigned to 

schools in groups.  Each group was led by a faculty member who facilitated K-12 classroom 

observations.  The observed classes served students from low and high socioeconomic 

neighborhoods in a metropolitan area.  Participants also engaged in a neighborhood treasure hunt 

that allowed participants to engage in a community mapping activity to understand contextual 

values, norms, and dynamics.  Participants then interviewed district level leaders such as 

superintendents, equity directors, and human resources personnel to learn details about their 

district, such as mission statement, demographics, and district initiatives.  Conversations with 

school leaders such as specialists, receptions, and parent groups took place to better understand 

how each stakeholder was involved in students’ education.  Additionally, participants read 
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supplemental culturally responsive literature and engaged in collaborative literature discussions 

during each professional learning community meetings.  Finally, participants engaged in field 

experience classroom observations and submitted weekly reflections regarding how the 

observation experiences informed their thinking, ideas, and projected practices.   

Researchers found that teacher candidates felt increased confidence in their abilities to 

incorporate CRT practices.  Teachers reported their increased confidence was attributed to 

opportunities for teachers and educational leaders to engage and connect with families and 

communities outside of the classroom to provide a scaffolding experience for teachers.   

Lecture, interaction, and reflection.  To investigate teacher efficacy in transformative 

learning, Quillinan, MacPhail, Dempsey, and McEvoy (2019) conducted a qualitative study after 

ten adult learners in a college education course participated in Community Wellness, 

Empowerment, Leadership, and Life Skills (CWell) Professional Development.  CWell focused 

on use of lecture, interaction, reflection, and drawing prior knowledge and attitudes for 

participants.  CWell modules included 11 lectures from six departments in education and health 

sciences.  Researchers gathered data on participant lecture style.  Using 15 interviews and 11 

focus groups, Quillinan, et al. found that participants reported an increase in their culturally 

responsive efficacy.  Participants indicated collaborative relationships were an important factor 

in increasing their efficacy.  The researchers also noted that participants advised that 

transformative teaching occurred through reflection on ethics, on how to be socially conscious in 

their instructional practices, and on eliminating visible and invisible boundaries between the 

teacher and learner.  Participants also noted that learning the value of social discourse further 

extended their abilities to create a transformative learning environment.  
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Mentoring and Learning Communities.  Roehrig et al. (2011) conducted a study with 

37 head start teachers who taught in a Native American reservation in midwestern United States.  

Participants engaged in Ah Neen Dush professional learning program.  The Ah Neen Dush 

professional development series focused on use of native American languages and culture and 

focused on developing teachers’ positive attitudes toward science.  The program focused on 

teacher’s making connections between families and community members through, online and 

monthly face to face mentoring classroom sessions, and learning communities that allowed 

teachers to collaborate and learn from one another.  Over a period of two years, teachers engaged 

in monthly workshops, a weeklong workshop during the summer, and mentoring and discussions 

through a group website.  Workshops consisted of photos and documentary evidence activities 

with a focus on science.  Teachers also participated in discussions that allowed sharing of ideas 

on how to integrate culture in science lessons.  The program focused on helping teachers 

understand the role of student interest, becoming aware that each student brings their own family 

culture to the classroom, and ensuring training meets the needs of teachers. 

Roehrig et al., (2011) investigated if the professional learning program impacted 

participants’ attitudes and practices about culturally relevant science teaching in early childhood 

settings.  The researchers gathered quantitative data using the Classroom Assessment Score 

System (CLASS) and observations and focus groups.  After the second year, teachers indicated 

they had more positive attitudes using culturally relevant practices.   

Autobiographical Narrative and Reflexivity.  Intercultural education is “placing a 

stronger focus on multiplicity and fluidity of cultures and cultural identifies, the impacts of 

cultural shifts during moments of cultural exchange with others, and the culture making that 

happens through everyday encounters, exchanges, and transformations (Cloonan et al., 2017, p. 
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131).  Cloonan et al. (2017) conducted a qualitative study with teachers from 12 partnering 

schools to investigate if teachers increased their reflexivity through autobiographical narrative.  

Reflexivity was used in conjunction with autobiographical narratives to engage teachers in 

reflection on their own history, cultural interactions and how it influenced their relationships with 

others.  The goal for using reflexivity was that participants would become more aware of their 

own prejudices or implicit biases.  Use of autobiographical narratives allowed the researchers to 

use teacher voice to understand teachers’ experiences, values, and beliefs and how they inform 

their teacher practices.   

Teachers engaged in three sessions that included one workshop and two teacher meetings 

that focused on using autobiographical narrative.  Workshop activities included teachers 

engaging in reflexive interrogation that led to sharing their autobiographical narrative about how 

their lives and relationships were shaped by ethnicity, religion, and cultural background.  The 

second workshop consisted of teachers sharing who they are through autobiographical narrative 

to provide insight of their personal histories and cultural backgrounds.  The final workshop 

consisted of teachers creating and implementing an event that featured students’ artwork.  While 

planning the event, teachers engaged in discourse to understand each other’s thoughts regarding 

how the event should be organized as well as how culture could be highlighted while considering 

how all student cultures could be represented.   

Researchers used field notes, observations, audio recordings from a larger study, teacher 

reflection, discussions, and autobiographical narratives to gather data.  Teachers did not voice or 

indicate an increase in positive attitude or behavior in using intercultural skills to work with 

diverse populations.  However, researchers noted that the use of autobiographical narrative may 
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be best used as an initial development method for teachers to practice reflection and develop a 

more sensitive awareness of how to work with students from diverse populations.  

Analysis of Meta-Analysis 

According to Finfgeld-Connett (2014), when conducting analysis and synthesis of 

qualitative findings to develop theory there are two methods that can be followed: (a) no 

preexisting assumptions about codes exist if the purpose of the study is to develop a new theory, 

and (b) develop tentative codes from the beginning when adapting an already existing framework 

or theory.  The current study followed the former method as the goal of the research was to 

develop a new theory.  Using the meta-analysis article review, a set of codes was developed to 

identify similarities and differences in the articles (Finfgeld-Connett, 2014).  As described by 

Finfgel-Connet, codes should create cohesiveness and provide clarity of the investigated 

phenomenon. Using an inductive coding process allows the researcher to discover and uncover 

important factors and can be better justified empirically, according to Miles, Huberman, & 

Saldana (2013).  A vertical analysis was conducted to develop codes by viewing data across all 

articles.  Each article was synthesized to understand the factors that contributed to improved 

culturally responsive efficacy.  Coding was developed specifically for professional learning 

method factors that were indicated in the articles and resulted in improved culturally responsive 

efficacy.  The codes were recorded in a categorical and sub categorical codebook to show how 

the codes are clustered.  Clustering, according to Miles, Huberman, & Saldana (2013) allowed 

the researcher to make inferences and draw conclusion by placing the data into relevant response 

displays so that comparisons could be made for further analyzation.  The following codes 

emerged from the article data as it related to factors that contributed to teacher efficacy in 

cultural responsiveness and could be found in the codebook: reflection, collaboration, coaching, 
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experiential learning, social-emotional relationships with teachers, social-emotional relationships 

with students, and connection to community.   

Meta- Analysis Findings 

Seven professional learning methods were drawn from the reviewed literature: reflection, 

collaboration, coaching, experiential learning, social-emotional relationships with teachers, 

social-emotional relationships with students, and connection to community.  Based on the 

coded/categorized data, four factors were found most within the literature (Figure 2.1): 

reflection, collaboration, developing social-emotional relationships with students, and connecting 

to the community.  As outlined in the research design, the four dominant factors were revealed 

by the meta-analysis.  The meta-analysis guided Phase One of the study.  As such, the findings of 

the meta-analysis allowed the researcher to ascertain factors that contributed to teacher efficacy 

around equitable pedagogy, leading to the development of a newly coined term by the researcher 

as cultural relational pedagogy. 
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Figure 3.1 Professional Learning Components of Equitable Pedagogy Strategies  

Note:  The categories represent the various professional learning methods that were discussed in the meta-analysis 
articles.  Codes were established from emerging themes within the literature 
 

Cultural relational pedagogy 

Cultural relational pedagogy recognizes a need for teachers to understand the cultural 

identities and needs of students by developing authentic relationships with them.  While engaged 

in authentic relationships with students, teachers also engaged in continuous self-development.  

In essence, as teachers evolved, the relationships with students evolved, thereby allowing 

students to learn in a supportive environment that catered to their cultural and learning interests. 

Cultural relational pedagogy was developed by the researcher based upon the findings of 

the meta-analysis findings indicating four paramount factors that contribute to teacher efficacy in 

equitable pedagogy: reflection, collaboration, social-emotional relationships with students, and 

community involvement.  Cultural relational pedagogy used the four factors as a foundation for 
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theory.  Borrowing from Gee’s (2003) opportunity to learn theory (an expanded version of 

sociocultural learning theory), cultural relational pedagogy pointed to the need to understand that 

students enter classrooms with their own identity and input and intake new knowledge in unique, 

individual ways.  Therefore, the onus was on the teacher to connect student’s learning language 

to the language that is taught in school.  Cultural relational pedagogy used a non-western adult 

learning perspective by encouraging educators to develop themselves for the benefit of the 

community (Merriam & Kim, 2011).  Therefore, learning was holistic, was applicable to life, and 

was attentive to learners’ culture (Merriam & Kim, 2011).   

Taken together, cultural relational pedagogy focused on four core factors that would 

develop the teacher relationally with themselves and the teacher/student relationship: (a) 

reflection: teacher reflects on implicit biases to understand self and works to improve biased 

perspectives: teacher reflects on past and current interactions with students and work to 

formulate  bias free relationships with students; (b) collaboration: teacher develops relationships 

with other educators for self- development and to share knowledge; teacher collaborates with 

students to understand student cultural learning needs; (c) social emotional relationships: teacher 

connects with other teachers to share and receive support; teacher connects with students to 

provide individual support; and (d) community involvement: teachers learn and develop 

relationships within the communities that students live; teachers connect knowledge about 

students’ communities to connect cultural language with classroom language.  Cultural relational 

pedagogy was a cyclical phenomenon that involved continuous development of the teacher and 

teacher/student relationship.  Figure 2 provides a visual representation of cultural relational 

pedagogy.   



 

75 
 

 

Figure 3.2  Cultural Relational Pedagogy 

Cultural relational pedagogy served as the framework for developing an online 

professional learning course.  The professional learning course served as a resource for 

incorporating theory into practice for educators to incorporate cultural relational pedagogy into 

their everyday classroom practices.  It was the hope of the researcher that the online course 

would influence teacher’s equitable pedagogy by learning about cultural relational pedagogy.  

The following chapter outlines the process evaluation for an exploratory case study using the 

cultural relational online professional learning course.  Then the methods, description of the 

intervention, data collection, and data analysis of the study will be outlined.   
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Chapter 4: Exploratory Case Study Methods 

Students of color in the United States face challenges in achieving post-secondary 

success within their career paths as compared to their White counterparts, contributing to a 

continuous cycle of poverty (Holland & DeLuca, 2016).  Inequitable teaching practices in 

college and career readiness settings perpetuate disparities for Black youth and hinder their 

ability to create sustainable communities (Holzman, 2010).  Using an exploratory case study 

design, the study sought to expound upon current research in professional learning practices and 

their abilities to improve equitable teaching practices.  The literature review associated with this 

study helped to understand inequitable teaching practices that stymie learning for students of 

color; ultimately affecting their abilities to prepare for future careers.  Using the term CRT, 

coined by Ladson-Billings (2009), further investigation was performed using a needs assessment 

to ascertain CRT efficacy in an urban K-12 school.  As defined by Ladson-Billings (2009), CRT 

acknowledges the need to incorporate culture (one’s customary beliefs, social forms, and 

material traits of a racial, religious, or social group) into every aspect of learning.  The needs 

assessment revealed teachers who had less than three years of experience felt less efficacious in 

utilizing CRT practices.   

Based on the findings of the needs assessment, an intervention literature review was 

conducted to better understand how professional learning might impact teacher efficacy.  

Bandura’s (1986) social cognitive learning theory was used as a theoretical framework to guide 

the direction of the intervention literature review and to help illuminate how teacher’s efficacy 

beliefs may drive their abilities and motivations to adopt new instructional strategies.  The 

professional learning methods which were examined included coaching, professional learning 

communities, and developing teachers as transformational leaders.   
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A portion of Chapter 3 also provided a discussion on effective professional learning 

practices that can be applied for both in-person and online teacher professional learning.  Chapter 

three’s literature review supplied a foundation for understanding how professional learning 

methods might influence teacher efficacy.  The meta-analysis conducted in chapter three 

provided an understanding of professional learning methods that can influence equitable 

pedagogy efficacy.  Subsequently, the term cultural relational pedagogy was coined by the 

researcher based on the meta-analysis findings.   

An exploratory case study was proposed to develop an online professional learning 

course based upon cultural relational pedagogy that was be reviewed by a Content Expert 

participant. Changes were made as needed and were reviewed by Procurer and end -user 

participants.  The online professional learning course was grounded in adult learning theory and 

encouraged active engagement as recommended by Learning Forward (2011).   

The professional learning course was developed online using Storyline 360.  The course 

was also delivered and reviewed by study participants online due to COVID 19.  It is important 

to note that this study occurred during the COVID 19 pandemic as the teachers involved in the 

study were likely involved in daily classroom instruction with students that were dealing with 

varying levels of pandemic induced trauma such as mistrust in the educational system, police 

brutality, and racial driven violence (Paz, 2021).  As discussed in Chapter 1, students of color 

who attend low performing schools can experience disparities in their college and career 

readiness opportunities; therefore, pandemic trauma can exacerbate existing inequalities.  

Likewise, teachers were likely dealing with their own pandemic induced trauma in addition to 

adjusting to newly implemented classroom learning such as online learning, learning new 
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technology, and managing classroom learning and student behavior (Hamilton, Kaufman, 

Diliberti, 2020).      

Case studies allow a researcher to examine the practices of previously conducted studies 

while connecting to empirical, pragmatic literature and experiments (Yin, 2018).  Additionally, 

case studies provide the opportunity to explore evidence from multiple sources of data and 

evidence while examining a phenomenon holistically (Yin, 2018), and through a diversified lens 

(Baxter, 2010).  The current study followed an exploratory case study method to understand the 

factors that fostered a professional learning experience designed to increase teachers’ self-

efficacy around equitable teaching practices.  According to Yin (2018), a case study design 

should be considered when the researcher is exploring the how or why of a phenomenon.  While 

the needs assessment focused on CRT, the researcher acknowledges that equitable teaching 

practices encompassed other pedagogies, such as multicultural education and critical pedagogy.  

Therefore, a case study design was best suited for the current research to explore how an 

online professional learning course should be designed to improve equitable teaching efficacy 

based on the results of a meta-analysis and the perspectives of study participants.  The guiding 

research questions are presented in Table 4.1.    
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Table 4.1 Exploratory Case Study Research Questions 

Research Phase  Research Questions 
  
Phase One: Document Review, Course Pre-
Development, course review with Content Expert, 
course revision 
 
 
 
 

RQ1: In what ways can the content and design be 
improved to convey the four components of CRP 
to educators based upon the Content Expert’s 
role? (researcher document review, audit trail, 
semi-structured interviews with Content Expert) 
 

Phase Two: Participant Course Review  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Phase Three: Process Evaluation 
 
 

RQ2: In what ways can the content and design be 
improved to convey the four components of CRP 
to educators based upon the Procurer’s and End-
User’s role? (Procurer and End-User online 
questionnaires, individual interviews, and focus 
group)  
 
 
RQ3: What is the role of the learning course in 
helping teachers implement cultural relational 
pedagogy? (Procurer and End-User online 
questionnaires, individual interviews, and focus 
group) 
 
RQ4: Which components of the learning modules 
were determined to be most helpful to teacher 
educators or trainers in understanding how to 
implement cultural relational pedagogy in their 
respective organizations? (Procurer and End-User 
open- ended questionnaire, interviews, and focus 
group) 
 
 
RQ5: In what ways do participants believe 
completion of the learning course could influence 
teacher equitable pedagogy efficacy through 
CRP? (Procurer and End-Users open-ended 
questionnaires, individual interviews, and focus 
group) 
 
 
RQ6: How has the program delivery adhered to or 
differed from the proposed objectives and 
implementation procedure? (researcher journal) 
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Research Design 

According to Miles, Huberman and Saldana (2013), qualitative research can provide a 

deeper, richer meaning to data.  Qualitative research also allows researchers to gain an 

understanding of those studied through narrative form, giving voice to those involved in the 

study (Miles et al., 2013).  The researcher aimed to examine effective equitable pedagogy 

professional learning as a phenomenon using an epistemological approach to explore 

implications for practice by gaining the perspectives of study participants.  Using an 

epistemological approach enabled the researcher to gain subjective evidence from participants of 

the study as an outsider by creating a trusting and engaging relationship with the study 

participants (Creswell & Poth, 2016).   

The researcher observed participants and noted participant reactions during the semi-

structured interviews and focus group in the researcher journal.  Researchers who are positioned 

as outsiders possess an advantage of having little to no relationships with the participants, 

reducing the prospect of conflict and presumptions between the researcher and other participants 

(Labaree, 2002).  Though the researcher was affiliated with the higher education institution as a 

doctoral candidate, the researcher was an insider only situationally and was not privy to the full 

functionalities and perceptions of the Content Expert, Procurers, and End-User participants 

within their respective professional contexts (Labaree 2002).  The researcher, as an outsider to 

the study participants’ professional context, hoped to achieve research that was transformative by 

detailing the story of the participants involved to achieve equitable teaching practices (Banks, 

2015) that will translate into desired student outcomes in the future.  

As a researcher positioned as an outsider, the choice of a qualitative study was guided by 

the goal of the research (Banks, 2015), which was to explore participants’ perceptions of the 
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online professional learning course and its usefulness in helping teachers understand how to use 

cultural relational pedagogy within their contexts.  A qualitative design was chosen to avoid a 

preconceived perspective, but rather followed an inductive, exploratory process to understand the 

participants’ perspectives (Fairbrother, 2014) in designing an online learning course; therefore, 

attempting to close the distance between the researcher and the participants (Creswell & Poth, 

2016).  Additionally, the researcher’s positionality included experience as an instructional 

designer.  Instructional designer experience allowed the researcher to bring the skill and 

expertise to conduct the meta-analysis and use its findings to develop the professional learning 

online course content and design elements prior to the Content Expert review, facilitate revisions 

and, record participant’s provide feedback on content, delivery choices, and confidence level 

(Ertmer & Newby, 2013). 

A case study research design was chosen to allow the researcher to examine and gain an 

understanding of the complex nuances of professional learning methods that might influence 

teacher efficacy around equitable pedagogy, using cultural relational pedagogy.  The case study 

used a conceptual framework (Figure 3) that integrated equitable pedagogy practices (e.g., 

Banks, 2015; Ladson-Billings, 2009; Wink, 2011; etc.), and adult learning theory (Knowles, 

1968).  As identified in Chapter Three, adult learning theory offered development for adults by 

catering to them as learners, allowing them to take responsibility for their own learning, share 

their professional and learning experiences, and apply learning to real life experiences (Knowles, 

1968).  The following further discusses the research design for this study including logic model, 

process evaluation, and outcome evaluation. 
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Figure 4.1 Conceptual Framework: Cultural Relational Pedagogy and Adult Learning Theory  

Using the meta-analysis in chapter three, the conceptual framework constructs were 

developed from the data analysis (Baxter & Jack, 2010).  The constructs that emerged from the 

meta-analysis in Phase Zero were used to drive the development of the CRP online course.  The 

exploratory case study followed a three-phased approach to fully explicate the factors needed for 

creating an effective online professional learning course.  Using an audit trail process, the 

researcher followed a systematic approach to collecting data (Creswell & Miller, 2000) from 

learning materials in Phase One and used the perceptions of external reviewers in all three phases 

to enhance the trustworthiness and credibility of the study.  Phase Three also included process 

evaluation.  Evaluation using fidelity of implementation followed a formative procedure which 

allowed the researcher to improve the online course content and structure according to feedback 

from participants for post-study use of the online course in educational settings, such as teacher 

preparation programs (Dusenbury, Brannigan, Falco, & Hansen, 2003) in educational 

Online Professional 
Learning Course 

for Educators 

Cultural Relational Pedagogy
- Reflection
- Social emotional 
relationships
-Collaboration
-Connection to community

Adult Learning Theory
- Take responsiblity for own 
learning
- Share professional and 
learning experiences
- Apply learning to real life 
experiences
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organizations.  Project implementation was also evaluated to ensure the study followed the 

outlined procedures (Stufflebeam, 2003).    

Logic Model 

Logic models foretell the specifics of a study and its expected performance (McLaughlin 

& Jordan, 2010).  The logic model, as seen in Figure 4.2 outlines the exploratory case study 

method approach.  The logic model details the needed inputs and outputs to elucidate the 

“connecting processes,” as mentioned by Leviton and Lipsey (2007, p. 31).  Inputs in a logic 

model should have a direct relationship to the operations or outputs of the study (Cooksy, Gill, & 

Kelly, 2001).  The needed inputs for this study included 51 peer-reviewed articles discussing 

professional learning and CRT efficacy, meta-analysis findings, study participants, online module 

design plan, online module development platform, zoom for videoconferencing, and use of 

Zoom to record interviews and the focus group.  The operations in the proposed intervention are 

highlighted in the in the outputs section (Leviton & Lipsey, 2007).  The outputs section included 

the study’s activities and products including library search, article cross walk, cross-article 

comparison, meta-analysis, development of an online module, semi-structured interviews, a 

focus group, online open-ended questionnaires, and evaluation of the online module.      

Finally, outcomes are outlined in the logic model.  Outcomes are directly tied to the 

activities and outputs and should reflect changes that are attributed to the study (Leviton & 

Lipsey, 2007).  The researcher’s goal was to illuminate effective equitable pedagogy professional 

learning practices and provide implications for designing professional learning to influence 

teacher knowledge.  Further, the researcher hopes that the exploratory case study will spark 

future research around effective professional learning practices for improving equitable 

instructional efficacy using online platforms.   
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The short-term outcomes indicated researchers and educators would understand how to 

implement effective professional learning for increasing equitable instructional efficacy within 

their own contexts through use of the designed CRP course.  Intermediate outcomes, not a part of 

this study, were that educators would implement effective equitable instructional professional 

learning to impact students of color preparing for college and careers.  The long-term outcome 

that supported the need for this research is that students of color would receive equitable 

pedagogical teaching practices within classroom settings and ultimately feel efficacious in 

pursuing their college and career interests.  This study focused on the short-term outcomes and if 

the results of this exploratory case study warrant, further research could be conducted to 

investigate the intermediate and long-term outcomes previously stated. 
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Figure 4.2 Exploratory Case Study Logic Model 

 

Process Evaluation 

Program process theory allows researchers to provide a description of the program plan 

and its intentions or purpose (Rossi, Lipsey, & Freeman, 2004).  Additionally, Rossi et al. (2004) 

posit program process theory questions should examine if the appropriate target population is 
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being reached, if the delivery of the program is consistent with program design and/or other 

standards, and if resources are being exhausted during the program.  Process evaluation allows 

researchers to monitor the procedures for program implementation and maintain the fidelity of 

the research (Rossi, et al., 2004).  Additionally, process evaluation allows a researcher to be more 

confident in their findings, therefore, protecting the validity of the results (Dusenbury, et al., 

2003).  For this study, process evaluation methods included fidelity of implementation and 

project implementation.  Research question six, “How has the program delivery adhered to or 

differed from the proposed objectives and implementation procedure?” anchored the process 

evaluation.  

Fidelity of Implementation. Fidelity of implementation during process evaluation 

examines if a process is being implemented as intended by the researcher (Dusenbury et al., 

2003).  Examining fidelity of implementation allows the researcher to examine if the intervention 

is adhering to the prescribed methods aligned to the theoretical framework, correct dosage and 

completeness, quality of delivery, participant engagement, and program differentiation, providing 

a distinction from other programs (Dusenbury et al., 2003).  This study specifically examined 

quality of program delivery evaluation using a formative procedure.  Formative evaluations 

provide data that allow the researcher to make needed improvement adjustments for future 

project implementation (Zhang, Zeller, Griffith, Metcalf, Williams, Shea, & Misulis, 2011).   

Quality of Program Delivery. Quality of program delivery was evaluated using the 

activities occurring in Phase Three.  Program quality is contingent upon how the program is 

implemented and heavily relies on the program developer’s interaction as a researcher with the 

program participants (Dusenbury et al., 2003).  Further, Dusenbury et al. (2003) shared that the 

likelihood that a program can be implemented into successful practice depends on the level of 
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quality that the program stays consistent in meeting the intended objectives; it is critical to 

whether a study succeeds or fails (Dusenbury et al., 2003).  The program delivery evaluation 

followed an audit trail process by reviewing the online course to ensure each objective was 

identified and discussed for all four modules and detailed the process in a researcher journal 

(Wolfinger, 2002). Following the audit trail process for evaluation allowed the researcher to 

reduce process ambiguity by documenting and clearly defining research steps (Creswell & 

Miller, 2000). 

Additionally, in Phase Three, process evaluation addressed validity through triangulation, 

credibility, and member checking.  Triangulation helped increase the validity of the study as well 

as identify areas that did or did not corroborate between the data sets (Johnson & Onwuegbuzie, 

2004).  Specifically, corroboration was evaluated by inspecting the qualitative data provided 

through the semi-structured interviews in Phase One with the subject matter expert and Phase 

Two with the Procurers and end-user participants through member checking.  Member checking 

added credibility to the study.  Credibility was established within the study by incorporating the 

thoughts and ideas of study participants to capture the “contextual complexities” (Mertens, 2013, 

p. 33) that should be considered during the development of the online course in all phases of the 

study.  After the semi-structured interview recordings were transcribed, the researcher performed 

member checking by asking the Procurer and end-user participants to verify that the interview 

transcriptions and the meaning of their perspectives were accurate.  Member checking with the 

Content Expert participant was performed by the researcher, asking if the changes to the courses 

had been completed in the way the Content Expert suggested.   

Process evaluation occurred across phases One, Two, and Three.  Phase Zero included a 

meta-analysis which explored previously conducted studies that were focused on improving 
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equitable pedagogical efficacy through professional learning and its causal effects (Yin, 2018).  

The findings of the meta-analysis and a document review, including an examination of learning 

materials, helped determine the best content to address the four components of cultural relational 

pedagogy through an online professional learning course.  The outcome evaluation research 

question asked: How has the program delivery adhered to or differed from the proposed 

objectives and implementation procedure?  

Phase One included a document review of texts, videos, and other learning materials to 

determine what content should be used in the development of an online professional learning 

course.  Document reviews are useful for building theory and can establish study credibility 

(Bowen, 2009).  The document review served as the first step in the audit trail process.  The 

Content Expert participant examined the document review and made resource recommendations 

and ensured selected resources were aligned to the outcomes of the course.  The Content Expert 

reviewed and provided recommendations using track changes on the document review Microsoft 

Word document.  Phase One also included pre-development of a course using an online platform.  

The course was developed by the researcher based on resources that supported cultural relational 

pedagogy and its use by educators.  The Content Expert also reviewed and provided course 

content recommendations.   

In Phase Two, the researcher l used the input of the equitable pedagogy subject matter 

expert to make needed content changes to ensure the course was developed according to the 

specified course outcomes.  The online professional learning course was fully developed in 

Phase Two.  The researcher hopes the course might be used as a resource to help educators 

increase their equitable pedagogy efficacy by learning about cultural relational pedagogy.  
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In Phase Three, input was gathered from four study participants who were representative 

of potential Procurer participants for the completed course.  Feedback from Procurer participants 

was documented by using an online open-ended questionnaire.  The Procurer participants online 

open-ended questionnaire contributed towards the audit trail process.  The Procurers also 

participated in one individual interview after reviewing all four modules.  In addition, during 

Phase Three, five end-user participants completed the course and provided feedback.  The five 

end-users also completed an open-ended questionnaire after completing each course module.  

Finally, Phase Three included fidelity of implementation evaluation (Dusenbury et al., 2003) 

conducted by the researcher.  The three phases of the proposed study are outlined in Table 4.2.  

Table 4.2 Exploratory Case Study Research Design 

Phase Zero Phase One Phase Two Phase Three 
Meta-Analysis 

 
 

Data Collection: 
51 article reviews 

Participant Course 
Review 

 
Data Collection: 

demographic checklist 
 

Content Expert open-
ended questionnaire 

semi-structured 
interview with Content 

Expert 
 

researcher journal 
 

Participant Course 
Review 

 
Data Collection: 

demographic checklist 
 
Procurer and 
End-User 
open-ended 
questionnaire 
 
semi-structured 
interview with 
Procurers 
 
End-User 
focus group 
 
researcher 
journal 

Process Evaluation 
 
 

Data Collection: 
n/a 
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Exploratory Case Study Methods 

The study followed qualitative methods which afforded the researcher thick, rich data.  

Thick, rich data provided an understanding of participants’ perceptions and preferences with 

detailed descriptions (Miles et al., 2013) of the online professional learning course.  Using case 

study methodology (Yin, 2018), the study explored participants’ perception of how the CRP 

course might influence their understanding of CRP and how to implement equitable pedagogy 

through CRP in their contexts.  The following section provides a description of the study 

participants, measures, and procedure.   

Participants 

To understand the results as it relates to each participant, this section presents 

demographics for the participants.  The demographic data helps provide useful information for 

the context of the participants as it relates to the findings of the study.  This study involved three 

types of participants including one Content Expert, two Procurers, and two End-Users.  Each 

study phase included a unique set of participants.  The total amount of participants recruited was 

eleven (n =11).  However, only five (n =5) completed the consent process and were eligible to 

participate in the study.   

In Phase One, there was one participant: the Content Expert.  In Phase Two, there were 

two Procurer participants and two end-user participants. The following details the study 

participants.  The Content Expert, Procurers, and end-user participants were affiliated with the 

same higher education institution. The online professional learning course could be used in 

different school systems; however, the participants were recruited from one higher education 

institution to create a homogenous sampling.  Homogenous sampling can be used with 

purposeful sampling and allows the researcher to select participants who are members of a 
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subgroup with specific qualities (Creswell & Plano-Clark, 2011).  The specific quality of the 

selected participants was that each participant was affiliated with the same private research 

university in the mid-Atlantic area.  The university has several teacher education pathways at the 

undergraduate, graduate, and doctoral levels. These pathways made the participants a good fit for 

this study.   

Each participant role holds its own competencies, tasks, and time commitment in the 

study (Table 4.3).  The Content Expert, Procurers, and end-users were asked to verify they met 

each competency by affirming they met the criteria via email.  The name of the participants is 

not disclosed in the study.  The professional context of the participants is described in this study, 

but not fully disclosed.   

Phase One Participant.  The Content Expert was purposefully selected (Patton, 1990) 

and met the educational and professional experience criteria for the Content Expert participant 

role. The Content Expert was recruited by the researcher directly asking them to participate.   

As identified by the demographic checklist, the Content Expert identified as a Black 

female, age 50, located in Baltimore, MD. and is an Associate Professor.  The Content Expert 

has a doctorate in education and has published scholarship in the domain of equitable pedagogy, 

taught related courses, was a published researcher, and has over 28 years of teaching experience 

including K-12 and higher education.  

Phase Two Participants. Snowball sampling, a type of purposeful sampling, was used 

by the Content Expert to identify the Procurer participants.  Snowball sampling can be beneficial 

for theory-building studies, according to Miles, et al. (2014).  Purposeful sampling was useful for 

the current study as it allowed the researcher to identify participants that could produce a 

confident generalization of a larger population (Patton, 1990).  The Procurer Participants were 
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recommended by the Content Expert.  However, the researcher performed full recruitment by 

sending email invitations to each Procurer participant.  The recruitment goal for the Procurer 

Participants was four (N=4).  Two Procurer participants agreed to participate in the study (N=2).   

Eligible participants for Procurers included two educators within the same higher 

education institution as the Content Expert.   The Procurer participants, recruited through 

snowball sampling (Miles, et al., 2014) worked as faculty members and held advanced degrees.  

The Procurer participants were responsible for procuring curriculum, training, or resources to 

provide developmental enrichment for educators within their professional context.  Each 

Procurer participant had extensive research and instructional experience in urban education, 

social equity, and/or teacher quality.   

As identified by the demographic checklist, Procurer A identified as a Latina-Cuban 

female, age 45, located in Washington, D.C. and was an Assistant Professor. The highest level of 

education for Procurer A was a PhD.  Procurer B identified as a White male, age 53, located in 

Baltimore, MD. and was an Assistant Professor.  The highest level of education for Procurer B 

was a PhD.   

The End-User participants were recruited through snowball sampling through assistance 

from the Procurers.  The medium for recruitment of the End-Users included dissemination of the 

recruitment flyer via email and the School of Education Newsletter facilitated by Procurer B.  

Procurer A did not agree to participate in End-User participant recruitment.    

The recruitment goal for End-Users was five participants that were in-service or pre-

service teachers.  End-user participants, recruited through snowball sampling (Miles, et al., 2014) 

were teachers and/or teachers in training affiliated with the same higher education institution as 
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the Content Expert and Procurer participants.  There was no set age, gender, or length of teaching 

experience needed to be an end-user. Two End-Users participated in the study (N=2).   

The End-User participants were both K-12 teachers.  End-User A had a total of 14 years 

of teaching experience.  For the first 11 years of teaching, End-User A taught in an urban, 

predominantly Black school in Virginia, and then in various rural districts outside of the United 

States.  End-User A identified as an African American, female age 39.  The highest degree 

attained by End-User A was a master’s degree.   End-User A was pursuing her doctoral degree.    

End-User B had a total of 22 years of teaching experience and taught in a rural, 

predominantly White school district in Michigan.  End-User B identified as a White female, age 

43.  The highest degree attained by End-User B was a master’s degree, End-User B was also 

pursuing her doctoral degree.     

Table 4.3 Exploratory Case Study Participant Demographics 

Participant Role Race (as 
identified by 
participant) 

Age Gender (as 
identified by 
participant 

Highest Degree 
Attained 

Years of 
Teaching 
Experience 
(End-Users) 

Content Expert Black 50 Female Ed.D. - 
Procurer One Latina-Cuban 45 Female Ph.D. - 
Procurer Two White 53 Male Ph.D. - 
End-User One African 

American 
39 Female M.Ed.  14 

End-User Two White 43 Female M.Ed. 22 
 

Measures 

Document Review. The document review was conducted by the researcher.  The 

document review included a review of learning materials to determine the best content fit and to 

establish study credibility (Bowen, 2009) for the online professional learning course.  The 

researcher used a Microsoft Word document to notate materials that were reviewed for course 

development including texts, videos, and other learning materials.  The document review served 



 

94 
 

as the first step in the audit trail process (Creswell & Miller, 2000).  The Content Expert 

participant examined the document review and made recommendations for additional resources 

and to ensure selected resources were aligned to the outcomes of the course.  The Content Expert 

reviewed and provided recommendations using track changes on the document review Microsoft 

Word document in Phase One.    

Content Expert Open-Ended Questionnaire. The Content Expert questionnaire 

(Appendix C) was used to gather the thoughts and perspectives of the Content Expert participant 

(Creswell & Poth, 2016; Marshall & Rossman, 2011) in Phase One.  The Content Expert 

feedback questionnaire was used to guide the semi-structured interviews with the Content 

Expert. The Content Expert completed the expert questionnaires online.  

 Procurer Open-Ended Questionnaire.  The Procurer expert questionnaire (Appendix 

D) was used to gather the thoughts and perspectives (Creswell & Poth, 2016; Marshall & 

Rossman, 2011) of the Procurer participants about the online course.  The Procurer 

questionnaires were used to guide the individual semi-structured interviews with the Procurers in 

Phase Two. The Procurer completed the Procurer questionnaires online.    

End-User Open-Ended Questionnaire. The end-user questionnaires (Appendix E) were 

used to gather the thoughts and perspectives (Creswell & Poth, 2016; Lochmiller & Lester, 2017; 

Marshall & Rossman, 2011) of the end-user participants regarding the content and their 

understanding of the course.  The end-user open-ended questionnaires guided the focus group 

discussion.  The end-users completed the end-user open-ended questionnaires online.    

Semi-Structured Interviews.  The semi-structured interviews with the Content Expert 

and Procurer participants were developed based upon the responses of participant open-ended 

questionnaires (Norton, 2013).  The semi-structured interviews with the Content Expert took  
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place after reviewing each module, for a total of four semi-structured interviews.  The semi-

structured interviews with the Content Expert were used to discuss the document review and the 

course content.    

The Procurer semi-structured interviews took place after the Procurer had reviewed all 

four modules in Phase Two.  There was a total of one interview per Procurer, for a total of two 

Procurer interviews.  The semi-structured interviews with the Procurer were guided by the 

Procurer open-ended questionnaire and were used to discuss the thoughts and perceptions of the 

Procurer (Creswell & Poth, 2016; Lochmiller & Lester, 2017; Marshall & Rossman, 2011). The 

semi-structured interview with the Content Expert and Procurers took place using Zoom.   

Focus Group.  The focus group with the two End-User participants occurred in Phase 

Two (Appendix F).  The online focus group occurred once, using Zoom.  The end-user open-

ended questionnaires were used to help guide the focus group discussion.  Using a focus group as 

a follow up to the end-user open-ended questionnaire allowed the rese archer to gain details 

about the experience of the end-user participants (ACET, 2011) as it related to completing the 

online course.  The focus group took approximately 90 minutes.  

Demographic Checklist.  A demographic checklist (Appendix G) was used to gather 

information about participants.  The demographic checklist included participant age, gender, 

ethnicity (race), level of education, employment position, years in professional positions, and 

geographical data. The demographic checklist template can be found in Appendix G.   

 Researcher Journal.  A researcher journal was used to document field notes.  Field 

notes help to eliminate assumptions made by the researcher and connect to the participants in the 

study (Wolfinger, 2002).  The field notes documented the reactions of participants during 

interviews and the focus group.  The researcher journal was an integral part of the audit trail 
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process to account for the steps taken during the process of the research study (Creswell & 

Miller, 2000).  Further, use of the researcher journal assisted the researcher to lessen the 

possibility of presumptions by noting participants’ reactions (Labaree, 2002).    

 Course Modules.  The course included four modules that discussed cultural relational 

pedagogy and its four factors: (a) reflection, (b) social-emotional relationships, (c) collaboration, 

and (d) community involvement based on the four emerging factors derived from the meta-

analysis.  Each module included an outline of the module, learning resource content, including 

text, activity, or video, a summary, reflection, and assessment exercise (Pappas, 2016).  

Additionally, the modules were interactive, linked theory to practice, and were based on the 

needs of adult learners (Pappas, 2016).  An example of the course module objectives is outlined 

in Table 4.4.  The objectives were finalized after the document review was completed and agreed 

with the Content Expert recommendations.    

Table 4.4 Cultural Relational Pedagogy Course Module Objectives 

Module  Objectives 
  
Module One: Reflection 
 
 
 

The learner will:  
• Understand a definition of reflection and its role in 

cultural relational pedagogy 
• Understand how self-reflection can be biased and 

how to work through extinguishing implicit biases 
• Reflect on past interaction with students and develop 

positive relationships with them  
 
Module Two: Social-Emotional 
Relationships 
 

 
The learner will:  

• Understand a definition of social-emotional 
relationships and its role in cultural relational 
pedagogy 

• Understand how to use social-emotional relationships 
to connect with students and provide individualized 
support for learning  

• Understand how to develop social emotional 
relationships with other teachers to share and receive 
support 
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Module  Objectives 
Module Three: Collaboration The learner will:   

• Understand a definition of collaboration and its role 
in cultural relational pedagogy 

• Understand the connection between social emotional 
relationships with other educators and collaboration 
– motivation 

• Understand how collaboration influences teacher 
work   

• Understand the advantages of developing 
collaborative relationships with students to meet 
student cultural and learning needs 

 
Module Four: Connection with 
Community 

The learner will: 
• Understand how community involvement plays a 

role in cultural relational pedagogy 
• Understand how to connect knowledge about 

students’ communities to culture and classroom 
• Understand how to learn and develop relationships 

with student communities  
 

Procedure 

In Phase Zero, the meta-analysis took place over the course of four weeks.  The purpose 

of the meta-analysis was to research previously conducted studies around professional learning 

practices and equity pedagogy.  The findings of the meta-analysis helped identify key 

professional learning methodological factors that contributed to equity pedagogy efficacy.  

Factors identified in the meta-analysis were used to guide the development of an online learning 

module that might be used as a CRT resource for educators.   

Data collection began with the researcher conducting a database search using key terms 

to find original, peer-reviewed studies including possible combinations of the culturally 

responsive context using critical pedagogy, OR culturally relevant instruction, OR multicultural 

education, OR cultural responsivity, AND teacher efficacy, AND professional development.  

Databases were used that included topics such as education, social sciences, and psychology.  

The databases were also searched for peer-reviewed articles, interventions, or dissertations 
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published between 2010 to 2020.  All studies had to be facilitated with a goal to effect teacher 

efficacy in CRT and the population had to work with students of color.  The initial search yielded 

51 articles.  Using the inclusion criteria, the researcher reviewed the study’s title and abstract to 

determine eligibility for the current study.  Next, the introduction, methods, and population were 

reviewed to further evaluate inclusion in the study, which left 24 articles for further review.  

After reviewing the remaining 24 articles, more articles were eliminated because they did not 

meet the criteria of studies using professional learning that sought to influence culturally 

responsive efficacy for teachers.  The remaining six articles were used to review for the final 

analysis and findings of the meta-analysis.  The results of the meta-analysis guided the 

development of the online learning course.   

Exploratory Case Study.  The exploratory case study consisted of the development of 

an online professional learning course that could serve as a resource for educators.  The 

development of the course was guided by a document review (Creswell & Miller, 2000) of 

learning materials and the Content Expert provided course design feedback.  The researcher 

revised the course according to the Content Expert’s recommendations.  The online professional 

learning course was then reviewed by the Procurer and end-user participants.  As identified in the 

logic model (Figure 4.2), the development and participant review of the course took place across 

Phases One and Two.  Each participant played a specific role in reviewing the course according 

to their professional contexts.  The following outlines the three phases of the professional 

learning program development.   

Phase One.  Phase One of the study included a document review to determine the best 

resources that were needed to develop the online learning course such as videos, script, and other 

learning resource materials.  The document review (Bowen, 2009) served as a roadmap for 
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developing the pre-development of an online course.  The observer participant shared the 

document review electronically with the Content Expert to allow the Content Expert to provide 

feedback via a password protected One Drive document.  The online course lasted no longer than 

80 minutes.  Each module took no more than 20 minutes to complete.  Online courses could help 

the learner retain more information and maintain their commitment for completion if the online 

learning took place between 5 to 20 minutes (Winstead, 2020).   

The researcher developed the course using Articulate Storyline 360.  Articulate Storyline 

360 is an online platform that is used to develop interactive courses and provides access to over 7 

million templates, photos, characters, videos, and icons (Articulate Global, 2021).  After the 

document review (Bowen, 2009) and conferral with the context expert the online CRP course 

was fully developed.  Development of the course took four weeks.  The Content Expert reviewed 

each module.  Upon the Content Expert reviewing the content of each module, the researcher 

sent the Content Expert an open-ended questionnaire (Norton, 2013) for the Content Expert to 

complete after each module.   

Modules. The online course was comprised of four modules that discussed cultural 

relational pedagogy and its four factors: (a) reflection, (b) social-emotional relationships, (c) 

collaboration, and (d) community involvement based on the four emerging factors derived from 

the meta-analysis.  Online learning courses should include learning objectives and goals, visual 

stimuli, relevant content and activities, assessments, and a feedback system (Pappas, 2016).   

Each module contained (a) a module outline including objectives; (b) learning resource content 

including text, activity, and/or video; (c) a summary; (d) a reflection; and (e) an assessment or 

exercise (Winstead, 2020).  Course feedback was provided through the Content Expert’s semi-

structured interviews and Content Expert’s open-ended questionnaires in Phase Two, the 
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Procurers open-ended questionnaires and Procurers semi-structured interviews in Phase Three, 

and the end-user questionnaires (Creswell & Poth, 2016; Marshall & Rossman, 2011) and end-

user focus group (ACET, 2011) in Phase Three.    

The Content Expert reviewed the course to further determine whether the content was a 

good fit for the course, according to the scope and outlined outcomes of the course (Pappas, 

2016).  The Content Expert review process took place over four consecutive weeks.  The 

researcher allotted five days for expert review for each module.  The Content Expert completed 

an open-ended questionnaire (Creswell & Poth, 2016; Marshall & Rossman, 2011) after 

reviewing each module.  On the sixth day of each week, the researcher conducted a recorded 

interview using Zoom for videoconferencing and transcription (Creswell & Poth, 2016) with the 

subject matter expert.  Content changes to the course were made by the researcher following an 

iterative, instructional design process (Pappas, 2016) and noted in the researcher journal.  

Content changes were not made that were out of the scope or objectives of the course, which was 

agreed upon by the researcher and the Content Expert.  Namely, the researcher and Content 

Expert agreed not to make content changes that include instructional strategies for practicing 

equitable pedagogy that were not found in the meta-analysis.  The researcher explained the 

parameters for reviewing the course.  The parameters for reviewing the course consisted of 

reviewing for flow, interaction, and ensuring the objectives had been addressed within the course 

(Pappas, 2016).  The Content Expert provided feedback using the Content Expert open-ended 

questionnaire.  The Content Expert open-ended questionnaire guided the semi-structured 

interviews after each module review.  

Phase Two. During Phase Two, the two Procurer participants reviewed the online 

professional learning course.  The Procurer participants were asked to review one module per 
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week and complete the Procurer online open-ended questionnaire (Norton, 2013) after reviewing 

each module.  The Procurer review process took place over four consecutive weeks.  The 

researcher allotted five days for Procurer reviews for each module.  The Procurers completed the 

Procurer online open-ended questionnaire after reviewing each module.  After the four-week 

review by Procurer participants, participants engaged in one individual interview.  The 

researcher conducted a recorded interview using Zoom for transcription and videoconferencing 

(Creswell & Poth, 2016) with each Procurer. All four Procurer interviews took place within one 

week of completing all four module reviews.    

Additionally, in Phase Two, the two end-users completed the online course and the end-

user online open-ended questionnaire.  End-user course reviews took place over a period of four 

consecutive weeks.  A focus group was conducted to elicit the thoughts and perspectives of the 

end-users about the course after the four-week review.  The researcher conducted a recorded 

focus group using Zoom for videoconferencing and transcription (Creswell & Poth, 2016).  

Focus groups are traditionally facilitated face to face.  However, leveraging technology to 

conduct focus groups has been found to provide increased opportunity for research recruitment, 

lower attrition rates, and high reliability due to the ability of participants to react and interact the 

same as face-to-face focus groups (Stewart & Shandasani, 2017).  The use of online focus group 

facilitation has been also supported by Turney and Pocknee (2004); the authors asserted 

advantages could include greater capability around scheduling participants with compacted 

schedules or experience health-related issues.  Limitations to online focus groups’ use can be 

related to internet connectivity or computer literacy (Turney & Pocknee, 2004); however it was 

not an issue in this study.  
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Timeline.  The meta-analysis data collection and analysis spanned a period of four 

weeks, during Phase Zero.  Participant recruitment took place for two weeks as each phase of the 

research occurred.  The online course pre-development occurred over four weeks (Phase One).  

The course was further developed with the Content Expert over four consecutive weeks (Phase 

One).  The Procurers reviewed and provided feedback using an online interview open-ended 

questionnaire over consecutive weeks and participated in one individual interview (Phase Two).  

End-users reviewed the course over a consecutive four weeks and completed an open-ended 

questionnaire at the end of each week.  End-Users participated in a focus group after completing 

the four-week review of the course (Phase Three).  Table 4.5 provides an overview of the case 

study timeline.  Each phase of the study was implemented following an audit trail process to 

ensure quality of program delivery (Dusenbury et al., 2003).   

Phase One.  During Phase One of the study, the researcher sent a document review to the 

subject matter expert for recommendations on February 22, 2021.  The document review 

consisted of a list of learning resources to be included in the pre-developed online professional 

learning course created by the researcher.  The Content Expert reviewed and provided 

recommendations to the document review using track changes and returned to the researcher on 

March 1, 2021.  Upon receiving the document review (Bowen 2009) with recommended changes 

from the Content Expert, the researcher revised the pre-developed professional learning course.      

During Phase One of the study, the researcher and the Content Expert engaged in four 

weeks of the study which included the Content Expert reviewing one module per week, 

completing four online questionnaires, and four individual interviews.  Each Monday, beginning 

March 15, 2021, the researcher submitted a unique course link for Content Expert review.  The 

subject matter expert was asked to review each module for content and design.  The weekly 
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Content Expert online questionnaires served as a means for the Content Expert to record initial 

thoughts about the course.  Google forms was used to collect data for the online questionnaire. 

The weekly individual interview allowed the Content Expert to further explain perceptions about 

the course.  Weekly interviews were video, and audio recorded and transcribed using Zoom.  The 

researcher performed member checking (Johnson & Onwuegbuzie, 2004) by sending a list of 

recommended revisions each Monday following the interviews for the Content Expert to ensure 

accuracy.  The Content Expert reviewed recommended revisions list and responded by the next 

day with any corrections.  The researcher then spent the remaining of each week revising the 

modules according to the Content Expert’s recommendations, following an iterative, 

instructional design process (Pappas, 2016) to ensure all changes were made prior to the Procurer 

and End-User review of the course.  The four weeks of Phase One of the study with the Content 

Expert overlapped with Phase Two.  Phase Two began at the beginning of the third week of 

Phase One.  The following details the study in Phase Two with the Procurer and End-User 

participants. 

Phase Two. Phase Two of the study consisted of the Procurer and End-User participants’ 

review of the four modules found in the online course.  In addition to reviewing the modules, the 

End-Users completed all activities and quizzes found within the modules.  Each week, beginning 

March 29, 2021, for Procurer participants and April 5, 2021, for the End-User participants, the 

researcher sent a unique link with access to the online course via email and one to access an 

online questionnaire to coincide with each module.  After four weeks of review with the 

Procurers, each procurer participated in an individual interview with the researcher.  After four 

weeks of review with the End-Users, the End-Users participated in a focus group with the 
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researcher.  Both individual interviews and the focus group were voice and video recorded and 

transcribed using Zoom.  

Table 4.5 Exploratory Case Study Overview and Timeline of Study 

Date Strategy Data Collection 
July 1, 2020 – August 31, 2020 Meta-analysis (Phase 0) 24 peer reviewed articles  
February 15 Researcher sent recruitment 

email to Content Expert via 
email 

n/a 

February 22, 2021- March 14, 
2021 

Document Review and revisions 
to pre-developed course (Phase 
One) 

n/a 

February 25, 2021 Researcher sent recruitment 
email to potential Procurer 
participants via email.  Deadline 
for potential Procurer response 
to recruitment was March 11, 
2021. 

n/a 

March 12, 2021 Researcher asked Procurers to 
share recruitment flyer via email 
and newsletter.  Deadline for 
End-Users was March 26, 2021. 

n/a 

March 15 – April 9, 2021 Content Expert course review 
(Phase One) 
 
Researcher completed module 
revisions according to Content 
Expert recommendations 
 

Demographic checklist, weekly 
open-ended questionnaire, 
guided discussion recorded and 
transcribed via Zoom; 
researcher journal 

March 29, 2021 – April 23, 
2021  

Procurer participant course 
review and online questionnaire 
completion (Phase Two) 
 
 

Demographic checklist, 
Procurer weekly online 
questionnaire, researcher journal 

April 26, 2001 - April 27, 2021 Procurer participant individual 
interviews with researcher 

Interview recorded and 
transcribed via Zoom 

April 5. 2001 – April 30, 2001 End-User participant course 
review and online questionnaire 
completion (Phase Two) 

Demographic checklist, End-
User weekly online 
questionnaire, researcher journal 

May 1, 2021 End-User focus group Interview recorded and 
transcribed by Zoom, researcher 
journal 

May 3, 2001 – May 14, 2001 Evaluation (Phase Three) n/a 
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Data Collection.  This study examined content of an online professional learning course 

that could contribute to knowledge and understanding of equitable pedagogy through use of CRP. 

Data collection in all three phases took place using the perspectives of participants.  An audit 

trail process was used to help support the validity of the study, by helping to establish 

trustworthiness of the data collection and analysis process (Creswell & Miller, 2000).  Each data 

collection phase was documented by the researcher in a researcher journal to document details of 

the study (Wolfinger, 2002). Data collection measures included a meta-analysis in Phase Zero 

prior to implementation of the study.   

In Phase One, the researcher reviewed materials for use of the online course using a 

document review (Bowen, 2009) form and completed a pre-development of the course.  Four 

semi-structured interviews were completed, guided by open-ended questionnaires with the 

Content Expert.  In Phase Two, data collection consisted of individual interviews (Creswell & 

Miller, 2000; Yin, 2018) and online questionnaires completed with the Procurers and a focus 

group with end-users.  The consent form for the Content Expert, Procurers, and end-users can be 

found with the open-ended questionnaires corresponding to each study participant in in Appendix 

C, D, and E. 

Phase One.  Phase One of the study included a document review of the study and pre-

development of the course.  The researcher reviewed learning materials and documented the 

sources in a Word document.  The Word document listed all sources reviewed, module use, and 

sources determined to be unsuitable for usage in the course.  Phase one also included semi-

structured interviews with the Content Expert to discuss how well the content was a fit for the 

course.   
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Phase Two. In Phase two Procurers were interviewed to gain their overall perception of 

the course and how the course might be used within their organization.  An open-ended 

questionnaire was used to help guide the discussion with the Content Expert.   Case studies that 

involve individual interviews allow the researcher to capture the perspectives of the participants 

and their perspectives (Yin, 2018).  The purpose of the semi-structured interviews was to gather 

the thoughts of educators within their professional context regarding the online learning module 

design.  Qualitative interviews allowed the researcher to collect the experiences, perceptions, and 

beliefs (Miles, et al., 2013, p. 11) of the population being examined.   

An online open-ended questionnaire was used to gather feedback from Procurer 

participants.  The participants were also asked to complete the open-ended questionnaire after 

reviewing each module.  The following were a sample of the Procurer open-ended questionnaire 

questions:   

• What role do you believe the module might be used to train teachers?  

• In what ways do you believe the online module may influence teachers’ efficacy in 

cultural relational pedagogy?  

Phase Two of the study also included a focus group discussion with two End-Users of the 

online course.  Data were collected using an online end-user open-ended questionnaire to obtain 

immediate feedback for all four modules of the CRP course.  The focus group discussion 

concentrated on participants’ perception of the online course.  The purpose of the focus group 

was to understand how the online course may have influenced participant knowledge of cultural 

relational pedagogy, how they believed the online course might be used as a resource within their 

organization, and how the course might have developed their cultural relational efficacy.   
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Open-ended questionnaires guided the focus group discussion.  Predetermined focus group 

questions were as follows:  

• In what ways did the online course influence your knowledge of equitable pedagogy 

efficacy? 

• In what ways do you believe the online course could be used as a resource within your 

educational organization? 

• In what ways do you believe the online course influenced your efficacy in equitable 

pedagogy? 

• Which component(s) of the learning module were most helpful in developing cultural 

relational pedagogy? 

Demographic Checklist. A demographic checklist was used to gather participant 

information including age, gender, ethnicity, level of education, employment information, 

years in professional position, and geographical data.   

Researcher Journal.   A researcher journal was used to document participant reactions, 

allowing the researcher to eliminate researcher assumptions (Wolfinger, 2002). The researcher 

journal was also used by the researcher as prescribed in an audit trail process by documenting the 

methodology of the research study (Creswell & Miller, 2010).      

Data Analysis 

Data collected through individual interviews and the focus group were recorded and 

transcribed.  The researcher reviewed the transcriptions using inductive descriptive coding.  

Inductive coding has been noted by Miles, Huberman and Saldana (2014) as more empirically 

grounded and allowed researchers to discover pertinent research factors rather than focusing on 

predeveloped fixed factors.  Once codes were determined, the data were analyzed to highlight 
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emerging themes using clustering (Miles, Huberman, & Saldana, 2014).  Clustering according to 

Miles, Huberman, and Saldana (2014), allows the researcher to make inferences and draw a 

conclusion by placing the data into relevant response displays so that comparison between 

responses and participants can be distinguished and further analyzed.  Audio recordings were 

saved until the end of the study and then deleted to protect the anonymity of participants.  

Emergent coding was used to analyze transcribed recordings and researcher notes to highlight 

appropriately the voices of the participants (Miles et al., 2013).  The qualitative data analysis was 

used to answer the research questions.   

The following chapter provides a detailed analysis and results of the study including 

interviews, one focus group, and online questionnaires.  Using an audit trail process (Wolfinger, 

2002)., the process of the development phase of the online module and interviews with the 

Content Expert is discussed.  Then an analysis and findings of the participant feedback including 

the Content Expert, Procurers, and End-Users is provided.  Finally, the study concludes with a 

discussion and implications.  A data collection matrix can be found in Appendix H.   
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Chapter 5: Exploratory Study Research Findings 

This chapter discusses the results, findings, and conclusions from this exploratory case 

study.  The study aimed to explore and highlight the voices of the study’s participants and their 

perceptions of the Cultural Relational Pedagogy (CRP) Professional Learning Course, an online 

course developed by the researcher.  As identified in Chapters 3 and 4, the professional learning 

course included four modules.  The four modules discussed CRP by its four respective 

components: reflection, social-emotional relationships, collaboration, and connection to 

community. The course was developed to support teachers’ knowledge and understanding of 

CRP in hopes of increasing their use of CRP within their context.  The first section of this 

chapter discusses process of implementation.  Then the empirical findings are presented by 

research question.  Finally, the recommendations and limitations of the study are discussed.  

The study was designed to answer the following research questions:  

RQ1: In what ways can the content and design be improved to convey the four 

components of CRP to educators based on the Content Expert’s role?  

RQ2: In what ways can the content and design be improved to convey the four 

components of CRP to educators based on the Procurer’s and End-User’s role?  

RQ3: What is the role of the learning course in helping teacher educators or trainers 

conduct sessions designed to help teachers implement cultural relational pedagogy? 

RQ4: Which components of the learning modules were determined to be most helpful for 

teachers in understanding how to implement cultural relational practices in their respective 

organizations?  

RQ5: In what ways do participants believe completion of the learning course could 

influence their equitable pedagogy efficacy through CRP? 
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RQ6: How has the program delivery adhered to or differed from the proposed objectives 

and implementation procedure? 

Process of Implementation 

The exploratory case study took place between February 22, 2021, and May 5, 2021.  The 

exploratory study was implemented in three phases.  Phase One consisted of a document review 

and a review of the four modules that comprised the online professional learning course by the 

Content Expert.  Phase Two included course module reviews by Procurer participants and review 

and completion of the modules by End-User participants. Phase Three included an evaluation of 

the study conducted by the researcher.  This section discusses the process of implementation by 

providing a brief overview of the CRP Online Professional Learning Course that was reviewed 

by the study’s participants to provide context to the study as it relates to participant activities 

within the study.  Then each phase of implementation is explained.   

Cultural Relational Pedagogy Online Professional Learning Course 

            The CRP course included an introduction to CRP and four modules.  The four modules 

discussed reflection, social emotional relationships, collaboration, and connection to community 

that are the four components of CRP.  Each module included text, videos, and/or a practice 

exercise.  Each module was concluded with cultural relational pedagogy theory to practice 

recommendations, resources, and glossary terms.   

 Module One: Reflection. Module One of the Cultural Relational Pedagogy Professional 

Learning Course included a discussion of the use of reflection to practice CRP.  The reflection 

module discussed reflection from the aspect of teachers reflecting on their own implicit biases, 

their current equitable pedagogy practices, and determining opportunities for improvement.  
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Course users engaged in practice exercises that asked them to answer reflection questions 

according to their own contexts.  The objectives of Module One were:  

• Understand reflection as it relates to CRP 

• Identify ways that self-reflection can be biased and ways to work through 

extinguishing implicit biases 

• Reflect on past interactions with students and identify ways that positive 

relationships can be formulated 

Module Two: Social Emotional Relationships. Module Two of the course included a 

discussion of social emotional relationships as it relates to CRP. The course suggested social 

emotional relationships should be established between teachers and students to embrace diversity 

and provide an equitable learning environment.  The course also suggested developing social 

emotional relationships between teachers by practicing emotional intelligence.  A video 

embedded in the module discussed physiologically occurs in the brain when people feel accepted 

and included in group settings.  Also, social emotional relationships framework was  presented to 

further illustrate methodologies for incorporating social emotional relationships.  The practice 

exercise in Module Two included reviewing five competencies and writing a plan for 

incorporating social emotional relationships through CRP within the user’s context. The 

objectives of Module Two were:  

• Understand social emotional relationships and its role in CRP 

• Develop a plan for using social emotional relationships to connect with students and 

provide individualized support for learning within your context 

• Formulate ideas for developing social emotional relationships with other teachers to share 

and receive support 
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Module Three: Collaboration. Module Three of the CRP course discussed connections 

between social emotional relationships and individual’s abilities to collaborate when they feel 

accepted in a group.  Module Three also discussed the benefits of collaboration including less 

cognitive load, innovation, positive work environment, and increased teacher capability.  

Teachers were encouraged to initiate collaborative practices with students by formulating 

authentic relationships and with other teachers by sharing and receiving information.  The 

practice exercise asked teachers to create a plan for facilitating collaborating through cultural 

relational pedagogy with students and teachers by developing positive interracial relationships, 

interactions that embrace diverse backgrounds, and integrating relevant personal experiences in 

classroom curriculum.  The objectives for Module Three included:  

• Understand the role of collaboration and CRP 

• Identify connections between social emotional relationships with other educators 

and collaboration 

• Identify ways that collaboration influences teacher work 

• Identify advantages of developing collaborative relationships with students 

• Identify ways that collaborative relationships with students can enable teachers to 

understand student cultural learning needs 

Module Four: Connection to Community. Module Four discussed incorporating 

student cultural backgrounds to bridge student’s ecosystems with classroom learning.  Teachers 

were encouraged to connect their learning about CRP, reflection, teacher/student social 

emotional relationships, and collaborations to formulate a pre-plan for how they will work with 

their teacher teams to connect with students’ communities.  The module presented examples of 

two school districts connecting to student’s communities through family engagement and 
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strategic community partnerships.  The final exercise involved teachers developing a preplan for 

how they will work with their teacher teams to incorporate CRP by connecting to their 

communities using the previously discussed modules as a guide.  The objectives of Module Four 

included:  

• Understand how connection to community plays a role in cultural relational 

pedagogy 

• Identify ways to developed relationships with student families to build a bridge 

between student communities and classroom learning 

• Identify ways to connect with student’s community through partnerships and 

relationships building 

Each phase of the study followed an exploratory case study approach.  Following an 

exploratory case study approach enabled the researcher to determine how well the online 

professional learning course might support teachers as they practice equitable pedagogy practices 

such as cultural relational pedagogy.  Exploring evidence from multiple sources of data allowed 

for a diversified lens (Yin, 2018) to examine how the online professional learning course should 

be developed to best support teachers. Likewise, following a case study method provided data 

that assisted the researcher in understanding the participants’ perceptions (Cousin, 2005) of the 

CRP online course.   

            As suggested by Dusenbury, Brannigan, Falco, & Hansen (2003), the researcher followed 

a formative procedure to improve the online course content according to feedback from the 

Content Expert participant in the Phase One.  Weekly completion of online questionnaires and 

interviews with the Content Expert and researcher provided direction for revising the course.  
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The researcher revised all four modules of the CRP online course according to feedback data 

from the Content Expert.   

Project implementation was also evaluated to ensure the study followed the outlined 

procedures (Stufflebeam, 2003).   Examining fidelity of implementation allowed the researcher 

to examine if the study adhered to the prescribed methods, ensures participant engagement, and 

quality of delivery (Dusenbury et al., 2003).  The researcher followed the prescribed methods by 

making interview and focus group appointments and providing an activities schedule for all 

participants involved.  All appointments and activities were executed within the scheduled 

timeframes.  Additionally, 100% of the participants that agreed to participate in the study 

provided feedback with the specified time allotment.  

Qualitative Analysis 

Emergent coding and thematic analysis (Miles et al., 2013) of the qualitative data 

collected through individual interviews and a focus group presented central themes within the 

data.  Two themes emerged for the online questionnaires and the interviews with the Content 

Expert included content recommendations and design recommendations.  Four themes emerged 

in the data for the Procurer and End-User online questionnaires and interviews including role of 

the course to help teachers implement cultural relational pedagogy, components most helpful to 

help teachers understand how to implement cultural relational pedagogy, areas of improvement, 

and efficacy.  The End-User data had one additional emerging theme, ways the course could be 

useful within schools.  The following section presents a discussion of the themes that emerged 

from the Content Expert interviews, Procurer interviews, End-User focus group, and online 

questionnaires.  Then the data is presented according to thematic categories.  The emerging 

themes and their respective codes are presented in Figure 5.1.  
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The first cycle coding included creating a matrix display to find the initial summary of 

segments of data using holistic coding to categorize data as the researcher was aware of the main 

idea of the study (Miles, Huberman, & Saldana, 2014).  The main idea of the study was to 

receive feedback of the course from each participant.  

Content Expert Data Analysis. After reviewing the Content Expert interviews and 

online questionnaires, the researcher found that all data could be holistically categorized into two 

areas.  The two categories were content recommendations and design recommendations.   

 To perform second round coding, the researcher relied on an inductive coding process 

(Miles, Huberman, & Saldana, 2014), allowing the codes to emerge during data collection.  

Pattern coding was performed by using the explanatory codes that emerged from the segments of 

data (Miles, Huberman, & Saldana, 2014) from the Content Expert interviews and online 

questionnaires.  By reviewing the segments of data in the two categories including content 

recommendations (CR) and design recommendations (DR), the researcher looked for 

commonalities among words and phrases to develop the pattern codes.  The second-round pattern 

codes that emerged under the content recommendations (CR) category were stronger content 

connections to CRP and instructional designer bias.  The second-round codes that emerged under 

the design recommendations (DR) category were improve voice over and improve format.   

Procurer and End-User Analysis.  After reviewing the Procurer and End-User online 

questionnaires, individual interviews, and focus group, the researcher found that all data could be 

categorized into four holistic categories for the Procurer participant data.  The Procurer holistic 

categories were role of the course in teacher context (RC), components most helpful to 

implement CRP (COMP), areas of improvement (IMPROV), and teacher efficacy (EFF).  The 

resulting pattern codes for the Procurer data under RC were baseline knowledge, application of 
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CRP, safe space to think about feelings, and teacher preparation programs.  The pattern codes 

under COMP were reflection/journaling, videos, glossary, resources, and practice exercises.  

Pattern codes under the IMPROV category were improve voice over, less content and more 

reflection, and add more concrete strategies.  Finally, two pattern codes were found under EFF 

including helps examine own beliefs and teacher collaboration.   

Online questionnaires and the focus group provided data for the End-User participants.  

The holistic emerging codes from the End-User participants included role of the course in 

teacher context (RC), components most helpful to implement CRP (COMP), areas of 

improvement (IMPROV), teacher efficacy (EFF), and use of course for school staff (SCHUSE).  

The pattern codes under RC were monthly professional learning and specified teacher 

collaboration time.  Under the COMP category, the pattern codes were reflection, practice 

exercises, and strategy plans.  The pattern codes under IMPROV were add quizzes at end of each 

module, ease of use when returning to course, and end of course quiz.  The EFF category 

included offers continuous improvement, and opportunities for collaboration.  And finally, the 

SCHUSE category included new teachers, teachers with moderate experience as a refresher, 

teachers with long term experience as a refresher, teacher leaders, and teacher normally exempt 

from training (e.g. P.E or Music teachers).   
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Figure 5.1 Holistic Emerging Themes and Pattern Codes 

Content Expert Interviews and Questionnaires 

The Content Expert and the researcher engaged in four zoom recorded interviews that 

occurred over a span of four consecutive weeks.  Each Monday, the researcher sent a unique link 

providing access to the online professional learning course.  The course was revised weekly 
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according to the Content Expert recommendations, therefore there was a necessity to send an 

updated link each week.  The researcher also provided a link for an online questionnaire for the 

Content Expert to complete after reviewing each module. All responses from the Content Expert 

were used to answer RQ1. 

• In what ways can the content and design be improved to convey the four components of 

CRP to educators according to the Content Expert’s role? 

The Content Expert provided recommendations for improvement for all four modules through 

the individual interviews and the online questionnaires. All recommendations presented by the 

Content Expert resulted in two categories: content recommendations and design 

recommendations.  The interview questions were asked as a follow up to the online questionnaire 

answers provided by the Content Expert.   The online questionnaire asked: 

• In what ways do the learning activities provide opportunities for the learner to master the 

learning outcomes?  

• Activities may be active or passive but should be interesting or challenging; please 

provide feedback if the activity is interesting or challenging.  Does the content fully 

explain the concept presented in the module? 

• In what ways are the activities in the module interesting or challenging?  

• In what ways does the module explain the concept? Please explain.   

Module One: Reflection.   Table 5.1 provides the feedback provided by the Content 

Expert interview and online questionnaire for Module One.    

 

 

 



 

119 
 

Table 5.1  

Content Expert Module One Reflection Recommendations 

Content Recommendations Design Recommendations 
Add two formative assessments 
 
More explicitly connect the journal prompts 
to CRP 
 
Add additional resources page at the end of 
the module 
 
Add glossary terms at the end of the module 
 
Check your own biases 
 
Add dissertation copyright information 
 
Change “borrowed from Gee” to “built 
upon” 
 
Ensure journal exercises reflect back to the 
course 

Make CRP model clickable 
 
Consider a human voice for the course versus the 
computerized voiceover 
 
Add a hard stop at the end of each module 
 
Remove white male image to remove assumptions of 
who is at fault  
 
Correct generic box text 
 
Provide a format for journal completion 

 

       Module Two: Social Emotional Relationships. Table 5.2 provides the feedback provided 

by the Content Expert interview and online questionnaire for Module Two.   

Table 5.2  

Content Expert Module Two Social Emotional Relationships Recommendations 

Content Recommendations Design Recommendations 
Tie content back to CRP 
 
Tie reflection exercise back to CRP – 
connect SEL to CRP 
 
Revise slide that discusses relationships 
among teachers to connect to CRP 
 
Ensure the learner understands why it is 
important to establish teacher to teacher SEL 
relationships 
 

Change format of quiz to short answer to capture 
suggestions for End-Users to apply content to their 
context 
 
Change CRP model to make more visible and clear 
 
Make it clear you can click on the CASEL 
framework image 
 
Find better images for the be honest, be human, etc. 
slide 
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Content Recommendations Design Recommendations 
Why formulate ideas for SEL with students, 
but create a plan for teachers – make these 
two objectives complement each other 
 
In the important factors for Edutopia, 
highlight how it relates to CRP and how you 
get to people to authentically incorporate it in 
their practices 
 
Tie CASEL framework back to CRP and 
provide authentic ways to do so 
 
All blue side – mention CRP 
 
Consider the quiz be about what it looks like 
to incorporate CRP instead of learners 
identifying the six types – connect back to 
CRP 

Define students of color 

Change glossary/resources page format – add 
hyperlinks for resources if possible; consider 
horizontal columns to give a cleaner look 

 

  
 

Module Three: Collaboration. Table 5.3 provides the feedback provided by the Content Expert 

interview and online questionnaire for Module Three.   

Table 5.3  

Content Expert Module Three Collaboration Recommendations 

Content Recommendations Design Recommendations 
There should be checks and balances that 
they are understanding cultural relational 
pedagogy. 

Slide with puzzle pieces – CRP is not in the 
description.  It is stated, but not in the notes. 
If a person is not listening, then they will not 
read it on the slides 

Users should come away with some take 
away that is quoted by Violet Ford you and 
not only how you talked about other people.  

Slide 62 - need more like this – the how and 
why of doing things integrated – CRP and 

Short answer quiz – check for ease of the user’s 
ability to go back and forth to look at content (the 
short answer quiz towards the end of the module) 

Make introductory slide for quiz not a slide that has 
submit on it, Change to say the next two slides will 
be short answer (a generic intro).  Because when you 
hit submit it does not take you to the next slide – may 
be easier to continue using the course journal. 

If use form, where does the short answer go?  Would 
the instructor be able to look at it and share back with 
the End-User?  How will they know if it is wrong?  
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Content Recommendations Design Recommendations 
student to student collaborations – not just 
social emotional learning and collaboration  

Synthesize content 

Slide 52 – social emotional slide – the three 
black women and two people with post its - 
For every person that… what does this have 
to do with cultural relational pedagogy? 

When thinking about utilizing CRP, that 
connection between is very important if we 
are to honor people and make connections.  
We want people to feel confident they can 
use CRP 

So why is CRP needed? – that is more of 
what we need to explain the importance of 
CRP 

Four ways slide – the second full column – 
make more explicit to CRP.  Add to 
implement CRP…find actual examples on 
this four ways slide or add examples that I 
know about instead of the four smaller 
examples.  Dig deeper to use a scenario that 
can help teachers grapple with real issues. 
Use a scenario and talk about the four ways 
in the context of the scenario instead of the 
smaller examples   

Moll citation– take out ampersand and add 
“and” 

Module three objectives – look at intro 
statements – are they supposed to be there? If 
so, provide proper lead in.  

Edit the titles of slides on left to match the 
slides 

With short answer quiz, it does not show if it was 
correct.  Would it indicate that the answers are 
correct/incorrect? 

Look to see if need to add in quiz results page.  

 

Consider adding directions that the person can 
screenshot their answers to show their instructor 

Add more CRP slides and forms 

Slide 1 – correct title – APA 

Put transcript in resources instead of in the 
document, or put a skip button 

Make copyrights reserved smaller and on same line 

Image of man and woman together on collaboration – 
pause and think –change image Intro slide for video 
– the slide with puzzle pieces – was clicking around 
the slide looking for the video.  Need to say that the 
video is on the next slide.   
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Module Four: Connection to Community.  Table 5.4 provides the feedback provided 

by the Content Expert interview and online questionnaire for Module Four.   

Table 5.4  

Content Expert Module Four: Connection to Community Recommendations 

Content Recommendations Design Recommendations 
Check to see if Epstein article is proprietary; also 
consider adding other sources 

How will user know that they are embodying CRP 
through the plan that they create – clarify that it is 
a preplan to work their teacher teams  

Double check how first introduce how they 
interact with community in the module and 
refocus the listener with the two areas of focus for 
the briefs 

Explicitly state what the differences are between 
the two briefs 

Consider rather than using the briefs in totality, 
take one example and illustrate how the things 
done in the article related to each component CRP 

Bring it all back together – the four components – 
how it all integrates.  These briefs might be a 
good way to do that. 

Present final CRP slide before resource slide so 
that it is a recap 

Add CRP recommendations at the end of each 
module and at the end of the course – both places 
for multiple perspectives (Make it Stick) – we 
want their knowledge to increase 

Make new CRP recommendations downloadable 
PDF if possible 

Add quiz at the end of the module for 
understanding (end of course quiz)– can note to 
send results to instructor 

Make sure that CRP is illuminated – how does 
CRP bring everything together?  

Name the Module Four Slide (intro slide) 
 

Slide after objectives – sound and text are 
slightly off 
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Content Recommendations Design Recommendations 
Check intro slide – it refers to making use of 
module 2 and 3, but does not mention module one 

Add a summary section – give a charge 

How do the students gain feedback about the 
plan? – they need feedback to ensure they are on 
the right track 

The instructors need to know what their students 
are doing 

Explain that it is possible to do portions of the 
CRP and still be doing CRP Intro – you make an 
explicit connection between two and three, but not 
to module one.  Why? – check this 

Add more CRP into six types of involvement – ex 
it should be Epstein through the lens of CRP. Will 
everyone have a teacher team?  - in the beginning 
there were potentially preservice teachers taking 
the course – consider accompanying instructor 
notes for the future.  Ex. In the case of teachers in 
training; create groups to work together.  Is this a 
limitation of the design?  Also, implications for 
future research or design 

Define SOC again  - reiterate who I mean by SOC 
when creating summary version 

Consider a quiz in the summary instead of one in 
module four – multiple choice.  What are the 
things you most want them to take away and 
implement in their practice? 

  
 

Procurer Interviews and Questionnaires  

The Procurer participants (N=2) and the researcher engaged in one individual interview 

each.  The Procurers also completed an online questionnaire weekly after reviewing each module 

for four consecutive weeks.  Each Monday, the researcher sent a unique link providing access to 

the online professional learning course.  The course was revised weekly according to the Content 
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Expert recommendations, therefore there was a necessity to send an updated link to the Procurers 

each week.  The researcher also provided a link for an online questionnaire for the Procurers to 

complete after reviewing each module.  All responses from the Procurers were used to answer 

RQ2, 3, 4, and 5: 

• RQ2: In what ways can the content and design be improved to convey the components of 

CRP to educators according to the Procurer’s and End-User’s role? 

• RQ3: What is the role of the learning course in helping teacher educators or trainers 

conduct sessions designed to help teachers implement cultural relational pedagogy? 

• RQ4: Which components of the learning modules were determined to be most helpful to 

teacher educators or trainers in understanding how to implement cultural relational 

practices in their perspective organizations?  

• RQ5: In what ways do participants believe completion of the learning course could 

influence teacher equitable pedagogy efficacy through CRP? 

The Procurers provided their perception of each module through the online questionnaires.  

The individual interviews with each Procurer provided an opportunity to follow up with a 

discussion of the modules to ascertain a deeper understanding of the Procurer’s perceptions (Yin, 

2018).  All feedback provided by the Procurers fell into four categories: role of learning course to 

help teachers implement CRP (RC), components most helpful to help teachers implement CRP 

(COMP), areas of improvement (IMPROV), and teacher efficacy (EFF).    

The online questionnaire asked:  

• In what role or capacity do you believe the module can be used to help teacher educators 

or trainers implement cultural relational pedagogy? 
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• In what ways do you believe the module may influence cultural relational efficacy for 

teachers? 

• Which component(s) (i.e. practice exercises, videos, text, etc.) of the module do you 

believe might be most beneficial to support teachers as they develop their cultural 

relational pedagogy practices? 

• In what ways do you believe the module may influence teachers' efficacy in cultural 

relational pedagogy? 

• How do you believe the module might be implemented within your educational 

organization? 

• What is your overall perception of the module? 

• How do you believe the module might be improved? 

An example of the interview questions was: 

• What role do you believe the course could play in helping teachers in service implement 

cultural relational pedagogy? 

• In what ways do you believe the course might be implemented within your educational 

organization that you currently work? 

Table 5.5 and Table 5.6 provides the individual interview feedback provided by the Procurer 

participants (N=2).  Procurer A is presented in Table 5.5 and Procurer B is presented in Table 5.6.  

All Procurer participant feedback was gathered through individual interviews and online 

questionnaires for each module.  
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Table 5.5  

Procurer A Module One Reflection Interview Feedback 

Role of learning course 
to help teachers 
implement CRP 

Components 
most helpful to 
help teachers 
implement CRP 

Areas of 
improvement 

Teacher efficacy 

it provides a good 
baseline knowledge in 
terms of defining terms 
and thinking about it. In 
practice… 
 
for teachers in 
training…when they're 
doing their student 
teaching… 
 
…the terminology, the 
subject matter is 
applicable, especially 
when I think about the 
terminology in terms of 
understanding, 
academics 
understanding behaviors, 
understanding outcomes 
from a cultural relational 
perspective. 
 
The journaling is really 
important with our 
students in terms of 
while they're going 
through their internship 
and field experience. 
 

Journaling 
 
…the reflection. 
makes it a real 
safe space not to 
be socially 
desirable and to 
really sit with 
your thoughts. 
 
…the extra 
resources at the 
end. 
 
 
 

…more 
application… 
I'm a counselor by 
training so you 
know I'm very 
feelings/ behaviors 
motivated, so, 
connecting that to 
how one feels to 
think about these 
things. 
 

in terms of efficacy 
with the idea of 
cultural relational 
pedagogy… it defines 
it and allows teachers 
and teachers in 
training to really, think 
about application.  
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Table 5.6  

Procurer B Module One Reflection Interview Feedback 

Role of learning 
course to help teachers 
implement CRP 

Components most 
helpful to help 
teachers implement 
CRP 

Areas of 
improvement 

Teacher efficacy 

…things that are 
touched upon in the 
course that teachers 
may or may not have 
been exposed to in 
their training 
programs, or maybe, 
depending on how 
they came into the 
profession, maybe 
didn't have much 
training at all. 
I'm thinking then just 
about some of the 
ideas for family and 
community 
involvement and the 
importance of 
relationships…the 
importance of 
knowing something of 
the cultural 
background of your of 
individual students to 
building those 
relationships, and 
some of the concrete 
strategies for 
engagement and 
relationship building.” 
 
…I think it's important 
for school 
administrators to know 
that it's important to 
make space and time 
for these kinds of 
things. It takes time to 
build 
relationships…build 
knowledge of students 
from different cultural 

There were times 
where … you we're 
learning some of 
the physiology like 
the oxycotin… 
hormones…I 
thought that it was 
a really useful way 
to bring those ideas 
to teachers and to 
give them some of 
the physiological 
background for 
why some of the 
you know the 
relationships are 
important.” 

Module Three more 
than other places 
but it came up 
several places, was 
collaboration… it's 
an exercise that one 
does sitting right in 
front of one's 
computer and then 
with the course 
journal. Any way to 
build in 
collaboration or 
group activities I 
think would be 
really helpful to 
bounce ideas 
around. 
 
I kept finding 
myself, asking, 
what would that 
look like at this 
school as opposed 
to that school, and 
that's obviously not 
something that you 
can answer for 
every context that a 
student might 
possibly do. 
But I'm wondering 
if there's a way to 
make them either 
more specific, or to 
have that be a 
jumping off point 
for a student to say, 
how would I 
implement that 
recommendation in 
my context…” 

…is the dosage high 
enough to impact 
efficacy…I found 
myself wondering… 
was there enough 
there that would that I 
would go in feeling 
one way and come out 
saying, I feel a 
stronger sense of 
efficacy I definitely 
think people would 
come out with some 
ideas…to try and 
whether or not they 
how successful they 
are with those ideas 
may determine how, 
whether they that this 
ultimately impacts 
efficacy so the course 
coupled with practice 
coupled with 
debriefing, I could 
imagine potentially 
having a strong 
change…  
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Role of learning 
course to help teachers 
implement CRP 

Components most 
helpful to help 
teachers implement 
CRP 

Areas of 
improvement 

Teacher efficacy 

backgrounds in one's 
own…to go to after 
school events and 
whether that happens 
at the school 
administrator level or 
at the actual kind of 
negotiating of 
contracts with 
teachers at the district 
level…I can see 
something like this 
almost playing an 
advocacy role.   

 
…a more engaging 
voice (over) I think 
would be helpful. 
 
 

 

The following tables provide the Procurer participant feedback for the online questionnaires for 

all four modules of the online professional learning program.  

Module One: Reflection Online Questionnaire Procurer Feedback 

Table 5.7  

Module One: Reflection Procurer A Questionnaire Feedback 

Role of learning 
course to help 
teachers implement 
CRP 

Components 
most helpful to 
help teachers 
implement CRP 

Areas of 
improvement 

Teacher 
efficacy 

reflecting on 
personal bias, with 
more content they 
can perhaps reflect 
on their own 
intersectional 
identity. 

I think the two 
reflections 
before you get 
into the 
content…  
I like that they 
keep an 
electronic 
journal. 

The robotic voice is 
monotonous - I 
wonder if you could 
use a voice thread to 
help and give your 
own voice here. 
At the end there is a 
glossary in terms of 
student ecosystems 
perhaps you can 
define that earlier 
one...I feel like this 
module needs a little 
more content. 

so far I don't 
see this yet 
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Module One: Reflection Procurer B Questionnaire Feedback 

Table 5.8  

Module One: Reflection Procurer B Questionnaire Feedback 

Role of learning 
course to help 
teachers implement 
CRP 

Components most 
helpful to help 
teachers 
implement CRP 

Areas of 
improvement 

Teacher efficacy 

Any student can 
use this to reflect 
upon interactions 
they have had and 
to think about 
implicit bias, 
although I think 
they will need to 
have at least 
engaged in student 
teaching for this to 
be useful. So for 
pre-service 
teachers, I think 
this would only 
work later in their 
studies as they will 
need to have had 
experiences with 
students to do this 
exercise. 

I thought the series 
of questions 
related to the 
reflection was a 
useful way of 
organizing inquiry 
into one's practice.  

I think it is a good 
start, but I wonder if 
it might benefit from 
some scenarios that 
guide people's 
reflections. I wonder 
about their 
willingness to 
engage deeply in 
reflection based on a 
relatively short 
module and to truly 
interrogate their own 
practice, and I think 
more guidance may 
be helpful. 
 
The robotic voice 
isn't ideal, I would 
consider actually 
recording your 
script. I also think 
some additional 
examples of what 
both strengths based 
approaches and bias 

Changing efficacy is tricky 
- I wonder if this in itself 
will have that impact. There 
may be patterns to how 
aspiring teachers respond to 
this, as I can imagine one's 
first reaction actually being 
lowered efficacy as one 
reflects on what one has 
done wring in the past (i.e., 
instances where one may 
not have been strengths-
based, or may have been 
biased). that could actually 
result in a drop in efficacy 
until later modules.  
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Role of learning 
course to help 
teachers implement 
CRP 

Components most 
helpful to help 
teachers 
implement CRP 

Areas of 
improvement 

Teacher efficacy 

look like could help 
set the tone for the 
reflection in which 
you want people to 
engage.  
 
Finally, the interface 
is a little bit clunky 
in terms of moving 
back and forth 
between the 
presentation and the 
noter document I 
was asked to open. 
Including a few 
more guidelines 
such as "stop now 
and the a few 
minutes to jot down 
your notes" might be 
helpful - when I 
switched away from 
the window the 
voice stopped. 
 
 

 

Module Two: Social Emotional Relationships Questionnaire Procurer Feedback 

Table 5.9  

Module Two: Social Emotional Relationships Procurer A Questionnaire Feedback 

Role of learning 
course to help 
teachers implement 
CRP 

Components 
most helpful to 
help teachers 
implement CRP 

Areas of 
improvement 

Teacher 
efficacy 

by delving deeper 
into their own self-
awareness and 
providing key 
terms  
 

self-reflection 
questions 

As you present the 
CASEL model 
perhaps ask some 
self-reflection 
questions - perhaps 
asking the student of 
the module more 

by examining 
their own 
beliefs 
giving them 
dissonance in 
examining 
themselves 
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Role of learning 
course to help 
teachers implement 
CRP 

Components 
most helpful to 
help teachers 
implement CRP 

Areas of 
improvement 

Teacher 
efficacy 

about the video and 
how it plays out in 
their context - 
perhaps defining 
these terms earlier 

 

 

 

 

Table 5.10 

Module Two: Social Emotional Relationships Procurer B Questionnaire Feedback 

Role of learning 
course to help 
teachers implement 
CRP 

Components 
most helpful to 
help teachers 
implement CRP 

Areas of 
improvement 

Teacher 
efficacy 

I think the material 
is useful for 
helping teachers 
understand the 
importance of 
building 
relationships, as 
well as some of the 
biological and 
neurological 
reasons for this. I 
also think this is 
important for 
school leaders to 
learn this so that 
they set aside time 
for relationship 
building, and for 
teachers to act as 
leaders. 
 

I liked the video. more concrete 
strategies, as well as 
mixing up the 
modality (too much 
reading of slides, not 
enough engaging 
activities, although 
I'm not sure what 
these might be). 

This is tougher 
- the module 
explained why 
it was 
important, but 
I'm not sure 
that I came 
away with a lot 
of new 
strategies that I 
could 
implement  
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Module Three: Collaboration Procurer Questionnaire Feedback 

Table 5.11  

Module Three Social Emotional Relationships Procurer A Questionnaire Feedback 

Role of learning 
course to help 
teachers implement 
CRP 

Components 
most helpful to 
help teachers 
implement CRP 

Areas of 
improvement 

Teacher 
efficacy 

to think about 
current 
collaborative and 
future practices 

scenario is good 
and allows 
reflection- 
questions at the 
end are good for 
reflection but 
needs to be 
broken up 
throughout 
module  

Define what is 
strong and authentic 
relationships- the 
journal prompt, the 
second question is a 
closed questions 
(can be answered 
yes/no) perhaps 
creating a list would 
be better- perhaps 
the scenario can be 
extended in terms of 
responding to the 
four areas- teachers 
can apply it to their 
context  

by thinking 
about aligning 
with other 
teachers and 
students. 
by 
understanding 
the benefits of 
collaboration 

 

Table 5.12 

Module Three Social Emotional Relationships Procurer B Questionnaire Feedback 

Role of learning 
course to help 
teachers implement 
CRP 

Components 
most helpful to 
help teachers 
implement CRP 

Areas of 
improvement 

Teacher 
efficacy 

I thought it made 
important points 
about 
collaboration, both 
between teachers 
and between 
teachers and 
students, and I 
thought it had some 
concrete 
suggestions for 
ways of using 
knowledge  

the concrete 
examples 
(getting involved 
in students 
activities, 
learning their 
funds of 
knowledge). 

I said this about 
module 2, but I 
think the robotic 
voice is not ideal - I 
might record 
yourself, and maybe 
add more video or 
other ways to 
engage beyond just 
having the reading 
of the slides. 

I would think 
this would 
increase 
teachers' sense 
of efficacy, and 
it also included 
suggestions for 
collaborating 
with the 
teachers, which 
could also help. 
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Module Four: Connection to Community Procurer Questionnaire Feedback 

Table 5.13  

Module Four Connection to Community Procurer A Questionnaire Feedback 

Role of learning 
course to help 
teachers implement 
CRP 

Components 
most helpful to 
help teachers 
implement CRP 

Areas of 
improvement 

Teacher 
efficacy 

thinking 
reflectively on 
current practices 
and professional 
development 

action steps First writing prompt 
is ok perhaps you 
can provide some 
examples to stir the 
learners thinking  

creating an 
action plan 

 

Table 5.14  

Module Four Connection to Community Procurer B Questionnaire Feedback 

Role of learning 
course to help 
teachers implement 
CRP 

Components 
most helpful to 
help teachers 
implement CRP 

Areas of 
improvement 

Teacher 
efficacy 

 I think it clearly 
makes the point 
that collaborating 
with communities 
and families is very 
important, and 
would be useful for 
that.       

The strategies  
and just the 
overall argument 
that knowing 
your students is 
important and 
connecting to 
their families 
and communities 
equally so. 

I think more specific 
strategies, would 
improve the module. 

Including the 
strategies used 
by the Colorado 
district and the 
HCZ was 
helpful. 
 

 

End-User Interviews and Questionnaires  

The End-User participants (N=2) and the researcher engaged in one focus group.  The 

End-Users also completed a weekly online questionnaire after reviewing each module for four 

consecutive weeks.  Each Monday, the researcher sent a unique link providing access to the 
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online professional learning course.  The course was revised weekly according to the Content 

Expert recommendations, therefore there was a necessity to send an updated link each week.  

The researcher also provided a link for an online questionnaire for the End-Users to complete 

after reviewing each module.  All responses from the End-Users answers were used to answer 

RQ2, RQ3, RQ4, and RQ5: 

• RQ2: In what ways can the content and design be improved to convey the four 

components of CRP to educators? 

• RQ3: What is the role of the learning course in helping teacher educators or trainers 

conduct sessions designed to help teachers implement cultural relational pedagogy? 

• RQ4: Which components of the learning modules were determined to be most helpful to 

teacher educators or trainers in understanding how to implement cultural relational 

practices in their perspective organizations?  

• RQ5: In what ways do participants believe completion of the learning course could 

influence their equitable pedagogy efficacy through CRP? 

The End-Users provided their perception of each module through the online questionnaires.  

The focus group provided an opportunity to follow up with a discussion of the modules to 

ascertain a deeper understanding of the End-User’s perceptions (Yin, 2018).  All feedback 

provided by the End-Users fell into five categories: role of learning course to help teachers 

implement CRP (RC), components most helpful to help teachers implement CRP (COMP), areas 

of improvement (IMPROV), teacher efficacy (EFF), and ways the course could be used in 

schools (SCHSE).    

The online questionnaire asked:  
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• Which component of the learning module (i.e text, video, practice exercises) did you find 

most helpful to implement cultural relational pedagogy in your classroom?  

• In what ways did the learning module influence your belief that you can accomplish use 

of cultural relational pedagogy in your classroom? 

• Rate your degree of confidence or self-efficacy about your perceived ability to use 

cultural relational pedagogy using the choices listed below. 

• Please provide a rationale for your choice in the above question.   

An example of the interview questions were: 

• In what ways do you believe the online course could be used as a resource within your 

educational organization? 

• Which component(s) of the learning module were most helpful in understanding how to 

implement cultural relational pedagogy in your professional context?  

Table 5.15 and Table 5.16 provides the individual feedback provided by the End-User 

participants (N=2) during the focus group.  Procurer Participant A is presented in Table 5.15 and 

Procurer Participant B is presented in Table 5.16.  All End-User participant feedback was 

gathered through four online questionnaires and one focus group.    

Table 5.15  

Focus Group Feedback from End-User A 

Role of learning 
course to help 
teachers implement 
CRP 

Components 
most helpful to 
help teachers 
implement CRP 

Areas of 
improvement (least 
favorable areas) 

Teacher 
efficacy 

Ways the course 
could be useful in 
schools 

 I like the idea of 
monthly I was 
trying to figure out 
which time frame 
definitely before 
the start of the 

…it was good 
just to be able to 
just to be able to 
provide 
language to 
things that are 

…the quiz at the 
end. 
 just made me kind 
of doubt what I had 
learned. 

…when I was 
working 
through the 
modules was 
into that first 
module. I was 

…when you're 
preservice you 
don't really know 
anything. 
…And then when 
your service 
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Role of learning 
course to help 
teachers implement 
CRP 

Components 
most helpful to 
help teachers 
implement CRP 

Areas of 
improvement (least 
favorable areas) 

Teacher 
efficacy 

Ways the course 
could be useful in 
schools 

school year, so that 
it is fresh in your 
mind kind of what 
the goals are.  And 
I do like monthly  

needed, and why 
their needed. 

 So I felt like okay 
yes let's do this okay 
yes this is awesome. 
Then Okay, I don't 
know anything. 
Quizzes after each 
one, maybe… I 
don't know.  

like, Yeah, I 
can do this I 
would feel 
really be 
successful at 
this I could take 
this information 
and bring it to 
school,  

you're just busy. 
And so taking 
time to learn these 
things is like, I 
don't have time. 
And then longtime 
service you're 
like, Oh, I know 
everything. 
But you don't. 
I think it's 
definitely 
applicable for all 
levels of 
education. 
I would market it 
more towards like 
teacher leaders 
versus individual 
teachers, because I 
think oftentimes 
individual 
teachers do not 
have time to just 
do extra learning 
things on the side 
unless they're 
getting a specific 
degree or 
certification. 
So teacher leaders 
who can actually 
implement things 
into the teachers 
schedules. I think 
would be a better 
use of that. 
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Table 5.16  

Focus Group Feedback from End-User B 

Role of learning 
course to help 
teachers implement 
CRP 

Components 
most helpful to 
help teachers 
implement CRP 

Areas of 
improvement (least 
favorable areas) 

Teacher 
efficacy 

Ways the 
course could be 
useful in 
schools 

…if teachers in our 
building, could… 
find like common 
time during the day 
to get together and 
talk about it 
because funding is 
not allowing for 
teachers to have 
that time to meet 
and even just 
reflect together. At 
some point during 
the school day…to 
talk through it with 
how it how another 
person's 
perspective…  
because we used to 
have common 
planning time. 
And we don't have 
that anymore. 

I would love that 
when I was 
watching the 
modules and 
working through 
those  to take it 
into the 
classroom 
setting. I would 
love to have you 
or someone to 
bounce ideas off 
from somebody 
who, we could 
email or zoom 
connect with and 
just bounce ideas 
off from or 
somebody you 
know to offer 
advice about 
things…then to 
take it to 
application, it 
would be nice to 
have an expert to 
bounce ideas off 
from and talk 
through things. 
 
  

…the thing I would 
change which is not 
actually any of the 
content, but just 
more like with the, I 
guess formatting of 
it was if you clicked 
on the link in if you 
saw something 
different. 
But if you once you 
click on the link, it 
would always start 
at module one. 
 

But one of the 
things when I 
answered the 
questions again 
goes back to 
my school 
district, like in 
my classroom, I 
could take it 
and feel like I 
could start 
making a 
change in my 
classroom. 
But overall, 
there were 
some things 
that I don't 
know that I 
would have this 
great of self-
efficacy, 
because of the 
things that I am 
expected to do 
with my with 
my district so 
you know on a 
personal level I 
felt more like I 
would feel 
pretty 
comfortable… 

Honestly, just 
from my 
experience I 
think it would 
fit. I think pre 
service teachers 
and in service, 
teachers, as 
well as people 
who have a lot 
of background.  
I think all 
would benefit 
from it being 
such an 
important topic. 
I don't think, in, 
in my building, 
a lot of the 
trainings that 
we get are 
academic, we 
get very little 
professional 
development or 
training on 
anything other 
than the core 
academic areas. 
 
… the teachers 
I think the 
administrators
…our special 
teachers so our 
music PE, they 
don't follow the 
same 
professional 
development, 
and the 
expectations for 
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Role of learning 
course to help 
teachers implement 
CRP 

Components 
most helpful to 
help teachers 
implement CRP 

Areas of 
improvement (least 
favorable areas) 

Teacher 
efficacy 

Ways the 
course could be 
useful in 
schools 
them are 
different, and I 
think that 
would be a 
population 
of teachers that 
could also 
really benefit 
from something 
like this.  

 

End-User Online Questionnaire Feedback 

End users provided feedback on all four modules of the CRP course.  The following are the 

responses providing feedback for both End-Users. The emerging themes were components of the 

learning module most helpful to implement CRP, how modules influence efficacy, degree of 

efficacy (cannot do at all, moderately can do, or highly certain can do), and rationale for chosen 

level of efficacy.  The answers to the End-User online questionnaire were used to answers RQ4 

and RQ5:  

• RQ4: Which components of the learning modules were determined to be most helpful to 

teacher educators or trainers in understanding how to implement cultural relational 

practices in their perspective organizations?  

• RQ5: In what ways do participants believe completion of the learning course could 

influence their equitable pedagogy efficacy? 

 

 

 

Module One: Reflection Feedback from End-User A 
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Table 5.17 

Module One: Reflection Online Questionnaire Feedback From End-User Participants  

End-User Components of 
the learning 
module most 
helpful to 
implement CRP 

How modules 
influenced CRP 
efficacy 

Degree of efficacy 
(cannot do at all, 
moderately can do, or 
highly certain can do) 

Rationale for chosen 
level of efficacy 

End-User A Practice 
exercises 

I never thought 
about cultural 
relational 
pedagogy for 
my majority 
students. 
However, the 
same way 
society and 
culture have 
influenced 
marginalized 
student 
experiences, 
they have also 
influenced all 
students and the 
context in how 
they respond. 
Something I 
had not thought 
about in the 
past. 

Moderately can do I think this is a great 
start, however, I 
would not consider 
myself an expert as 
of yet. 

End-User B The text and the 
practice 
exercises were 
both helpful. 
However, the 
practice exercise 
presented an 
opportunity for 
me to focus on a 
situation and 
interaction with 
a student and 
family. Working 
through  
remember, 
understand, 
apply, etc., 
helped me 

The module is 
professional 
(cites research, 
uses academic 
language, etc.), 
but is not 
presented in an 
overwhelming 
way. What I 
appreciated was 
that it provided 
information, but 
also asked 
relevant 
questions that 
encouraged me 
to evaluate my 
biases and 

Moderately can do This module about 
reflection offered me 
a chance to consider 
my own practices 
and reflect on my 
reflection :) I know 
that as educators in 
my professional 
context...myself 
included...need to 
keep reflection of 
biases at the 
forefront of our 
practices. 
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End-User Components of 
the learning 
module most 
helpful to 
implement CRP 

How modules 
influenced CRP 
efficacy 

Degree of efficacy 
(cannot do at all, 
moderately can do, or 
highly certain can do) 

Rationale for chosen 
level of efficacy 

acknowledge  
the implicit 
biases that I had 
during a difficult 
interaction I had 
with this 
particular 
student/family, 
and the patterns 
of bias that I 
likely have in 
general. 

classroom 
practices. 

 

Table 5.18 

Module Two: Social Emotional Relationships Online Questionnaire Feedback from End-User 

Participants  

End-User Components 
of the learning 
module most 
helpful to 
implement 
CRP 

How modules 
influenced CRP 
efficacy 

Degree of efficacy 
(cannot do at all, 
moderately can 
do, or highly 
certain can do) 

Rationale for chosen level of 
efficacy 

End-User 
A 

The reflection 
questions. 

The specific 
examples helped 
me to see things 
I could possibly 
implement in the 
classroom. 

Highly certain can 
do 

Now understanding more of 
what cultural relational 
pedagogy is, I think that this is 
an area I have naturally 
implemented into my 
classroom. However, there are 
absolutely areas of growth but 
it definitely seems feasible. 
One area of growth for me is 
building collaborative 
relationships with other 
educators in school 
environments where that is not 
strong. Breaking through the 
discomfort to build those 
relationships is difficult. And a 
definite are of growth for me. 
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End-User Components 
of the learning 
module most 
helpful to 
implement 
CRP 

How modules 
influenced CRP 
efficacy 

Degree of efficacy 
(cannot do at all, 
moderately can 
do, or highly 
certain can do) 

Rationale for chosen level of 
efficacy 

End-User 
B 

I found all of 
the 
components to 
be helpful in 
module two. 
Similar to 
module one, 
the practice 
exercises/cour
se journal 
provided and 
opportunity to 
reflect on my 
own current 
practices 
based on 
information in 
the text. I 
appreciated 
that 
appreciated 
the list of 
resources to 
access! 

The text 
provided 
information 
about how social 
and emotional 
learning 
influences 
cognitive 
processes. The 
video showed 
teachers 
addressing the 
importance of 
Social and 
emotional 
learning and 
relationships in 
the classroom 
setting. As an 
educator, it is 
always helpful 
when 
professional 
learning has real 
teachers talking 
about 
experiences in 
real classrooms. 
I am reminded 
of the 
importance of 
being honest 
with students 
and being 
vulnerable. This 
is something 
that can be 
implemented 
immediately. 

Highly certain can 
do 

No response 
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Table 5.19  

Module Three: Collaboration Online Questionnaire Feedback from End-User Participants  

End-User Components of 
the learning 
module most 
helpful to 
implement CRP 

How modules 
influenced CRP 
efficacy 

Degree of efficacy 
(cannot do at all, 
moderately can do, or 
highly certain can do) 

Rationale for chosen 
level of efficacy 

End-User A Practice 
Exercises and 
text 

It helped me to 
see what ways I 
have been 
implementing 
CRP and how I 
have fallen 
short of 
capitalizing on 
teachable 
moments. 

Highly certain can do I believe that I have 
been using CRP in 
many ways and can 
continue to 
implement within 
my educational 
environment 
although there are 
areas where I can 
improve. 

End-User B As in other 
modules, I 
appreciate the 
opportunity to 
see the text and 
watch videos, 
but then use my 
course journal to 
question my 
own practices 
and apply the 
learning to my 
own setting. 

In this module I 
appreciated the 
scenario. It 
provided a 
relevant 
example that 
could occur in 
the school 
setting. I also 
found the slide 
about how to 
design student 
to student 
collaborations. 
Overall, I walk 
away from this 
module with 
recognizing a 
greater 
appreciation 
and need for 
developing 
teacher to 
student 
collaborations 
in my context. 

Moderately can do The modules are 
really bringing to 
light how my 
professional context 
influences my ability 
to use cultural 
pedagogy. My 
district has focused 
on being inclusive 
for students with 
varying mental 
acuity, physical 
differences, etc. My 
district is 
predominantly white 
and administrators 
have openly 
articulated that we 
do not need to 
inclusiveness 
practices for students 
of color. What?!    
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Table 5.20  

Module Four: Connection to Community Online Questionnaire Feedback from End-User 

Participants 

End-User Components of 
the learning 
module most 
helpful to 
implement CRP 

How modules 
influenced CRP 
efficacy 

Degree of efficacy 
(cannot do at all, 
moderately can do, or 
highly certain can do) 

Rationale for chosen 
level of efficacy 

End-User A Practice 
exercises and 
reflections. 

I felt that I have 
been 
implementing 
cultural 
relationship 
pedagogical 
practices 
however my 
quiz reflected 
gaps in 
knowledge. 

Moderately can do I missed various 
answers on the quiz 
and may not be as 
knowledgeable as I 
had originally 
thought. 

End-User B I appreciated the 
examples from 
the HCZ and 
Boulder Valley. 
Taking the quiz 
was a helpful 
way to review 
all of the 
modules and 
how they 
connect. 

The six types of 
involvement 
slides gave 
great ideas to 
help with 
implementation. 

Highly certain can do The modules 
provided 
information, as well 
as slides with 
relevant and 
practical ideas to 
begin to include 
cultural relational 
pedagogy in a 
classroom setting. 

 

Efficacy Self- Ranking.  To measure efficacy as perceived by the end-users, data were 

collected from the online questionnaire for each module, for a total of four.  The End-Users were 

asked to rate their level of efficacy as cannot do at all, moderately can do, or highly certain can 

do. After completing Module One that discussed reflection, 100% of End-Users believed they 

could implement CRP on a moderate level (Figure 5.2). End-User A commented, “this is a great 

start…I would not consider myself an expert yet.”  End-User B commented, “This module about 

reflection offered me a chance to consider my own practices and reflect on my reflection.  I 
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know that as educators in my professional context…myself included…need to keep reflection of 

biases at the forefront of our practices.”  

  

Figure 5.2 Module One: Reflection End-User Efficacy 

After completing Module Two that discussed social emotional relationships, End-User 

participants 100% of End-Users rated their level of efficacy at highly certain can do (Figure 5.3).  

End-User A advised, “Now understanding more of what cultural relational pedagogy is, I think 

that this is an area I have naturally implemented into my classroom. However, there are 

absolutely areas of growth but it definitely seems feasible. One area of growth for me is building 

collaborative relationships with other educators in school environments where that is not strong. 

Breaking through the discomfort to build those relationships is difficult. And a definite are of 

growth for me.”  End-User B did not provide a rationale.   
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Figure 5.3 Module Two: Collaboration End-User Efficacy 

After completion of Module Three that discussed collaboration, End-User A felt her level 

of efficacy was highly certain can do. While End-User B felt her level of efficacy was 

moderately can do (Figure 5.4).  End-User A shared, “I believe that I have been using CRP in 

many ways and can continue to implement within my educational environment although there 

are areas where I can improve”.  End-User B asserted, “The modules are really bringing to light 

how my professional context influences my ability to use CRP. My district has focused on being 

inclusive for students with varying mental acuity, physical differences, etc. My district is 

predominantly white, and administrators have openly articulated that we do not need inclusive 

practices for students of color. What?!”. 
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Figure 5.4 Module Three: Collaboration End-User Efficacy 

In Module Four, the End-User participants’ level of efficacy was split between 

moderately can do and highly certain can do (Figure 5.5).  End-User A felt moderately certain 

can do, while End-User B felt highly certain can do.    End-User A stated, “I missed various 

answers on the quiz and may not be as knowledgeable as I had originally thought. End-User B 

stated, “The modules provided information, as well as slides with relevant and practical ideas 

to begin to include cultural relational pedagogy in a classroom setting”. 

  

       Figure 5.5 Module Four: Connection to Community End-User Efficacy 
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To determine the average efficacy score for each End-User, the efficacy questions were 

ranked from 1 to 3 with 1 for cannot do at all, 2 moderately can do, and 3 as highly certain can 

do.  End-User A had an average score of 2.5, End-User B also had an average score of 2.5.  

Overall, on average both End-Users felt they were moderately to highly certain about their level 

of efficacy in using CRP to implement equitable teaching practices.    

The self-rated efficacy scores are the same for both End-Users for Module One and 

Module Two.  The scores also increased for both End-Users from Module One to Module Two.  

However, End-User B experienced lowered self-efficacy in Module Three.  End-User A 

experienced lowered self-efficacy in Module Four.  End-User B discussed that the decrease in 

self-efficacy was attributed to a lack of confidence in how well her school leadership would 

support collaborative practices among teachers. End-User B stated on the online questionnaire 

that she felt confident she could implement CRP but felt less confident due to her school 

district’s open articulation that they do not need to practice inclusive practices for students of 

color. End-User A attributed lower self-efficacy in Module Four to the end of course quiz.  End-

User A shared that she believed she was knowledgeable of the CRP content but felt less 

confident after missing various answers on the end of course quiz.   

Table 5.21  

End-User A and B Self Rated Averaged Overall Level of Efficacy  

User Module One Module Two Module Three Module Four Average 
(total/4) 

End-User A 2 3 3 2 2.5 
End-User B 2 3 2 3 2.5 
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Findings 

The findings of the exploratory case study are presented in this section according to 

research question.  The research questions (RQs) guided the presentation for the study’s findings 

and are followed by a discussion of the findings.  The overarching goal of the exploratory case 

study was to explore participant’s perception of the online professional learning course through 

an audit trail process. Using an audit trail process, the researcher followed a systematic approach 

to collecting data (Creswell & Miller, 2000) by using the perceptions of external reviewers in all 

three phases of the study to enhance the trustworthiness and credibility.  The results of the data 

helped the researcher identify factors that are needed in the professional learning course to best 

support teachers in their ability to use CRP.   

RQ1 and RQ2: In what ways can the content and design be improved to convey the 

four components of CRP to educators according to participants roles? To answer RQ1, the 

researcher gathered data through the document review, four online questionnaires and four 

individual interviews with the Content Expert participant in Phase One.  The same question was 

also asked for RQ2 in Phase Two’s course review with the Procurer and End-User participants.  

Online questionnaires, individual interviews, and the focus group were used to answer RQ2.   

RQ1. The Content Expert provided feedback that was categorized in two areas: content 

recommendations and design recommendations.  The results of RQ1 related to content 

recommendations were that the Content Expert found that the use of the various mediums 

including text, exercises, and videos needed continuous connections to CRP to clarify how CRP 

could be used in practice.  As supported by Stephens (2019), teachers who can make connections 

of learning materials in their learning community for applicability perceived their efficacy to be 

higher.  The Content Expert commented in all four modules that content needed to be better 
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aligned to how it related to CRP.  The Content Expert saw a need for continuous connections to 

CRP in the text, exercises, and videos.  In Module One, the Content Expert advised, “ensure the 

journal exercises allow the students to utilize the content within their context”.  Some 

recommendations from Module Two included connecting how social emotional relationships are 

facilitated through CRP.  The Content Expert advised to ensure that the “important factors 

highlight how it relates to CRP and how teachers can authentically incorporate it in their 

practices” in Module Two.  

Other findings for RQ1 were illuminated during review of Modules Three and Four, 

wherein the Content Expert recommended implementing additional connections to more strongly 

convey why CRP is needed and to include concrete strategies to assist teachers with applying 

CRP within their contexts.  Additionally, the Content Expert advised to ensure there were 

opportunities for users to measure their knowledge through quizzes.   For example, the Content 

Expert stated, “When thinking about using CRP, the connection is important if we are to honor 

people and their contexts.  We want people to feel confident they can use CRP”.  To ensure users 

are gaining knowledge, the Content Expert advised, “there should be checks and balances that 

they are understanding CRP”.  

The design recommendations from the Content Expert were to improve use of graphics to 

make them applicable to content and improve module formats to make them user friendly.  The 

Content Expert also added that the electronic voice should be changed as it gives an eerie feeling 

to the user and could cause the user to discontinue use of the course.  

RQ2. The Procurer and End-User participant’s feedback provided data under the area of 

improvement category, coded as IMPROV.  Similar to the Content Expert’s feedback, the 

Procurers advised that the course needed more concrete strategies to implement CRP and the 
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voice over was unattractive to users. Procurer A advised more application was needed to 

“connect feelings of completing activities to lessons”.  Procurer B advised that the ability to 

make direct connections to each teacher’s context was an improvement that was needed to reach 

teachers who “may or may not have been exposed to this type of training.”    

The End-User participant’s feedback differed from Procurer participants in that they 

believed the quizzes needed to be improved.  Feedback for the quizzes included adding quizzes 

at the end of each module and eliminating the end of course quiz.  Similar to the Content Expert, 

the End-User participants also added that the format of the course should be improved to allow 

ease of use when returning to the course.   

RQ1 and RQ2 sought to understand how the learning materials could be improved to 

address the four components of CRP. The Content Expert found that the researcher needed to 

add more concrete strategies using various forms of media, text, and practice exercise that 

provided concrete strategies to best assist teachers.  The use of concrete strategies is also 

supported in the Chapter 3 meta synthesis that identified activities such as historical tours and 

co-teaching that provided experiential learning opportunities for teachers learning new 

instructional techniques created profound impacts on self-efficacy (Bradshaw, Feinberg, & 

Bohan, 2016). The Procurer participants felt that the course provided some concrete strategies 

but needed more.  End-User participants believed the course provided concrete strategies that 

allowed them to conceptualize how they could implement CRP within their contexts.  End-User 

participants felt the connections in the course were relevant and useful to their contexts and 

contributed to their efficacy.   

The difference in the End-User’s perception to those of the Content Expert could be due 

to the researcher following an instructional design, iterative process (Pappas, 2016); the 
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researcher revised modules through the course of the study according to the Content Expert’s 

recommendations.  Differences in perception between the End-User and Procurer perception 

could be due to viewing the course with varying professional context lenses.  The feedback from 

all three participants is relevant and should be used to further design the course to meet the needs 

of all involved.  Instructional design follows a continuous development cycle that allows the 

designer to complete the revisions until the course suits the needs of the targeted population 

(Kurt, 2018).   

  RQ3: What is the role of the learning course in helping teachers implement 

cultural relational pedagogy? To answer RQ3, individual interviews were conducted with 

Procurer participants and a focus group with the End-User participants.  The Procurer and End-

User participants also completed one online questionnaire per learning module, for a total of four 

questionnaires.  One result of RQ3 was that the Procurer participants indicated the role of the 

course could be used to provide baseline knowledge for diversity, equity, and inclusion (DEI) 

instruction to assist teachers with thinking about equitable practices within their professional 

contexts.  In addition, Procurer B added that the CRP course would best fit within teacher 

preparation programs but should be tailored to reach varying levels of teacher’s knowledge about 

DEI so that teachers can decide which areas of the course they would like to complete.   Procurer 

A added that the course could be used for all teachers with different levels of experience as a 

means for them to practice reflection and think about their own feelings about each module 

within the course.    

As opposed to Procurer B’s thought that the CRP course would best fit in a teacher 

preparation program, both End-User participants advised that the online course would best fit 

within monthly professional learning sessions that allow teachers in service to discuss the 
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modules and collaboratively create opportunities for implementation within their schools.  

Likewise, both End-Users added that the online course further illuminated the need for teacher 

collaboration time during the day; a practice that must be supported by school leadership.    

In summary, the findings of RQ3 are that the perceptions of the Procurer and End-User 

participants were useful to understand how the CRP course could play a role within the 

participant’s professional contexts.  According to participant feedback, the CRP course can be 

used to provide baseline DEI knowledge for new or emerging teachers and should cater to 

varying levels of knowledge.  Further, participants perceived the CRP course as a valuable 

source for monthly teacher professional learning sessions, discussions, and collaborative work.   

In settings outside of this study, the researcher who also served as the instructional 

designer would have understood the role or need for the course within an organization prior to 

the design phase (Kurt, 2018).  For the purpose of this exploratory case study, the course was 

designed and then gained the perspectives of participants.  Thus, it is natural that participants had 

varying perceptions of the role of the course.  However, the participant feedback was useful for 

understanding ways the course can later be developed and useful for teachers.    

 RQ4: Which components of the learning modules were determined to be most 

helpful to teachers in understanding how to implement cultural relational practices in their 

respective organizations? To answer RQ4, data was collected during Phase Two of the study.  

Data was collected using the Procurer and End-Users’ online questionnaires, interviews, and 

focus group.  The findings of RQ4 are that Procurer participants indicated the journaling, 

reflections, videos, glossary terms, resources, and practice exercises were important components 

to helping teachers implement cultural relational pedagogy.  Procurer A indicated the journaling 

is an important component, particularly for interns that need to document their field experience.  
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Procurer A also believed the reflections could provide a safe space for users to “sit with their 

thoughts”.  Both Procurer A and Procurer B remarked that the videos provided good examples of 

implementation of elements of the course including collaboration and social emotional 

relationships.  Both Procurers A and B mentioned the glossary terms and resources were helpful 

to help support each module.  Practice exercises and action steps were mentioned by Procurer A 

and Procurer B as important components to help create strategic and concrete plans for CRP 

implementation.  Procurer B advised that all modules would benefit from offering more concrete 

strategies for implementation that are applicable to each user’s context.   

The End-Users found that the reflections, practice exercises, strategy plans, and CRP 

practices lists, and the social emotional relationships and collaboration modules were most 

helpful components to them as teachers to implement CRP.  End-User A further explained that 

the components of each module worked together to help “provide language to things that are 

needed and why they are needed”, referring to the four modules that discussed reflection, social 

emotional relationships, collaboration, and connection to community.  End-User B advised that 

adding the component of a technical expert to provide support via videoconferencing would be 

helpful to help implement CRP.    

The findings of RQ4 are helpful as the researcher extends the current research in the 

future, drawing upon the preferences of the participants will help design a stronger online course 

that is useful for teacher implementation.  The course used several components. However, the 

participants’ feedback supports that the journaling, reflections, videos, glossary terms, resources, 

strategy plans, CRP practices lists, and the social emotional relationships and collaboration 

modules were most helpful in understanding CRP.   
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In retrospect of the needs assessment discussed within this study, which illuminated the 

need for teachers to feel efficacious around equitable pedagogy as they instruct students of color, 

the findings of RQ4 identified professional learning methods that teachers found useful for 

implementation. In turn, these professional learning methods have been found to positively 

influence teacher efficacy (Brezicha, Bergmark, & Mitra, 2015; Youngs & Lane, 2014; Stephens, 

2019). Thus, use of the identified professional learning methods in this study could be useful for 

teacher motivation to learn and incorporate new instructional practices due to higher feelings of 

efficacy (Lee, Zhu, & Diaz, 2017; Lee et al., 2017).   

RQ5: In what ways do participants believe completion of the learning course could 

influence their equitable pedagogy efficacy through CRP? To answer RQ5, data was 

collected through the End-User open ended questionnaires, focus group, Procurer online 

questionnaires, and individual interviews.  Similarities in perceived efficacy influence of the 

CRP course among the Procurers and End-Users was around reflection and collaboration.  Both 

Procurers indicated the reflections allowed the CRP course users to connect their professional 

contexts through CRP and could influence their efficacy.  Additionally, the Procurers and End-

Users agreed that the CRP course supports teacher collaboration as an integral component to 

influencing efficacy.   

End-User A and End-User B felt that the final activity that asked users to complete a 

community involvement pre-plan most impacted their efficacy around CRP.  The pre-plan 

involved using knowledge gained from all four course modules and the CRP recommendations 

for implementation to answer questions around their current practices and goals for 

implementing CRP practices.  End-User B also added that the ability to interact with a live 

instructor to facilitate the final activity would contribute to feelings of efficacy and added that a 
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feeling of success comes with creating the pre-plan.  However, End-User B felt an important 

contributing factor to her efficacy was school leadership involvement for proper CRP 

implementation. End-User A agreed and followed by stating, “Having a dedicated person to 

spearhead implementation of the pre-plan would be an important aspect to the plan coming to 

fruition”.   

End-User A noted that the end of course quiz created feelings of being derailed after not 

passing the test lowered her feelings of efficacy in that the quiz score was lower than she 

expected.  Whereas End-User B did not have the same experience.  However, both End-User A 

and B both advised that the ability to focus on one module or area of improvement as needed 

would contribute to their efficacy as practitioners.   

Both End-User A and End-User B agreed that the lack of supportive school leadership 

could be a barrier to implementing CRP, therefore lowering their own sense of self efficacy.  The 

End-Users also believed their efficacy would be positively influenced if they had access to a 

Content Expert to help navigate completion of the modules.   End-User’s need for support is 

supported by Ninkovi and Floric (2018) who identified teacher efficacy is more greatly 

influenced when teachers receive continuous school leadership support.  Collaboration and 

reflection were perceived by participants as important factors that could influence teacher 

efficacy around CRP.   

The findings of RQ5 magnifies the need for collaboration and reflection as needed 

components for the CRP course. Participants noted collaboration and reflection are necessary for 

teacher connection, applying CRP knowledge to their contexts, and influencing their efficacy.  

Additionally, participants indicated supports not mentioned in the course would influence their 

efficacy such as leadership support and access to a CRP Content Expert.  Finally, participants 
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indicated the CRP continuous improvement, non-weighted course design allows for users to 

focus on one area of development at a time.  

Critical to teacher’s equitable pedagogy efficacy is the need for teachers to feel prepared 

to provide high quality instruction that connects student’s culture, experiences, and knowledge 

(Gay, 2002).  The findings of RQ5 that indicate collaboration and reflection as factors that can 

influence teacher efficacy are supported by empirical literature identified in Chapter 3. Teacher 

collaboration improves efficacy through sharing of ideas, teacher connections, and establishing a 

sense of community in both novice and experienced teachers (Brezicha, Bergmark, & Mitra, 

2015; Stephens, 2019).  Likewise, reflection influences teacher efficacy by inspiring socially 

conscious instructional practices and improving teacher and student connections (Quillinan, 

MacPhail, Dempsey, and McEvoy, 2019).     

Reflecting on social cognitive learning (Bandura, 1997) as the theoretical framework to 

this study, an advantage for teachers that have higher self-efficacy is that they are more likely to 

believe they can achieve new instructional strategies (Lee et al., 2017). Though the goal of this 

exploratory study was not to measure if the course influenced efficacy, the findings of RQ4 serve 

as a catalyst to meet the intermediate and long-term goals of the study in the future as identified 

in the logic model.  The intermediate outcomes, not included in this study are that educators will 

implement effective equitable instructional professional learning through the CRP course.  The 

long-term outcome, is that students of color will receive equitable pedagogical teaching practices 

within classroom settings to support them in their  college and career pursuits.   

  RQ6: How has the program delivery adhered to or differed from the proposed 

objectives and implementation procedure? To measure whether the study adhered to the 

established procedure, the researcher followed an audit trail process (Wolfinger, 2002) by 
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recording the study methods using a researcher journal.  Table 5.22 displays each study phase, 

the established goals, the beginning date, and the end date to indicate each goal was satisfied 

within the study.   

To ensure that the study adhered to the established goals, the researcher planned all 

interviews, online questionnaires, and focus group with the participants in advance and received 

confirmed appointments through email conversations.  The established plan for the study 

included three research phases.  Phase One included online professional learning course 

predevelopment performed by the researcher and a document review performed by the Content 

Expert.  Subsequent recommendations to the document review were made by the researcher.  

Phase Two included full development of the online professional learning course by the 

researcher, review of the course by the Content Expert, four individual interviews between the 

researcher and the Content Expert, and four open ended questionnaires completed by the Content 

Expert.  Phase Three included review of the professional learning course by the Procurer, four 

online questionnaires completed by the Procurer participants, and one interview with each 

Procurer and the researcher.  Phase Three also included review and completion of the 

professional learning course by the End-User participants, completion of four online 

questionnaires by the End-Users, and one focus group between the End-Users and the researcher.  

All planned activities occurred within the planned days and within the established time for 

course development, scheduled interviews, administering of online questionnaires, and scheduled 

focus group between February 2021 and May 2021.   

Establishing fidelity of implementation enables the ability to protect the validity of the 

study (Rossi et al, 2004).  Fidelity of implement followed a formative procedure to improve the 
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course according to participant feedback (Dusenbury, et al., 2003). The findings of the research 

questions addressed adherence of the study to its proposed plan and achieved the intended goals.   

In sum, the findings of RQ6 revealed that the researcher adhered to the established goals 

of the exploratory case study.  All goals of the researcher study were followed.  The study 

adhered to the proposed objectives and implementation procedure in all three phases of the study 

including participant engagement and recruitment, development of the course, data collection 

and analysis.   

Table 5.22 

 Study Goals and Adherence 

Research Phase  Research Activities Completion Timeframe 
   
Phase One: Learning 
Resource Course Pre-
Development Document 
Review 

• Online course predevelopment by 
the researcher 

• Content Expert document review, 
add comments using track changes 

• Researcher made recommended 
changes to document review 
 

February 22 – March 11, 
2021 

Phase Two: Learning 
Resource Course 
Development 

• Full development of online course by 
the researcher 

• Content user review Module One 
and complete online questionnaire 

• Content user and researcher 
complete Module One interview 

• Researcher sent list of 
recommendations for Content Expert 
to confirm and made recommended 
changes to Module One 

• Content user review Module Two 
and complete online questionnaire 

• Content user and researcher 
complete Module Two interview 

• Researcher sent list of 
recommendations for Content Expert 
to confirm and made recommended 
changes to Module Two 

• Content user review Module Three 
and complete online questionnaire 

March 15 - April 9, 2021 



 

159 
 

Research Phase  Research Activities Completion Timeframe 
• Content user and researcher 

complete Module Three interview 
• Researcher sent list of 

recommendations for Content Expert 
to confirm and made recommended 
changes to Module Three 

• Content Expert review Module Four 
and complete online questionnaire 

• Content user and researcher 
complete Module Four interview 

• Researcher sent list of 
recommendations for Content Expert 
to confirm and made recommended 
changes to Module Four 

Phase Three: Learning 
Resource Course Review 
and Evaluation 

• Procurer participant review Module 
One and complete online 
questionnaire 

• Procurer participant review Module 
Two and complete online 
questionnaire 

• Procurer participant review Module 
Three and complete online 
questionnaire 

• Procurer participant review Module 
Four and complete online 
questionnaire 

• End-User participant review and 
complete Module One online 
questionnaire 

• End-User participant review and 
complete Module Two and 
questionnaire 

• End-User participant review and 
complete Module Three and 
questionnaire 

• End-User participant review and 
complete Module Four and 
questionnaire 

• Individual interview with Procurer A 
• Individual interview with Procurer B 
• Focus group with End-User A and 

End-User B 
• End-User send transcripts for 

agreement to Procurer and End-User 
participants 

March 29 – May 5, 2021 
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Discussion 

        Utilizing the exploratory case study approach offered the researcher rich descriptions of 

participant perceptions (Yin, 2018) of the use of the CRP online professional learning course.  

The perception of all study participants helped inform the researcher of how the CRP course can 

support teachers in their abilities to incorporate CRP.  Following Bandura’s (1986) social 

cognitive learning theory, a professional learning program was developed to further understand 

how and in what ways the course could be used to drive their perception of their abilities to adopt 

a new instructional strategy. Additionally, the exploratory case study allowed the researcher to 

gather data from multiple sources of data to examine participant perceptions (Yin, 2018).  This 

section presents a discussion of the connections of the findings and the intervention literature 

discussed in Chapter 3.   

Connections to Theoretical Framework and Literature  

The exploratory case study used Bandura’s (1997) social cognitive learning theory as a 

theoretical framework.  According to Bandura (1986), self-efficacy is defined as one’s belief in 

their ability to succeed or accomplish a goal or task.   Social cognitive learning theory was used 

as a framework to better understand how the professional learning course that was developed by 

the researcher might influence teacher efficacy in equitable pedagogical practices.  It is the long 

term goal of the researcher that the use of the CRP will be used in the future as an avenue to 

influence teacher efficacy in equitable pedagogy and to later influence students of color in their 

career readiness goals as outlined in the logic model in chapter 4.  According to Tschannen-

Moran and Chen (2014), teachers who have higher self-efficacy are more likely to learn and 

adapt new instructional strategies.   
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The End-User participant’s perception of the CRP online professional learning program 

was aligned to important factors illuminated in the theoretical framework.  As posited by 

Gregoire (2003), as adult learners, teachers make decisions of their participation in professional 

learning according to relevance to their context.  The End-Users perceived the course was 

relevant to their contexts and were able to conceptualize in what ways the course could be useful, 

namely through professional learning sessions with their teacher teams.  Additionally, the End-

User’s perception of the use of reflection throughout the course as an important component to 

influencing their self-efficacy is aligned with Tschannen-Moran and Chen (2014) who advise that 

critical reflection helps support growth of teachers knowledge and efficacy.  Relevance and 

reflection are also two elements recommended by Learning Forward (2011) as a catalyst to 

effective teachers professional learning programs.   

Improvement of Content and Design (RQ1 and RQ2) 

A need for more concrete strategies was emphasized across all modules by the Content 

Expert and Procurer B.  According to Content Expert feedback, the use of the various mediums 

including text, exercises, and videos needed continuous connections to CRP to clarify how CRP 

could be used to practice equitable pedagogy.  The recommendation for more connections is 

supported by Stephens (2019) who concluded, teachers who were able to make connections of 

learning materials in their learning community for applicability perceived their efficacy to be 

higher.  The recommendation for more concrete strategies is aligned to Learning Forward’s 

(2011) professional learning recommendations to ensure learning designs are job focused by 

using real world experiences that adult learners can apply within their professional contexts.  

Likewise, providing learning experiences for teachers that allows them to draw on their own 
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work experiences has been found to empower them and positively influence their self-efficacy 

(Tschannen-Moran & Chen, 2014).   

The voiceover was found less favorable by the Content Expert and Procurer B.  Both 

commented that the mechanical voice could cause course users to disengage from the course.  

Contrarily, neither End-User found the computerized voice unattractive. The differences in 

opinions provided valuable insight for the researcher and indicated that using a mixture of 

computerized and human voice as the course is further revised in the future, could enable the 

course to be more attractive to all participants.  As mentioned in chapter 3, the researcher was 

positioned as an instructional designer in the study.  Therefore, the candid feedback from the 

study’s participants enabled the researcher to understand the specified design and content needs 

of the study’s participants.   

Role of the Course (RQ3) 

Procurer B believed the CRP course could be used to provide a baseline knowledge for 

students in teacher prep programs.  Whereas Procurer A and the End-User participants believed 

the course could be used at varying levels of teaching experience.  Interestingly, as Procurer B 

described the course as providing baseline knowledge, the End-Users perceived the course 

enabled them to apply concrete strategies within their professional contexts.  The CRP course 

was designed as an instructional resource that can be used alongside other instructional systems.  

Thus, the suggested applications of the course between the Procurers and End-Users both 

provided feedback that could indicate the course has the ability to support teachers at varying 

levels; depending on their prior knowledge.   

The Procurer and End-User participants stated other roles of the course included safe 

space to think about feelings, monthly professional learning and, specified teacher collaboration 
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time in schools.  The identified roles of the course were aligned to adult learner’s need to engage 

in training encourages active engagement.  The differences in opinions across the Procurer and 

End-User participants could speak to the differences in professional contexts.  The Procurers 

were higher education staff; whereas the End-Users were K-12 teachers.  The differences in 

opinion also point to the need for professional learning solutions to be situational, in that it is 

catered to the needs of the adult learner with specific learning outcomes that encourage active 

engagement and application within context (Learning Forward, 2011) as outlined in Chapter 3.  

Further, as stated in the RQ3 findings, in settings outside of the design of this study, the 

instructional designer would likely know the role the course would play within an organization 

prior to developing it.  However, whether content design takes place prior to or after discussions 

with targeted populations, the current study provides meaningful insight to how professional 

learning should be designed to influence teacher knowledge of equitable pedagogy practices with 

endeavors to later influence their efficacy.   

Components Most Helpful (RQ4)  

Providing activities that are multifaceted and adventurous in nature helps deepen adult 

learner’s knowledge while developing their skills and practice (Learning Forward, 2011). 

Additionally, professional learning that is relevant to practice, encourages teachers to participate 

in learning and apply new learning to their settings (Gregoire, 2003).  Adult leaners’ need for 

multifaceted and relevant learning (Learning Forward, 2011) speaks to the various perceptions 

identified by the participants as components that were most helpful to implement CRP found in 

the course.  As mentioned in the findings, Procurer B asserted that the course could be improved 

with more concrete strategies; however, both End-Users perceived the practice exercises and 

action steps were important components that allowed them to practice concrete strategies for 
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implementing CRP.  End-Users also perceived the practice exercises and strategy plans were 

important components that could be implemented within their context.  However, the End-Users 

also added that continued support would be helpful to implement various components within 

their contexts.  

Other components that Procurers and End-Users found most helpful such as glossary 

terms, videos, and reflection speak to the need to engage adult learners (Knowles, 1968; 

Learning Forward, 2011) in professional learning that engages them in various activities that are 

relevant to their practice.   

Self-Efficacy Influence (RQ5) 

       While the exploratory case study was not designed to determine if a change in teacher 

efficacy occurred, the researcher did seek to understand the professional learning nuances that 

might influence teacher efficacy around implementing CRP.  Chapter 3 literature revealed factors 

such as collaboration, reflection, and school leadership that practice transformational leadership 

practices contribute to teacher efficacy (Desimone, et al., 2002; Kim & Miler, 2015; Learning 

Forward, 2011; Warrick, 2011;).  Feedback from both Procurers further illuminated the need for 

implementation with supportive leadership, collaboration, and reflection as factors found within 

the course that might influence efficacy for course users.  Likewise, while both End-Users felt 

confident, they could implement CRP practices, they saw a need for supportive school leadership 

to enable them to feel fully efficacious as a long-term need. The use of participants’ perceptions 

of factors and components that could contribute to user’s efficacy will be useful in future 

research to determine further development of the CRP course.  
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Process Evaluation (RQ6) 

 RQ6 sought to examine if the program delivery adhered to the proposed objectives and 

implementation procedure.  The validity of a study is stronger when the research study ensures 

fidelity of implementation (Stufflebeam, 2003; Zhang et al. 2011). The exploratory study 

followed a set of established procedures to ensure fidelity of implementation.  Each participant 

reviewed and provided feedback on all four modules found within the cultural relational 

pedagogy online professional learning course.  All participants provided feedback through two 

avenues: four online questionnaires and interviews or a focus group.  The established study 

procedures and subsequent development of an online course were aligned to research on 

effective professional learning and influencing teacher’s equitable pedagogy efficacy.   

Limitations of the Study 

There are limitations to this study related to a case study design.  According to Yin 

(2018), case studies are generalizable to proposed theories, however not to populations.  

However, the external validity of the study was be increased through the researcher’s ability to 

describe the data and findings with rich descriptions so that readers may ascertain ways in which 

the findings may be transferable to their own contexts (Miles, et al., 2013).  Additionally, 

collecting data through several sources including the researcher journal, interviews, open-ended 

questionnaires, and focus groups enabled the researcher to collect participant perspectives, 

contributing to the credibility of the study (Miles, et al., 2013).  Using an audit trail process, the 

researcher followed a systematic approach to collecting data (Creswell & Miller, 2000) by using 

the perceptions of external reviewers of the CRP course in all three phases of the study to 

enhance the trustworthiness and credibility of the study. 
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An advantage to the applicability of the current research is that the case study findings 

could be used to implement further research and programs to use for their own professional 

learning growth within educational organizations (Yin, 2018). As illustrated in the logic model 

(Figure 4.2), the intermediate and long-term goals were that educators understand the need for 

effective equitable pedagogical professional learning programs to impact students of color’s 

career readiness goals and students would be engaged in equitable pedagogical learning spaces.   

Triangulation can increase the credibility of a qualitative study by using different 

methods of data collection such as collecting data with different samples, times, or places to 

compare different approaches to the same thing.  Triangulation was accomplished in this study 

by using meta-analysis, individual interviews/focus groups, and member checking with the 

Content Expert, Procurer, and end-user participants.  Reliability in qualitative studies rests on the 

accuracy of the researcher’s observations (Miles, et al., 2013).  It is the extent to which the 

recorded data aligned to what occurred in the setting that was studied. 

 Internal validity in qualitative research refers to a match between the researcher’s 

categories and interpretation of what is true and be affected due to researcher bias (Miles, et al., 

2013).  Internal validity was strengthened by ensuring there was the use of detail, making valid 

observations, and providing details of the research according to Miles, et al. (2013).  The 

researcher sought to enhance the internal validity of the study by providing detailed accounts of 

the study and member checking.  The external validity or generalizability of a qualitative 

research study can be weak as the purpose is to provide an understanding of a phenomenon, 

rather than representing a larger population; however, validity can be improved by the researcher 

providing findings that can be used in other settings (Miles, et al., 2013).  The current research 

sought to provide extant findings that educational organizations could use to develop effective 
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cultural relational pedagogical professional learning programs with a long-term goal of 

improving career readiness instruction for students of color, as outlined in the logic model 

(Figure 4).   

Study time and length were another limitation of this study.   The exploratory study was 

conducted over a course of 10 weeks due to researcher and participant time restraints.  However, 

extending the time frames to collect data from the Content Expert, Procurer, and End-User 

participants in separate time intervals would have allowed the researcher to make recommended 

course changes by the Procurer participants prior to End-User review of the modules.   

Finally, the virtual setting of the study is a limitation. The individual interviews and focus 

group were conducted using Zoom for videoconferencing to gain the thoughts and perspectives 

of the end-users (Creswell & Poth, 2016) about the CRP course.  Traditionally, interviews and 

focus groups are facilitated face to face to enable researchers to observe participants’ body 

language and expressions within the study setting (Miles, et al., 2013).  However, by leveraging 

technology to conduct the interviews and focus groups, the researcher was able to provide 

scheduling convenience for study participants (Turney & Pocknee, 2004).  Additionally, using 

Zoom as a platform allowed the researcher and participants to interact face to face, allowing the 

researcher to make needed observations (Stewart & Shandasani, 2017. 

Implications for Practice 

 The findings from this exploratory research study underscore several implications for 

future practice for implementing professional learning programs related to equitable pedagogy.  

The implications are a need for professional learning that provides concrete strategies, 

collaboration, reflection, school leadership support, and technical support.   The findings of the 

exploratory study offer insight for developing professional learning that supports teacher efficacy 



 

168 
 

around equitable instructional practices through CRP.   The following section provides 

implications for professional learning for researchers, practitioners, and instructional designers.   

Concrete Strategies and Equitable Pedagogy 

Recommendations for more concrete strategies from the Content Expert and Procurer 

participants pointed to the need for teachers to engage in activities that connect concept to 

context.  The benefits of revising the course after Content Expert recommendations were seen in 

the End-User responses to the ability to use concrete strategies within their contexts.  The End-

Users perceived the course as adding relevant strategies that could be implemented within their 

respective schools.  Learning Forward (2011) asserts that professional learning should be 

relevant to adult learners and in turn assists them with furthering their careers.  

Collaboration and Equitable Pedagogy 

Procurer B noted that ends users would likely benefit more from the course if they had an 

opportunity to engage with other teachers to effectively create pre-plans and actively engage in 

activities that discussed collaboration with other teachers while engaging in the collaboration 

module (Module 3).  Likewise, both End-User participants noted the need to complete the course 

modules with their teacher teams to implement CRP within their contexts.  The need for 

professional learning that provides collaboration is supported by Edutopia (2020) and Youngs 

and Lane (2014).  Professional learning that includes the use of collaborative practices such as 

learning communities provide support for teachers as they learn and implement new skills 

(Edutopia, 2020) and fosters individual and collective efficacy among teachers (Youngs & Lane, 

2014).  
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Reflection and Equitable Pedagogy 

Procurer participants and End-User participants asserted reflection was an important 

component related to implementing CRP.  Procurer A stated reflection creates a safe space for 

users to think about their own feelings.  Procurer B advised reflection was necessary to 

understand how content fit within user context.  Both End-Users advised that reflection was not a 

common practice as they were not often provided an opportunity to do so.  Yet, through 

reflection, the End-Users were able to think about their own positionality as teachers and 

determine what they would like to change and continue around implementing CRP.   

School Leadership Support and Equitable Pedagogy 

Procurer B mentioned the need for school leadership to support teachers by creating daily 

or monthly schedules that allow them to participate in trainings like the CRP course.  Both End-

Users indicated that without school leadership, their efficacy would be low for implementation of 

CRP.  While the End-Users believed they could achieve CRP, the felt a strong need for school 

leadership to support their efforts.  Learning Forward (2011) asserts that school leadership in K-

12 spaces must establish a clear connection between student achievement and professional 

learning by providing supportive systems that enable teacher’s ability to engage in professional 

learning and subsequent implementation of new skills.  

Instructional Support and Equitable Pedagogy 

End-User participants identified a need to have access to technical support via 

teleconference or face to face visits to facilitate working through the modules and ensure proper 

implementation.   The End-Users advised that time is a barrier for the ability to complete 

modules and create implementation plans if faced with working solely with other teachers.  

However, use of instruction support to ensure application and provide follow up to ensure 
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accountability would impact their abilities to implement CRP.  The need for continued teacher 

support is recommended by Learning Forward (2011) up to five years after professional learning 

to ensure newly implemented strategies are continuously practiced.  

Instructional Design 

 The instructional design process allows the designer to develop content into educational 

experiences that support learning success.  The instructional design process is an iterative one 

and should always include feedback from a design team and/or End-Users to ensure the course 

meets strategic goals (Pappas, 2016).  Further, instructional designers should design courses that 

are interactive, visually appealing, have clearly defined course objectives, assessments, and 

ensure the content is relevant to the targeted audience (Pappas, 2016).  In this study, three 

different types of participants provided thick, rich descriptions of their perceptions (Miles et al., 

2013) of the CRP course.  While use of the different types of participants provided divergent 

views, leaving the researcher to feel at times unsure of which direction to follow; the 

effectiveness of the instructional design process is puissant.  Therefore, utilization of the basic 

foundations of instructional design by avoiding linear reasoning and leaning to a cyclical, 

iterative one will yield a quality product over time (Kurt, 2018).  

Conclusion 

The goal of the exploratory case study was to explore participant’s perception of the CRP 

online professional learning course through an audit trail process (Creswell & Miller, 2000). 

Using an audit trail process, the researcher followed a systematic approach to collecting data by 

using the perceptions of external reviewers in Phases One and Two of the study.  The perceptions 

of the participants were well illuminated through use of the exploratory case study design and 

iterative, instructional design process for developing the course.  The perceptions of the 
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participants are also useful for future development of the CRP course.  The researcher asserts that 

future research could also benefit from gaining the perspectives of the End-User participants at 

the beginning of the design process to understand their instructional needs prior to course 

development, following a traditional instructional design process.   

The results of the data helped the researcher identify factors that are needed to develop an 

online professional learning course to support teachers in their ability to use CRP.  Given the 

study participant’s feedback the course could be used as baseline knowledge for new or emerging 

teachers, teacher preparation, or experienced teachers.  The researcher does not take position on 

the use of the course; but rather yields to the instructional design process within the exploratory 

case study design, by following what the targeted population believes the course could fit within 

their respective organizations.  Future research would benefit from further revision of the course 

using Procurer and End-User recommendations and the establishment of a larger, mixed methods 

intervention study to understand how the CRP course influences teacher knowledge and efficacy 

using both quantitative and qualitative data.  
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Culturally Responsive Teaching Self-Efficacy Scale (Siwatu, 2007)  
 

No Confidence At All        Moderately Confident             Completely Confident 
I am able to: 

1. adapt instruction to meet the needs of my students. 

2. obtain information about my students’ academic strengths. 

3. determine whether my students like to work alone or in a group. 

4. determine whether my students feel comfortable competing with other students. 

5. identify ways that the school culture (e.g., values, norms, and practices) is different from my 

student’s home culture. 

6. implement strategies to minimize the effects of the mismatch between my students’ home 

culture and the school culture. 

7. assess student learning using various types of assessments. 

8. obtain information about my students’ home life. 

9. build a sense of trust in my students. 

10. establish positive home-school relations. 

11. use a variety of teaching methods. 

 

No Confidence At All        Moderately Confident             Completely Confident 

I am able to: 

12. develop a community of learner’s whey my class consists of students from 

diverse backgrounds. 

 

13. use my students’ cultural background to help make learning meaningful. 
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14. use my students’ prior knowledge to help them make sense of new information. 

15. identify ways how students communicate at home may differ from the school norms. 

16. obtain information about my students’ cultural background. 

17. teach students about their cultures’ contributions to science. 

18. greet English Language Learners with a phrase in their native language. 

19. design a classroom environment using displays that reflects a variety of cultures. 

20. develop a personal relationship with my students. 

21. obtain information about my students’ academic weaknesses. 

No Confidence At All        Moderately Confident             Completely Confident 

I am able to: 

22. praise English Language Learners for their accomplishments using a phrase in their 

native language. 

23. identify ways that standardized tests may be biased towards linguistically diverse students. 

24. communicate with parents regarding their child’s educational progress. 

25. structure parent-teacher conferences so that the meeting is not intimidating for parents. 

26. help students to develop positive relationships with their classmates. 

27. revise instructional material to include a better representation of cultural groups. 

28. critically examine the curriculum to determine whether it reinforces negative cultural 

stereotypes. 

29. design a lesson that shows how other cultural groups have made use of mathematics. 

30. model classroom tasks to enhance English Language Learner’s understanding. 

31. communicate with the parents of English Language Learners regarding their child’s 

achievement. 
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32. help students feel like important members of the classroom. 

33. Identify ways that standardized tests may be biased towards culturally diverse students. 

No Confidence At All        Moderately Confident             Completely Confident 

I am able to: 

34. use a learning preference inventory to gather data about how my students like to learn 

35. use examples that are familiar to students from diverse cultural backgrounds 

36. explain new concepts using examples that are taken from students’ every day lives. 

37. obtain information regarding my students’ academic interests. 

38. use the interests of my students to make learning meaningful for them. 

39. Implement cooperative learn activities for those students who like to work in groups. 

40. design instruction that matches my students’ developmental needs. 

41. teach students about their cultures’ contributions to society.  
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Appendix B 

Phase Zero Meta-Analysis Crosswalk (abbreviated version) 

     

Author/Year Professional 
Learning Type/Title 

Method of 
delivery 

Findings 

Tran, Y. K. 
(2014) 

CREDE (2002) 
Standards 

Face to face Increased teacher efficacy  

Johnson, V., et 
al. (2019) 

Neighbor-hood 
treasure hunt 

Field experience Increased teacher efficacy 

Cloonan, A., et 
al. (2017)  

 Teach reflection 
and discussion 

No reported increase in efficacy 

Holmes, 2018 Culturally 
responsive training 

College training 
and workshops 

Teachers who participated in training 
were more apt to incorporate in their 
lesson planning 

Leutwyler, B. 
(2014) 

 Abroad 
exchange stays 

Improved culturally responsive teacher 
efficacy  

Gorski, et al., 
(2012) –  

No PD 
implemented; no 
educational 
experiences noted 

No PD No difference found in type of PD 
opportunities or professional conferences 

Kıray, et al. 
(2018) 

Technologi-cal 
Pedagogical 
Content Knowledge 
(TPACK) 

TPACK training Increased knowledge of TPACK was 
found to increase the efficacy of 
pedagogical practices which includes 
accounting for differences between 
learners 
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Parkhouse, et 
al. (2019)  

Multicultural 
education/CRT 

 

n/a Some studies revealed teachers felt 
empowered in their abilities to teach 
content areas in CRT  

White, et al., 
(2019)  

n/a Previous training 
– American 
Psychological 
Association 
accreditation – 
Intergroup 
Dialogue 
Facilitation 

Training points provided both peer and 
mentor opportunities for participants to 
help increase their efficacy 

Greenman & 
Dieckmann 
(2004)  

University course Theory and 
Dynamics of 
Intercultural 
Interaction in 
Education 
university course 

6 out 7 students gained courage to apply 
transformative teaching practices 

Larson, et al., 
(2018) 

Intervention 
(untitled) 

CRT and 
proactive 
behavior 
management; 
used coaching 

Study focused on connection between 
CRT efficacy and student behavior; 
however, the method of coaching is used 
as a method for intervention.  Note: 
Teachers self-reported efficacy not 
connected to student behavior 

Doran (2017) PD (untitled) Unspecified PD; 
various PD 

Found a need for continued education and 
collaborative work to solidify CRT 
concepts 

Lakhwani 
(2019)  

PD (untitled) Preservice PD Teachers need follow up/ongoing 
pedagogical support and mentorship to 
feel efficacious 

Serrano, et al., 
(2006) 

None No PD Participants requested bilingual materials 
and staff to assist them to be more 
culturally relevant; sensitivity training, 
role modeling, teaching aids 

Smoak, et al., 
(2016) 

No intervention Relationship 
model PD 

Ongoing professional development, 
collaboration, reflection, communication 
helped improve teacher efficacy in 
working with diverse student populations 
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Gooden & 
Dantley (2012)  

No intervention No PD A race-centered framework is needed to 
instruct leaders on diversity rather than 
teaching diversity and looking at how race 
plays a role 

Roehrig, 
(2011) 

PD; instruction, role 
playing, learning 
communities 

Ah Need Dush 
program 

Teacher attitude shifted toward teaching 
science using culturally inclusive 
pedagogy 

Bradshaw, et 
al., (2016)  

PD; coteaching, 
field trips, 
instruction 

Seeing History 
in Focus 
Together grant 
program 

Teachers felt more efficacious using 
culturally responsive pedagogy 

Bradshaw, et 
al., (2018)  

PD; coaching Double Check 
Model PD; 
coaching 

Coached teachers employed better 
classroom management efficacy using 
culturally responsive pedagogy 

Stevens (2019)  PD; community of 
learning 

Community of 
Learning Kahui 
Ako 

Teachers identified effective working 
relationships and, making connection 
across the learning community and 
sharing expertise as key factors to 
confidence in culturally responsive 
pedagogy 

Bishop & 
Berryman 
(2010) 

PD; collaborative 
story telling 

Te Kotahitanga 
PD project 

Continued support and ongoing feedback 
through coaching, working in cross 
curricular groups, professional learning 
communities focused on student 
achievement, school leadership support, 
and continued feedback loops 

Chu & Garcia 
(2014)  

No intervention Participant 
previous teacher 
education 
program 

Teachers involved in teacher education 
programs who attended a program with 
diverse populations, received certification 
in bilingual education, attended over 6 PD 
sessions, and attended PD session with 
exclusive focus on culturally and 
linguistically diverse background students 

Quillinan, et 
al., (2019) 

PD CWell PD; 
lecture, 
interaction, 
reflection 

Participants noted an increase in 
confidence in their abilities to learn and 
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drawing prior 
knowledge and 
attitudes 

use the CRT and transformative learning 
pedagogy 

 

 

 

Appendix C 

Content Expert Consent Template and Open-Ended Questionnaire 

1. Research Summary (Key Information): 
The information in this section is intended to be an introduction to the study only.  

Complete details of the study are listed in the sections below.  If you are considering 

participation in the study, the entire document should be discussed with you before you 

make your final decision.  You can ask questions about the study now and at any time in 

the future. 

This is a student research project that is part of Violet Ford’s Ed.D. dissertation at 

Johns Hopkins University, School of Education.  The purpose of the study is to explore 

professional learning factors for an online professional learning course that may influence 

educator knowledge and perceived efficacy in cultural relational pedagogy.  The study 

aims to shed light on how an online professional learning module plays a role in the 

participants' knowledge and perceived efficacy in cultural relational pedagogy.  We 

anticipate that approximately nine participants will participate in the study: one Content 

Expert, two potential Procurers, and five End-Users.   

 

2. Why is this research being done? 
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This research is being done to highlight classroom instructional factors that may 

impede students of color from being prepared for college and careers and investigate 

professional learning factors that may influence educators’ efficacy around implementing 

cultural relational pedagogy in the classroom.    

 

3. What will happen if you join this study? 
If you agree to be in this study, we will ask you to do the following things: 

● Complete an electronic demographic survey prior to participating in the initial 
interview.  This electronic demographic survey will take 5 minutes to complete.  

● Procurer participant: Review online professional learning course with four 
modules.  Each module will range from 10 to 20 minutes.  While reviewing each 
module, you will complete an online survey.  You will review one module per 
week and complete the online survey after review completion.  Online 
professional learning course review will take place for four consecutive weeks 
between February and March 2021.  
 

Photographs/Video recordings: 

We are not requesting permission to create and use video recordings for your part 

of the research as a Procurer participant.   

 

How long will you be in the study? 

You will be in this study for four weeks (February to March 2021) 

 

4. What are the risks or discomforts of the study? 
You may get tired or bored when we are asking you questions, or you are 

completing online open-ended questionnaires. You do not have to answer any question 

you do not want to answer. 
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The risks associated with participation in this study are no greater than those 

encountered in daily life. 

 

5. Are there benefits to being in the study? 
You may or may not benefit from being in this study.  This study may benefit 

society if the results lead to a better understanding of how to prepare an online 

professional learning course to help prepare teachers instructing students of color for 

college and careers.   

 

6. What are your options if you do not want to be in the study? 
Your participation in this study is entirely voluntary. You choose whether to 

participate.  If you decide not to participate, there are no penalties, and you will not lose 

any benefits to which you would otherwise be entitled.   

 

7. Will it cost you anything to be in this study?   
No. 

 

8. Will you be paid if you join this study? 
No. 

 

9. Can you leave the study early? 
● You can agree to be in the study now and change your mind later, without any penalty 

or loss of benefits. 
● If you wish to stop, please tell us right away. 
● If you want to withdraw from the study, please email Violet Ford at vford@jhu.edu. 
 

10. Why might we take you out of the study early?  
You may be taken out of the study if: 
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● The study is cancelled. 
● There may be other reasons to take you out of the study that we do not know at 

this time.  
 

If you are taken out of the study early, Johns Hopkins may use or give out your 

information that it has already collected if the information is needed for this study or any 

follow-up activities. 

 

11. How will the confidentiality of your biospecimens and/or data be 
protected?  

Any study records that identify you will be kept confidential to the extent possible 

by law. The records from your participation may be reviewed by people responsible for 

making sure that research is done properly, including members of the Johns Hopkins 

University Homewood Institutional Review Board and officials from government 

agencies such as the National Institutes of Health and the Office for Human Research 

Protections. (All of these people are required to keep your identity confidential.) 

Otherwise, records that identify you will be available only to people working on the 

study, unless you give permission for other people to see the records. 

Surveys and interview notes for the study will be anonymized using participant ID 

codes in a disaggregated database that will be maintained by the researcher.  A file that 

references the actual names of individuals and their participant IDs will be maintained by 

the researcher on a password-protected laptop and will be housed separate from survey 

responses and interview notes.  Participant ID codes will be generated by randomly 

assigning a 2-digit code to each participant.  Codes will be numerical (e.g., 01, 02, 09, 

12).  Video recording data from the interviews will be de-identified through transcription 
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and destroyed after the study. 

All research data will be kept in a secured location.  Electronic data will be stored 

on the researcher’s computer, which is password protected.  Paper documents will be 

stored in a locked cabinet at the student investigator's work office or home.  All data will 

be backed up bi-monthly on an external hard drive that will be kept in the student 

investigator's home. 

12. What other things should you know about this research study? 
 

What is the Institutional Review Board (IRB) and how does it protect you?  

This study has been reviewed by an Institutional Review Board (IRB), a group of 

people that who reviews human research studies.  The IRB can help you if you have 

questions about your rights as a research participant or if you have other questions, 

concerns or complaints about this research study.  You may contact the IRB at 410-516-

6580 or hirb@jhu.edu.  

What should you do if you have questions about the study?  

Call the principal investigator, Yolanda Abel, EdD at (410) 516-6002.  If you 

wish, you may contact the principal investigator by letter.  The address is on page one of 

this consent form.  If you cannot reach the principal investigator or wish to talk to 

someone else, call the IRB office at 410-516-5680.   

 

You can ask questions about this research study now or at any time during the 

study, by talking to the researcher working with you, Violet Ford, student researcher, at 

(405) 306-6092. If you have questions about your rights as a research participant or feel 
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that you have not been treated fairly, please call the Homewood Institutional Review 

Board at Johns Hopkins University at (410) 516-6580.   

Future Contact 

We would like your permission for our research team to contact you in the future.  

Please note that your decision does not prevent other researchers at Johns Hopkins 

University from contacting you about other research. 

 

Student Researcher/Principal Investigator: Indicate the participant’s decision 

below by checking the appropriate statement: 

 

______I agree to allow the research team to contact me in the future and 

understand that my decision does not prevent other researchers at Johns Hopkins 

University from contacting me about other research. 

 

______I do not agree to allow the research team to contact me in the future and 

understand that my decision does not prevent other researchers at Johns Hopkins 

University from contacting me about other research. 

 

13. What does your electronic consent mean?  
Your electronic consent means that: You understand the information read to you, 

you accept the provisions that were stated, and you agree to join the study.  You will not 

give up any legal rights by verbally consenting to join this study.  

WE WILL PROVIDE YOU WITH AN ELECTRONIC COPY OF THIS  

INFORMED CONSENT SCRIPT 
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Student Researcher/Principal Investigator: Indicate the participant’s decision 

below by checking the appropriate statement: 

______I agree to participate in this research study.   

______I do not agree to participate in this research study.   

 

Date of electronic consent: _____________  

 

Content Expert Open-Ended Questionnaire 

 

Online Course 
Open-Ended 
Questionnaire  

   

Module Number  Module Objectives Corresponding 
Teaching and Learning 
Activities (pre-
reflection, learning 
resource content, 
summary, post 
reflection).  In what 
ways do the learning 
activities provide 
opportunity for the 
learner to master the 
learning outcomes?  
 
Activities may be active 
or passive but should be 
interesting or 
challenging; please 
provide feedback if the 
activity is interesting or 
challenging.  Does the 
content fully explain the 
concept presented in the 
module? 
In what ways do the 
learning activities 

Assessment Tasks –
Is the assessment 
task fair, time 
efficient, and 
conducive to 
learning? 
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Online Course 
Open-Ended 
Questionnaire  

   

provide opportunity for 
the learner to master the 
learning outcomes? 
(Content Expert) 
 
In what ways are the 
activities in the module 
interesting or 
challenging? (Content 
Expert) 
 
In what ways does the 
module explain the 
concept?  Please 
explain. (Content 
Expert) 
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Appendix D 

Procurer Consent Template and Open-Ended Online Questionnaire 

4. Research Summary (Key Information): 
The information in this section is intended to be an introduction to the study only.  

Complete details of the study are listed in the sections below. If you are considering 

participation in the study, the entire document should be discussed with you before you 

make your final decision.  You can ask questions about the study now and at any time in 

the future. 

This is a student research project that is part of Violet Ford’s Ed.D dissertation at 

Johns Hopkins University, School of Education.  The purpose of the study is to explore 

professional learning factors for an online professional learning course that may influence 

educator knowledge and perceived efficacy in cultural relational pedagogy.  The study 

aims to shed light on how an online professional learning module plays a role in the 

participants' knowledge and perceived efficacy in cultural relational pedagogy.  We 

anticipate that approximately nine participants will participate in the study: one Content 

Expert, two potential Procurers, and five End-Users.   
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5. Why is this research being done? 
This research is being done to highlight classroom instructional factors that may 

impede students of color from being prepared for college and careers and investigate 

professional learning factors that may influence educators’ efficacy around implementing 

cultural relational pedagogy in the classroom.    

 

6. What will happen if you join this study? 
If you agree to be in this study, we will ask you to do the following things: 

 

● Complete an electronic demographic survey prior to participating in the initial 
interview.  This electronic demographic survey will take 5 minutes to complete.  

● Procurer participant: Review online professional learning course with four 
modules.  Each module will range from 10 to 20 minutes.  While reviewing each 
module, you will complete an online survey.  You will review one module per 
week and complete the online survey after review completion.  Online 
professional learning course review will take place for four consecutive weeks 
between February and March 2021.  
 

Photographs/Video recordings: 

We are not requesting permission to create and use video recordings for your part 

of the research as a Procurer participant.   

 

How long will you be in the study? 

You will be in this study for four weeks (February to March 2021) 

 

14. What are the risks or discomforts of the study? 
You may get tired or bored when we are asking you questions, or you are 

completing online open-ended questionnaires. You do not have to answer any question 

you do not want to answer. 

 



 

221 
 

The risks associated with participation in this study are no greater than those 

encountered in daily life. 

 

15. Are there benefits to being in the study? 
You may or may not benefit from being in this study.  This study may benefit 

society if the results lead to a better understanding of how to prepare an online 

professional learning course to help prepare teachers instructing students of color for 

college and careers.   

 

16. What are your options if you do not want to be in the study? 
Your participation in this study is entirely voluntary. You choose whether to 

participate.  If you decide not to participate, there are no penalties, and you will not lose 

any benefits to which you would otherwise be entitled.   

 

17. Will it cost you anything to be in this study?   
No. 

 

18. Will you be paid if you join this study? 
No. 

 

19. Can you leave the study early? 
● You can agree to be in the study now and change your mind later, without any penalty 

or loss of benefits. 
● If you wish to stop, please tell us right away. 
● If you want to withdraw from the study, please email Violet Ford at vford@jhu.edu. 
 

20. Why might we take you out of the study early?  
You may be taken out of the study if: 
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● The study is cancelled. 
● There may be other reasons to take you out of the study that we do not know at 

this time.  
 

If you are taken out of the study early, Johns Hopkins may use or give out your 

information that it has already collected if the information is needed for this study or any 

follow-up activities. 

 

21. How will the confidentiality of your biospecimens and/or data be 
protected?  

Any study records that identify you will be kept confidential to the extent possible 

by law. The records from your participation may be reviewed by people responsible for 

making sure that research is done properly, including members of the Johns Hopkins 

University Homewood Institutional Review Board and officials from government 

agencies such as the National Institutes of Health and the Office for Human Research 

Protections. (All of these people are required to keep your identity confidential.) 

Otherwise, records that identify you will be available only to people working on the 

study, unless you give permission for other people to see the records. 

Surveys and interview notes for the study will be anonymized using participant ID 

codes in a disaggregated database that will be maintained by the researcher.  A file that 

references the actual names of individuals and their participant IDs will be maintained by 

the researcher on a password-protected laptop and will be housed separate from survey 

responses and interview notes.  Participant ID codes will be generated by randomly 

assigning a 2-digit code to each participant.  Codes will be numerical (e.g. 01, 02, 09, 

12).  Video recording data from the interviews will be de-identified through transcription 
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and destroyed after the study. 

All research data will be kept in a secured location.  Electronic data will be stored 

on the researcher’s computer, which is password protected.  Paper documents will be 

stored in a locked cabinet at the student investigator's work office or home.  All data will 

be backed up bi-monthly on an external hard drive that will be kept in the student 

investigator's home. 

22. What other things should you know about this research study? 
 

What is the Institutional Review Board (IRB) and how does it protect you?  

This study has been reviewed by an Institutional Review Board (IRB), a group of 

people who reviews human research studies.  The IRB can help you if you have questions 

about your rights as a research participant or if you have other questions, concerns or 

complaints about this research study.  You may contact the IRB at 410-516-6580 or 

hirb@jhu.edu.  

What should you do if you have questions about the study?  

Call the principal investigator, Yolanda Abel, EdD at (410) 516-6002.  If you 

wish, you may contact the principal investigator by letter.  The address is on page one of 

this consent form.  If you cannot reach the principal investigator or wish to talk to 

someone else, call the IRB office at 410-516-5680.   

 

You can ask questions about this research study now or at any time during the 

study, by talking to the researcher working with you, Violet Ford, student researcher, at 

(405) 306-6092. If you have questions about your rights as a research participant or feel 



 

224 
 

that you have not been treated fairly, please call the Homewood Institutional Review 

Board at Johns Hopkins University at (410) 516-6580.   

Future Contact 

We would like your permission for our research team to contact you in the future.  

Please note that your decision does not prevent other researchers at Johns Hopkins 

University from contacting you about other research. 

 

Student Researcher/Principal Investigator: Indicate the participant’s decision 

below by checking the appropriate statement: 

 

______I agree to allow the research team to contact me in the future and 

understand that my decision does not prevent other researchers at Johns Hopkins 

University from contacting me about other research. 

 

______I do not agree to allow the research team to contact me in the future and 

understand that my decision does not prevent other researchers at Johns Hopkins 

University from contacting me about other research. 

 

23. What does your electronic consent mean?  
Your electronic consent means that: You understand the information read to you, 

you accept the provisions that were stated, and you agree to join the study.  You will not 

give up any legal rights by verbally consenting to join this study.  

 

WE WILL PROVIDE YOU WITH AN ELECTRONIC COPY OF THIS  
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INFORMED CONSENT SCRIPT 

 

Student Researcher/Principal Investigator: Indicate the participant’s decision 

below by checking the appropriate statement: 

______I agree to participate in this research study.   

______I do not agree to participate in this research study.   

Date of electronic consent: _____________  

Procurer Online Questionnaire Questions:  

Please answer the following questions after reviewing each module. 

• What role do you believe the module might be used to train teachers?   

• Which component(s) (i.e., practice exercises, videos, text, etc.) of the module do you 

believe will be most beneficial to assist teachers develop their cultural relational 

pedagogy practices? 

• In what ways do you believe the module might influence teachers’ efficacy in cultural 

relational pedagogy? 

• How do you believe the module might be implemented within your educational 

organization? 

• What is your overall perception of the module?  

• How do you believe the module might be improved?  
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Appendix E 

End-User Focus Group Consent Template and Open-Ended Online Questionnaire 

You are being asked to join a research study.  Participation in this study is voluntary.  Even if you 

decide to join now, you can change your mind later. 

 

1.Research Summary (Key Information): 

The information in this section is intended to be an introduction to the study only.  Complete 

details of the study are listed in the sections below. If you are considering participation in the 

study, the entire document should be discussed with you before you make your final decision.  

You can ask questions about the study now and at any time in the future. 

 

This is a student research project that is part of Violet Ford’s Ed.D dissertation at Johns Hopkins 

University, School of Education.  The purpose of the study is to explore professional learning 

factors for an online professional learning course that may influence educator knowledge and 

perceived efficacy in cultural relational pedagogy.  The study aims to shed light on how an online 
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professional learning module plays a role in the participants' knowledge and perceived efficacy 

in cultural relational pedagogy.  We anticipate that approximately eight participants will 

participate in the study: one Content Expert, two potential Procurers, and five End-Users.   

 

2.Why is this research being done? 

This research is being done to highlight classroom instructional factors that may impede students 

of color from being prepared for college and careers and investigate professional learning factors 

that may influence educators’ efficacy around implementing cultural relational pedagogy in the 

classroom.    

 

3.What will happen if you join this study? 

If you agree to be in this study, we will ask you to do the following things: 

 

●Complete an electronic demographic survey prior to participating in the initial interview.  This 

electronic demographic survey will take 5 minutes to complete.  

●Content Expert participant: Review online professional learning course with four modules.  

Each module will range from 10 to 20 minutes.  While reviewing each module, you will 

complete an online open-ended questionnaire.  You will review one module per week.  At the end 

of each week, you will participate in an open discussion with the student researcher to discuss 

the recently reviewed module.  The online open-ended questionnaire will help guide the 

discussion.  Module discussions will last 60 minutes.  The discussions will take place between 

December 2020 and January 2021 utilizing the zoom platform.  
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●Procurer participant: Review online professional learning course with four modules.  Each 

module will range from 10 to 20 minutes.  While reviewing each module, you will complete an 

online survey.  You will review one module per week and complete the online survey after 

review completion.  Online professional learning course review will take place for four 

consecutive weeks between February and March 2021.  

●End-User participant: Use online professional learning course with four modules.  Each 

module will range from 10 to 20 minutes.  For each module, you will participate by reading text, 

watching videos, taking quizzes, and/or completing practice tasks.  You will complete one 

module per week and will complete a feedback after completion of each module.  Course use 

will take place for four consecutive weeks between February and March 2021.  You will 

participate in a focus group discussion utilizing the zoom platform after using all four modules.       

●By signing this consent form, you are giving permission to be video recorded during the 

virtual interviews. 

Photographs/Video recordings: 

As part of this research, we are requesting your permission to create and use video recordings.  

Any video recordings will not be used for advertising or non-study related purposes. 

 

You should know that: 

●You may request that the video recordings be stopped at any time. 

●If you agree to allow the video recordings and then change your mind, you may ask us to 

destroy that imaging/recording.  If the imaging/recording has had all identifiers removed, we 

may not be able to do this. 

●We will only use these video recordings for the purposes of this research.  
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●The video recordings will be transcribed by an outside company that has agreed to keep all 

data confidential. 

How long will you be in the study? 

You will be in this study for four weeks (Content Expert: December to January; Procurer: 

February to March; End-User: February to March) 

 

 

 

4.What are the risks or discomforts of the study? 

You may get tired or bored when we are asking you questions, or you are completing open-ended 

questionnaires. You do not have to answer any question you do not want to answer. 

The risks associated with participation in this study are no greater than those encountered in 

daily life. 

5.Are there benefits to being in the study? 

You may or may not benefit from being in this study.  This study may benefit society if the 

results lead to a better understanding of how to prepare an online professional learning course to 

help prepare teachers instructing students of color for college and careers.   

6.What are your options if you do not want to be in the study? 

Your participation in this study is entirely voluntary. You choose whether to participate.  If you 

decide not to participate, there are no penalties, and you will not lose any benefits to which you 

would otherwise be entitled.   

7.Will it cost you anything to be in this study?   

No. 
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8.Will you be paid if you join this study? 

No. 

 

9.Can you leave the study early? 

●You can agree to be in the study now and change your mind later, without any penalty or loss 

of benefits. 

●If you wish to stop, please tell us right away. 

●If you want to withdraw from the study, please email Violet Ford at vford@jhu.edu. 

 

10.Why might we take you out of the study early?  

You may be taken out of the study if: 

●The study is cancelled. 

●There may be other reasons to take you out of the study that we do not know at this time.  

 

If you are taken out of the study early, Johns Hopkins may use or give out your information that 

it has already collected if the information is needed for this study or any follow-up activities. 

 

11.How will the confidentiality of your biospecimens and/or data be protected?  

Any study records that identify you will be kept confidential to the extent possible by law. The 

records from your participation may be reviewed by people responsible for making sure that 

research is done properly, including members of the Johns Hopkins University Homewood 

Institutional Review Board and officials from government agencies such as the National 
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Institutes of Health and the Office for Human Research Protections. (All of these people are 

required to keep your identity confidential.) Otherwise, records that identify you will be 

available only to people working on the study, unless you give permission for other people to see 

the records. 

Surveys and interview notes for the study will be anonymized using participant ID codes in a 

disaggregated database that will be maintained by the researcher.  A file that references the actual 

names of individuals and their participant IDs will be maintained by the researcher on a 

password-protected laptop and will be housed separate from survey responses and interview 

notes.  Participant ID codes will be generated by randomly assigning a 2-digit code to each 

participant.  Codes will be numerical (e.g. 01, 02, 09, 12).  Video recording data from the 

interviews will be de-identified through transcription and destroyed after the study. 

All research data will be kept in a secured location.  Electronic data will be stored on the 

researcher’s computer, which is password protected.  Paper documents will be stored in a locked 

cabinet at the student investigator's work office or home.  All data will be backed up bi-monthly 

on an external hard drive that will be kept in the student investigator's home. 

 

12.What other things should you know about this research study? 

What is the Institutional Review Board (IRB) and how does it protect you?  

This study has been reviewed by an Institutional Review Board (IRB), a group of people that 

who reviews human research studies.  The IRB can help you if you have questions about your 

rights as a research participant or if you have other questions, concerns or complaints about this 

research study.  You may contact the IRB at 410-516-6580 or hirb@jhu.edu.  
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What should you do if you have questions about the study?  

Call the principal investigator, Yolanda Abel, EdD at (410) 516-6002.  If you wish, you may 

contact the principal investigator by letter.  The address is on page one of this consent form.  If 

you cannot reach the principal investigator or wish to talk to someone else, call the IRB office at 

410-516-5680.   

 

You can ask questions about this research study now or at any time during the study, by talking 

to the researcher working with you, Violet Ford, student researcher, at (405) 306-6092.  If you 

have questions about your rights as a research participant or feel that you have not been treated 

fairly, please call the Homewood Institutional Review Board at Johns Hopkins University at 

(410) 516-6580. 

Future Contact 

We would like your permission for our research team to contact you in the future.  Please note 

that your decision does not prevent other researchers at Johns Hopkins University from 

contacting you about other research. 

 

Student Researcher/Principal Investigator: Indicate the participant’s decision below by checking 

the appropriate statement: 

______I agree to allow the research team to contact me in the future and understand that my 

decision does not prevent other researchers at Johns Hopkins University from contacting me 

about other research. 
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______I do not agree to allow the research team to contact me in the future and understand that 

my decision does not prevent other researchers at Johns Hopkins University from contacting me 

about other research. 

 

 13.What does your verbal consent mean?  

Your verbal consent means that: You understand the information read to you, you accept the 

provisions that were stated, and you agree to join the study.  You will not give up any legal rights 

by verbally consenting to join this study.  

 

WE WILL PROVIDE YOU WITH AN ELECTRONIC COPY OF THIS  

INFORMED CONSENT SCRIPT 

 

Student Researcher/Principal Investigator: Indicate the participant’s decision below by checking 

the appropriate statement: 

 

______I agree to participate in this research study.   

 

______I do not agree to participate in this research study.   

 

Date of verbal consent: _____________  
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Phase Three End-User Open-Ended Questionnaire 

  

Module  Please answer the following questions after reviewing each course 
module.  

Module One: 
Reflection  

Which component of the learning module (i.e text, video, practice 
exercises) did you find most helpful to implement cultural relational 
pedagogy in your classroom?  
 
In what ways did the learning module influence your belief that you 
can accomplish use of cultural relational pedagogy in your 
classroom?  
 
Rate your degree of confidence or self-efficacy about your perceived 
ability to use cultural relational pedagogy using the choices listed 
below, then provide a rationale for your choice: 
 
Cannot do at all 
Moderately can do 
Highly certain can do 
  
   
  

Module Two: Social 
and Emotional 
Relationships 

Which component of the learning module (i.e., text, video, practice 
exercises) did you find most helpful to implement cultural relational 
pedagogy in your classroom?  
 
In what ways did the learning module influence your belief that you 
can accomplish use of cultural relational pedagogy in your 
classroom?  
How would you rate your level of efficacy (belief that you can 
accomplish) use of cultural relational pedagogy? 
Options: Not confident at all, somewhat confident, fully confident 
 

 
Module Three: 
Collaboration 

 
Which component of the learning module (i.e., text, video, practice 
exercises) did you find most helpful to implement cultural relational 
pedagogy in your classroom?  
 
In what ways did the learning module influence your belief that you 
can accomplish use of cultural relational pedagogy in your 
classroom? 
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Module  Please answer the following questions after reviewing each course 
module.  
How would you rate your level of efficacy (belief that you can 
accomplish) use of cultural relational pedagogy? 
Options: Not confident at all, somewhat confident, fully confident 
 

 
Module Four: 
Engagement with 
the Community 

 
Which component of the learning module (i.e., text, video, practice 
exercises) did you find most helpful to implement cultural relational 
pedagogy in your classroom?  
 
In what ways did the learning module influence your belief that you 
can accomplish use of cultural relational pedagogy in your 
classroom? 
How would you rate your level of efficacy (belief that you can 
accomplish) use of cultural relational pedagogy? 
Options: Not confident at all, somewhat confident, fully confident 
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Appendix F 

Focus Group Interview Protocol  

 I. Introduction - establish rapport, welcome, thank teachers for participating, share personal 
background information.  

 
To facilitate our notetaking, we would like to video tape our conversations today. You 

have already signed the release form so we will proceed accordingly.  For your information:  Any 
study records that identify you will be kept confidential to the extent possible by law.  The 
records from your participation may be reviewed by people responsible for making sure that 
research is done properly, including members of the Johns Hopkins University Homewood 
Institutional Review Board and officials from government agencies such as the National 
Institutes of Health and the Office for Human Research Protections. (All of these people are 
required to keep your identity confidential.)  Otherwise, records that identify you will be 
available only to people working on the study, unless you give permission for other people to see 
the records. 

I have planned this focus group to last no longer than one hour.  During this time, I have several 
questions that I would like to cover.  If time begins to run short, it may be necessary to interrupt 
you in order to push ahead and complete this line of questioning. 

II. Interviewee Background - their names, subject teach, how long they have been teaching 

III. Prepared qualitative questions 

• What aspects of the professional learning course were you most excited about? 

• In what ways did the online course influence your knowledge of cultural relational 

pedagogy? 

• In what ways do you believe the online course could be used as a resource within your 

educational organization? 

• Which component(s) of the learning module were most helpful in developing cultural 

relational pedagogy? 

• What aspects of the learning course were not helpful to you?   

• Do you have any recommendations for items that should be added to the learning course?   
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Appendix G 

Exploratory Case Study Demographic Checklist 

Demographic 
Checklist 

Participant 
A 

Participant 
B 

Participant 
C 

Participant 
D 

Participant 
E 

Participant 
F 

Age       
 
Gender 

      

 
Ethnicity 

      

 
Highest 
education 
attained 

      

 
Employment 
role/position 

      

 
Geographic 
Location 

      

 
Participant 
Role 

      

       
 

 

 

 

 

 

 

 

 

 

 



 

238 
 

Appendix H 

Exploratory Case Study Design Data Collection Matrix 

Research 
Questions 

Construct  Data Source(s) Data 
Collection 
Tool 

Data 
Analysis 

Phase One: 
What are the 
key professional 
learning factors 
that increases 
teachers’ self-
efficacy around 
equitable 
pedagogy? 

Professional 
learning 
factors for 
equitable 
pedagogy 
efficacy 

Previous 
studies 

Meta-
Analysis 

 

Phase Two: 
What is the role 
of the learning 
course in 
helping teacher 
educators or 
trainers conduct 
sessions 
designed to help 
teachers (pre 
and in service) 
implement 
equitable 
pedagogy?  
 

Role of 
learning 
course to 
implement 
equitable 
pedagogy 

Content 
Expert, 
Procurer 

Open 
interviews; 
online open-
ended 
questionnair
e;  
interviews, 
zoom 
recording, 
Zoom 
transcription 
 

Emergent 
coding and 
theme 
development 

Phase Two: 
Which 
components of 
the learning 
modules were 
determined to 
be most helpful 
to teacher 
educators or 
trainers in 
implementing 
equitable 
pedagogical 
practices in 

Most helpful 
component of 
learning 
course 

Procurer, End-
Users 

Structured 
interviews, 
Focus 
Group, 
zoom 
recording 
and 
transcription 
 

Emergent 
coding and 
theme 
development 
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Research 
Questions 

Construct  Data Source(s) Data 
Collection 
Tool 

Data 
Analysis 

their 
perspective 
organizations. 
Phase Three: In 
what ways do 
participants 
believe 
completion of 
the learning 
course could 
influence their 
equitable 
pedagogy 
efficacy? (End-
Users) 
 

Learning 
course 
influence on 
equitable 
pedagogy 
efficacy 

End-Users Focus 
Group, 
zoom 
recording 
and 
transcription 
 

Emergent 
coding and 
theme 
development 
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Appendix I 

All Phases Process Evaluation Form (conducted by the researcher) 

Questions Module One Module Two Module Three Module Four 
How has the 
program 
delivery adhered 
to or differed 
from the 
proposed 
implementation 
procedures? 
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Appendix J 

Procurer Participant Recruitment Email 

My name is Violet Ford, and I am a fourth-year doctorate student from the School of 
Education at Johns Hopkins University.  I am writing to invite you to participate as a Procurer 
participant in my research study about cultural relational pedagogy to support teachers.  As a 
procurer participant you will be asked to review and provide input on the content of an online 
professional learning course.  If you decide to participate in the study, you may be asked to do 
some or all the following: review an online course, complete four online open-ended 
questionnaires, and one interview.  

Your participation in this research study is strictly voluntary, and you may choose not to 
participate without fear of penalty or any negative consequences.  You will be able to withdraw 
from the survey at any time if you find the need to do so.  There will be no individually 
identifiable information, remarks, comments, or other identification of you as an individual 
participant upon publication of the study.  All results will be presented as aggregate, summary 
data. 

Your participation will contribute to understanding how the study’s online professional 
learning program might be used to provide support for educators around cultural relational 
pedagogy.  No compensation will be offered for your participation.  If you would like to know 
more information about this study, an information letter can be obtained by sending a request to 
vford7@jhu.edu.   

If you decide to participate after reading this letter, you may respond to this email.  If you 
have any questions, please contact me at vford7@jhu.edu.  Thank you very much.   
 

Sincerely,  

 

Violet L. Ford 

Johns Hopkins University 
Ed.D. Entrepreneurial Leadership Student 
2017 Cohort 

 

 

 

 

 

mailto:vford7@jhu.edu


 

242 
 

 

Appendix K 

End-User Participant Recruitment Email 

My name is Violet Ford, and I am a fourth-year doctorate student from the School of Education 
at Johns Hopkins University.  I am writing to invite you to participate as an End-User participant 
in my research study about cultural relational pedagogy to support teachers.  As an End-User 
participant, you will be asked to review and provide input on the content of an online 
professional learning course.  If you decide to participate in the study, you may be asked to do 
some or all of the following: review an online course, complete four online open-ended 
questionnaires, and participate in a focus group.  

Your participation in this research study is strictly voluntary, and you may choose not to 
participate without fear of penalty or any negative consequences.  You will be able to withdraw 
from the survey at any time if you find the need to do so.  There will be no individually 
identifiable information, remarks, comments, or other identification of you as an individual 
participant upon publication of the study.  All results will be presented as aggregate, summary 
data. 

Your participation will contribute to understanding how the study’s online professional learning 
program might be used to provide support for educators around cultural relational pedagogy.  No 
compensation will be offered for your participation.  If you would like to know more information 
about this study, an information letter can be obtained by sending a request to vford7@jhu.edu.   

If you decide to participate after reading this letter, you may respond to this email.  If you have 
any questions, please contact me at vford7@jhu.edu.  Thank you very much.   

Sincerely,  

 

Violet L. Ford 

Johns Hopkins University 
Ed.D. Entrepreneurial Leadership Student 
2017 Cohort 

 

 

 

 

 

mailto:vford7@jhu.edu
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Appendices L 

Phase One Cultural Relational Pedagogy Online Course Story Board 

 

Script                                                       Action 
Pre-Session Webinar 
Welcome to the Cultural Relational 

Pedagogy Online Course.  In this course you 
will learn about the four factors of cultural 
relational pedagogy including reflection, 
social-emotional relationships, collaboration, 
and community involvement.  There are four 
modules that will discuss each factor.   

 

Video of Violet talking 
Four factors flash one at a time as she 

says them: Reflection 
Social-emotional relationships 
Collaboration 
Community involvement 
 
Factors stay on screen until end of 

sentence.  
Each session will include a pre-

reflection discussion, a learning resource 
lesson, a case study, summary, post reflection, 
and assessment. 

 
Before you begin the modules, let’s 

unpack cultural relational pedagogy.  Cultural 
relational pedagogy was developed after a 
meta-analysis was conducted to research 
previous experiments that had a goal of 
increasing teacher efficacy in equitable 
pedagogy.  In short, out of the meta-analysis, 
there were seven professional learning 
practices that increased educator efficacy 
around equitable instruction.  However, out of 
the seven emerging themes.  The four factors: 
reflection, social-emotional relationships, 
collaboration, and community involvement 
set a framework for the development of 
cultural relational pedagogy.   

Video of Violet talking 

Let’s discuss cultural relational 
pedagogy from a high level view.  Looking at 
this model, we see the four factors.  We also 
see that cultural relational pedagogy is 
centered on continuous improvement; 
meaning at any phase, the educator can adjust 
to the needs of students to more effectively 
engage students.  Additionally, each phase is 

Each part of the model will come 
together electronically like a Rubik’s cube as 
it is discussed.   
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viewed from an aspect of the educator 
developing as she or he interacts with their 
team and also with students.   

In the reflection phase… 
In the social emotional relationships 

phase… 
In the collaboration phase… 
In the community involvement 

phase… 
Finally, and most critically, educators 

should note that reflection occurs at each 
phase of cultural relational pedagogy to 
ensure a continuous improvement process.  
See the link below for more information on 
continuous improvement provided by the 
Carnegie Foundation. 

 
Resource: Continuous improvement is 

important to providing equitable instructional 
practices.  See link for additional resources 
for continuous improvement.  

 
 
 
 
 
 
 
 
 
 
 
“resource” is shown on screen not 

read 
Link:  

https://www.carnegiefoundation.org/resources
/publications/continuous-improvement-
education/ 

Lead in sentence to module 1  
  
References:  
Carnegie Foundation website 
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Appendix M 

End-User Recruitment Flyer
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Appendix N 

Exploratory Case Study Phase One Document Review Template 

Type of document 
(i.e., script, video, 
website)  

Citation Module Use (i.e., 
Module One – 
reflection) 
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Curriculum Vitae 

Violet L. Ford 
405.306.6092 | violetlynnford@gmail.com | www.linkedin.com/in/violet-ford 

 

EDUCATION 

Johns Hopkins University      Baltimore, MD 
EdD, Entrepreneurial Leadership     Expected August 2021 
         Cumulative GPA 3.67 

Dissertation Topic: “Supporting Teacher’s Equitable Pedagogy Practices: Developing an Online 
Professional Learning Course” 

Langston University       Oklahoma City, OK 
Master of Education, Urban Education 

University of Central Oklahoma      Edmond, OK  
Bachelor of Science, Community Health         

 

PROFESSIONAL TRAINING 

Diversity, Equity, and Inclusion in the Workplace Certificate June 2021 

Myers-Briggs Type Indicator Certification    June 2017 
 
Lean Six Sigma Yellow Belt Certification    March 2017 
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PROFESSIONAL WORK EXPERIENCE 
 

Strategic Partnership Development 

• Built and maintained trusting relationships with stakeholders and partners through 
effective communication and interpersonal relationships; created collaborative work 
group of over 30 partners for after school initiatives 

• Strategically developed and executed plans to meet agreed upon partnership outcomes, 
shared vision, and mission of organization to illustrate partnership alignment 

• Exercised fiduciary discretion with partnership funded programs; worked collaboratively 
to maintain agreed programmatic outcomes with over $3 million dollars in granted funds 

• Pioneered annual STEM outreach; secured over 30 partners to provide hands-on learning 
opportunities and career/college information 

• Developed solid partnerships through seamless leadership resulting in residual 
commitment from corporate partners and contractors, securing organization’s mission 
statement  

• Created and implemented new volunteer recruitment processes to increase volunteer 
engagement for special events, improved volunteer engagement by 40% 

Organizational Leadership 
• Managed team of 30, earned the Emerging Leaders Program Award and Employee of the 

Year 
• Created and implemented COLLAB18 (collaboration 2018) campaign to increase internal 

and external collaborations, improved collaboration by 33% in the first quarter 
• Conducted research using qualitative and quantitative analytical skills to develop 

comprehensive needs assessment to identify educational needs for targeted population, 
the cause and nature of the gap, and set priorities for future  

• Designed organizational change through consulting, crafting unique agency practices 
including team collaboration, data driven culture climate assessment and leadership buy 
in; increased collaborative efforts by 33% in first quarter of the year 

• Boosted workplace quality and productivity utilizing strategic methods like streamlining 
reporting procedures, cross training, and leadership development 

• Oversaw departmental expenditures upwards of $3 million dollars using forecasting 
techniques  

• Researched and solicited new funding to support existing and new program initiatives 
• Conducted staff performance and program evaluations using performance management 

principles and coaching techniques to create individual performance plans; evaluated 
employee needs to develop talent management programs for organizational growth 
 

Program Management  
• Developed program design materials including logic model, program road map, and 

timelines to implement new innovative education initiatives and employee instructional 
capacity; oversaw successful program outcomes for up to six initiatives annually 

• Created start to finish process for program special event projects increasing engagement 
by 12% 
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• Performed process improvement and program evaluation using qualitative and 
quantitative data, following improvement science methods; PDSA Cycle: Plan, Do, 
Study, Act 

• Fostered stakeholders’ interest through efficient strategic planning and flexible 
communication  

• Directed federal grant projects successfully for Boeing, Dell, National Urban League and 
OK State Department of Education, U.S. Department of Education, and Office of 
Juvenile Justice and Delinquency Prevention 

• Managed program evaluation(s) matrix offering compliance tactics for desired reporting   
• Analyzed and reported effectiveness, efficiency, and productivity of administrative 

and technical programs such as data systems, information management, and 
personnel as related to logistics support  

 
Training & Development  

• Designed and built effective, measurable instructional materials for online courses, in-
person, and virtual instructor-led delivery with defined instructional, learning, or 
performance outcomes. 

• Conducted detailed needs assessments to adapt instructional content, catered to adult 
learners 

• Conceptualized and created storyboards for instructionally sound, interactive, engaging 
web-based course components.  

• Conducted job task analysis to align job functions with instructional need and content 
• Provided instructional design consultation to faculty of partners/clients and/or subject 

matter experts in the development of contextually rich, engaging, and objective-driven 
courses and learning experiences that focus on applicable real-world/workplace skills  

• Conducted quality assurance reviews on courses and implemented revisions  
• Aligned public media with educational needs of low performing, at risk targeted 

population 
• Facilitated train the trainer Project Based Learning techniques and processes   
• Developed the agencies first family resource guide in eBook format 
• Designed and delivered professional development for community agencies including 

educational program subject matter, curriculum, and leadership development 
• Developed new courses and analyzed current courses to identify needed instructional 

support such as lesson plan development, content accuracy, and graphic update design  
• Managed mandated course updates to resolve issues, improve trainings, and correct 

deficiencies through the Learning Management System 
 

 
EMPLOYMENT HISTORY 

Management & Program Analyst, April 2019 to present 
S & K Engineering & Research, Oklahoma City, OK 
 
Education Consultant, December 2017 – March 2019 
Oklahoma Education Television Authority, Oklahoma City, OK 
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Education Consultant, July 2017 to December 2018 
Up World, Inc., Chicago, IL 

 
Director of Education and Program Compliance, June 2012 - September 2018 
Urban League of Greater Oklahoma City, Inc., Oklahoma City, OK  

 
Director of Services, Sept 2011 to June 2012 
Positive Solutions Youth & Family Services, Midwest City, OK  
 
Instructor/Curriculum Developer, Dec 2011 - May 2012 
Empower Oklahoma, Oklahoma City, OK  
 
Technical Writing, Adjunct Instructor, Jan 2009 - May 2010 
Oklahoma State University, Oklahoma City, OK 
 
Instructional Designer, Oct 2008 - Jul 2010 
Raytheon Professional Services, Oklahoma City, OK 

 
 

PUBLICATIONS 
Cultivating the Entrepreneurial Mindset in Today’s Small Liberal Colleges and 
Universities (Green, Taylor & Ford, 2020) 

 

TRAINING DEVELOPMENT/PRESENTATION EXPERIENCE 

Developing Strategic Work Systems for Admin Support Teams 
Crutcho Public Schools, 2021 

Unboxed: The Elephant in the Room – Supporting Teachers in Equitable Instruction and 
Social Emotional Classroom Environments 
Thick Descriptions, 2021 

Cultural Relational Pedagogy Online Professional Learning Course 
Publication pending, 2021 

Cultivating the Entrepreneurial Mindset in Today’s Small Liberal Colleges & Universities 
Research Presentation at Institute of Global Business Research Conference, 2019 
 
Transformative Learning and Collaboration in the Workplace 
LinkedIn SlideShare, 2019 

Equitable Career Readiness Preparation for Poor, Ethnic Minorities 
LinkedIn SlideShare, 2018 
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Intentional Leadership Planning for Team Growth 
Intertwined Consulting Group, 2018 

Intentional Work Life 
Crutcho Public Schools, 2018 

Ramp Up for the New Year Team Building 
Urban League of Greater Oklahoma City, Inc., 2018, 2017, 2016, 2015 
 
Gear Up for Summer Team Building 
Urban League of Greater Oklahoma City, Inc., 2018, 2017, 2016, 2015 

Flip that Classroom! 
Urban League of Greater Oklahoma City, Inc., 2017 

Game of Life Team Building 
Urban League of Greater Oklahoma City, Inc., 2017 

In Career Project  
Up World, Inc., 2017 
 
Intentional Life Lab – Self Love Method 
Intertwined Consulting Group, 2017 

Intentional Planning for Intentional Communities 
Urban League of Greater Oklahoma City, Inc., 2014 

Solidarity with the Savior through His Word 
Western Region Youth Conference, 2011 
 
Solidarity through His Worship 
Western Region Youth Conference, 2012 

Solidarity through His Works 
Western Region Youth Conference, 2013 

 
COMMUNITY PROJECT DEVELOPMENT/IMPLEMENTATION 

Service + Learning + Leadership 
Service-Learning Project 
Infinite Possibilities, summer 2019 

Think Like a Girl 
STEM and Empowerment Initiative 
Infinite Possibilities, summer 2015, 2016, 2017, 2018 
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ACHIEVEMENTS AND INVOLVEMENT 

 

Jack and Jill of America, Inc.  
Member 
Strategic Planning Committee Chair 
2019 to present 
 
University of Central Oklahoma Foundation  
Board Member 
2018 to present  
 
Johns Hopkins School of Education Merit Scholarship  
2017, 2018, 2019, 2020 
 

Employee of the Year 
Urban League of Greater OKC, Inc. 
2014 
 
 
Oklahoma’s Top 40 Under 40 
Oklahoma Magazine 
2014 
 
Rising Star Award 
National Urban League 
2014 
 
 

Emerging Leaders Program 
Duke Corporation & National Urban League 
2016 
 
Eddie L. Moore Caring Adult of the Year 
National Urban League 
2016 
 
Leadership OKC Class of XXXIII 
Member 
2015 to present 
 
Dream Builder Award 
Class Matters, Inc. 
2015 
 
 

Delta Sigma Theta Sorority, Inc. 
Member 
1996 to present 
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