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 Abstract 

While the student demographic continues to shift in public education across the country, 
reflecting a more diverse classroom comprised of minoritized students, teacher preparation 
programs continue to espouse White middle-class values. As such, the education process 
continues to dehumanize minoritized students through socially acceptable discriminatory 
practices and policies. This approach to teacher preparation leaves teachers ill prepared to 
adequately teach minoritized students by not recognizing the resources that they bring to the 
classroom. To the contrary, minoritized students are expected to leave their culture and identity 
outside of the classroom. As the achievement gap is maintained, this study purposefully 
examines the process implemented to interrupt that disparity through in-service teacher 
professional development in culturally responsive teaching in a large urban school district.  

This grounded theory method study examines in-service teacher experience and 
understanding in culturally responsive professional development that tends to teacher bias 
thinking and critical awareness development. Teacher critical awareness development focuses in 
these four areas: ongoing effort to instructionally integrate students’ cultural knowledge, 
attention to the effects of explicit and implicit bias, ongoing effort to affirm students’ academic 
and ethnic identities, and heightened awareness to issues of social justice, teachers’ asset-based 
beliefs, teacher critical awareness, and student identity. The findings provide insight regarding 
the ways that in-service teachers experience and understand the culturally responsive 
professional development that encompass six themes: (a) Status Quo-White Curricula Effect, (b) 
Altruistic Reconciliation, (c) Pensive Practitioners, (d) Colorblind Liberal, (e) People of Color 
Apologetic Syndrome and White Replacement Anxiety, and (f) Practical Complacent 
Practitioners. The six emergent themes were further analyzed and categorized into three 
overarching categories: the Conventional Practitioners, the Dysconscious Racists, and the Equity 
Saboteurs. The results of this study serve to inform approaches to implement culturally 
responsive professional development to interrogate educational inequities and provide 
humanizing spaces of authentic learning for minoritized students.  

 

 

  

Keywords: culturally responsive professional development, culturally humanizing pedagogy, 

asset-based pedagogies,  
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 Testimonio and Positionality 

Regrettably, my most unforgettable moments in public school were riddled with 

discrimination based on my minoritized1 status. Critical race theory (CRT) centers the 

experiential knowledge (Arellano, Cintrón, Flores, & Berta-Avila, 2016; Delgado & Stefanic, 

2001; Solórzano & Delgado Bernal, 1999) of minoritized people to expose racism exerted on the 

individual and groups (Stovall, 2005). Additionally, CRT provides the theoretical foundation by 

which to name and counter the oppressive experiences of minoritized students in educational 

institutions, specifically, and in society in general. CRT has provided me a lens that has allowed 

me to name my K-12 schooling experience as educational racism. I define educational racism as 

a colonial racialized project of the dehumanization of minoritized students by the inculcation of 

racial notions of inferiority and racial subordination while exalting the property of Whiteness to 

maintain educational inequity and societal stratification (González, 2017).  My testimonio 

(Delgado-Bernal, Burciaga, & Flores-Carmona, 2015) exemplifies typical racism exerted on 

minoritized students in public schools throughout the United States. Arce (2016) speaks to this 

racialization of minoritized students, “… public schools have traditionally and continue to serve 

as institutions where the culture, language, history, and identity is stripped from Xicana/o youth, 

where Xicana/o youth are criminalized, and where schools themselves serve as sites where 

inequality is reproduced.” (p. 11).   

  Valenzuela (2010) further contextualizes minoritized student experience as “subtractive 

schooling,” she states,  “… Mexican youth continue to be subjected to subtle, negative messages 

that undermine the worth of their unique culture and history” (p. 172).  Mexican youth are 

expected to divest in their cultural assets such as language, family traditions, and their historical 

 
1 Minoritized is utilized throughout this paper as a moniker to denote ethnic, minority peoples within the United 
States.   
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 connection to the United States Southwest region that today continue to hold Spanish names of 

towns, metropolitan areas, counties, and state names.   As such, by not validating students’ 

cultural identity, cultural assets, and experiences, the implicit message to minoritized youth 

rejects their humanity, which promotes a feeling of their not being welcome in classrooms. I am 

not suggesting that this rejection is one of overt racism, but one of an unconscious bias that 

manifest themselves in the words and actions of the teacher (López, 2018; Solórzano et al, 2001; 

Statts, 2016; Steele, 2010; Sue et al, 2009).  This is further evidenced through teacher's’ adverse 

behavior towards minoritized youth (Gilliam, Maupin, Reyes, Accavitti, & Schic, 2016; Statts, 

2016). As a bilingual emergent learner and a minoritized student, my experience epitomized 

Valenzuela’s (1999) notion of subtractive schooling. Throughout my K-12 experience, teachers 

consistently imposed their deficit-informed views of my culture that often left me speechless and 

baffled.  This deficit mindset was exacerbated by the teacher’s low expectations, differential 

treatment of students, and the dispensing of punishment.  In elementary, the corner of the room 

was my usual space, where my classmates would snicker and giggle at me for speaking my 

native language of Spanish. Verbally accosted by authority figures, for not knowing the 

dominant language.  Schooling was not responsive to the Mexican immigrant student that I was 

and the writing on the wall was crystal clear: I was not welcomed! Engrained in my mind are the 

words of my European American high school administrator. She commented to me that I would 

never graduate high school because I was a troublemaker who would end up pregnant and a 

dropout. This administrator’s behavior towards me was typical deficit view associated with my 

minoritized status in a way that was dehumanizing while imposing racial notions of inferiority 

and racial subordination thus perpetuating societal stratification by negating me graduation and 

eliminating my opportunities in life.    



                                                                                                                                                                         
12 

 Regrettably, also common was the absence of my people’s contributions to our country.  

The curricula were not reflective of our rich and diverse population; to the contrary, the curricula 

was monocultural and lionized Euro-American peoples. A direct consequence is that I did not 

learn about my culture, much less contributions made to society by Mexicans. The typical 

curriculum was not relevant to my lived experiences or me, thus I disengaged and resisted in a 

self-defeating manner (Quiroz, 2001; Solórzano & Bernal, 2002). My disengagement resulted in 

minimized academic achievement in what Merton (1948) astutely coined, a self-fulfilling 

prophecy. 

As a critical educator who is informed by a CRT lens, my subtractive schooling 

experiences have propelled me to advocate for and ensure positive equitable experiences and 

outcomes for minoritized youth in Tucson Unified School District (TUSD). Henry & Dixon 

(2016) capture my responsibility toward the students and the families I am privileged to serve. 

Henry and Dixson (2016) explain CRT in an educational space as “attentive to the sobering 

realities of racialized suffering and the discursive and material formations that shape and give 

meaning to a stratified social structure. CRT focuses on exposing and actively dismantling taken-

for-granted, regnant racial ideologies and power relations” (p. 224).   While I did not attend 

TUSD as a student, my subtractive schooling experience mirrors that of many minoritized 

students in K-12 public schools in the US (Gay, 2002; Ladson-Billings, 1995; Pizarro, 2005; 

Sleeter, 2011; Valenzuela, 2010), including TUSD. Currently TUSD demographics consists of 

80 percent minoritized students whereas 67 percent of teachers are White (TUSD enrollment, 

2018).  This mirrors national teacher demographics that consistently fail to match student 

demographics. 
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  Glesne (2016) and Maxwell (2012) articulate that the purpose for research should be 

driven by the researcher’s personal, practical, and intellectual goals. My passion for this work 

derives from my personal goal to provide minoritized students an alternative enriched education, 

unlike my subtractive education, through in-service teacher training in culturally responsive 

pedagogy. My professional goal is to ensure teachers have the knowledge and skills to provide 

students with equitable experiences that validate and build on their lived experiences and cultural 

assets (Arce, 2016, Acosta, 2007; Acosta & Mir, 2012; González et al., 2000; Yosso, 2005,). My 

practical goal in this study is to document how to create alternative spaces of academic equity by 

altering teacher biased beliefs of minoritized students that will then transform their adverse 

behavior towards minoritized students. These alternative spaces are contingent on the training of 

in-service teachers on the implementation of culturally responsive pedagogy. Teachers teach who 

they are (Howard, 2003) and we are all socialized in the same manner. As such, bias must be 

mitigated through a reflective process to allow for the effective implementation of culturally 

responsive pedagogy (Whitaker & Valtierra, 2018). 

 My intellectual goal is to add to the body of literature on the implementation of 

culturally responsive in-service teacher professional development. This scholarship is urgent 

given the demographic shift towards a more diverse student population that has been taking place 

in classrooms across the nation. This urgency is compounded given that most teacher preparation 

programs do not attend to this urgency. Thus, teacher education curricula do not focus on topics 

that will address the academic outcomes and educational equity for minoritized students. The 

burden to adequately prepare teachers to teach minoritized students, then, falls on administrators 

who are interested in educational equity. 



                                                                                                                                                                         
14 

 In my current capacity as a program coordinator, for the department of Culturally 

Responsive Pedagogy and Instruction (CRPI), I am tasked with developing and implementing 

culturally responsive professional development. I have worked collaboratively to implement 

this critical in-service teacher training to yield similar results as the renowned Mexican 

American Raza Studies (MARS) program, that is to maximize minoritized student achievement 

and abate the achievement gap. I draw from the asset-based pedagogies body of literature and 

from the MARS program to inform the development of the curriculum for the culturally 

responsive professional development plan (CRPD) to implement with TUSD in-service 

teachers. The CRPD plan additionally draws from the literature on pre-service teacher training 

that adequately prepares them to meet the needs of minoritized students. 

Valenzuela (personal communication, 2018) stated that researchers often conduct “Me-

search” conveying the notion that researchers engage in research that chronicles personal growth 

in an area of interest. My research exemplifies my personal journey on becoming a critically 

aware educator (López, 2017; Valenzuela, 2016) committed to transforming the academic 

outcome of minoritized students in the specific context of TUSD.  In my personal journey, 

through the development of my critical awareness and in working with a group of relentless 

critical educators, we eliminated the achievement gap for students who were exposed to this 

asset-based approach to teaching.  I humbly submit that my experience in transforming the 

educational experience and academic outcome of minoritized students, as a former teacher in the 

renowned Mexican American Raza Studies program, has equipped to me engage teachers, in 

TUSD (and beyond), in this transformative process. 

Finally, my emancipatory goal is to raise awareness with in-service teachers regarding 

the achievement gaps (Ladson-Billings, 2006) as an artifact of the history of educational inequity 
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 that is fueled by educational racism, simultaneously working with in-service teachers in 

culturally responsive theory and practice that will abate the persistent achievement disparity.  My 

goal is to alter teacher-biased beliefs, through their personal reflection, about implicit biases that 

dictate their differential treatment of students (López, 2017) based on a students’ membership to 

a minoritized cultural group.  

The lens of critical race theory (Solórzano & Yosso, 2001; Henry & Dixson, 2016) 

provides an explanation for the subtractive schooling (Valenzuela, 1999) experiences that are 

endemic for minoritized students. Moreover, a critical race theoretical lens serves to interrogate 

and subvert the achievement gap that minoritized students in TUSD are plagued with and persists 

due to colorblind attempts to address them. Implementation of critical race theory as well as 

culturally responsive practice and theory provide a multi-pronged lens to examine minoritized 

student experiences in TUSD from the perspective of race, racism, and the social conditioning of 

biased and deficit thinking. This multi-pronged lens facilitates an interrogation of the systemic 

causes of minoritized students’ underachievement in TUSD specifically and nationally.   
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 Chapter I 

Introduction 

Tucson Unified School District has been under a desegregation court order to eliminate 

all vestiges of discrimination against African American and Mexican American students since 

the 1970’s. The initial lawsuits stemmed from education inequities toward African American and 

Mexican American students. While TUSD was the first district in the state to voluntarily 

integrate African American students in 1951, pre-Brown (De La Trinidad, 2008; Gomez & 

Jimenez-Silva, 2012; López, 2018), desegregation did not prove effective in addressing 

inequities for minoritized students thus inequities prevailed. The inequities included the 1C 

program2, overrepresentation in special education, discriminatory practices in the classroom such 

as not allowing students to speak Spanish, and ability grouping in high school (Gómez & 

Jiménez-Silva, 2012). Continued attempts to remedy these inequities by TUSD were made in the 

early 1970’s, yet again without effective results. Those attempts included initiation of bilingual 

education programs and efforts to integrate diverse resources for curricular enhancement, 

recruitment of minority and bilingual teachers. The African American and Mexican American 

communities were not satisfied in the attempts as such were propelled to engage in legal pursuits 

to address the inequities (Brousseau, 2011).  

From 1974 to 1978 the district was engaged in legal battles initially brought on by the 

National Association for the Advancement of Colored People on behalf of the African American 

community and later in conjunction with Mexican American Legal Defense and Educational 

 
2 TUSD 1C Program was a three-year English only Americanization process that targeted Spanish surname students. 
Students were given intensive American propaganda of food, language, and White culture where corporal 
punishment was meted out if Spanish was spoken. Students were designated in the 1C Program which spent 3 years 
in first grade. If promoted after the third-year students would move to 2nd grade. Consequently, you had many 
students who would not graduate high school and were pushed out as a result. Students that did graduate from high 
school and endured would graduate at the age of 20-21. 
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 Fund (MALDEF, 2017) on behalf of the Mexican American community. The two efforts were 

consolidated into one lawsuit known as Fisher-Mendoza v Tucson Unified School District. In 

1978, through a Stipulation of Settlement, the district again was ordered to remove all vestiges of 

discrimination in the then identified nine schools.  

TUSD has an extensive history of neglecting their responsibility to eliminate vestiges of 

discrimination thus the achievement gap between minoritized students and White students 

thrives. Disappointingly, minoritized students are still over-represented in Special Education 

programs and underrepresented in accelerated learning programs. Desegregation and inequity 

issues have been, and continue to be, elusive in addressing given the district’s haphazard 

relationship with court orders coupled by societal dynamics, including charter school laws and 

White flight, that contribute and sustain achievement gaps. Desegregation continues to be 

complex in nature as demographics, in general, continue to shift thus creating de facto 

segregation in TUSD. Discriminatory practices will persist as teacher preparation programs 

typically do not address teacher biased beliefs and continue to advance practices that adversely 

impact minoritized students, the root of persistent inequities.  

In an attempt to responsibly address long standing inequity issues, TUSD was appointed 

the guidance of a desegregation expert scholar addressed as a Special Master. Since 2013, TUSD 

has engaged in a Consent Order known as the Unitary Status Plan (USP). This agreement 

between the district and the plaintiffs, through the guidance of the appointment of a Special 

Master, outlines how the district will provide equitable educational experiences for minoritized 

students. The USP outlined the creation of the Department of Culturally Responsive Pedagogy 

and Instruction (CRPI) as the department to guide the district in a program focused on meeting 

the needs of minoritized students as stated:  
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 The objective of this Section is to improve the academic achievement and educational 

outcomes of the District’s African American and Latino students, including ELL 

students, using strategies to seek to close the achievement gap and eliminate the 

racial and ethnic disparities for these students in academic achievement, dropout and 

retention rates, discipline (described in Section (VI)), access to Advanced Learning 

Experiences (described in Section (V)(1)) and any other areas where disparities 

and potential for improvement may be identified as a result of studies required by this 

Order. The District shall utilize transformative strategies that are designed to change the 

educational expectations of and for African American and Latino students. Through the 

strategies in this Section, the District shall improve African American and Latino student 

engagement in the academic curriculum, shall adopt culturally responsive teaching 

methods that encourage and strengthen the participation and success of African American 

and Latino students, and shall provide African American and Latino students with the 

necessary student support services that will allow them to improve their educational 

outcomes. The services and programs in this Section shall be adequately funded to meet 

the objectives herein. 

Given the persistence of the achievement disparities in TUSD that reflect national trends 

the CRPI department has embarked on a plan to implement culturally responsive professional 

development centered on attenuating teacher beliefs that influence teacher behaviors (López, 

2017), which are foundational to the effective implementation of culturally humanizing 

pedagogy. CRPI provided district-wide teacher training in effectively implementing culturally 

humanizing pedagogies, which is empirically supported in maximizing student academic 

achievement and bring about educational equity for minoritized students. TUSD’s approach to 
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 CRPD draws on the scholarship of education scholars such as Darder (1991), Ladson-Billings 

(1995), Gay (2002), Sleeter (2015), Valenzuela (2016) that operationalize asset-based 

pedagogies. These asset-based approaches to pedagogy and instruction are key in closing the 

persistent achievement gap. Cabrera, Milem, Jaquette, & Marx (2014) highlight the 

unprecedented academic success of this academic approach by the MARS program in TUSD, 

centered on culturally humanizing teaching that effectively abated the achievement gap, whereby 

Mexican American students taking MARS courses outperformed all other groups academically, 

as measured through standardized testing.  The CRPD plan has drawn from the body of literature 

in asset-based pedagogies such as culturally relevant (Ladson-Billings, 1995), responsive 

pedagogy (Gay, 2002), Funds of Knowledge (González, et. al., 1995) as well as the 

unprecedented success of MARS, to inform the culturally responsive professional development 

that was implemented. In my current capacity as a program coordinator for the department of 

Culturally Responsive Pedagogy and Instruction (CRPI), I am tasked with developing and 

implementing culturally responsive professional development. I have worked collaboratively to 

implement this critical in-service teacher training, to yield similar results as the renowned MARS 

department to maximize minoritized student achievement and abating the achievement gap. I 

was fortunate in collaborating with University of Arizona experts in the design and 

implementation of this CRPD. 

Problem Statement:  

Historical educational inequities towards minoritized students in TUSD have perpetuated 

their academic underachievement. Educational inequities in TUSD are fueled by teachers 

biased beliefs towards minoritized students. TUSD mirrors the national trends in education 

regarding minoritized student underachievement, as measured through low performance in 
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 standardized tests, high school drop-out rates, and low matriculation into institutions of higher 

education. Extensive scholarship regarding teacher preparation programs (Acosta, 2012; 

Fernández, 2011; Howard, 2003; Villegas & Lucas, 2002), assert the lack of adequate 

preparation in addressing the needs of minoritized students as a contributor to minoritized 

student underachievement. Moreover, the literature confirms the need to adequately prepare 

teachers for a diverse classroom. Fernández (2011) asserts the importance of a needed 

paradigm shift in teacher education programs, specifically in Arizona given the political 

climate against Xicana/o students (p. 51). Fernández further emphasizes that teacher education 

programs must have as a standard an “analysis of power and privilege” (p. 51). Moreover, the 

normalcy of race and racism should be interrogated as a contributor to teacher deficit views and 

biased beliefs about minoritized students. As such this literature advises providing pre-service 

teachers a curriculum that makes available opportunities to reflect on issues of race and racism, 

bias, and the relationship of these issues to minoritized student achievement to more adequately 

prepare teachers. This is vital in TUSD as the teacher and student demographics are 80 percent 

minoritized students and 67 per cent European American teachers, respectively. This requires 

that teachers be adequately prepared to meet the academic needs of minoritized students. As 

aforementioned, the literature on culturally responsive pedagogy emphasizes its effectiveness 

in maximizing minoritized student achievement.  

To address achievement disparity in TUSD, the CRPI department was charged with 

providing research-based culturally responsive professional development. The extant literature 

establishes that culturally responsive professional development serves to transform teacher 

biased beliefs and behaviors. Accordingly, this is the approach taken to train TUSD teachers, 

administrators, and staff. TUSD is engaged in the effort to adequately train current in-service 
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 teachers in culturally responsive pedagogy, emphasizing the examination of biased beliefs to 

transform beliefs and behavior to advance asset-based views of minoritized students and 

families. 

Purpose of the Study 

The purpose of this study is to add to the literature on educational research that interrogates 

educational inequities through the advancement of effective implementation of culturally 

humanizing pedagogy that centers race through in-service teacher professional development. 

Moreover, to extend educational research on professional development that emphasizes teacher 

reflection on biased beliefs that inform behaviors and how this approach to professional 

development shifts in-service teachers’ theory and practice. Additionally, to extend the 

literature on developing teacher critical awareness (López, 2018) and critical consciousness 

(Valenzuela, 2016). Furthermore, I will document the implementation of this district-wide 

culturally humanizing pedagogy that seeks to address educational inequities including 

challenges and limitations that could serve to inform other urban districts with a vision of 

educational equity.  

Asset-based pedagogies improve minoritized student achievement and foster positive 

ethnic and academic identity development (López, 2017). However, scholars have established 

that conventional teacher preparation programs do not adequately prepare preservice teachers in 

asset-based pedagogies to maximize minoritized student academic achievement (e.g., Darder, 

2012; Milner 2003; López, 2017; Valenzuela, 2016). This cannot be more evident based on 

disparities in student achievement measures including standardized tests results, high school 

graduation rates, and matriculation into institutions of higher education (Cabrera, et. al, 2014). 

Upon entering the workforce, teachers’ ill preparedness is compounded by implicit and explicit 
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 biases that adversely influence their behavior towards minoritized students, thereby exacerbating 

student outcomes.  

So how do we assure in-service teachers are well prepared to address the needs of 

minoritized students? Developing teacher critical awareness. Scholars (Gay, 2002; Hammond, 

2014; Ladson-Billings, 2006; López, 2017; Valenzuela, 2016) postulate that critically aware 

teachers establish relationships with students that maximize student academic achievement.  

Components of TCA (López, 2016; Valenzuela, 2016) utilized in district training include an 

ongoing effort to instructionally integrate students’ cultural knowledge, attention and reflection 

to the effects of explicit and implicit bias, an ongoing effort to affirm students’ academic and 

ethnic identities, and a heightened awareness to issues of social justice. The purpose of this study 

is to examine in-service teacher experiences and understandings of the mandatory culturally 

responsive professional development wherein TCA is developed using grounded theory. 

Research in TCA asserts that critical awareness mitigates teacher implicit bias that 

influences teacher differentiated behavior towards minoritized students, thereby maximizing 

minoritized student achievement (Banks, 1993; Darder, 2012; Gay, 2011; Ladson-Billings, 1995; 

López, 2017; Valenzuela, 2016).   

Research Questions 

I will address the following research questions:  

RQ1: In what ways do in-service teachers in Tucson Unified School District experience and 

understand biased beliefs after participating in a culturally responsive professional 

development that aims to develop critical awareness? 

RQ2: In what ways do in-service teachers’ awareness about biased beliefs promote reflection 

about their practice?  
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 Chapter II 

Review of Related Literature and Research 

  I begin my literature review with a theoretical lens that asserts the pervasive and 

universal nature of race and racism in the field of education.  Critical Race Theory (CRT) 

advances race and intersectional oppression thus privilege is integrated into the social design and 

structure, that the whiteness and white supremacy are normalized. Ladson-Billings (1998) asserts 

“in a racialized society where whiteness is positioned as normative, everyone is ranked and 

categorized in relation to these points of opposition” (p. 9).  Therefore, as a researcher, when 

evaluating and synthesizing bodies of literature, my point of entry is how is race and the 

modality of oppression although absent, is present.   The notion that silence is complicity; 

absence is complicity.  

Literature that studies topics such as culturally relevant or culturally sustaining and 

revitalizing pedagogy, yet do not explicitly center race and racism, is problematic yet typical.    

In this review of related literature I analyzed through a Critical Race Theory (CRT) lens to 

interrogate racism in K-12 education, specifically to interrogate education inequity through a 

race lens.  

Yosso (2006) asserts that “…CRT scholars in education have theorized, examined, and 

challenged the ways race and racism shape on schooling structures, practices, and discourses” (p. 

7). Yosso offers Solórzano’s five tenets of CRT as they apply to education; however, I will draw 

from tents one; the normalcy of race and racism in education, and tenet two; the challenge to 

Dominant Ideology in education, interrogating education myths of meritocracy, teaching as an 

apolitical endeavor, that knowledge is objective while assuming a universality as fact and the 

liberal notion of colorblind discourse.  
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 I begin my literature review by first introducing the concept of Educational Racism that is 

situated in CRT and paramount to my study.  I operationalize Educational Racism to examine the 

origins of the racism embedded in the institution of education that maintains inequity.  

Educational Racism 

 Educational disparities in the US have been consistent. A look into the recent past 

reveals reform measure after reform measure, such as the Elementary and Secondary Education 

Act (ESEA, 1965), No Child Left Behind (NCLB, 2002) and Every Student Succeeds Act 

(ESSA, 2015) that were enacted at the federal level to “level the playing field” and bring about 

academic success for all students thus addressing educational disparities. However, Duncan-

Andrade and Morrel (2008) call into question the notion of reform and suggest that this 

disparity is purposeful and strategic. The scholars state that “Urban schools are not broken; 

they are doing exactly what they are designed to do.” (Duncan-Andrade& Morrel, 2008 p. 1) 

But why?  

Educational “reform” efforts exist as a smokescreen to cover the racist nature of the 

institution of education. Essentially, Duncan-Andrade and Morrel (2008) contend that the 

institution of education functions to maintain social stratification (Bowles & Gintis, 1976), thus 

the maintenance of its racial hierarchy.  I advance Educational Racism as the strategy that 

maintains inequity resulting in social stratification. Moreover, the institution of education is a 

pillar of the colonial system that, from its inception serves to maintains societal stratification. I 

define Educational Racism (ER) as the “dehumanization of minoritized students by the 

inculcation of racial notions of inferiority and racial subordination while exalting the properties 

of Whiteness that maintain educational inequity” (González, 2018). 
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 To maintain its efficacy ER has evolved from overt racist practices that are no longer 

socially unacceptable such as Native American boarding schools (Adams, 1988), Mexican 

Schools (Donato & Hanson, 2012), and segregated Black schools (DuBois, 1935), to covert 

socially acceptable racist practices and policies fueled by teacher implicit bias such as school 

tracking, English-only laws, a Euro-centric curriculum, and school choice to name a few. 

Implementation of current educational racist practices, covert or overt, guarantees an 

achievement gap between minoritized students and White students; thus maintain stratification.  

Duncan-Andrade and Morrel (2008) define this as the “business-as-usual approach to 

improving urban schools by shifting the blame on the victims of an unjust system onto the 

fiscal, political, and ideological policies…” (p.1). Figure 1 illustrates the socially unacceptable 

and socially acceptable teaching practices that maintain the achievement gap through 

Educational Racism.  This model underscores the pervasive and insidious nature of race and 

intersectional oppression.  

Figure 1. Socially Unacceptable and Socially Acceptable Practices 
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 In addition to the perpetuation of the achievement gap minoritized students exposed to 

this racism daily in classrooms will resist this dehumanization. This form of student resistance 

is erroneously regarded as defiant and disrespectful behavior by deficit thinking teachers. 

Bernal and Solórzano’s (2001) Resistance Theory provides a lens by which to recognize this 

form of resistance exhibited by minoritized students. Additionally, this theory provides a 

framework to advance transformative resistance. Bernal and Solórzano (2001) state that 

“Resistance theory proposes that students actively or passively resist learning as a way of 

responding to the oppressive school system. Resistance theories demonstrate how individuals 

negotiate and struggle with structures and create meanings of their own from these 

interactions” (p. 315). Critical to their Resistance Theory is the notion of resistance. Giroux 

(1983) identifies two necessary ideas that qualify minoritized student resistance, (1) students 

must have a critique of social oppression, and (2) students must be motivated by an interest in 

social justice. Minoritized students’ cultural intuition (Delgado-Bernal, 2016) is sufficient to 

recognize the oppressive nature of schooling. While minoritized students might not be able to 

name their experience as “oppression” they recognize their experience as given differential 

treatment. Correspondingly students’ recognition of oppression could be the motivator to seek 

social justice.   

Achievement Gap an Artifact of Educational Racism.  

The achievement gap is an artifact of Educational Racism. Pitre (2014) utilizes the 

National Center for Educational Statistics definition as “the achievement gap occurs when one 

group of students outperforms another group, and the difference in average scores for the two 

groups is statistically significant” (p. 210).  Pitre (2014) further explains that the achievement 

gap “… can be seen in standardized test scores, grade point averages, graduation rates, and 
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 college admission data (p. 209).” The National Assessment of Educational Progress (NAEP) 

scores for 4th and 8th grade reading demonstrates the persistent achievement gap among Latino 

and White students. The Pew Research Center (retrieved, 2018) data shows that Latinos who 

attained a bachelor’s degree or higher is a dismal 15 per cent nationally compared to 41 per cent 

for Whites and 63 per cent for Asians. Kids Count Data (2018) reveals that in Arizona the 

percentage of fourth grade Latinos that scored below proficient in reading, as measured through 

NAEP (2018), is 82 per cent compared to 54 per cent White students. Eighth grade Latino 

students in Arizona, reading that scored below proficient is 80 per cent compared to 52 per cent 

White students. Unfortunately, by most success measures the achievement gap is evident and 

persistent. This reality of underachievement is a national crisis. To illustrate this crisis among 

Chicana/o students Yosso (2006) humanizes this data through the Chicana/o educational 

pipeline. She states that this pipeline chronicles the connection among the various educational 

institutions including the practices and policies that maintain them and illustrate how educational 

racism impacts Chicana/o students negating them equity of opportunities. Using the 2000 census 

data for Chicana/os where 100 chicana/o students enter kindergarten, 56 will “drop-out” and 44 

will graduate high school; of the 44 only 26 will enroll in college, only 7 will graduate with a 

B.A. degree, only 2 will graduate with  a graduate degree and finally less than 1 will graduate 

with a doctoral degree (Yosso, 2006, p. 5). A naïve consciousness generally blames the victims 

for this outcome; the victims being Chicana/o students. Without a structural analysis of the 

contributing factors this pipeline, for all minoritized students, will remain steadfast regardless of 

any “reform” measure. Correspondingly Ladson-Billings (2006) refers to the “achievement gap” 

is a misnomer that blames minoritized students for their academic failure due to membership of 

their cultural group and absolves the educational institution from implementation of its socially 
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 acceptable racist practices. More appropriate names are the achievement disparity gap (Boykins 

& Noguera, 2010; Darling-Hammond, 2000) and the education debt (Ladson-Billings, 2006) 

wherein the institution is accurately interrogated and held accountable for the maintenance of the 

disparities and minoritized students who are denied an adequate education year after year fail to 

have equitable opportunities in life that allow them to live a dignified life. So what contributes to 

the Chicana/o pipeline specifically, and the gaps in achievement for minoritized students? 

Critical race theorist Ladson-Billings identifies cultural deficient theories as a contributor 

to the achievement gap. Cultural deficient theories have historical roots in the US eugenic 

movement of the early 1900’s that sought to “improve the race” by eliminating undesirable traits 

that were associated with poor and minoritized people (Bouche & Rivard, 2014). The eugenics 

movement fueled discrimination in education resulting in segregation of schools based on 

ethnicity due to “cultural inferiority.” To exemplify this racism in the 1946 Mendez v. 

Westminster case the argument against allowing Mexican students to attend white schools was 

because school officials, including school superintendents, erroneously believed that Mexican 

children had diseases as a result of poor hygiene, that they had poor moral habits, and that they 

lacked the mental capacity to  excel academically.  Sadly, cultural deficient theories continue to 

permeate in insidious ways including implicit teacher bias that is detrimental to minoritized 

students. While the achievement gap is maintained through culture deficient theories we are 

reminded that the achievement gap has deep historical roots. 

Ladson-Billings (2006) historicizes the contributing factors to this achievement gap. In 

interrogating the “achievement gap” she refers to it as the “education debt” wherein “… 

historical, economic, sociopolitical, and moral decisions and policies …have created the 

education debt.” (p. 5). Briefly Ladson-Billings (2006) describes the historical context of 
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 minoritized students. The historical context included de jure segregation in the public schools for 

African Americans, Latinos, and Native Americans. These segregated schools were underfunded 

and “they received cast-off text-books and materials from White schools.” (p. 5). Forced 

assimilation projects were in effect including Americanization for Mexican American students 

and boarding schools for native Americans. Additionally, legislation existed that forbid and 

barred African American students from learning such as Jim Crow laws and making it illegal for 

students to be taught in their native language. The economic debt is exemplified through funding 

disparities between urban and suburban schools. Ladson-Billings (2006) possess the question 

“…why the funding inequities map so neatly and regularly onto the racial and ethnic realities of 

our schools.” (p. 6). She further identifies the earnings ratios that contribute to income disparities 

that determine where people will live and thus the quality of schools. Ladson-Billings (2006) 

describes the sociopolitical debt as one wherein minoritized communities have been “excluded 

from the civic process” (p. 7). By being excluded from the civic engagement process be it voting, 

parent-teacher organizations or school site councils, minoritized communities are not included in 

decision making thus remain disenfranchised. Finally, Ladson-Billings (2006) identifies the 

moral debt that speaks to “the disparity between what we know is right and what we actually do” 

(p. 8) as a society to advance equity. Accordingly, to act in favor of addressing the achievement 

gap through an interrogation of educational racism is a moral imperative.  In her compelling 

interrogation of the education debt Ladson-Billings (2006) brilliantly illustrates the contributors 

to the erroneously named achievement gap and highlights the various ways that this gap has been 

maintained. Other scholars continue to interrogate various other contributing factors that 

maintain the erroneously names achievement gap. 
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 Several scholars assert that a contributor to the achievement gap is the curriculum that is 

used with minoritized students that is failing them (Apple, 1990; Banks, 2004; Gay, 2004). 

Cammarota and Romero (2006) state that “…their education denies them the opportunity to 

develop their critical voices and intellectual capacities…” (p. 16). Cammarota and Romero 

(2006) address the socially acceptable practice of the implementation of a Euro-centric 

curriculum, that negates students’ academic opportunities to advance and to transform their 

educational reality but ensures the maintenance of the achievement gap. A Euro-centric 

curriculum is what most preservice teacher programs advance. Indeed, teacher educators state 

that teacher practices contribute to the achievement gap (Gay, 2004; Ladson-Billings, 1994; 

Sleeter, 2001). Implementation of a Euro-centric curriculum coupled by discriminatory practices 

ensures educational inequities. Teachers who are not critical of a Euro-centric curriculum and 

who implement that curriculum in a diverse classroom speaks to the insidiousness of educational 

racism. Typical teacher preparation programs fail to equip teachers with a critical consciousness. 

Prior research generally confirms that preservice teacher programs do not prepare 

teachers to adequately teach minoritized students (Darder, 1991; Fernández, 2011; Howard, 

2003; Ladson-Billings, 1994; Milner, 2003; Sleeter, 2001; Valenzuela, 2017). Generally 

speaking, most teacher preparation programs espouse White middle-class values while excluding 

diversity. Teachers ill prepared to meet the needs of minoritized students contributes to the 

achievement gap because minoritized students’ academic needs are not met, even more 

dehumanizing minoritized students are forced to leave their culture and identity outside of the 

classroom. Yet inservice teachers continue to receive the ranking of “highly qualified” on teacher 

evaluations but yet they do not adequately teach minoritized students, hence the persistent 

achievement gap. To the contrary preservice teachers are prepared to inculcate minoritized 
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 students with notions of inferiority. Teachers lack of adequate preparedness to meet the needs of 

the diverse student demographic in their classrooms contributes to the achievement gap 

especially when teachers are not aware of their biased thinking that contributes to low 

expectation for minoritized students.  

Teacher Expectations, Bias, and Deficit Thinking 

Good and Nichols (2001) define teachers’ expectations as “inferences (based on prior 

experiences of information about the level of student performance that is likely to occur in the 

future” (p. 113). Additionally, Good and Nichols (2001) contend that “Teachers’ expectations 

not only influence teacher behavior, but also students’ expectancies and behaviors” (p. 113.) that 

is known as the self-fulfilling prophecy (Merton, 1948). The self-fulfilling prophecy is defined 

by Merton (1948) as “a false definition of the situation evoking a new behavior which makes the 

originally false conception true” (p. 195). So the research on teacher expectations is clear on the 

impact on student achievement. Student achievement is not simply a function of students’ own 

abilities or effort but rather how they have been affected by teacher expectations.  López (2017) 

states that in a review written by Jussim and Harber (2005), that examined 35 years of empirical 

research on teacher expectations in relation to self-fulfilling prophecies, the authors concluded 

that “teachers’ expectations are indeed often biased against students of color” (p. 3). López 

points out that at the time of Jussim and Harber’s review of literature “only two studies that met 

their inclusion criteria had examined teacher expectancy effects among stigmatized students” (p. 

2) eluting to the uncertainty in the connection between teacher expectancy and the self-fulfilling 

prophesy that adversely impacts minoritized students. Yet cultural intuition (Delgado-Bernal, 

2016) confirms that low teacher expectations have the potential to contribute to the achievement 

gap (Grant & Sleeter, 2011; McKown & Weinstein, 2008; Merton, 1948). This is so because the 
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 expectations that teachers have of students’ achievement, according to McKown and Weinstien 

(2008) are based on the students’ ethnicity “with teachers expecting more from European 

Americans and Asian American students.” (p.236). Moreover, the authors state that in 

classrooms that are ethnically mixed, teachers will tend to see minoritized groups “in terms of 

group characteristics rather than individual characteristics.” (McKown & Weinstien, 2008, p. 

238). This is largely due to teachers’ expectations being informed by bias.  López’s (2017) study, 

conducted in TUSD, establishes the connection between teacher expectancy and historically 

marginalized student academic achievement. López affirms, “…it is particularly noteworthy that 

students with teachers who have high levels of both expectancy and critical awareness perform 

approximately ½ SD higher in student reading achievement over the course of one academic 

year.” (p. 13).  López (2017) champions the application of a race-reimaged perspective 

framework, in a skillfully nuanced manner, wherein teacher’s asset-based beliefs and behaviors 

are related to Latino students’ identity and achievement outcomes, in reading and in a later study 

revealed achievement outcomes in math (Matthews & López, 2018). The results from the study 

revealed several key findings that will inform the approach for this research and the 

implementation of the culturally responsive professional development. Bias is defined as subtle, 

often subconscious stereotypes that guide our expectations and interactions with people (Gilliam, 

Maupin, Reyes, Accavitti, & Shic, 2016). One of the dangers of teacher bias in the classroom is 

that when teachers make snap decisions, those decisions are informed by bias. Teachers make 

snap decisions daily. Teaching is a complex and cognitively demanding activity that requires 

teachers to constantly improvise and adjust to their students’ needs. When teachers are under 

high cognitive load, biased knowledge may be especially likely to affect their practices (Felton, 

2007).  
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 Implicit bias also fuels deficit thinking about minoritized students. Deficit thinking that 

teachers have of Mexican students is one rooted in the belief on the myth that purports that 

Mexicans do not value education (Valencia & Black, 2002). Valencia & Black (2002) assert that 

deficit thinking is an “endogenous theory of school failure” because it promulgates the notion 

that students’ academic failure is due to internal defects and deficiencies that impede the learning 

process. Characteristically, minoritized students receive an education that situates them as 

deficient and contributors to their own underachievement as a result of their social-economic 

conditions and the absence of cultural values which prioritize education (Valencia & Black, 

2002), by schooling personal.  Rooted in the eugenics movement of the turn of the 20th century, 

deficit theory deems minoritized students “uneducatable due to their low testing scores in 

intelligence testing” (Valencia, 2010, p. 14), regarding minoritized students as intellectually 

inferior compared to their White peers. As an endogenous theory, deficit thinking pathologizes 

minoritized students absolving teachers of their responsibility to adequately educate them. 

Lamentably, this deficit view of students is prominent among teachers, preservice and in-service 

alike. An additional theoretical lens that I invoke is deficit thinking (Valencia & Black, 2002). 

Deficit thinking theory provides an explanation as to why teachers’ beliefs and behaviors 

towards minoritized students are such that academic and behavioral expectations are lowered as 

compared to higher expectations of White students (Oakes, 2005). Valencia and Black (2002) 

define deficit thinking as “…the idea that students, particularly of low-SES background and of 

color, fail in school because they and their families have internal defects, or deficits, that thwart 

the learning process.” (p. 83). Deficit thinking is the dominant narrative, informed by biased 

thoughts, in teacher’s lounges wherein teachers explain academic failure of minoritized students 
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 as a result of lack of value placed on education. Valencia and Black (2002) additionally provide 

us with that deficit thinking narrative;  

“The argument goes as follows: Given that Mexican Americans (allegedly) do not hold 

education high in their value hierarchy, this leads to inadequate familial socialization for 

academic competence, which in turn contributes to the school failure of Mexican 

American children and youth.” (p.83).  

 
In my 25 plus years of teaching I have made it a point to stay away from the teachers’ 

lounge to avoid the dehumanizing narrative about minoritized youth. Valencia and Black provide 

the chronology of deficit thinking by elucidating how this myth of deficit thinking was created 

and has persisted in the minds of most educators. Arellano, Cintrón, Flores, & Berta-Avila, 

(2016) reminds us, “…we have to continuously name and interrogate our own deficit thinking 

and internalized oppression in order to transform ourselves in these ways.” In other words, as 

professionals regardless of race or ethnicity who unconsciously and uncritically consume 

information, we are susceptible to the dominate narrative that place the brunt of the blame solely 

on minoritized students, their families, and or their group.   

Teacher Educator Brown (2012) describes an opportunity to reflect on race that she 

provides her pre-services teachers in early on in her course on sociocultural knowledge. She asks 

her students to list the terms they have heard that describes Black students. Not surprisingly, the 

majority of the terms used were negative.  This exercise serves as evidence of the persistence of 

biased thinking about minoritized students. Preservice teacher programs are negligent when they 

do not train teachers to recognize biased. 

Specifically, teacher expectancy is informed by their biased beliefs that inform their 

behaviors as manifest in their practice. Given this, the critical reflection on implicit bias and it 
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 relation to race is paramount to begin the process of shifting teacher stereotypical beliefs about 

minoritized students. The reality is while teachers may express they indeed hold high 

expectations of all students, López (2018) laments those expectations are not enough. To 

substantiate this Merton (1948) reminds us that in the following quote,   

“As a result of their failure to comprehend the operation of the self-fulfilling 

prophecy, many Americans of good will are (sometimes reluctantly) brought to retain 

enduring ethnic and racial prejudices. They experience these beliefs, not as prejudices, 

not as prejudgment, but as irresistible products of their own observation".  The facts of 

the case" permit them no other conclusion (p. 196).” 

 
A critical supposition that underlies the implementation of a culturally responsive 

pedagogical framework for student academic achievement is that educators must undergo a 

paradigm shift (Arellano, Cintrón, Flores, & Berta-Avila, 2016, González et al., 1995; 

Hammond, 2015) from a deficit informed paradigm (Valencia, 1997; Yosso, 2006), informed 

by bias, that views students as responsible for their underachievement (Ladson-Billings, 2006; 

Valencia, 2002) to an asset- based paradigm (López, 2017; Yosso, 2006) that views students, 

families, communities, and their culture as a rich resource from which to build on, in 

curriculum and pedagogy. This shift requires teachers to become community ethnographers 

(Duncan-Andrade, 2008) that build on students’ experiences utilizing the framework known as 

Funds of Knowledge (Moll et al, 2005). Another critical supposition is that educators must 

seek to utilize curriculum and pedagogical strategies that are relevant to the cultures of their 

students and affirms their culture (Ladson-Billings, 1995). Teachers who shift to asset-based 

views of students and their students’ families will further develop competencies related to 

critical awareness.  
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 Teacher Critical Awareness 

Darder (2017) amplifies the need for teachers to engage in critical self-reflection as well 

as critical awareness.  Darder expounds: 

The failure of teachers to acknowledge entitlements and privileges that come from the 

color of one’s skin or one’s class, gender, or sexual orientation powerfully obstructs their 

capacity to break through mythicized illusions of diversity and forge a critically 

democratic vision of schooling and American life. (p. 21) 

Smith-Maddow and Solórzano (2002) remind us that many teacher education programs 

inadequately prepare preservice teachers by providing “courses that focus only superficially on 

teaching diverse populations” (p. 67), acknowledging the deep analysis needed to engage in 

critical self-reflection and awareness is tokenized.  The authors continue by explaining within 

education programs “diversity courses” are often competing against more “practical” courses 

that emphasize “subject matter expertise, instructional technologies, and classroom 

management” (67).         

When teacher educators do engage their pre-service teachers in this essential work, many 

resist.  Gay and Kirkland (2003) in working with pre-service teachers lament the anxiety and 

nuanced manner pre-service teachers resist such diversity training and the development of their 

critical consciousness.   

Teacher critical awareness is the foundation upon which culturally humanizing pedagogy 

thrives. López (2017) defines teacher critical awareness in the following manner: 

Teachers with critical awareness are believed to engage in fewer deleterious behaviors 

not only due to lower levels of bias, but also because of their engagement in asset-based 
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 practices (ABPs), a malleable factor that signals to members of negatively stereotyped 

groups that their culture is a source of strength rather than a deficiency. (p. 198) 

As previously stated, pre-service and in-service training generally does not adequately 

prepare teachers to teach a rapid growing Latino population (Howard, 2003; Valenzuela, 2017).  

Arellano, Cintrón, Flores, & Berta-Avila, (2016) state that in 2012 Latinos comprise one of every 

four children (p. 40) in public school classrooms. Regretfully most preservice teacher training 

programs are not oriented in culturally relevant or responsive teaching methods. Mercado (2016) 

asserts that inadequate attention is given to developing “teacher capacities” critical for teaching 

minoritized students. Given this reality, developing teacher critical awareness is paramount to 

adequately prepare teachers, preservice and in-service, towards the effective implementation of 

culturally relevant teaching, culturally responsive pedagogy, and culturally humanizing 

pedagogy.  

While scholars agree that diversifying the teacher workforce (Arellano, Cintrón, Flores, 

& Berta-Avila, 2016) to include more minoritized teachers that in-and-of-itself does not ensure 

that minoritized teachers are inherently critically aware. Minoritized teachers might be able to 

better relate to students who share membership in an ethnic group, but I assert, that shared 

membership in an ethnic group does not automatically qualify them as being critically aware. 

Minoritized teachers can certainly relate to minoritized students, based on similar experiences. 

Mercado (2016) laments that “…Latino students, will have fewer future possibilities for mobility 

if their teachers lack the capacities to make challenging curricular content accessible to them, 

which is arguably a key factor in school success. ” (p. 26). Howard (2003) asserts the necessity 

of infusing teacher reflection on implicit bias in teacher education programs and that advance 

culturally responsive pedagogies. It is through critical reflection, Howard (2003) states, that 
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 teacher educators will provide pre-service teachers opportunities to bring issues of educational 

equity and social justice to the forefront.  Howard (2003) articulates that critical teacher 

reflection is a “prelude to creating culturally relevant teaching strategies” (p.195). Teacher 

preparation programs interested in teaching the skills and capacities necessary to teach 

minoritized students should include in the opportunities for reflection on issues of race. He 

further asserts pre-service teachers must engage in critical reflection about race as it will 

positively impact them and their students. By reflecting on one’s own race and identity, in the 

context of race, biases can be detected and challenged. Moreover, teachers will need to be skilled 

in working with students who come from backgrounds not the same as theirs. Milner (2003) 

asserts that teachers must reflect on their own perceptions and experiences with race so as to 

identify their “race competence” and how their perceptions of students who come from diverse 

groups, impact their interactions with them. By reflecting and challenging those biased beliefs 

we can ensure that we will not replicate the unequal structures in society and perpetuate 

academic disparities. Teachers that practice critical reflection will avoid the pitfall that plagues 

teacher practitioners which materializes in the form of microaggressions and stereotypes 

(Arellano, Cintrón, Flores, & Berta-Avila, 2016; Lindley & Keithley, 1991; Tenenbaum & Ruck, 

2007; Solorzano et al, 2001; Sue et al., 2009).   

The four components of teacher critical awareness (López, 2017; Valenzuela, 2016) 

include; ongoing effort to instructionally integrate students’ cultural knowledge, attention to the 

effects of explicit and implicit bias, ongoing effort to affirm students’ academic and ethnic 

identities, and heightened awareness to issues of social justice. Critically aware teachers 

additionally know the historical context of the education of minoritized students, how to access 

typically overlooked student assets along with those commonly validated as classroom 
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 knowledge; and the role that schools have traditionally served in replicating social structures. 

Teachers who acquire this critical awareness will also acquire the necessary disposition to 

advance culturally responsive teaching practices.  

Howard (2003) further assets that critical reflection, which leads to critical awareness, is 

difficult because that requires engaging teachers in discussions about race and racism. He states 

the following, “In order to become a culturally relevant pedagogue, teachers must be prepared to 

engage in a rigorous and oftentimes painful reflection process about what it means to teach 

students who come from different racial and cultural backgrounds than their own.” (p. 198). In 

my experience having discussions about race and racism in education, with any teacher, is an 

arduous task that generally provokes cognitive dissonance. This is the basis of this study; 

examining how in-service teachers experience and understand bias in the context of teaching and 

developing their critical awareness. 

Howard (2003), asserts that critical teacher reflection is a process, specifically he refers 

to the process of “translating critical reflection to culturally relevant teaching” (p. 200). 

Howard’s process is synthesized into three steps; (1) reflection must be centered on interrogating 

deficit-thinking and how it permeates the education institution; (2) reflection should assist in the 

recognition of the connection between culture and learning and as an asset to build on; and (3) 

reflection must elucidate how typical teaching has normalized white-middle class European 

cultural values. To assist teachers in developing their racial awareness; a term synonymous to 

critical awareness, Milner (2003) proposes that we should engage teachers in critically engaged 

dialogue and in race reflective journaling. Through race reflective journaling teachers are 

provided opportunities to examine race through reflection on race in the context of their life 
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 experiences. As a critical race theorist I assert that a critically aware teacher will effectively 

implement asset-based pedagogies.   

Asset-based Pedagogies 

In January of 2012 the renowned Mexican American Raza Studies program in TUSD was 

dismantled despite the effectiveness in meeting the academic needs of the Mexican student 

demographic it served. Cuauhtin, Zavala, Sleeter, & Au (2019) state that in 2010 when HB 2281 

passed in Arizona “MARS was the largest Ethnic Studies program for any school district 

nationwide” (p. 11). As a former MARS teacher, interrogating ER, collectively we eliminated 

the achievement gap between minoritized students and White students (Cabrera, Milem, 

Jaquette, & Marx , 2014). The community was in an uproar over this racist move by the state 

department of education and the acquiescence by TUSD. MARS implemented a culturally 

humanizing pedagogy that affirmed students’ experiences and responded to the historically racist 

context of schooling for Mexican American students. Culturally humanizing pedagogy draws on 

the literature on asset-based pedagogies.  

Darder (1991), Ladson-Billings (1995), Sleeter (2014), Valenzuela (2016) and others 

have extended and contributed to the literature on asset-based pedagogies. Asset-based 

pedagogies share common characteristics (Arellano, Cintrón, Flores, & Berta-Avila, 2016; Gay 

2002; Hammond, 2015; Sleeter, 2016; Valenzuela, 2016), and are conceptualized based on 

community responsiveness. Asset-based pedagogies include; culturally relevant (Ladson-

Billings, 1995), culturally responsive (Gay, 2002), cultural bicultural pedagogy (Darder, 2012) 

and culturally sustaining (Paris & Alim, 2014; Paris 2012) pedagogy, culturally 

sustaining/revitalizing (McCarty & Lee, 2014), community responsive pedagogy (Tintiangco-



                                                                                                                                                                         
41 

 Cubales et al., 2015). Implementation of asset-based pedagogies and instruction as being 

instrumental in closing the persistent achievement gap. These approaches to the education of 

minoritized students are asset-based that build on students cultural capital wealth (Yosso, 2006)  

that is students’ experiences and knowledge. Grant and Sleeter (2011) postulate that “Students 

come to school with cognitive, physical, linguistic, cultural, and other assets that facilitate 

learning” (p. 131). They continue to describe the responsibility of the teacher is to develop those 

assets. Cabrera, Milem, Jaquette, & Marx (2014) demonstrate the unprecedented academic 

success of the Mexican American Raza Studies program TUSD had that effectively abated the 

achievement gap, through the implementation of asset pedagogies, specifically culturally 

humanizing pedagogies. The historical context of asset-based approaches is situated in the 

grassroots movements of Ethnic Studies and Multicultural education.  

Ethnic Studies 

One of the longest student strikes in history became known as the Third World Liberation 

Front founded in 1968 in San Francisco State and 1969 in University of California, Berkeley 

(Daily Californian retrieved April, 28, 2020) that was “spearheaded by Asian American, African 

American, Chicano, and Native students (Cuauhtin, Zavala, Sleeter, & Au, 2019, p. 9). Ethnic 

studies advanced early on as an interrogation of educational racism. Ethnic Studies was initially 

implemented at institutions of higher education wherein students demanded that the curriculum 

reflect their experiences and that their experiential knowledge be recognized. De los Ríos, López 

and Morrell (2014) state that Ethnic Studies was initially identified as “Third World Studies” 

previous to the coalition that formed in San Francisco State and University of California, 

Berkeley. What is recognized today as the Ethnic studies movement has deep historical roots 
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 with minoritized communities demanding equity. Ethnic studies is recognized as an asset-based 

approach that validates students humanity and currently has been demanded at K-12 levels.   

Multicultural Education 

Asset-based pedagogies have been described as a reform effort toward educational 

equity and have existed for some time (Banks, 2015). Multicultural education is an early on 

approach to interrogating equity education. Multicultural education is an asset-based approach 

that tends to equity when it is not minimized to superficial elements of culture such as food, 

traditions, and ethnic dress. Multicultural education “gained popularity in the late 1970s and 

early 1980s (Grant & Sleeter, 2011, p. 57) as a response to advance educational equity for 

minoritized students. Specifically, Grant & Sleeter (2011) discuss three events that sparked the 

multicultural education movement: “(1) the Civil Rights Movement, (2) community activism 

challenging biased curriculum materials, and (3) racist assumptions about learning potential.” 

(p. 57). Multicultural education has been a demand made through grass-roots efforts among 

various ethnic groups, to reform education for minoritized students. The history of minoritized 

communities fighting for educational equity is vast and often times not recognized. Banks 

(1995), describes Multicultural Education as being comprised of five dimensions: (a) content 

integration, (b) the knowledge construction process, (c) prejudice reduction, (d) an equity 

pedagogy, and (e) an empowering school culture and social structure (p. 392). Absent these 

dimensions would dilute this approach to function as deficit-based rather than asset-based. 

Multicultural education when implemented effectively, is an asset-based approach to education 

that paved the way for other asset-based approaches with a similar demand to promote 

educational equity for minoritized students.  
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 Funds of Knowledge 

 Funds of Knowledge is another asset-based approach toward educational equity. Moll 

(2019) describes the original project of funds of knowledge as the collaboration between teachers 

and researchers engaging in “…ethnographic-like household observations and interviews with 

family members to document their social history, cultural practices, and funds of knowledge.” 

(p.131). This was an asset-based approach that physically took on the task of seeking and 

collecting students’ funds of knowledge. González, et al., (1995) describe the project of funds of 

knowledge as “research visits for the express purpose of identifying and documenting knowledge 

that exists in students’ homes.” (p. 444). This asset-based approach is dependent on the 

relationship that is established with families given that the cultivation of family knowledge takes 

place in the homes of the students. The family knowledge that is cultivated is then used in the 

classroom as resources for teaching. Much like the goal of multicultural education a goal of 

funds of knowledge is to identify the assets that students and families possess and use those 

assets as resources for teaching and learning. González, et al., (1995) further described this asset-

based approach as transformative. The transformation centered on the shift from seeing students 

and their families from a deficit paradigm to seeing students and their families from an asset 

paradigm. Moreover, teachers who participated in implementing this approach described this 

approach as a framework that provided them guidelines for eliciting the funds of knowledge and 

that this approach went beyond superficial notions of multicultural education such as foods, 

festivals, and fabrics.  

Culturally Affirming Pedagogy 

A 2006 brief complied by the National Center for Culturally Responsive Education 

Systems asserts, “…we need teachers who can use quality research-based pedagogy; that is 
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 pedagogy responsive to the learning, emotional, and social needs of ethnically and linguistically 

diverse students with and without disabilities in urban schools” (p. 5). This succinctly defines 

culturally responsive pedagogy that affirms students’ cultural resources and experiences.  The 

definition of culturally responsive pedagogy (CRP) advanced in this study extends Gay’s (2002) 

definition. In TUSD culturally responsive pedagogy is defined as an educational approach that 

validates and affirms students’ social, emotional, linguistic, and intellectual and cultural assets 

through an integration of the student’s cultural wealth into curriculum resources, while 

developing students’ academic identity.  However, Villegas and Lucas (2002) point out that this 

educational approach is not included in the vision of most teacher preparation programs. The 

exceptions are programs that prepare teachers in multicultural and bilingual education. As such 

teacher preparation programs that do not adhere to a vision of culturally responsive teaching 

therefore lacks the various themes associated in developing teacher dispositions towards 

educational equity. Moreover, teacher preparation programs are negligent (Milner, 2013; 

Howard, 2003; Valenzuela, 2016) in implementing a pre-service teacher curriculum that 

advances culturally responsive pedagogy despite the research that states the importance of 

culturally responsive pedagogy for minoritized student achievement.  

 The literature on asset-based pedagogies (Darder, 1991; Gay, 2002; Ladson-Billings, 

1995; Ladson-Billings, 2002; Hammond, 2015; López, 2017; Valenzuela, 2016; Villegas & 

Lucas, 2002) has established that an effort to maximize minoritized student achievement is 

dependent on teacher’s effective implementation of CRP. However, effective implementation of 

CRP is contingent on the attenuation of stereotypical teachers’ beliefs and attitudes (Dray & 

Wisneski, 2011) about minoritized students (Whitaker & Valtierra, 2018). The body of literature 

on culturally responsive teaching (Bishop, et al., 2012; Valenzuela, 2010; Sleeter, 2017) reveals 
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 this pedagogical approach as the most effective method for building capacity and edifying 

historically underserved minoritized students, eliminating the “achievement gap” (Acosta, 2007; 

Bishop, et al., 2012; Cabrera, Milem, Jacquette, & Marx, 2014; Dee & Penner, 2016; Sleeter, 

2011). 

 Scholars of culturally affirming pedagogies (Gay, 2002; Irvine, 2010; Ladson-Billings, 

1995; Villegas & Lucas, 2002) essentially agree on the characteristics of pedagogies centered on 

responding to minoritized students.  Irvine (2010) defines CRP as effective teaching in culturally 

diverse classrooms. Irizarry & Raible (2011) identified the various characteristics similar among 

ten teachers nominated as “exemplary” teachers of Latino students. These characteristics were 

incorporated into Table 1.  In a report regarding components of ethnic studies, Tintiangco-

Cubales, et al., (2015) also identified a foundational element of CRP, that is strong respectful 

teacher relationships with students, their families and their communities. In the aforementioned 

study the authors further assert that the centrality of teacher/student relationships was studied on 

Te Kotahitanga in New Zealand, a large-scale study. Table 1 is a synthesis of the scholar’s 

characteristics of culturally responsive pedagogy and culturally responsive teachers of which 

these informed the framework for minoritized student achievement in TUSD.  

Table 1. Characteristic of Culturally Responsive Pedagogy and Teachers 
 
 
Characteristics of Culturally Responsive 
Pedagogy 
 

Characteristics of Culturally Responsive 
Teachers 

Learning is a social process therefore 
cooperative learning experiences are 
incorporated. 
 

Teachers get to know their students to build 
on their experiences and cultural assets. 

Social justice elements are incorporated to 
interrogate power relations. 
 

Teachers hold high academic and 
behavioral expectations of all their 
students. 
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 Curriculum highlights cultural resources 
and experiences of students.  
 

Teachers are socio-politically and socio-
culturally aware. 

Curriculum is amplified to reflect various 
perspectives specifically those of 
marginalized students. 
 

Teachers are aware of the historical context 
of the education of minoritized students. 

Deficit views of minoritized students are 
rejected. 
 

Teachers interrogate power dynamics in the 
classroom to ensure they are not 
perpetuating the power structure in society. 
 

Focus is on educational equity. Teachers provide opportunities to develop 
students’ critical consciousness.  
 

Adheres to a constructivist view of 
learning. 

Teachers establish authentic and respectful 
relationships with students, families, and 
communities. 
 

Incorporates various asset-based 
pedagogies. 

Teachers are reflective about their practice. 
 

Inquiry and problem-posing educational 
models are implemented. 

Teachers are reflective about the biases that 
they harbor to ensure nonbiased behavior 
towards minoritized students. 
 

 Teachers incorporate problematizing cycle 
to address and act on negative issues in the 
lives of their students. 
 

 Teachers engage students in dialogue about 
race and racism. 
 

 Teachers foster student positive ethnic and 
academic identity.  
 

 Teachers denounce deficit views of 
minoritized students and embrace affirming 
views. 

 
 

The literature on culturally responsive teaching and pedagogy (Darder ,1991; Gay, 2013; 

López, 2017; Sleeter, 2014; Valenzuela, 2016) delineate components that are critical to establish 

favorable conditions for improved academic achievement of historically marginalized students. 

Specifically, the components are as follows: authentic teacher/student relationships, high 
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 academic expectations for students, implementation of asset-based pedagogies centers the 

minoritized students’ cultural capital and cultural wealth, and finally a critique of power relations 

within the institution of education.  

In addition to a paradigm shift (or reflection, or bias reduction) culturally relevant 

educators seek to understand the worldviews of their students: they feel compelled to increase 

their cultural awareness regarding the students they serve; have a willingness to seek individual 

student abilities and talents; and have an understanding that students have diverse learning 

needs (Darder ,1991; Gay, 2013;  López, 2017; Sleeter, 2014; Valenzuela, 2016).  Moreover, a 

culturally responsive and relevant educator must be responsive to the cultural, social, 

emotional, physical and educational needs of the children they teach. The culturally responsive 

and relevant educator invests their time in becoming experts in the social, historical, cultural, 

economic needs and realities of their students’ lives. Successful culturally responsive and 

relevant educators, such as those in the MARS program, as stated by Cabrera et al., (2014), 

labored to build and to instill a pride in students’ identity, and incorporate parents and 

community, through the implementation of culturally responsive teaching (Paris & Alim, 

2014).  

Conventional Professional Development 

Conventional professional development has often focused training in what Hynds et al., 

(2011) refers to as the technical-rational model of teaching.  The model characterizes the 

profession of teaching as technicians and assumes a universality, one-size-fits-all approach to 

pedagogy and practice.  Consequently, the authors lament the technical-rational approach has 

dominated in-service training for practitioners.  Nevertheless, professional development 

remains an integral element in re-training in-service practitioners. Desimore (2011) submits, 
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 “Teacher professional development is one of the keys to improving the quality of U.S. schools” 

(p. 28).  The logical questions follow what makes for effective professional learning 

opportunities?  

 Penual et al. (2007) study on effective professional development opportunities provide 

useful components to focus on when in the implementation phase.  The authors suggest the 

professional development should be a mix between content development and teaching 

strategies.  Within this context, the authors identify the first tenet for effective professional 

development as “active learning”, by providing opportunities for more “hands-on” activities.  

Penual et al. argue the professional development “that incorporates time for instructional 

planning, discussion, and consideration of underlying principles of curriculum may be more 

effective in supporting implementation of innovations” (p. 931). 

 Coherence within the professional development adds to its’ efficacy.  The authors 

define coherence as to how teachers “interpretive frames” align the professional development 

content with school and the district’s commitment or fidelity to the initiative or pedagogical 

innovation.  Interestingly, the teacher’s “interpretative frame” will determine whether the 

practitioner will accept or reject content.  Should the school and district pressure the 

practitioner to adopt the content or practice, then the likelihood of the practitioners as 

interpreting it as congruent to their practice is heightened.  

Guskey (2015) offers a backward planning model in planning and operationalizing 

professional development opportunities. The author argues when planning professional 

development, they must begin where it plans on ending; meaning addressing the student 

outcomes and student learning objectives.  This focus should drive how the professional 

learning is structured and delivered.   
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 Darling-Hammond et al. (2010) study provides a more comprehensive approach to 

improve teacher training.  The authors examined how “High-Achieving” countries around the 

world develop “great” teachers.  The study noted the pattern within these high-achieving 

countries investment in properly training their pre-service teachers.  For example, in 

Scandinavian countries, teacher education programs require pre-service teachers to receive two 

to three years of graduate-level course work that delves deep into pedagogy and requires a full 

year for their practicum that assures teachers are prepared professionally.  Induction programs 

in European and Asian countries assure the pre-service are mentored by seasoned teachers. “In 

Singapore, master teachers who have received training from the Institute of Education are 

appointed to lead the coaching and development of new and veteran teachers in each school” 

(p. 2), the authors noted.  Additionally, the in-service training of “high-achieving” countries 

spend considerable time training the teachers in professional development opportunities.  The 

author's highlight countries in Europe and Asia that require a minimum of roughly 100 hours 

per year of professional development opportunities.  For example, Sweden, teachers require 

104 hours in-service training and in Singapore “the government pays for 100 hours of 

professional development each year for all teachers” (p.  5).  

Darling-Hammond et al., (2010) provide policy recommendations to improve 

efficacious practitioners in the United States. Absent, in the study as well as in the policy 

recommendations is the blind-spot in conventional teacher pre and in-service training.  This 

analysis fails to complicate teacher training by speaking to the tension of the what Du Bois 

warned about at the turn of the 20th century and certainly resonates today; the “color line”.  

Race and the intersection modalities of privilege and oppression is distressingly absent.  Given 

the demographic shift in public education, student enrollment since 2014 is a minority-majority 
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 in public school participation (National Center for Education Statistics, 2019) and those 

numbers are expected to continue to grow.  

Professional Development for Developing Critical Consciousness 

While studies on effective models of professional development centered on developing 

teacher critical consciousness (Sleeter, 2017) are limited, numerous studies reveal the 

components of asset-based pedagogies. Additionally, there are various studies that correlate 

teacher behavior and expectations to student academic success (Howard, 2003; Lindley & 

Keithley, 1991; López, 2017) that can inform the elements that must be present in a culturally 

responsive professional development plan. Given the evidence, teacher professional development 

that is centered on eliminating bias and utilizing asset-based pedagogies are worth exploring as 

strategies to address the persistent “achievement gap” for traditionally marginalized students 

(Bishop, et al., 2012; Sleeter, 2011; Valenzuela, 2010). The CRPDs are designed with a more 

reflective process whereby participants are asked to reflect and dialogue in interactive fifty 

minutes highly structured sessions. This training is centered on influencing teacher educator 

beliefs (implicit and explicit) that result in the aforementioned paradigm shift, deficit to an asset-

based pedagogical framework.  

Teacher critical reflection (TCR) theory is also utilized as an analytic lens.  Howard 

(2003) contends that critical reflection on race, as an ongoing process, is necessary to interrogate 

educational disparities to set the conditions to implement culturally responsive teaching. Teacher 

critical reflection centers race and racism in education. This is essential to facilitate a process of 

self-reflection within the districts teacher’s administration and staff practice, shifting a deficit-

oriented pedagogy and practice, to a researched asset-based pedagogies (ABP).   
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 Theoretical Framework 

The body of literature that encapsulates my theoretical framework for this study includes 

culturally relevant (Ladson-Billings, 1995) culturally responsive pedagogy (Gay, 2002) and 

teacher critical awareness (Darder, 1991; López, 2017; López, 2018; Valenzuela, 2016). The 

theoretical framework that informed my study, specifically the culturally responsive professional 

development for TUSD’s teachers draws on this notion of developing teacher critical awareness 

to interrogate and attend to issues of educational inequity. Moreover, developing teacher critical 

awareness is key in implementing asset-based pedagogies and practices. Figure 2 illustrates the 

components of Culturally Humanizing Pedagogy (CHP) the asset-based approach to maximize 

student academic achievement. CHP is a pedagogical approach that tends to three elements of 

the learning process. The three components of CHP are humanizing teachers through self-

reflection on bias to build their capacity to humanize students through the implementation of 

asset-based practices to humanize educational spaces creating opportunities for authentic 

learning by tending to students’ human measures of hope, purpose, and identity. Figure 2 

illustrates the components of CHP.  

Figure 2. Components of Culturally Humanizing Pedagogy 
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Culturally Humanizing Pedagogy 

 
I theorized Culturally Humanizing Pedagogy (CHP) (González, 2017) to counter the colonial 

racialized project of schooling, a systemic dehumanizing space for minoritized students wherein 

they are inculcated with racial notions of inferiority and racial subordination while exalting 

whiteness to maintain educational inequity (González, 2017) perpetuating social stratification 

(Massey, 2007). The colonial racialized project has evolved from exerting overt racist education 

practices, once socially acceptable, such as Native American boarding schools and 

Americanization initiatives. Current day racist education practices are covert and thus socially 

acceptable, anchored in teacher deficit thinking, such as tracking, and low expectations. 

Newcomb (2008) describes how colonization has imposed a perpetual historical metaphor that 

resides in our subconscious that imposes a stereotypical view of minoritized youth as savage and 

gangster thus criminalizing them. This historical perpetual metaphor has been maintained 

through stereotypical views causing biased beliefs. Through social conditioning it is inevitable 

that teachers enter the classroom with biased beliefs about minoritized students. 

CHP seeks to humanize minoritized students by humanizing educational spaces through 

teacher critical awareness development to mitigate teacher-biased beliefs.  Teacher 

transformation through critical awareness is foundational for the effective implementation of 

asset-based humanizing practices. Further, CHP necessitates the development of teacher critical 

awareness to transform teacher practices toward asset-based rigorous opportunities for 

minoritized students. López (2017) asserts that a critically aware teacher will reduce biased 

beliefs about minoritized students and increase academic achievement. Teacher-biased beliefs 

lead to deficit thinking about minoritized students thus perpetuating dehumanizing spaces 
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 through practices. Specifically, CHP is an asset-based pedagogical approach that validates and 

affirms students’ social, emotional, cultural, linguistic and intellectual assets. Typically, these 

student assets are overlooked and as such are not integrated into the curriculum. Strategically, 

CHP seeks to integrate students’ assets into the instruction to affirm students’ ethnic and 

academic identity.  

 
Humanize teacher. A teacher in the process of humanization is one developing a critical 

consciousness (Valenzuela, 2017); that is, they are socio-historically and socio-politically aware 

of the educational racism imposed on minoritized students. Historically racism, in the institution 

of education, has evolved from socially accepted overt racists practices such as boarding schools 

and the Americanization process (no longer socially accepted) to the covert racist practices such 

as teacher implicit bias and deficit-thinking paradigms. These covert racist practices 

overwhelmingly steer minoritized students into special education programs, labels them at-risk 

and contributes to their low academic achievement (Howard, 2003) thus not allowing them to 

develop their humanity, to the contrary dehumanizing them. A humanizing teacher is developing 

their critical consciousness by engaging in the process of reflection on race and how race 

continues to be a predictor of low academic achievement for minoritized students.   reflective of 

how race has shaped their perception of students, ethnically and culturally different from them. 

Howard (2003) states that the implementation of culturally relevant pedagogy, “…is contingent 

upon critical reflection about race and culture of teachers and their students.” (p. 195).  

 
Humanize teaching practices. In TUSD Culturally Humanizing Pedagogy is 

operationalized through the implementation of humanizing practices as defined in the 

instructional framework I titled: SPARKS. I developed SPARKS as a “tool” to support teachers 
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 in the continued development of culturally responsive competencies and practices that inform 

daily instruction delivery, to advance minoritized student achievement. SPARKS center a 

constructivist and student-centered approach to teaching that Byrd (2016) states, “…encourages 

students to be themselves in the classroom and to authentically connect with the teacher and their 

peers.” (p. 6). There are six tenets that make up SPARKS. Each tenet contributes to an element 

of the teaching and learning dynamic including setting the optimal learning environment, 

providing a relevant curriculum and incorporating social justice education.  

The six tenets of SPARKS are:  

• S-Student-centered: Teachers provide opportunities for students to engage in learning 

about issues relevant to students’ lives. Inquiry about these issues is facilitated through 

project-based and inquiry learning. Teachers cultivate student dialogue as essential to the 

learning process that enables students’ negotiation and construction of knowledge. 

Fostering student voice, opinions, and ideas will enrich the learning environment and 

ensure the shift to a student-centered classroom. 

• P-Positive learning communities:  Teachers create positive learning communities by 

fostering a safe space free of gender, racial, and other microaggressions. Teachers display 

artwork, posters, signs and labels that reflect and welcome the cultures representative of 

their students. Teachers foster a sense of belonging through genuine reciprocal and 

authentic caring relationships critical to facilitate authentic learning opportunities. 

• A-Academic and ethnic identity development through relevant content integration:  

Teachers promote cultural and linguistic relevance through the integration of curriculum 

and resources that are relevant to students. The implementation of a relevant curriculum 

serves to foster students’ academic and cultural identity development. Moreover, 
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 students’ cultural identity is validated when learning about contributions members of 

their cultural group have made to society.  

• R-Rigor through critical thinking integration: Teachers hold high academic and 

behavioral expectations of all students. Students are challenged to think deeply, critically, 

and divergently. Well-cultivated critical thinkers raise vital questions and issues with 

clarity and precision; gather and assess relevant information; come to well-reasoned 

conclusions and solutions; consider alternative points of view, assess their assumptions, 

implications, and practical consequences; collaborate with others to search for solutions.  

• K-Knowledge co-creation: Students and teachers interact as co-creators of knowledge, 

learning with and from each other through multimedia resources that build on students’ 

knowledge. Teachers regularly communicate with students’ parents to establish a 

relationship that facilitates connections between the home experience and academic 

knowledge. By inviting parents and community members to serve as storytellers, guest 

lecturers, and family historians, teachers can tap into a family’s “Funds of Knowledge” 

and take inventory of students’ assets.  

• S-Social justice/Civic Engagement: Teachers foster opportunities to examine real life 

issues related to students’ lives. Using a social justice perspective teachers guide students 

in the process of becoming productive and contributing citizens by engaging in 

investigations through project-based and inquiry learning. Through civic engagement, 

students develop agency and engage in civic action based on the meaningful application 

of the following skill set they have developed, historical analysis, academic, 

organizational, and the social skills. Civic engagement provides purposeful and 

meaningful opportunities for authentic and meaningful learning.  
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 Figure 3 illustrates the culturally humanizing practices that comprise the SPARKS 

framework (see appendix A for complete SPARKS framework). 

Figure 3. Culturally Humanizing Practices SPARKS Framework 

 

 

 

 

 

 

 

 

 

 

 

 

Humanize educational spaces. Valenzuela (in conversation, 2018) posed the question, “Can 

we transform the “master’s house?” This question was posed in reference to educational reform 

and its attempts to address educational equity for minoritized students. In pondering this 

question, it is evident that the institution of education was created to maintain colonization. As 

such transforming the institution of education from a dehumanizing colonial project to a 

humanizing space for minoritized students is an elusive concept. What I support and extend is 

the development of teacher critical awareness development that facilitates humanizing 

educational spaces. Howard (2003) describes Dewey’s position on teacher reflection, in which he 

 

Culturally responsive teaching is an asset-based educational approach that validates and affirms 
students’ social, emotional, cultural, linguistic, and intellectual assets. The integration of students’ 
assets into curriculum resources and instructional practices promotes academic excellence.

Student-centered: 
Teachers provide 
opportunities for 
students to engage in 
learning about issues 
relevant to students’ 
lives through project-
based and structured 
inquiry learning. Student 
dialogue is cultivated 
and recognized as 
essential to the learning 
process that enables 
students’ construction 
of knowledge. Fostering 
student voice, opinions, 
and ideas will enrich the 
learning environment 
and ensure the shift 
to a student-centered 
classroom.

Positive learning 
communities: 
Teachers create positive 
learning communities by 
fostering safe spaces 
free of gender, racial, and 
other microaggressions. 
A students’ sense of 
belonging is nurtured 
through respectful and 
reciprocal relationships 
vital to facilitate student 
intellectual risk 
taking thus promoting 
confidence and 
academic excellence. 
Teachers display 
artwork, posters, signs 
and labels that reflect 
and affirm the cultures 
representative of their 
students, to create a 
welcoming community.

Academic and ethnic 
identity development 
through cultural content 
integration: 
The integration of 
cultural content into 
curriculum and resources 
nurtures students’ 
academic and cultural 
identity development. 
Academic identity is 
further developed when 
students are provided 
opportunities to share 
their expertise on a topic. 
Teachers recognize 
the importance of 
cultural and linguistic 
knowledge integration to 
access student schema. 
Additionally, teachers 
assert students’ prior 
knowledge to scaffold 
learning. 

Rigor through critical 
thinking integration: 
Teachers hold high 
academic and 
behavioral expectations 
of all students. Students 
are challenged to think 
deeply, creatively, 
critically, and 
divergently. Well-
cultivated critical 
thinkers raise vital 
questions and issues 
with clarity and precision; 
gather and assess 
relevant information; 
come to well-reasoned 
conclusions and 
solutions; consider 
alternative points 
of view, assess 
their assumptions, 
implications, and 
practical consequences; 
collaborate with others  
to search for solutions.

Knowledge co-creation: 
Students and teachers 
interact as co-creators 
of knowledge, learning 
with each other through 
multimedia resources 
that build on students’ 
prior knowledge and 
experiences. Teachers 
regularly communicate 
with students’ parents  
to establish a 
relationship that 
facilitates connections 
between home 
experiences and 
academic knowledge.  
By inviting parents  
and community members 
to serve as storytellers, 
guest lecturers, and 
family historians, 
teachers can tap into a 
family’s “Funds  
of Knowledge” and  
take inventory of 
students’ assets. 

Social justice/Civic 
engagement:  
Teachers advance 
opportunities to examine 
real life issues related to 
students’ lives. Using a 
social justice framework 
teachers guide students 
in the process of 
becoming productive 
and contributing citizens 
by engaging in inquiry 
learning towards the 
development of a critical 
consciousness. Through 
civic engagement, 
students develop agency 
and engage in civic 
action based on the 
meaningful application of 
the following skill set they 
have developed; historical 
analysis, structural 
analysis, socio-political 
analysis, and the social 
skills. Civic engagement 
provides purposeful and 
meaningful opportunities 
for authentic and 
meaningful learning.  

SPARKS culturally responsive teaching practices foster reflective, inclusive, relevant, and engaging learning experiences  
for all students. Incorporation of these practices sets the conditions in the classroom for strong Tier I instruction and  

the effective implementation of TUSD’s multicultural curriculum, sure to ignite authentic learning.

S P A R K S
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 proposes that teacher reflection leads to teacher reflective action. Howard (2003) concurs with 

Dewey that These humanizing educational spaces are havens for minoritized students wherein 

their humanity is validated. In these spaces minoritized students are not required to “leave their 

culture outside” of the school rather their culture is embraced and viewed as an asset by which to 

develop curriculum. 

Summary 

Research on culturally responsive teacher generally focuses on preservice teachers. The 

review of literature for this study provided insight for adequately preparing preservice teachers to 

teach minoritized students. However, there was minimal research that addressed the need for 

culturally responsive professional development for in-service teachers. Scholars in this review of 

literature consistently addressed the need to provide preservice teachers with a curriculum that 

addresses educational equity. This study provides an opportunity to fill the gap in the 

implementation of culturally responsive in-service teacher professional development. As 

previously stated this scholarship is urgent given the demographic shift towards a more diverse 

student population that has been taking place in classrooms across the nation. Given that the 

burden to adequately prepare teachers to teach minoritized students, then, falls on administrators 

who are interested in educational equity then this study can inform that effort. Chapter three will 

provide an overview of the qualitative approach, using grounded theory to generate theory from 

the data.  
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Chapter III 

 Research Methods and Design 

In this chapter I introduce the research methodology for my qualitative, grounded theory 

study. Strauss and Corbin (1990) define Grounded Theory as, “… a general methodology for 

developing theory that is grounded in data systematically gathered and analyzed (p. 273). In this 

grounded theory study, I sought to conceptualize origins of teachers’ understanding and 

experience in a “central or core category” (Saldaña, 2009). I identified the central theme that 

grounds my study; Educational Racism (González, 2018). This qualitative methodology 

approach provided me an opportunity to engage in the comprehensive analysis of teachers’ 

experiences and understandings of their biases. The context for the teachers’ experiences and 

understanding occurred while engaging in a culturally responsive professional development 

(CRPD) training that aimed to develop their critical awareness. Moreover, my study provided a 

critical understanding of how challenging teachers’ beliefs and behaviors in the context of 

minoritized student academic achievement will promote reflection to positively influence 

teachers’ beliefs and behaviors. López (2017) asserts through her race-reimaged perspective in 

examining teachers’ beliefs and behaviors that teachers who are critically aware will mitigate 

bias that adversely affects minoritized students and positively influence students’ identity and 

achievement development. In this chapter, I elaborate the research plan to include the following 

components: methodology, participants, setting, procedures, analysis method and limitations.  

Research Questions 

In this study I sought to theorize responses to the following research questions:  
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 RQ1: In what ways do in-service teachers in Tucson Unified School District experience and 

understand biased beliefs after participating in a culturally responsive professional 

development that aims to develop critical awareness? 

RQ2: In what ways do in-service teachers’ awareness about biased beliefs promote reflection 

about their practice?  

TUSD’s CRPD for Student Academic Achievement 

The literature on teacher bias (Allen, Scott & Lewis, 2013; Gilliam et al., 2016; Statts, 

2016; Sue et al., 2007; Sue et al., 2009;) focuses primarily on pre-service teacher training. Given 

the lack of alignment between TUSD’s current teacher demographics when compared to student 

demographics, teacher bias literature must inform in-service teacher training as well. In-service 

teacher biases regarding minoritized students minimizes student academic achievement, as a 

result of lower academic standards and differential treatment, thus perpetuating the persistent 

achievement gap. 

To address the educational inequities prevalent in TUSD, a three-year plan has been 

initiated by the department of CRPI in collaboration with Dr. López at the University of Arizona 

to address the root causes of education inequities (see appendix B for TUSD CRPD plan). The 

plan centers López’s (2017) conceptual framework that uses a race-reimaged lens (Decuir-

Gunby & Schutz, 2014) that incorporates teacher critical awareness and asset-based pedagogies 

to foster student ethnic and academic identity development to maximize minoritized student 

achievement. The plan is a three year three tier plan that comprised of; in year 1, four 

professional development sessions in four specific areas that address elements of López’s (2017) 

framework: identifying teacher biases that influence teacher beliefs and behaviors; student 

belonging and attachment; student ethnic and academic identity development; and the 



                                                                                                                                                                         
60 

 implementation of asset-based pedagogies. In year 2 the CRPD plan is focused on cultivating 

students’ funds of knowledge and integrating that knowledge into the curriculum and pedagogy. 

In year 3 the CRPD provided support in the implementation of culturally responsive/humanizing 

practices (see Appendix C for Culturally Responsive Teaching Manual). 

Methods 

Taylor, Bogdan, & Devault (2015) describe qualitative methodology as “…research that 

produces descriptive data” (p. 7). As such, I implemented a qualitative methodology, suitable for 

this study, given that my focus was to understand teachers’ experiences and understanding of a 

reflective approach to CRPD that centers teacher critical awareness development. The data 

collected describes the experiences and understanding of in-service teachers’ participation in 

CRPD. Taylor, Bogdan, & Devault (2015) further describe this approach as phenomenological 

wherein the “phenomenologist seeks understanding through qualitative methods…” of the 

participants experience (p. 4). Seeking teacher understanding, Maxwell (2013) states that 

qualitative methodology is about, “how to collect descriptive data” that is “people’s own words” 

in a manner that creates understanding. Maxwell (2013) further states that qualitative research 

design must be flexible and recursive in nature with data collection driving the qualitative study.  

Grounded Theory Methodology  

I used grounded theory methodology to interpret teachers’ experiences and understanding 

of CRPD. As a theoretical study, the approach was based on Taylor, Bogdan, & Devault’s (2015) 

process toward grounded theory. The authors discuss two strategies for developing grounded 

theory of which for this study I utilized the constant comparative method, wherein the data were 

in constant analysis and comparison during the coding cycles. Additionally, in this study I 

implemented the constant comparative strategy for building theory which includes the following 
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 process: data collection, identifying themes and/or developing concepts through coding, data 

comparison to generate concepts to establish and confirm theory.  

Moreover, I found this approach as effective in identifying relationships among identified 

codes/concepts (Charmaz, 2007; Strauss & Corbin, 1990). While the data collected was 

descriptive in nature grounded theory provided me the structure to articulate a relationship that 

emerged from the data to the concepts and/or categories (Saldaña, 2009) and the discovered 

theory (Charmaz, 2007). The constant analysis of the data provides more in-depth meaning 

through an established iterative process (Glasser & Strauss, 1967).  

The Researcher 

Taylor, Bogdan, & Devault (2015) offer characteristics of the qualitative researcher 

stating that the qualitative researcher “looks at settings and people holistically, are concerned 

with how people think, and the meaning that people attach to things in their lives,” the following 

characteristics apply to me as the researcher for this study. I have been a critical educator for 26 

years in public education. As a critical race theorist I seek to interrogate the institution of 

education to identify the origins of inequities toward minoritized students. In identifying the 

origins I look to examine in-service teachers. Specifically, I am concerned with the 

understanding of CRPD by the in-service teachers in this study. As a former teacher of the 

renowned Mexican American/Raza Studies program (MARS), I consider myself an expert in the 

pedagogical approach in which the participants of this study were trained. I implemented this 

pedagogical approach with students participating in the Mexican American/Raza Studies 

program that resulted in the unprecedented elimination of the achievement gap for minoritized 

students. As such, I am equipped with the necessary skills and understanding to conduct this 

research as I was integral in drawing from my experiences while in the process of designing, 
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 implementing and evaluating this districtwide CRPD and in conducting this study. Further, for 

the last seven years, I have been an educational consultant, on a national level, training educators 

across the nation on the implementation of this pedagogical approach, including Cultually 

Humanizing Pedagogy. The unprecedented results in the Mexican American/Raza Studies 

compels me to acquire deep understanding of participants’ experience and understanding in 

CRPD trainings. 

Study Participants 

The participants for this study consisted of in-service teachers engaged in a series of 

mandatory culturally responsive professional development trainings. At the time of the data 

collection there were 3,000 teachers participating in the culturally responsive professional 

development trainings. In a districtwide initiative, mandatory through the Unitary Status Plan, all 

TUSD K-12 teachers participated in culturally responsive professional development training. 

During the data collection period, the TUSD teacher demographic consisted of 65% White, 4% 

Black/African American, 2% American Indian, 3% Asian American, and 26% Hispanic. The 

TUSD student demographic consisted of 21% White, 6% Black/African American, 4% 

American Indian, and 2% Asian American, 64% Hispanic, and 3% Bi-racial. As a district 

initiative, towards the implementation of culturally responsive practices, teachers were expected 

to participate in the four one-hour CRPD trainings.  

Setting 

The setting for this study was in Tucson Unified School District (TUSD) at eighty-four 

school sites. TUSD is an urban school district in Arizona and the largest district in the state as 

well as the city of Tucson. Recent data (Propublica/Miseducation, 2020) that reflects TUSD 

discipline and academic disparities exist. Hispanic, Black, and Native American students are 
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 under enrolled in AP courses and Gifted and Talented programs. Additionally, Hispanic, Black 

and Native American students are overrepresented in disciplinary action, specifically out of 

school suspensions and expulsion.  

Currently, professional development is embedded within the workday that takes place 

every Wednesday after school. Students attend school for half a day and are released early so 

teachers can engage in one hour of professional development and one hour of uninterrupted 

planning. Each of the eighty-four sites were asked to secure four dates throughout the 2017-2018 

school year for culturally responsive professional development training. Teams from central 

district office were deployed to various sites to conduct the four one-hour trainings. The trainings 

were designed to be implemented at teachers’ home sites in one-hour sessions with a month in 

between sessions.  

López (2017) notes a Latino student demographic shift in TUSD. She notes that the 

number of White and Latino students began to shift from majority White (65% in 1978) to 

majority Latino (65% by 2013). This demographic shift positions the district in need of 

professional development that appropriately trains teachers to provide culturally responsive 

practices towards educational equity and minoritized student academic achievement.  

Data Collection 

The data collection process for this study consisted of in-service teacher, end of training 

evaluations that was administered, by the trainers, following the implementation of a CRPD 

training session. Teachers were asked to provide written feedback that would highlight insights 

on general understanding and experience of CRPD as well as needs and suggestions for future 

trainings. The number of teachers that participated in the training district-wide was 3,000 during 

data gathering. These teachers participated in four one-hour CRPD training sessions throughout 
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 the 2017-2018 school year. Participants were asked to provide feedback in the form of an 

evaluation, following each of the four one-hour CRPD training sessions. This evaluation was 

optional and voluntary. The evaluation consisted of three open-ended questions that asked the 

participants to evaluate the training and provide feedback for future trainings and/or support in 

the training topics.  

Each participating in-service teacher filled out a total of four evaluation forms. The 

evaluations were open-ended survey questions that were administered by various trainers at 

eighty-four sites in TUSD.  

I implemented research memos during the data collection period to capture research 

thoughts in relation to the data and the research questions. I read the teacher responses on post-

training evaluations weekly and I analyzed the responses to establish understanding of how 

teachers were experiencing and understanding the topics. Maxwell (2013) asserts the importance 

of memos in the analytic process stating that “You should regularly write memos” during the 

analysis process to “facilitate such thinking, stimulating analytic insight.” (p. 105).  Moreover, 

the memos further served to capture the overall general understanding for each topic presented.  

Measures 

The following three open-ended questions served as the measure to capture teacher 

experience and understanding. Participating teachers were provided these questions on a hand-

out and were asked to write in their responses to the questions. All the evaluations were collected 

and sent to the researcher for analysis. The questions were: 

1. What worked for you today? 

2. What questions do you still have? 

3. What suggestions do you have? 
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 These questions were purposefully open-ended to establish teacher understanding and 

experience in these training sessions with respect to the training topics. Moreover, these 

questions served to identify ways to improve future trainings for effective teacher understanding 

and reflection towards critical awareness development. Five topics were addressed in the 

culturally responsive professional development trainings towards the development of teacher 

critical awareness. 

Critical Awareness Development  

Scholars (Gay, 2002; Ladson-Billings, 2006; López, 2018; Valenzuela, 1999) of 

culturally responsive pedagogy identify teacher critical awareness (TCA) as prerequisite for 

effective implementation of culturally responsive pedagogy. TCA can also be referred to as 

teacher critical consciousness (Valenzuela, 2018), teacher cultural competence (Ladson-Billings, 

2006), and teacher mindfulness (Milner, 2003) among others. Teachers who are critically aware 

possess a socio-historical-political lens that informs their beliefs about teaching minoritized 

students. Critically aware teachers eliminate (López, 2017) deficit-thinking paradigms and 

integrate students’ cultural assets to develop students’ ethnic and academic identity to maximize 

student achievement. TCA development encompasses an examination in the following four 

areas: deficiency thinking and asset-based pedagogies, student attachment and belonging, 

implicit biases, and student resistance. The train-the-trainer model was used to train thirty 

identified central district personnel in these four areas of focus. The trainers conducted training 

at various sites. Administrators were asked to schedule trainings one month apart to provide 

teachers time to reflect on the topics in relation to their practice. It was a general understanding 

that the “learning and reflection” took place after the training. Figure 4 illustrates the power point 

slide that displays the four elements of teacher critical awareness.  
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Figure 4. Four Elements of Critically Aware Teacher 

 
 
 
 
 
 
 
 
 

 
 

 

 

 

Deficit Labels and Deficiency 

Training session one centered on an examination of deficit labels and language of 

deficiency. This session provided teachers opportunity to interrogate educational institutions as 

spaces of inequity. Moreover, they examined how biased beliefs maintain inequity through 

practices and policies that convey erroneous deficiencies of minoritized students. These practices 

and policies go unchallenged much less recognized as discriminatory that signal (McKown, 

2013) to minoritized students their minoritized status. These policies and practices are socially 

accepted. Examples include English Language Learner (López, 2017) that conveys minoritized 

students’ deficiency of English language, and neglects to recognize a students’ asset of 

bilingualism. This session examined the labels used in education: ELL, at-risk, achievement gap 

and how they perpetuate deficiencies and inequity. Moreover, this session provided in-service 

teachers an opportunity for reframing deficit labels to reflect asset-based labels.    
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 Session one introduced asset-based paradigm to counter a deficit thinking paradigm. An 

asset-based paradigm fosters an asset-based pedagogical approach. As an educational approach 

asset-based pedagogy acknowledges the experiences and assets that students bring to the learning 

process and uses the assets to build curriculum and instructional practices. Additionally, asset-

based pedagogy recognizes the importance of building on students’ assets that they bring to the 

learning process and leverages this internal scaffolding system (Hammond, 2014). Figure 5 is 

exemplary of the CRPD reflection for teachers regarding deficit labels and deficit thinking. 

Figure 6 is an example of how the topic was introduced in this CRPD.  

 
Figure 5. CRPD Reflective Questioning 

 
 
 
 
 
 
 

 
 
 
 
 
 

 

 

 

 

 

 

 

Quick Write Reflection

u How do I value and embed students’ “cultural 
assets” and diversity in my teaching?

u How can we move the dialogue about student 
learning and success from deficit-thinking 
approaches to asset-based approaches? 
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 Figure 6 Student Deficit Labeling  

 

 

 

 

 

 

 

 

 

Student Belonging and Authentic Caring 

The focus of session two was on student belonging and authentic caring (Valenzuela, 

1999). In the context of teaching minoritized students this was a critical topic that presented the 

importance of caring relationships between teacher and students in the learning process. Sleeter 

(2011) and Valenzuela (1999) assert the importance of authentic caring relationships for 

academic engagement. Moreover, establishing a sense of belonging by building caring 

relationships serves to foster community in classrooms as well as motivation and purpose. 

Authentic caring relationships between teacher and students transforms classroom dynamics. 

Figure 7 provides the attributes of Authentic Caring.  

 

 

 

 

 

u English Language Learners

u Students in Poverty (Free/Reduced Lunch/Title 1)

u Gifted Students

u Latino Students

u Refugees Students

u African American Students

u Native American Students

u Pan-Asian Students

u Exceptional Education Students

u LGBTQ Students

u Middle Class Students

What have you heard about working with 
students labeled this way?

Individually write 
down some things you 
have heard about 
working with students 
labeled this way on 
your graphic 
organizers.
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 Figure 7. Attributes of Authentic Caring (Valenzuela, 1999) 
 
 
 
 
 
 
 
 

 
 
 
 
 
 

 

Biases 

Session three examined explicit and implicit biases in education; such as stereotype threat 

(Steele, 2010) and microaggressions (Sue, et al., 2007) that minimize minoritized student 

academic achievement. Stereotype threat perpetuates minoritized student academic 

underachievement by placing stress on students to perform well while focusing on negative 

stereotypes about them (Steele, 2010). Figure 8 provides the definition for Stereotype Threat. 

Microaggressions negatively impact minoritized students predominantly through verbal or 

behavioral indignities that communicate hostile and derogatory racial slights and insults (Sue, et 

al., 2007). These everyday slights and insults create a cumulative negative effect that could result 

in minoritized student disengagement and academic underachievement (Sue, et. al., 2007). 

Moreover, teacher biases contribute to low teacher expectations which further negatively impact 

minoritized students resulting in the self-fulfilling prophesy (Merton, 1946) of 

underachievement. Figure 9 identifies the process of the self-fulfilling prophesy. In this session 
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v Providing students with a positive 
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 teachers further examined how socially transmitted messages (McKown, 2013) influence beliefs 

about historically marginalized students as well as what negative messages they convey.  

 
Figure 8. Definition of Stereotype Threat – Teacher Training  
 
 
 
 
 
 
 
 
 
 
 
 

 

 

 

Figure 9. Teacher Expectations Informed by Implicit Bias 

 

 

 

 

 

 

 

 

 

 

What is “stereotype threat” ?
It is the apprehension 
arising from the 
awareness that one 
may be at risk of 
conforming to a 
stereotype about one’s 
social group..
(Steel((Steele, 2010

Stereotype threat works subconsciously 

 

Research indicates that “implicit” (subconscious) bias 
affects teacher expectations and student achievement.

uOn how teachers communicate expectations to 
students, see: Brophy & Good, 1984

uOn how students perceive differential teacher 
behavior, see: Weinstein, Marshall, Sharp, & Botkin, 1987

uOn how teacher behavior affects students’ own 
perceptions of ability and achievement, see: Rubie-
Davies, 2006

8

“Self-fulfilling Prophecy”
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 Student Resistance 

Session four provided a lens by which to reexamine student perceived negative behavior. 

Resistance Theory (Solórzano & Delgado-Bernal, 2001) was explored by teachers to 

demonstrate how minoritized students negotiate and struggle with and resist social and cultural 

reproduction. Specifically, teachers examine how students actively resist the status quo of 

dehumanizing practices in education. Solórzano and Delgado-Bernal (2001) offer a framework 

by which to situate students’ forms of resistance that are often viewed as negative and 

disrespectful behavior. The authors that advance student transformative resistance propelled by a 

motivation for social justice in a humanizing environment that fosters student belonging. In this 

module teachers are provided an opportunity to examine student behavior form the lens of 

student resistance on a continuum from reactive behavior to transformative resistance of the 

social and cultural reproduction (Solórzano & Delgado-Bernal, 2001). Moreover, teachers 

explored the recognition that Resistance Theory acknowledges the development of human 

agency, that is the confidence and skills to act on one’s behalf. Figure10 provides a diagram that 

illustrates how Solórzano and Delgado-Bernal’s quadrants of student resistance was modified to 

incorporate teacher critical awareness and authentic caring. Figure 11 provides Solorzanó’s 

definition of Student Resistance Theory. 
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 Figure 10. Student Resistance Quadrants  
 
 
 
 
 
 
 
 
 
 
 
 
 

 

 

Figure 11. Student Resistance Theory 

 

 

 

 

 

 

 

 

 

Procedures  

Approval was granted by Tucson Unified School District under an existing Internal 

Review Board (IRB) from the University of Arizona. A research partnership had already been 
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Reactionary Behavior
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Resistance Theory:
Students make conscious and 
subconscious judgements about their school 
environment based on interactions with 
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üIs it safe for me to think out loud?
üAm I treated with respect and kindness?
üAm I—and my culture—valued in school? 
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will resist learning when 
they perceive a negative 

school environment
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 established between the Tucson Unified School District and a University of Arizona. Upon 

approval as the researcher I began the analysis process. As a trainer and program evaluator of 

this culturally responsive professional development training, I was responsible for collecting the 

post-training evaluations for continuous evaluation towards programmatic effectiveness and 

improvement. In the 2017-2018 school year, four one-hour professional development sessions, 

centered on teacher critical awareness development for the effective implementation of 

Culturally Responsive Pedagogy, were implemented at eighty-four, K-12 schools. As a 

desegregation site, this plan is guided by the Special Master through the Unitary Status Plan (IV. 

ADMINISTRATORS AND CERTIFICATED STAFF, J. Professional Development, 3.b. pg. 

26). Specifically, the court orders the following training for all administrators and certificated 

staff: 

Practical and research-based strategies in the areas of: (i) classroom and non-classroom 

expectations; (ii) changes to professional evaluations; (iii) engaging students utilizing 

culturally responsive pedagogy, including understanding how culturally responsive 

materials and lessons improve students’ academic and subject matter skills by increasing 

the appeal of the tools of instruction and helping them build analytic capacity… (2013) 

 
Thirty central office personnel were trained through the train-the-trainer model. Each 

team of trainers were assigned several sites throughout the year to facilitate the CRPD training 

sessions. The training, for the trainers, was conducted by expert scholars in teacher critical 

awareness development from the University of Arizona. Trainers were trained in the Spring of 

2017. The training consisted of an examination and acquisition of theoretical foundations, a 

prerequisite for the development of teacher critical awareness. Theoretical foundations included: 

deficit labels and deficiency and asset-based pedagogy, student attachment and belonging, 
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 implicit and explicit teacher bias, student resistance and resistance theory. The thirty trainers 

were identified based on the following criteria; possessed a disposition for teaching minoritized 

students and five of the trainers were former Mexican American/Raza Studies teachers and had a 

disposition based on their experience in the program. These trainers were identified as candidates 

for training based on the work they were doing which highlighted their disposition of how to 

effectively teach minoritized students. These trainers possessed the necessary skills for the 

effective implementation of this training.  

In the 2017-2018 school year the culturally responsive professional development 

trainings were implemented at eighty-four sites. Open-ended post-training evaluations were 

administered following each of the four trainings. As the principle evaluator of the program I 

gathered all data and prepared for the analysis. On a weekly basis I read the participant responses 

to the evaluations and analyzed and coded for themes. In collaboration with a graduate assistant 

we engaged in the process of initial coding. In an effort to calibrate myself and the graduate 

assistant each took a sample of the evaluations and analyzed independently and categorized the 

data based on their interpretation. The objective was to read and determine what surfaced from 

the teachers’ language that reflected their experience and understanding with respect to the 

topics. An iterative process between me and graduate assistant took place to calibrate the 

categories. Categories were established and this facilitated the continuation of the analysis of all 

data using the categories.  

I continued the coding process until saturation was reached and no further themes were 

identified. Moreover, to minimize bias I engaged in the process of writing reflective memos to 

continuously examine my reflection regarding the process of analysis. Memoing provided me 

opportunities for metacognition. 
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 Data Analysis 

Maxwell (2013) describes coding as “The main categorizing strategy in qualitative 

research…” (p.107). Data for this study, was analyzed and coded using first cycle, second cycle, 

and a culminating cycle coding. This approach facilitated a grounded theory study in that the 

constant analysis of data lead to themes towards theory grounded in data. Saldaña (2009) 

expands on DeSantis and Ugarriza (2000) description of theming the data stating that, it “brings 

meaning and identity to a recurrent (patterned) experience”  Specifically, this approach provided 

the structure to initially categorize the data followed by another cycle of coding to provide a 

more complex analysis towards establishing a relationship between the themes. The coding 

process yielded five categories (Vogt, Vogt, Gardner, & Haeffele, 2014, p.13) identified in 

teacher responses. Maxwell (2013), brings up an interesting point about data and how it should 

be “fractured” rather than counted so as to “rearrange them into categories that facilitate 

comparison between things in the same category and that aid in the development of theoretical 

concepts.” (p. 107). 

I engaged in analysis for this grounded theory study immediately as the data was 

collected. Data was collected over an eight-month period at various times at the completion of 

CRPD trainings in various sites. The immediate analysis facilitated the establishment of initial 

participant understanding as well as emerging themes. The culminating cycle of coding 

established the grounded theory.  

I continued with first and second cycle coding until saturation was established and no 

other themes emerged from the data. I engaged in constantly comparison of the data. Memos 

were written throughout the process to facilitate reflection towards the development of the 

established theory.  
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 Descriptive Coding 

First cycle coding was Descriptive Coding (Saldaña, 2009), which provided the initial 

approach of analysis that lead to the emergence of themes. Saldaña (2009) defines Descriptive 

Coding as... “summarizing, in a word or short phrase – most often a noun – the basic topic of a 

passage of qualitative data” (p. 102). As such, Descriptive Coding facilitated the process of 

summarizing and categorizing, in a word, the basic themes that surface from the data. Saldaña 

(2009) confirms that this type of coding is particularly useful for initial coding toward a 

grounded theory approach. In this first cycle of coding the objective was to analyze and 

categorize a sampling of the data, at a basic level, for further analysis and second cycle coding.  

The first cycle coding process was an iterative process between myself and  the research 

assistant. In this process the myself and my research assistant came together to compare codes 

for calibration. The first cycle coding was conducted on a sampling of the data. The sampling of 

data was collected from eleven sites that served as the sample for this first cycle of coding. The 

iterative process resulted in the identification of the following themes used to categorize the data 

in this first cycle; awareness, questions, reflection, resistance, resources, colorblind.  

Concept Coding 
Second cycle coding was conducted for deeper analysis of first cycle themes. Concept 

Coding (Saldaña, 2009) was implemented, as second cycle coding, to assign meaning to the 

initial themes, that conveyed “bigger picture” themes. Saldaña (2009) states that second cycle 

coding “…are advanced ways of reorganizing and reanalyzing data coded through first cycle 

methods.” (p. 149). In this second cycle coding process the data was reanalyzed towards 

establishing meaning to the first cycle theme categories. In this process, a relationship was 

established linking the first cycle codes. Finally, Concept Coding is conducted when the study is 

focused on theory development (Saldaña, 2009) as is the case with this study.  
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 The following concepts for each first cycle themes were established to provide meaning, 

establish relationship among the themes, and establish connection to the bigger picture; Status 

Quo – White Curricula Effect (Awareness), Altruistic Reconciliation (Reflection), Continuum – 

People of Color Apologetic Syndrome to White Replacement Anxiety (Resistance), Colorblind 

Liberal (Resistance), and Pensive Practitioners (Question). 

Theoretical Coding 

 The culminating coding cycle, and thus “culminating step toward achieving grounded 

theory (Saldaña, 2009) for this study was deeper analysis through Theoretical Coding. Saldaña 

(2009) defines Theoretical Coding as “…an umbrella that covers and accounts for all other codes 

and categories formulated this far in grounding theory analysis.” (p. 163). This umbrella term 

captured the “link” and thus relationship between all the other codes in the first and second cycle 

coding process. The umbrella term, and thus theory that emerged was Educational Racism 

(González, 2018). Figure 12 illustrates the relationship among the established codes.  

 
Figure 12.  Educational Racism 

 

Institution of Education: socially acceptable racist practices are implemented

Maintain stratification in society

Theory of Educational Racism: 
the dehumanization of minoritized students by the inculcation of racial notions of inferiority and racial 

subordination, while exalting the properties of Whiteness that maintain educational inequity. (González, 2018)
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Teacher Preparation Programs Maintain Inequity:
• Curriculum designed to inculcate White middle-class  values
• Teacher biased beliefs reinforced
• Teaching practices maintain inequity 

Culturally Humanizing Pedagogy (CHP) through Teacher Critical Awareness development interrogates Educational Racism (ER). As a result of 
inculcation of ER teachers exposed to CHP training to interrogate ER will respond in the following manners:

• Status Quo – White Curricula Effect (Awareness)
• Altruistic Reconciliation (Reflection)
• Continuum – People of Color Apologetic Syndrome to White Replacement Anxiety (Resistance) 
• Colorblind Liberal (Resistance)
• Pensive Practitioner (Question)
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 Trustworthiness 

Within qualitative research there are two forms of establishing credibility, that is through 

trustworthiness and validity of the data analysis. Maxwell (2013) describes two specific validity 

threats in qualitative research; researcher bias and reactivity. Trustworthiness was established in 

this grounded theory study through a consistent focus on researcher bias. Maxwell (2013) defines 

researcher bias as the “subjectivity of the researcher” regarding the selection of data. The author 

(Maxwell, 2013) further makes the distinction that the issue is not so much in the researcher’s 

“theories and perceptual lens” but rather on how the researcher’s “values may have influenced 

the conduct and conclusions of the research.” (p. 124). While critical race theory was a lens 

utilized in the analysis, the process of constant identification of themes that the data produced 

was front-and-center to establish trustworthiness of the data analysis. Indeed, trustworthiness is 

the suitable approach when research is conducted from a critical race theory lens. 

Credibility, dependability, and confirmability (Lincoln and Guba, 1985) were established 

to minimize researcher bias through three cycles of coding towards identifying patterns in 

teachers experiences and understanding in CRPD, and thus themes, that surfaced from the data. 

Saldaña (2009) asserts that “themes” that are identified through data analysis tell more about the 

researcher. To avoid researcher bias in this process, a second data analyzer participated, in 

collaboration through an iterative process, in the first cycle coding process to determine the 

themes that surfaced as repetitive in the process of analyzing the data. Finally, the constant 

comparative analysis process was utilized in all three coding cycles. This process facilitated the 

organic emergence of patterns (Saldaña, 2009) in teacher responses to the culturally responsive 

professional development.  
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 Summary 

 The purpose of this chapter was to outline and present the research method that was used 

to respond to the proposed research questions. This chapter facilitated the discussion centered on 

the data collection process in this grounded theory study including the participants, setting, 

analysis process to elaborate how this study was conducted. The results of this study will be the 

goal of chapter IV. 

Chapter IV 

Data Analysis and Results 

 In this chapter the discussion focuses on the process of the analysis that was conducted 

consistent with grounded theory methodology and the results from the analysis. Specifically 

discussed in detail is the process utilized for the analysis, which consisted of three coding 

cycles. The three coding cycles provided an opportunity to continue to deepen the analysis, as 

well as an opportunity for continued comparison among the codes. Within each coding cycle 

the codes were described in relation to the research questions. The three coding cycles 

consisted of Descriptive Coding, Concept Coding, and Theoretical Coding. Graphics and tables 

were used to illustrate how the data was coded and themed, as well as convey the results from 

the coding cycles.  

Analysis 

In-service teacher experience and understanding of their biased thinking, in the context of 

minoritized student achievement, through the CRPD trainings was analyzed. As previously 

stated, teachers provided feedback through anonymous evaluations following each of the four 

trainings. This approach to professional development served to develop critical awareness within 

teachers. Teacher critical awareness development is fundamental for the implementation of 
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 effective culturally responsive pedagogy. The language teachers used to describe their 

experience and understanding, as stated in their evaluations, was initially coded and categorized 

following the CRPD trainings. Six categories resulted, that highlighted teachers’ language of 

which, through analysis and coding, could be placed on a continuum of teachers genuinely 

unaware of biased thinking and how it contributes to educational inequity to teachers who 

outright resisted the CRPD training and regarded this training as reverse racism.  

The data was analyzed as soon as it was collected. All the evaluations were coded 

manually during the three cycles of coding. First cycle coding continued until saturation was 

reached, that is, until no more new codes could be identified. During the first cycle coding 

process, one-word categories were identified for the purpose of categorizing the data and to 

provide initial meaning of the data. The identifying word, per category, emerged as the data was 

continuously analyzed.  First cycle coding yielded five codes. The second cycle coding process 

served to reflect on and establish a relationship among the codes. Deepening this analysis 

through the second cycle coding yielded macro-level codes that revealed broader ideas about 

first cycle coding. Third cycle coding revealed further relationships among the codes that laid the 

foundation for Theoretical Coding. Figure 13 illustrates the coding process and the intent of 

layering and deepening the data analysis with each successive coding cycle. 
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Descriptive Codes Results 

A total of five Descriptive Codes emerged from the first cycle codes. In this first cycle, 

following each training, the data was analyzed immediately after it was collected. For the 

purpose of initial coding, a fitting word was assigned to each code. In the process of coding, two 

coders (researcher and research assistant) independently coded a data set. The data set consisted 

of responses from eleven sites. To establish trustworthiness of the data analysis, the researcher 

and a research assistant engaged in the process of coding the same data set. The coders engaged 

in an iterative process during first cycle coding after which they arrived at a conclusion regarding 

the emerging codes in relation to the research questions. The two coders discussed teacher 

language and how they interpreted it similarly. Moreover, the coders engaged in lengthy 

discussion about the justification for each of the codes. Finally, in this first cycle saturation was 

reached with respect to the assigned codes. Table 1 illustrates the codes resulting from the first 

cycle analysis.  

Descriptive 
Coding

•Initial data set were immediately coded manually to establish codes and to categorize
•Initial data set was coded by two coders 
•Coders engaged in an iterative process to calibrate initial codes

Concept 
Coding

•Initial codes were compared to establish relationship
•Codes were further analyzed to assign macro-level meaning conveying broader ideas

Theoretical 
Coding

•Analysis of the relationship among Concept Codes provided foundation for Theoretical 
Codes

Figure 13. Coding Process 
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 Table 2. Descriptive Coding Results 

 

Descriptive Coding Results Significance 

Awareness Awareness of biases and asset-based pedagogical approach to 

teaching 

Reflection Reflection towards personal perpetuation of biases and shifting 

to asset-based teaching 

Resistance Failure to acknowledge biased thinking and finds asset-based 

teaching valueless  

Question Question the degree to which bias is perpetuated and the degree 

to which components of asset-pedagogy is implemented 

Resource Inquiry about resources available to immediately implement 

asset-based pedagogy but unwilling to reflect on bias 

 

Concept Coding Results 

 A total of six Concept Codes emerged from the second cycle of analysis. Second cycle 

codes emerged as a result of further analysis focused on establishing a relationship among first 

cycle codes. The analysis process consisted of constant comparison within the initial emerging 

codes. The codes were categorized into three overarching themes, with the three themes 

capturing a relationship among the codes. During this analysis cycle the relationship among the 

codes highlighted the result of teachers’ experiences and understanding in a CRPD training when 

they lacked any training in teaching a diverse student demographic. 

 Noteworthy is the context of the CRPD the reader is invited to consider.  The 

professional development centered race and racism in addressing the achievement gap for Latino 

and Black students.  The PD’s utilized Dr. Francesca Lopez’s (2017) race-reimaged framework 

and the implicit bias, critically aware, and asset-based pedagogy charge in the PDs.  As such the 

district staff, faculty, and administration were aware of the culturally responsive “race” trainings.  
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 Hence, the responses on the survey and subsequent research codes fall on a continuum of 

participants who are comfortable in the racial discourse, to those participants who are open to 

developing their racial literacy, to those who utilize a coded racial language (Haney-Lopez, 

2015) to camouflage their racial animus, to those who rejected the culturally responsive training 

altogether.   

Conventional Practitioners Codes 

Status Quo-White Curricula Effect (Awareness).  In this dissertation Status Quo-

White Curricula Effect (SQWCE) is a code used to describe the result of the training of in-

service teachers having participated in typical teacher preparation programs whose curriculum 

centers White middle-class values. This typical teacher preparation approach is missing the 

preparation required to effectively teach minoritized students, leaving teachers ill-prepared for 

diverse classrooms hence, the SQWCE (Aragon; 1970; Craft; 1996; Darder; 2002; Darder, 2011; 

Nieto 2000). Moreover, this typical teacher training approach lacks reflection in racialized biased 

thinking, and how it contributes to deficit theorizing and practices. These biased, deficit-based 

ways of perceiving minoritized students have an adverse effect on minoritized student academic 

success. In-service teachers who exhibited the Status Quo-White Curricula Effect lacked an 

understanding of biased thinking that leads to minoritized student underachievement.  

Upon engaging in the CRPD training that centered race and teacher reflection on implicit 

bias, these in-service teachers acknowledged a newly acquired awareness of the inherent nature 

of biased beliefs and some of the critical issues that minimize minoritized students’ academic 

achievement. However, based on the language they used in their evaluations; these teachers did 

not express an intent to act toward the elimination of their implicit racist bias(es) and practices.  

While these participants acknowledged the harmful effects that biased thinking and deficit 
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 thinking have on minoritized students more generally, there was minimal acknowledgment that 

they had any (personal) culpability for perpetuating biases that diminish minoritized student 

achievement 

What follows is a compilation of various responses in their evaluation of the CRPD 

training by various in-service teachers in the SQWCE category.  Given the anonymity nature of 

the survey, teachers did not volunteer their names.  What follows are the individual responses 

that emanated from the survey that captures this research code. 

Table 3 Teacher Responses for Status Quo-White Curricula Effect 

Individual Participant Response Status Quo-White Curricula Effect 
(Awareness) 

What worked for me today was the strategy of 

reframing our deficit language. You don't 

realize what you’re thinking can affect the 

outcome in your teaching.  

 

This framing of deficit discourse awareness 

and a willingness to mitigate these processes 

implicates teacher education and district 

professional developments in not properly 

preparing practitioners for a pluralistic 

society.  Practitioners lack a racial literacy 

and racial competence, thus are artifacts of 

institutional malpractice.  Minoritized 

students and communities pay the life-long 

consequence for this negligent act.  

It reminded me of being more aware of labels 

and how they affect our thinking. It made me 

more aware that I might still have bias with 

my students. I need to be mindful. 

This practitioner is an artifact of colleges of 

education and districts lack of institutional 

will to provide racial literacy and racial 

competency training.  
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 Understanding that a classroom needs to 

have a culturally rich environment in order to 

learn, identifying examples of classroom 

microaggressions.  I didn't realize that I was 

guilty of a few. 

Evident in this practitioner’s 

conceptualization of CR classroom conditions 

and how s/he is guilty of a “few” 

microaggressions, tends to make one question 

their sincerity in their statement/practice.  

Being more aware of bias in the classroom 

and promoting students' ethnic qualities. 

Understanding critical awareness and 

authentic caring.  How do I catch my 

stereotypes? 

Here, this practitioner is demonstrating albeit 

in language their commitment to their 

development of racial literacy and racial 

competency, yet were never trained 

implicates pre- and in-service training.  

Learning and talking about stereotype threat 

and microaggressions was very eye opening! 

 

The enthusiasm in learning a racial language 

and content signals to colleges of education 

and district the commitment by pre-service 

and in-service practitioners to educational 

equity and racial justice.  

 

In-service teachers in this category have entered the process of reflecting on biased 

thinking and the adverse effects this has on minoritized students’ academic achievement. They 

expressed a newly acquired understanding of bias, in some cases, their biased thinking and the 

language of deficiency (López, 2017). These teachers further expressed their understanding of 

the language of reflection towards critical awareness. Moreover, evident in these in-service 

teachers’ language was the initial awareness of the notion of bias. With continued reflective 



                                                                                                                                                                         
86 

 CRPD training, these in-service teachers will engage in the implementation of asset-based 

pedagogies, shifting typical classrooms towards humanizing academic spaces.  

Altruistic Reconciliation (Reflection). In this dissertation, the Altruistic Reconciliation 

code refers to in-service teachers who, after having participated in the Culturally Responsive 

Professional Development trainings, were inspired to reflect further on the topics explored in the 

trainings, with specific attention to the meaning of race in minoritized students’ experience of 

schooling. Moreover, the in-service teachers in this category, who were also exposed to asset-

based pedagogies through the CRPD trainings, expressed that they began to reconsider and 

problematize the conventional White suburban teacher training3 espoused in many colleges of 

education and universities in general teacher training programs. These in-service teachers further 

recognized that they were ill-equipped to work with the diverse demographic of public-school 

students. Their reconciliation with themselves as teachers who had not fully engaged with their 

implicit biases. These in-service teachers expressed, in an authentic manner, a need to find 

strategies to empower themselves toward integrating culturally responsive and relevant 

pedagogical approaches. Additionally, they reflected on appropriate practices while striving for 

the development of critical awareness.  

In-service teachers in this category expressed statements of reconciliation and reflection 

on the CRPD content in a genuine, contemplative manner, as the following excerpts from these 

teachers demonstrate:  

 

 
3I argue White suburban teacher training is the standard that most preservice institutions across the country offer that 
(ill) prepares preservice teachers. The curriculum and practice prepare practitioners to work with the mono-cultural, 
mono-lingual, middle-income suburbanite student body. When these teachers are sent to diverse multi-linguistic 
multicultural settings they fail miserably, at the expense of the students and communities they serve as well as their 
own professional life and aspirations (Darder,1991; Fernández, 2011; Nieto, 2000; Sleeter, 2011). 



                                                                                                                                                                         
87 

 Table 4 Teacher Responses for Altruistic Reconciliation A  

Individual Participant Response Altruistic Reconciliation (Reflection) 

Reflecting on culture of students, and how to 

engage in it daily. Reflecting on my current 

practices what I can do more of. This is an 

important topic. It got me thinking about my 

biases and the expectations I might be 

communicating to students without realizing 

it. 

Here the practitioner is in a reflective state 

and underscores the importance of this 

“topic”; therefore, validating their minoritized 

students’ educational experiences.  This 

construct in CR racial training as important 

speaks to their commitment to their 

minoritized students.  

How do we get the white teachers to 

acknowledge their biases rather than arguing 

about statistics? 

This practitioner demonstrates indignation in 

working with her/his white colleagues and 

how they place their content over their 

minoritized students.  

Contemplation about best practices for all 

students and how to differentiate for students 

from different cultures. Thinking about my 

own practice. How can we be more culturally 

responsive not just in lessons in classrooms, 

but school-wide all the time? How do we 

effect change in the larger community?    

This practitioner is in a reflective mode and 

re-imagining the possibility of a culturally 

responsive classroom, site, and community.  

This practitioner’s intention of extending this 

racial literacy to encompass the site and 

community speaks to their genuine care for 

their minoritized students and community.  

Self-reflecting on my personal biases. 

Thinking more in-depth of how I can 

incorporate culturally responsive teaching 

The authenticity of this practitioner’s 

reflection on her/his pedagogy and practice is 
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 practices. Thinking about microaggressions 

and if I unknowingly said something to 

someone/student. Self-reflection on how I 

perceive students. 

demonstrative of their authentic caring and 

positionality towards the students s/he serve.   

Reflecting on our practices and questioning 

our own biases. I learned a lot about 

reflection of teaching practice and how to 

check my cultural biases to help my 

instruction be more appropriate and relevant. 

Again this practitioner's reflective practice 

and her/his commitment to interrogate her/his 

racial implicit biases, while making the 

instruction more appropriate and responsive 

speaks to how they view their minoritized 

students and communities s/he serve.   

 

Within this category teachers were also moved to provide their understanding of 

the implementation of the CRPD. The following statements provide specific insight 

regarding the shortcomings of these culturally responsive professional development 

trainings. Indeed, this type of reflective professional development requires adequate time 

as it is a process and not a series of presentations.  

Table 5 Teacher Responses to Altruistic Reconciliation B 

Individual Participant Response Altruistic Reconciliation (Reflection) 

I feel this is truly an important subject to 

bring to light in hopes of bringing awareness 

to educators on the existence of cultural bias. 

How could this be presented to educators in a 

way that could evoke deep discussion? Is 

The practitioner’s willingness to engage is 

critical awareness process and delve deep into 

this reflective process is attentive to her/his 

minoritized students and community.  
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 there a way we could explore the topic of 

diversity in a deeper more intimate manner? 

I just feel like more culturally responsive 

training is needed on an ongoing basis to 

respond to historical stereotyping which is 

currently entrenched in today’s society. There 

needs to be more reflective time to be able to 

deal with our own biases- good information! 

This practitioner is demonstrating a genuine 

interest in her/his minoritized students by 

their commitment to reimagine her/his 

pedagogy and practice.  

 

In-service teachers’ responses in this category are evident that given the opportunity they 

will engage in reflection about their teaching. Specifically, this group showed promise of 

developing their critical awareness through consistent opportunities for reflection.  

Pensive Practitioners (Question). The Pensive Practitioners’ language expressed 

various questions they posed that centered on the identification of actions they could take 

towards enacting equitable practices.  Essentially, the Pensive Practitioners recognized their 

unconscious participation in perpetuating inequity in their classrooms. The nuance in this 

category is that these in-service teachers recognized their implicit bias and they posed questions 

seeking awareness towards shifting their practice. Moreover, statements in this category reflected 

questions in-service teachers posed, wherein they pondered if they were, and to what extent they 

were, perpetuating inequity in their classrooms. These in-service teachers also posed questions 

seeking guidance about actions they should take and practices they should implement to 

eliminate inequities they might be perpetuating. These in-service teachers’ statements presented 

questions that purposefully aimed to address pedagogical or practical blind spots in their 
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 practice.  The questions asked sought to mitigate pedagogical oversights that they might have 

made. The questions asked below are representative of the Pensive Practitioner’s critical 

interrogation of their practice, seeking to mitigate pedagogical oversights that might have made. 

Table 6 Techer Responses to Pensive Practitioners 

Individual Participant Response Pensive Practitioners (Question) 

How do we achieve cultural awareness in the 

face of standardized testing/practices? How 

do we get educated in cultural relevancy? 

Where do we start this journey of 

incorporating our students’ assets in a 

meaningful not surface way? 

The practitioner in posing questions looks to 

address a gap in their pedagogy and practice 

that will facilitate classroom conditions that 

are responsive to their minoritized students.  

Love more topics like microinvalidations, 

microinsults, what are the differences to 

microaggressions and connection with 

implicit bias? I would like to know more 

about microaggressions.   

Excited about the prospects of engaging in 

critical awareness process and its embedded 

minoritized language is attentive to the 

community s/he serves.  

Thinking about being more consciously aware 

of how I interact with my students. What 

unconscious tendencies do I have and how do 

they come up for the students? What are my 

own personal biases?  

 

This speaks to the practitioner’s willingness 

to engage in critical awareness and the 

development of racial literacy in building 

relationships with her/his minoritized student. 
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 The questions that participants, in this category, posed were evident in their reflection 

regarding the topics presented in the CRPD trainings. More promising were their questions 

where they were reflecting on their practice. The teachers posed the pertinent questions toward 

making a pedagogical shift towards the implementation of an asset-based approach. 

Dysconscious Racist Codes 

Colorblind Liberal (Resistance). Resistance was expressed by in-service teachers in this 

category regarding the CRPD trainings that focused on asset-based pedagogical approaches that 

value minoritized students’ diversity. These in-service teachers’ Colorblind Liberal language 

expressed their refusal to recognize the diversity of their students. They generally preferred to 

see their students as “all from one race; the human race,” thus disregarding their students’ 

diversity of experiences and academic needs. A color-blind manner of thinking about minoritized 

students seemed inclusive for in-service teachers in this category. This category was titled 

Dysconscious Racist (King, 2015).  King defines a Dysconscious Racist as a person who 

possesses an “uncritical habit of mind” regarding race and racism.  The language used by the 

teachers in this category fits King’s description due to the racism that is inherent in deficit 

thinking that negates the experiences and diverse needs of minoritized students. 

The following statements exhibited these in-service teachers’ unwillingness to see color, 

which is to say, to see diversity. In dismissing color, they dismissed diversity. Dismissing the 

experience of minoritized students is dehumanizing. The outcome of this paradigm is that 

minoritized students’ experiences are essentially erased, with these students suffering from a lack 

of a sense of belonging (Valenzuela, 1999) in typical school settings. Valenzuela (1999) states 

that this lacking sense of belonging felt by minoritized students creates a disconnection to school 

thus impedes the learning process.  
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 Table 7 Teacher Responses to Colorblind Liberal A 

Individual Participant Response Colorblind Liberal (Resistance) 

Why do you insist that I am biased? There are 

2 categories of humans in my room: teacher, 

student. 

Here the practitioners invoke a color-blind 

construct to dismiss the trainings, thus, 

refusing to see and interact with the 

differential treatment of her/his students based 

on racial and intersectional oppression.  

Why are we still trying to label individuals 

and grouping individuals instead of seeing 

them as individuals?  Does the district expect 

us to be totally conscious of race and 

ethnicity to the point where we all can't be 

one community?   

This practitioner is espousing conservative 

constructs of “rugged individualism” to 

denounce the training. Additionally, 

deploying color-blind politics of “one 

community” logics to passively aggressive 

resist and the racial literacy and competency 

training.  

All my students are loved and treated with 

respect as 11-14 year old’s. When do we 

teach for all to learn and write no matter 

color, size, religion? I thought about my own 

bias which I don’t believe are tied to 

race/culture. 

 

Here, this practitioner is in total denial of their 

complicity in exacerbating the racialized 

achievement gap, while over homogenizing 

her/his students nuanced racial and 

intersectional lived experiences.   
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 In-service teachers’ statements in this category also felt that they were being disrespected 

and that reverse racism was an outcome of CRPD.  

Table 8 Teacher Responses to Colorblind Liberal B 

Individual Participant Response Colorblind Liberal (Resistance) 

Nothing it was frustrating to sit through. I 

disagree with the whole concept. How about 

asking for input from those with an opposing 

view? I felt I was mocked when the presenter 

said there were some in the district who 

believe they're unbiased. 

This practitioner is repulsed by the training as 

it is a direct affront to the right-leaning 

political agenda. Then utilizes the emotional 

tool of victimizing themselves to “flip the 

script” of the construct of reverse racism.  

S/he is hostile to minoritized students, 

families, and communities.  

Acknowledge concerns that whites have about 

reverse racism. Is there real evidence that 

“non-culturally relevant” instruction is the 

cause of the supposed achievement gap? 

This color-blind practitioner plays the 

dominant reverse racism construct to suggest 

the traditional teacher-centered pedagogy and 

practice may be nothing more than liberal 

manufactured construct.  Again, invalidating 

her/his minoritized students, families, and 

communities.  

 

Teacher experience and understanding, evident in this category is that they were resistant 

to the CRPD trainings and thus resistant to developing their critical awareness. Evidence of 

reflection on their practices is absent, to the contrary this group of teachers will struggle in 

making a shift in their deficit ways of thinking about minoritized students. The Dysconscious 
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 Racist teachers, believing they are well-intentioned, will continue to cause harm to minoritized 

students. A reciprocal respectful teacher and student relationship has to exist, wherein students’ 

experiences are validated, to create an optimal learning environment for all students to excel 

academically. 

Equity Saboteur Codes 

People of Color Apologetic Syndrome to White Replacement Anxiety (Resistance). 

The People of Color (POCAS) in-service teacher group looked to appease the White majority 

staff by comforting, supporting White superiority thus undermining an Asset-Based Pedagogies 

(ABP) approach. The POC in-service teachers delegitimize CRPD by opposing ABP in its 

entirety and attacking the approach in explicit and passive-aggressive ways, thereby enabling 

White Replacement Anxiety (WRA). These codes were expressed as a continuum, as the 

resistance ranged from cultural provocateurs of white supremacy who understand diversity 

training as “reverse racism” to politically conservative “Trump-supporting-Fox-News-Viewing” 

practitioners that subscribe to White nationalist politics.   The nuance in this category is that 

these teachers’ resistance to CRPD sabotaged the intent of the CRPD training, which was to 

provide them opportunities to reflect on their biased thinking and how that adversely impacts 

minoritized students. The statements of in-service teachers wherein teachers expressed resistance 

and viewed the CRPD approach as valueless and discriminatory to White students and teachers, 

is reflected in the excerpts below from the CRPD evaluations. 

Table 9 Teacher Responses to People of Color Apologetic Syndrome to White Replacement 

Anxiety A 

Individual Participant Response  People of Color Apologetic Syndrome to 

White Replacement Anxiety (Resistance) 
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 What about the kids who should be 

recognized for outstanding work and 

attendance, but they are not minority kids? 

Imagine a Caucasian awards banquet at the 

end of the school year. How is that equitable? 

How about the kids that are multi-cultural 

kids with Hispanic last names but they look 

white they are not excepted [sic] by either 

group of peers? 

This participant elicits the dominant narrative 

of reverse racism.  S/he is unwilling to 

consider the benefits and advantages 

associated with the power identity of White 

and its associate to White supremacy/access.   

They mask their racial prejudice by invoking 

caring for the plight of Hispanic students who 

appear White. 

Why are we doing this. We are all not racist. 

If Tucson is 65%Hispanic, how are they a 

minority? 

This participant is utilizing a liberal “common 

sense” logic to sabotage the equity PD, thus 

camouflage their racist inclinations. 

Why are we doing this. We are all not racist. 

If Tucson is 65%Hispanic, how are they a 

minority? 

This participant is utilizing a liberal “common 

sense” logic to sabotage the equity PD.  

Utilizing coded language to hide their racist 

tendency.  

How do you not exclude whites in cultural 

responsiveness? How is the district going to 

address the bias to Caucasian students? How 

the district as a whole will address the over 

acknowledgment of certain races/ethnicities 

and not others? 

This participant invokes the race card by 

declaring the equity PD, as reverse racism. 

Disregarding her/his minoritized students’ 

families, and communities.   
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 Can you bring more different cultural/racial 

backgrounds rather than just Blacks, 

Hispanics, and Native Americans? 

The dominant narrative of reverse racism is 

being exercised via coded language by 

passively-aggressively suggesting there are 

other minoritized groups not addressed; thus, 

delegitimizing the PD by claiming bias on the 

part of the presenters.  

Why should any students’ 

background/race/ethnicity have anything to 

do with learning to use numbers? Talk about 

reverse discrimination. 

Again, the default metanarrative of reverse 

discrimination/ racism is being deployed via a 

“colorblind” lens of content of math.  

Why, besides the USP, are we still having 

these sessions? They do nothing. 

In this example, this participant is subverting 

the PD sessions by rendering them irrelevant.  

Because the CRPD is explicit regarding race 

and being responsive to minoritized students, 

this participant is camouflaging her/his racial 

animus.  

 

In-service teachers, teachers of color, and White teachers alike, in this category also 

denied that deficit thinking in-service teachers had low academic standards for minoritized 

students. 

Table 10 Teacher Responses to People of Color Apologetic Syndrome to White 

Replacement Anxiety B 
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 Individual Participant Response  Teacher Responses to People of Color 

Apologetic Syndrome to White 

Replacement Anxiety 

Do you desire to perpetuate the belief that 

students of color receive lower expectations 

from educators?  

 

This practitioner is drawing from the 

dominant ideology of schools as sites of 

merit-based education.  A meritocracy 

analysis is undergirded by a deficit theorizing 

and practice.  This analysis views the 

minoritized students as the failure and not the 

institution.  

Are the educators of the same color? Can 

someone truly be color-blind? 

The practitioners' rudimentary understanding 

of institutional racism and intersectional 

oppressive is evident as s/he attempts to 

suggest that minoritized practitioners cannot 

espouse racial animus toward their won 

group.  

 

Moreover, teachers of color as well as White teachers in this category blamed parents for 

minoritized students’ academic achievement. In general deficit thinking teachers blame parents 

(Valencia & Black, 2002) for minoritized student underachievement.  This view is demonstrated 

in the following excerpts: 

Table 11 Teacher Responses to People of Color Apologetic Syndrome to White 

Replacement Anxiety C 
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 Individual Participant Response  Teacher Responses to People of Color 

Apologetic Syndrome to White 

Replacement Anxiety 

We need to educate the parents. Parents do 

not think homework, going to school, being 

on time for school is important. How do we 

compete with this?   

This practitioner’s draws from the dominant 

metanarrative of deficit theory to explain the 

racialized achievement gap.  This logic is 

steeped in racialized coded language that 

espouses white supremacy.  

Practices need to start at home. The problem 

isn’t teachers, it’s the lack of parenting in 

today’s society. 

 

Again, this deficit theorizing of minoritized 

students, families, and communities is 

immersed in racialized coded language that 

camouflages her/his racist inclinations.   

 

This compilation of excerpts echoed a common sentiment encountered in this research, 

exemplifying an unwillingness by White teachers and teachers of color alike to critically engage 

personal reflection about the bias that leads to deficit beliefs about minoritized students. Absent 

critical reflection a commit to culturally responsive and asset-based pedagogies will not exist.  

Practical Complacent Practitioners (Resources). The Practical Complacent 

Practitioners expressed interest in the behaviors that they could immediately implement in the 

classroom, although they were reluctant to take a reflective or critical stance. This approach is 

likely to sabotage the intended outcome of CRPD because this pedagogical approach is 

dependent on reflective actions.   
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 The statements of the in-service teachers in this category are complicated, as they 

implicitly exercised their positionalities of power and privilege by refusing to engage in critical 

self-reflexivity, while simultaneously using the idea of culturally responsive and asset-based 

pedagogies not as a holistic approach to pedagogy and interaction, but as a curricular add-on, a 

“lesson plan,” “a topic.” It was a fundamentally disingenuous position, an exercise and exposure 

of White-dominant privilege, made explicit as a refusal, an uncritical ‘hiding out’ in the 

“examples” and “lesson plans” of the classroom, where the daily practices of the classroom were 

used as an ‘out’ to avoid actual engagement with culturally responsive, asset-based pedagogies.  

Table 12 Teacher Responses to Practical Complacent Practitioners 

Individual Participant Response  Practical Complacent Practitioners 
(Resources) 

More student centered - specific ideas for 

what it looks like in elementary school. Model 

of a culturally responsive lesson on a variety 

of subjects. What are some examples I can use 

in the classroom to be culturally inclusive?   

This sophisticated use of language to signal to 

administration her/his genuine interest, keenly 

hides her/his intention to sabotage this 

culturally responsive training.   

I'd love to see a place to locate culturally 

relevant lesson plans and ideas to integrate 

into the classroom. Topics. Where can I get 

more information or culturally relevant 

materials? 

The inquiry camouflages these practitioners’ 

intentions to continue their teacher-driven, 

culturally exclusive approach to teaching and 

learning.  Her/his dismissal of culturally 

responsive practices specifically for 

minoritized students is problematic and may 

have racist undertones.   
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 Can we get more practical, i.e., how would 

we change tomorrow's plans? Just tell us 

what we’re doing wrong, and what we need to 

do to fix it. If you can’t this isn’t worth the 

time! 

This practitioners’ practical questions are 

ultimately undercut by her/his last two 

questions.  S/he is not willing to invest the 

time and energy to shift their pedagogy and 

practice to meet the needs of their majority-

minority students.  This demonstrates their 

values and their politics of caring as aesthetic 

or superficial.  

I would really like to have someone fill me in 

on the various cultural/ethnic practices that I 

ought to be looking for. What is an example 

of Step 1 in becoming a culturally responsive 

teacher? How much is this going to add to 

my workload?  

 

The practitioners utilize the “right” questions 

to pacify and comply with district mandates, 

while viewing the culturally responsive 

training and the race re-imaged framework as 

an educational reform that window of 

opportunity is limited and will be replaced 

with the next new educational reform project. 

 

 Teachers in this category exemplify a state of mind that some teachers gravitate toward. 

These teachers will often describe new initiatives in education as “the flavor of the month” and 

will take a complacent stance and look to implement what is asked of them often in an uncritical 

manner. Teachers in this category will respond in passive-aggressive ways toward the new 

initiatives.  

 Table 13 captures the summary results of the Concept Coding cycle of analysis. To 

summarize, three main idea categories of codes surfaced. Different from the first cycle analysis 
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 is the nuance in the Resistance category. Upon deeper analysis, this analysis cycle yielded two 

categories of resistance. The difference between Resistance categories is reflected in the in-

service teachers’ unconscious versus conscious forms of racist beliefs about teaching minoritized 

students. The Dysconscious Racists’ Codes highlighted the color-blind belief that these teachers 

held that fails to recognize and integrate minoritized students’ experiences in the classroom. The 

Continuum – People of Color Apologetic Syndrome to White Replacement Anxiety sabotages 

the intent of CRPD by overtly resisting CRPD, claiming reverse racism, and thus represents 

conscious racism.  Within the Conventional Practitioners category there is promise with the 

SQWCE and the Altruistic Reconciliation in-service teachers. These teachers recognized the 

importance of the CRPD trainings and took a reflective approach. With continued support these 

teachers will commit to making the necessary shift in pedagogical approach toward asset-based 

approaches.  

Table 13. Concept Coding Results 

 

Conventional Practitioners 

Codes 

Dysconcious Racist Code Equity Saboteur Codes 

Status Quo – White Curricula 

Effect (Awareness) 

Colorblind Liberal 

(Resistance) 

Continuum - POC Apologetic 

Syndrome to White 

Replacement Anxiety 

(Resistance) 

 

Altruistic Reconciliation 

(Reflection) 

 

 Practical Complacent 

Practitioner (Resources) 

Pensive Practitioner 

(Question) 
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 Theoretical Coding Results 

 The results from the theoretical coding process served to identify the over-arching code 

and subsequently the grounded theory of Educational Racism. Figure 2 illustrates the relational 

model for the substantive codes in first and second cycle codes. Concept Codes are related to and 

originate from Educational Racism in that they are the result of the American Ideological 

Formation (Zinn,1990) that exists to maintain the status quo through the institution of education. 

Zinn (1990) describes the American Ideological Formation as one of “obedience, acquiescence, 

and passive citizenry” that does not question the inequities within society and the public 

discourse. This ideology is theoretical to politicians however American Ideology is a concrete 

reality and a matter of life and death for people living in destitution. Zinn’s concept of American 

Ideology is extended to denote educational stakeholders, professors, administrators of high 

education, and the such of education. Diversity training, culturally responsive practices and 

asset-based pedagogy may seem to them as unnecessary yet the outcomes of the institutionally 

supported and maintained achievement gap continues unabated.  Educational Racism is defined 

as the dehumanization of minoritized students by the inculcation of racial notions of inferiority 

and racial subordination, while exalting the properties of Whiteness that maintain educational 

inequity (González, 2018). Typical education preparation programs exist to maintain inequity 

and social stratification through the implementation of a curriculum that espouses White-middle 

class values, thus Educational Racism. CRPD was implemented to interrogate Educational 

Racism. In-service teachers’ experience and understanding of this process of the interrogation of 

ER through CRPD resulted in various outcomes, from a newly acquired awareness to bias 

thinking to outright resistance toward this pedagogical shift. The system of Educational Racism 

is not interrogated due to the myths that exist regarding the objective of education. Those myths 
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 include the idea that education is apolitical, a system of meritocracy, a level playing field 

wherein all students are granted a fair opportunity to excel academically. Finally, there is an idea 

that knowledge is universal, thus excluding the diverse experiences of minoritized students. 

Summary 

This chapter elaborated the results of the data analysis in response to the research 

questions. The results demonstrated various experiences and understanding by in-service 

teachers that participated in CRPD trainings. Additionally, this chapter highlighted in-service 

teacher language that was categorized into six themes.  The six themes were further categorized 

into three overarching categories. Finally, the final coding cycle produced the grounded theory. 

Chapter V will provide the discussion regarding the findings and the implications for research, 

theory, and practice.  
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 Chapter V 

Discussion 

The purpose of this qualitative grounded theory study was to facilitate a comprehensive 

analysis of in-service teachers’ experience and understanding of their biased beliefs in a 

culturally responsive professional development (CRPD) training that also promoted the 

development of in-service teacher critical awareness. Also, this study provided an essential 

understanding of how challenging teachers’ beliefs and behaviors in the context of minoritized 

student academic achievement, promoted reflection to influence teachers’ beliefs and practices 

positively.  The study has determined that participating in CRPD participants experience a wide 

variety of cognitive dissonance for many. Still, indeed, not all, this CRPD is an introduction to 

equity work and asset-based practices. The continuum is expansive as indicated by the research 

codes, yet what is clear, the minoritized youth are the collateral damage in this exchange.   

Although not the scope of this research project, the study provides a snapshot of 

preservice educational malpractice and exposes what equity educational scholars have asserted 

for years, Colleges of Education are ill preparing prospective teachers for a multicultural world 

(Fernández, 2011; Gay, 2005; Howard, 2003; López, Milner, 2003; 2018; Nieto, 2000; Sleeter, 

2011).  It underscores, shift colleges of education must commit to, in preparing prospective 

preservice teachers, the 21st Century learner. 

This chapter elaborates a discussion as well as future research possibilities to help answer 

the research questions:  

RQ1: In what ways do in-service teachers in Tucson Unified School District 

experience and understand biased beliefs after participating in a culturally 

responsive professional development that aims to develop critical awareness? 
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 RQ2: In what ways do in-service teachers’ awareness about biased beliefs 

promote reflection about their practice?  

 The theory for how in-service teachers experience and understand their biased beliefs in 

a CRPD training is involved and encompass six themes: (a) Status Quo-White Curricula Effect, 

(b) Altruistic Reconciliation, (c) Pensive Practitioners, (d) Colorblind Liberal, (e) People of 

Color Apologetic Syndrome and White Replacement Anxiety, and (f)Practical Complacent 

Practitioners. The six emergent themes were further analyzed and categorized into three 

overarching categories; the Conventional Practitioners, the Dysconscious Racists, and the 

Equity Saboteurs.  

 What follows is my rumination that aims to represent the data in a reflective manner, 

given my entry point and positionality both as a researcher and as a person committed to equity 

education.   Moreover, I intend to discuss the various ways that the research questions were 

addressed in this study embedded in this discussion. 

Interpretation of the Findings 

Duncan-Andrade & Morrel (2008) postulate that schools are not failing; to the contrary, 

they are working efficiently and effectively at reproducing social inequity (Bowls and Gintis, 

2012). Accordingly, the research in this study has demonstrated that schools are efficacious in 

reproducing injustice through Educational Racism (ER), upheld by the institution of education. 

ER is defined as the dehumanization of minoritized students by the inculcation of racial notions 

of inferiority and racial subordination while exalting the properties of Whiteness that maintain 

educational inequity (González, 2018). I argue, this dissertation exposed teachers’ reluctance to 

interrogate ER, as evidenced by their language that expressed their experience and 

understanding of culturally responsive professional development. Time and time, establishing a 
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 clear pattern, participants failed to have an ideological literacy that centers race and racism, and 

the active manner oppression adapts and transmogrifies in overlapping identities.  The 

literature is apparent in how students view the teacher as not caring, not invested in their 

wellbeing, while teachers default to a deficit discourse and wrongly accuse students, families, 

and communities of color of academic indifference (Darder, 2012; Valenzuela, 1999). 

Being ever mindful of confirmation bias (Nickerson, 1998), and drawing from my 

experiential knowledge, and my firm grasp of the body of literature, teachers’ responses in the 

Conventional practitioners’ category was expected. Typically, within the institution of 

preservice teacher preparation programs, they espouse the White middle-class values-system 

and deliver a Euro-centric curriculum. As such, they are producing a practitioner who espouses 

the dominant ideology of white supremacy or a white ascendency over people of color; that is 

an American Ideology.  As a consequence, typical preservice training programs serve to 

perpetuate societal stratification (Darder, 2012; Horsford, 2011), given teaching core and the 

administrational leadership are White. Inadvertently be it implicit or explicit neglecting 

training in responsive pedagogical and asset-based approaches. 

The theory of Educational Racism confirms the institution of education’s firm 

commitment to white supremacist thought and practices, if not explicitly, implicitly the 

result, the same. Thus, reproducing societal stratification and inequity. The insidious 

nature of ER is well documented in the myths regarding education as an apolitical 

endeavor, education is merit-based, and knowledge is objective abound.   This concrete 

reality provides a challenge to equity scholars committed to the educational reform 

(Darder, 2012; Yosso et al., 2001).   



                                                                                                                                                                         
107 

 Consequently, the many practitioners, if only by routine or convenience, deliver their 

curriculum in a “natural” manner unbeknownst of the Ideological formations at play and simply 

reproduce the status quo.  Despite one’s intention, the outcome is consistently reaffirmed.  This 

commitment to maintaining the status quo is evident in public education’s unwillingness toward 

the implementation of professional development that centers the examination of race and its 

intersectional modality, that centers culture and cultural competence, that shifts the curricula 

design from an autocratic to process that is more democratic.   

If colleges of education were committed to producing culturally competent practitioners, 

the logic follows, these young preservice teachers having been exposed to rich, diverse curricula 

and practices would replace the old guard. The freshly culturally competent, culturally relevant 

practitioners, though attrition, replaces retiring antiquated practitioners.  However, that simply is 

not our reality.  

What follows is the discussion centered on the categories that surfaced from the data.  

Conventional Practitioners 

Status Quo-White Curricula Effect (Awareness)  

Status Quo-White Curricula Effect (SQWCE) practitioners reflect the net result of 

preservice teacher training in typical teacher preparation programs that espouse what is 

institutionally safe, White-middle class values. Individuals who compose this research code are 

artifacts of typical teacher preparation programs that churn out, time and time again, traditional 

practitioners who uphold and maintain educational inequity.  Due to colleges of educations 

institutional will to possibly face a White political backlash and adequately equip the 

preservice teacher with the skill set to work in a competent manner, a diverse student body.  

Consequently, SQWCE are of practitioners that saturate public education.  Well, intention 
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 practitioners, ill-prepared to be responsive as well as provide a curriculum that is relevant to 

the student's varied lives.  

Characteristics of a typical teacher preparation program lack a historical, social-political 

orientation that centers race and intersectional oppression.  This point is fundamental as 

minoritized youth currently comprise the majority in public schools (Riser-Kositsky, 2019)   

Palmer (1988) theorizes “we teach who we are,” conveying the importance of taking a personal 

inventory of biases about different groups of people that adversely impact minoritized students.   

Given the majority of practitioners are Euro-American, preservice institutions must commit 

themselves to develop within their prospective teachers their own cultural competence.  If we 

teach who we are, how does my cultural lens help or hinder the relationship I’m able to make 

with my students.  As the teacher is working on being competent in their own culture, they 

must invest in developing fluency and, through time, competence in their student's diverse 

cultures.  

The data suggest SQWCE practitioners are immersed in deficit thinking (Valencia & 

Black, 2002) that limit minoritized student's academic trajectory. Additional characteristics 

include perpetuating socially acceptable racist practices and policies that disenfranchise 

minoritized students, such as tracking, special education placement, gross underrepresentation 

in gifted and talented programs, etc.. As a consequence, societal stratification is maintained. 

Should a district ever be invested in this work of educational equity, this is the group 

that demonstrates promise in creating a critical mass of not liberatory but competent educators.  

The SQWCE can be supported and re-educated/trained to make the paradigmatic shift 

necessary to better serve their diverse student body. The shift calls for a pivot away from a 

content curricula design classroom (teacher-centered), to a learner curricula design classroom 
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 (students are re-centered), that is culturally responsive to the community they serve.  

Additionally, the SQWCE must resign themselves to this fact; this process is messy with a 

whole large learning curve; however, a process no less.  This paradigmatic shift entails moving 

what we call a pedagogy of comfort to a pedagogy of discomfort.  Learning to live in the 

vulnerable state is temporary nonetheless, but takes time to achieve a level of competence, thus 

comfort. The rewards are tremendous, and quite frankly, some of the most vibrant classes I’ve 

been honored to observe.  

The pedagogy of discomfort requires a commitment to being a better practitioner and 

challenging ubiquitous subtractive discourse that aims to victimize the victims and quiet 

honestly, absolves the practitioner, and the educational system of its’ abysmal failure.  Data 

suggests this category of teachers could present the disposition towards the educational 

transformation of their practice. While in-service teachers in this category did not express their 

intent to act towards the elimination of bias, with continued culturally responsive professional 

development, there is a promise that a shift in pedagogical practice is possible. Hope.  

 
Altruistic Reconciliation (Reflection)  

As discussed in chapter 4, Altruistic Reconciliation (AR) practitioners after having 

participated in the Culturally Responsive Professional Development, were inspired to further 

reflect on the topics explored in the trainings, with specific attention to the meaning of race in 

minoritized students’ experience of schooling, asset-based pedagogies, and being critically 

aware practitioners.  The in-service teachers further recognized they were ill-equipped to work 

with the diverse demographic of public-school students. The responses were seen and 

interpreted as genuine. Still, as a researcher, we are conscious of the social desirability bias 

(Krumpal, 2013), which posits, survey participants may embellish their responses in their 
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 desire to been seen as competent practitioners.  However, my “cultural intuition” (Calderon et 

al., 2012) that draws from my solid understanding of the positivist research methodologies and 

methods the academe legitimizes. Armed with my cultural standpoint as a Xicana researcher 

coupled with my experience as a seasoned practitioner of over twenty-five years, informs my 

entry point, data collection, and its representation. An arguement can be made, this statement 

belongs in this study’s limitation section. I submit this limitation is indeed an attribute. 

Milner (2003) hypothesizes on the importance of preservice teachers needing to reflect 

on race to develop racial competence. Racial competence is defined by Milner (2003) as  

“...teachers’ deep deliberative search to understand their own and other individuals’ 

racial backgrounds, racial heritage, and consequences of race that cause oppression and 

privilege. The pursuit of racial competence involves an amalgamation of racial 

awareness, racial sensitivity, and racial consciousness that may cause them to 

(mis)understand their own and others’ racial existences in education and thus the 

world.” (pg. 207).   

 

A competent teacher training program that aims to interrogate ER will provide teachers, 

preservice and in-service alike, opportunities to reflect on race and racism towards achieving 

racial competence. Advancing racial competence among all teachers is the hope we have in 

achieving educational equity and the possibly exist.  However, does there exist a collective 

will?  

AR are the in-service teachers which the data suggests are in the minority; however, are 

positioned to make the paradigm shift necessary for institutional transformation. This AR 

ideology is in stark contradiction to the educationally indorsed pedagogical approach of 
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 teacher-centered pedagogy and practice. The implication for administrators, districts official 

invested in educational equity, the AR identified teachers are who you build your teaching core 

around.  AR practioners are your educational leaders that can act as ambassadors and models 

what culturally responsive, curriculum relevant, critically aware, learner curricula design 

classrooms look like.   

Pensive Practitioners (Question)  

The Pensive Practitioners’ language expressed various questions they posed that 

centered on the identification of actions they could take towards enacting equitable practices.  

Essentially, the Pensive Practitioner recognized their unconscious participation in perpetuating 

inequity in their classrooms. The nuance in this category is that these in-service teachers 

recognized their implicit bias and they posed questions seeking awareness.  The question 

beckons, are these Pensive Practitioners subconsciously engaging in social desirability bias?  

Perhaps the Pensive Practioners are what we refer to as educational realist, in that reforms are 

like flavors of the month that come and go along with their educational visionaries.  

Educational realists are battle worn educators who become jaded years in education.  Jaded by 

constant reform without the training, and institutional support.  Jaded by their long hours and 

low pay and the de-professionalization of their craft.  Jaded by the many bored and 

disrespected students that resist their monocultural, Euro-centric curriculum and teacher 

centered classroom, that rendered them impotent pedagogues.  

Howard (2003) asserts that “reflection is a prelude to creating culturally relevant 

practices” (pg.195). Specifically, Howard (2003) identifies the type of critical reflection that is 

important for implementing culturally relevant practices, and he states that the reflection must 

be centered on a moral, political, ethical, and on issues of equity, access, and social justice.  
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 The caveat is that this type of critical reflection is a process, and one that requires the right 

approach within teacher licensure programs.  Pensive Practitioners are malleable and can be 

retrained.  This is not to suggest they are a monolith, but a pattern exists.  That said, PP are a 

group that can be pressure to do the right thing and meet the needs of the students and families 

they serve.  

Dysconscious Racists 

This research code emerged from the data that is best captured in what King (2015) 

coined Dysconscious Racist (DR).  King explains it as “an uncritical habit of mind (including 

perception, attitudes, assumptions, and beliefs) that justifies inequity and exploitation by the 

existing order of things as given” (p. 135).  DR tacitly accept their station in life, and it is this 

blind-spot that perpetuate and maintain the United States racial-caste system. Within this 

research code is subsets code that nuanced the complexity in this group of in-service teachers 

as well as in human experience. 

Colorblind Liberals (Resistance)  

Resistance was expressed by in-service teachers regarding the CRPD trainings that 

focused on asset-based pedagogical approaches that value minoritized students’ diversity.  The 

emergent theme was a colorblind lens (CL).  The colorblind liberal language expressed their 

refusal to recognize the diversity of their students. They generally preferred to see their 

students as “all from one race; the human race,” thus disregarding their students’ diversity of 

experiences and academic needs. A color-blind manner of thinking about minoritized students 

seemed inclusive for in-service teachers in this category. Accordingly, Horsford (2011) states 

that “educational reform and equality are further complicated given the 21st-century discourse 

on colorblindness, racial transcendence, diversity, and inclusion.” (p. 46). The data collected 
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 from this study confirm Horsford’s research.  The CL practioners tend to operate from a 

growth mindset, thus can be molded to become cultural warriors in educational equity.  

However, some respondents masked their racist bias with the colorblind, we-are-all-the-same 

discourse.  Their prejudice was made clear.  I elected to keep those respondents in this research 

subset code to underscore how sophisticated bigotry is.  This subset of pseudo-CL tends to be 

politically savvy, thus can present themselves, their practices, and their education philosophy 

with socially acceptable language pose a problem to the equity project.  That said, the pseudo-

CL practioner can be given an ultimatum to reform and this may persuade them to do the right 

thing or may seek employment elsewhere.  Good riddance!  

Equity Saboteurs 

People of Color Apologetic Syndrome and White Replacement Anxiety (Resistance)  

Educational equity saboteurs denote individuals who feel and understand that 

educational reform is nothing more than liberals pandering minority groups.  These saboteurs 

are entrenched in their teacher-centered, content curricula design classroom and refuse outright 

any, best practice, research-supported pedagogy, and practice advanced by this liberal agenda.    

In capturing the emergent themes, this research code proves very interesting as the 

pattern began to unfold. This continuum is broad in range and in capturing a divergent and 

diverse group of people.  Given the districts teaching core 65% White, 26% Hispanic, 4% 

Black/African American, 3% Asian American, and 2% American Indian, this research code 

was a revelation. The Equity Saboteurs range from People of Color to the Trump-Supporting-

Fox-News-Viewing TSFNV practitioners.  I will begin my analysis with practitioners of color 

and follow up with the TSFNV practitioners.   
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 The equity saboteurs are people of color apologetic syndrome POCAS practioners who 

lack a sophisticated or even rudimentary understanding of American politics.  Perhaps 

(POCAS) originate from over homogenized, speak-English-only households that assimilate to 

the point of cultural genocide.  What is known are their actions as cultural provocateurs of 

white supremacy.  Consequently, POCAS acquiesces to the conservative common-sense 

politics. POCAS falls victim to oversimplified explanations of nuanced, complicated issues 

they adopt and will defend.  For example, building a wall on the Southern United States border 

makes sense.  Never mind, most undocumented people enter the United States legally.  With 

their passport in hand, they come to visit family or friends and decide not to leave.  These 

“overstayers” make their legal, permitted visitation to the United States indefinite.  Thus, 

building a wall is futile.   

POCAS equity saboteurs enable Euro-Americans who want to “make America great 

again” and turn time back to simpler times where people knew their place. And I emphasize 

knowing one’s place for POC was a matter of life and death.  (POCAS) will defend racist by 

speaking on their behalf or vouch for them. Additionally (POCAS) understand diversity 

training as “reverse racism”.  

White Replacement Anxiety (WRA) are White people who boldly challenge culturally 

responsive professional development training as “politically correct” propaganda.  

Accordingly, the WRA are political social conservatives that ascribe to the current racist 

political occupant of the White House’s and his White nationalist politics.  WRA tend to be 

fearful of being replaced by the ongoing demographic shift and are politically manipulated as a 

result. 

Practical Complacent Practitioners (Resources)  
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 In this dissertation the data in this category exemplify practitioners who passive-

aggressively resists the CRPD trainings with the intent to undermine or subvert.  The Practical 

Complacent Practitioners (PCP) expressed interest in the training they could immediately 

implement in the classroom, although they were reluctant to take a reflective stance, giving pause 

in their responses as insincere.  By refusing to scrutinize their own practice, the PCP dismiss 

CRPD’s training and comply with the training given their mandatory status, then absorb the 

reform in a superficial manner never while maintaining their teacher centered pedagogy and 

practice.  

Unlike the other equity saboteur’s, the PCP, are a little more sophisticated in subverting 

this process.  PCP are more discrete with their agenda, thus conceal their intent by 

oversimplifying a complex process by asking for resources to supplement their pedagogy and 

practice.  PCP, because they are more politically savvy not to openly state disapproval, may be 

forced to and would change their pedagogy and practice, if given an ultimatum.  Because PCP 

are practical in approach, once they see the institutional commitment by the district, and site 

administration, may comply and work to shift their pedagogical approach and practice.  

The implications are dark and leave one with a sense of nihilistic withdrawal, as one 

considers the work at hand, and the resistance of this equity saboteur.   However, equity 

saboteurs are a minority marginalized within public education.  These folks can be ignored for 

the time being and continue with winning over the “fence-sitters” who make their majority of 

the teaching core, win their heart, and the equity project continues.  Eventually if equity 

saboteurs do not jump on board, they should strongly be encouraged to retire or find another 

line of work.  This may sound ruthless; however, the damage and violence their pedagogy and 

practice mete out is too far a price to pay, they must be encouraged comply or find new 
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 employment elsewhere.  America’s wanton neglect and the “criminal conspiracy” (Baldwin, 

1963) to sabotage the cognitive, emotional, psychological development of students of color, 

while with the same breath, proceed to accuse these under-resourced communities and their 

children of their plight, must end.   

Implications for Theory and Research 

  The literature review for this study provided descriptions of asset-based pedagogical 

approaches including culturally responsive pedagogies (Arellano, Cintrón, Flores, & Berta-

Avila, 2016; Gay, 2002; Hammond, 2015) for attending to educational equity in general, and 

effective pedagogies for teaching minoritized students specifically. The Dee & Penner (2017) 

study and the Cabrera, Milem, Jaquette, & Marx (2014) study remind us of the positive 

educational outcomes for minoritized students and how the achievement gap is abated when 

asset-based approaches are implemented. In the literature review Culturally Humanizing 

Pedagogy is defined as an example of an asset-based pedagogical approach that TUSD is 

advancing.  Respectively Culturally Humanizing Pedagogy is identified as the theoretical 

framework to interrogate educational racism. Given this, one implication for theory and research 

is that a continued effort to theorize how educational institutions exist as places of savage 

inequity (Kozol, 1991) reproduction is at hand. Horsford (2011) describes this type of 

scholarship as “counternarratives” in educational research that continue to expose the negative 

outcomes for minoritized students in an effort to eradicate those negative outcomes. By the same 

token a continued effort to theorize asset-based pedagogical approaches as effective for 

minoritized student achievement is of central importance. 
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 Preservice Teacher Preparation Programs 

The data from this study illustrated what the academic community has extensively 

explored and that is the dismal outcomes for minoritized students, of dominate preservice teacher 

training programs that center White middle-class values (Fernández, 2011; Gay, 2005; López, 

2018; Nieto, 2000). As such the data from this research, identified educational racism as the 

process in place that continues to produce inequity through teacher training programs that ill 

prepare preservice teachers to adequately teach minoritized students (Howard, 2003; Milner, 

2003). Accordingly, this research theorized how in-service teachers responded to CRPD and 

highlighted how these teachers experienced and understood CRPD. However, what this research 

accentuates is the importance of preservice teacher programs that center racial literacy and 

critical awareness development. The possibility is the production of in-service teachers, servicing 

minoritized students, committed to asset-based pedagogical approaches. Finally, this study 

underscores the importance of more research on effective CRPD that advance racial literacy 

(Horsford, 2011) development through critical awareness development (López, 2017; 

Valenzuela, 2016). 

Culturally Responsive Leadership 

Accordingly, this research stands to contribute to the existing knowledgebase in culturally 

responsive leadership (Douglas Horsford, 2014; Horsford, 2011). Culturally responsive 

educational leaders tending to the ill preparedness of their teachers to teach a majority minoritized 

student demographic can structure their approach to CRPD based on these findings. Indeed, 

educational leaders in public school settings should expect to provide teachers CRPD training to 

provide equitable opportunities to their students. Similarly, this research substantiates Whitaker & 

Valtierra’s (2010) scholarship that addresses how to ensure that “teachers have beliefs that support 
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 equitable pedagogy and positive student outcomes across all demographic groups” (pg. 10). 

Contribution to the growing counter-narrative in educational research and policy reform in the 

post-civil rights era (Horsford, 2011). Finally, there are implications for Educational Leadership, 

that is culturally responsive, both in school administration training programs and current leaders 

in the field. How are our educational leaders advancing educational equity in public schools where 

the majority is made up of a minoritized student demographic. Educational leaders must train and 

support in-service teachers to meet the needs of minoritized students.  

Implications for Practice  

Horsford (2011) postulates that the challenges that plague minoritized students in schools 

“remain not by accident, but because they are embedded in the institutional structures, systems, 

policies, and practices that govern and perpetuate inequality in our schools and society.” (pg. 46).  

Ladson-Billings (2006) describes this inequity as an “education debt” owed to minoritized 

students. Despite accumulating evidence that critically aware teachers (López, 2017; Valenzuela, 

2016) can address this debt, few teachers receive the necessary training to improve their critical 

awareness. On the contrary, as previously stated, most teacher preparation programs maintain the 

status quo through the curriculum that advances White middle-class values.  While many 

scholars (Darder, 1991; Gay, 2002; Hammond, 2015; Howard, 2003;Milner, 2003; Ladson-

Billings, 1995; Ladson-Billings, 2002; López, 2017; Valenzuela, 2016; Villegas & Lucas, 2002) 

continue to argue the importance of preservice training for teachers that develop their critical 

awareness, it is just as important to ensure in-service teachers receive the kind of professional 

development that provides them with the essential knowledge and skills to abate the achievement 

gap while tending to the needs of minoritized students. The present study provides evidence that 

even a limited set of time (an artifact of the numerous other professional development topics that 
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 teachers had to engage in) can improve teachers’ critical awareness and understanding about bias 

and deficit-thinking, as long as it is coupled with reflective practice. The results of this study can 

inform the type of professional development that develops teacher critical awareness that 

mitigates bias to maximize minoritized student achievement. Coupled with critical awareness 

development the Culturally Humanizing Pedagogy advanced is a promising approach towards 

transformation and educational equity. Sleeter (2011) confirms the importance of adequate 

professional development towards the effective implementation of culturally responsive 

pedagogy that is transformative. Making this shift is a process, and effective CRPD takes time. 

Additionally, the most effective application of CRPD included training year-round as well as 

continued coaching and support for teachers. The institutional will to see this approach through 

requires adequate time and trained culturally responsive instructional leaders/administrators. 

Finally, in this process the data analysis has revealed the district’s pulse regarding its culture and 

climate and the degree of readiness of implementation of culturally responsive pedagogy and 

practices towards educational equity through the analysis of teacher experience and 

understanding.  

Limitations and Recommendation for Future Research 

More quantitative approaches to this type of research are needed.  In fact, more 

credibility could be given to this study if coupled with quantitative aspects of the research. As an 

example, Nvivo could have been used to run a word query to determine the words that were used 

most often. This would have added to the findings and could have identified the category of 

teachers that dominated in this data collection. Additionally, identifying the words that were 

most often used could have provided additional insight to teacher experience and understanding 

of the CRPD trainings.  
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 Another quantitative approach that was attempted and that would have added credibility 

to this study was to measure teacher growth in critical awareness. The attempt was facilitated by 

administering a pre and post survey regarding the topics that were presented in the CRPD. While 

there was a decent sample of teacher pre surveys completed the number of post surveys 

completed was significantly lower than the pre surveys. There weren’t enough completed post 

surveys to have a decent amount of pre and post data for the purposes of comparison to establish 

growth. The pre and post surveys were sent out by the site administrators in hopes that teachers 

would feel compelled to complete the surveys. The post survey was sent out closer to the end of 

the school year and administrators and teachers did not follow through.  Measuring teacher 

critical awareness could have provided information regarding the effectiveness of the approach 

to CRPD. This is an area for future research in that the quantitative approach to culturally 

responsive professional development is lacking.   

Conclusions 

 With the demographic shift (Howards, 2003; Valenzuela, 2016) in full swing in 

the US educators are faced with the student demographic in public schools that is comprised of 

majority minoritized students. This reality has forced educational leaders to reflect on alternative 

approaches to adequately educate and meet the needs of their minoritized student demographic. 

While some educational leaders are genuinely concerned about meeting the diverse needs of 

their minoritized student demographic other educational leaders are struggling to meet the 

demands of decades long court ordered mandates. As is the case in TUSD wherein institutional 

will is dictated by court decrees. Sleeter (personal communication, May 8, 2017) points out that 

research supports professional development that is sustained and on-going such is the case with 

the culturally responsive professional development three-year plan in TUSD’s effort to move 
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 towards compliance with courts. Moreover, the language in the USP is clear on the 

implementation of a culturally responsive professional development plan, as the continued 

objective remains to eliminate all vestiges of discrimination to bring about educational equity in 

TUSD.  

 The results of this study provided key findings in how teachers, in a large urban public-

school district, experience and understand culturally responsive professional development. 

Specifically, the findings suggested six themes related to teacher experience and understanding 

of the CRPD. The findings further show the dismal outcomes of the typical teacher preparation 

programs on minoritized student achievement.  

As educators and administrators continue to seek out the best professional development 

opportunities to impact the academic achievement of historically marginalized students the 

literature on culturally responsive teaching and pedagogy (Darder, 1991; Gay, 2002; Hammond, 

2015; Howard, 2003;Milner, 2003; Ladson-Billings, 1995; Ladson-Billings, 2002; López, 2017; 

Valenzuela, 2016; Villegas & Lucas, 2002) provides avenues from which to draw on. This 

present undertaking in TUSD concerning the implementation of culturally responsive 

professional development will hopefully produce results that can further inform the literature on 

the type of training that is needed to propel teachers into harboring beliefs that inform their 

practice to positively impact student achievement.    
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 APPENDICES 
 
Appendix A. SPARKS Framework for Culturally Responsive Teaching in TUSD 
 

 
 

Culturally responsive teaching is an asset-based educational approach that validates and affirm
s 

students’ social, em
otional, cultural, linguistic, and intellectual assets. The integration of students’ 

assets into curriculum
 resources and instructional practices prom

otes academ
ic excellence.

Student-centered: 
Teachers provide 
opportunities for 
students to engage in 
learning about issues 
relevant to students’ 
lives through project-
based and structured 
inquiry learning. Student 
dialogue is cultivated 
and recognized as 
essential to the learning 
process that enables 
students’ construction 
of know

ledge. Fostering 
student voice, opinions, 
and ideas w

ill enrich the 
learning environm

ent 
and ensure the shift 
to a student-centered 
classroom

.

Positive learning 
com

m
unities: 

Teachers create positive 
learning com

m
unities by 

fostering safe spaces 
free of gender, racial, and 
other m

icroaggressions. 
A students’ sense of 
belonging is nurtured 
through respectful and 
reciprocal relationships 
vital to facilitate student 
intellectual risk 
taking thus prom

oting 
confidence and 
academ

ic excellence. 
Teachers display 
artw

ork, posters, signs 
and labels that reflect 
and affirm

 the cultures 
representative of their 
students, to create a 
w

elcom
ing com

m
unity.

Academ
ic and ethnic 

identity developm
ent 

through cultural content 
integration: 
The integration of 
cultural content into 
curriculum

 and resources 
nurtures students’ 
academ

ic and cultural 
identity developm

ent. 
Academ

ic identity is 
further developed w

hen 
students are provided 
opportunities to share 
their expertise on a topic. 
Teachers recognize 
the im

portance of 
cultural and linguistic 
know

ledge integration to 
access student schem

a. 
Additionally, teachers 
assert students’ prior 
know

ledge to scaffold 
learning. 

Rigor through critical 
thinking integration: 
Teachers hold high 
academ

ic and 
behavioral expectations 
of all students. Students 
are challenged to think 
deeply, creatively, 
critically, and 
divergently. W

ell-
cultivated critical 
thinkers raise vital 
questions and issues 
w

ith clarity and precision; 
gather and assess 
relevant inform

ation; 
com

e to w
ell-reasoned 

conclusions and 
solutions; consider 
alternative points 
of view

, assess 
their assum

ptions, 
im

plications, and 
practical consequences; 
collaborate w

ith others  
to search for solutions.

Know
ledge co-creation: 

Students and teachers 
interact as co-creators 
of know

ledge, learning 
w

ith each other through 
m

ultim
edia resources 

that build on students’ 
prior know

ledge and 
experiences. Teachers 
regularly com

m
unicate 

w
ith students’ parents  

to establish a 
relationship that 
facilitates connections 
betw

een hom
e 

experiences and 
academ

ic know
ledge.  

By inviting parents  
and com

m
unity m

em
bers 

to serve as storytellers, 
guest lecturers, and 
fam

ily historians, 
teachers can tap into a 
fam

ily’s “Funds  
of Know

ledge” and  
take inventory of 
students’ assets. 

Social justice/Civic 
engagem

ent:  
Teachers advance 
opportunities to exam

ine 
real life issues related to 
students’ lives. Using a 
social justice fram

ew
ork 

teachers guide students 
in the process of 
becom

ing productive 
and contributing citizens 
by engaging in inquiry 
learning tow

ards the 
developm

ent of a critical 
consciousness. Through 
civic engagem

ent, 
students develop agency 
and engage in civic 
action based on the 
m

eaningful application of 
the follow

ing skill set they 
have developed; historical 
analysis, structural 
analysis, socio-political 
analysis, and the social 
skills. Civic engagem

ent 
provides purposeful and 
m

eaningful opportunities 
for authentic and 
m

eaningful learning.  

SPARKS culturally responsive teaching practices foster reflective, inclusive, relevant, and engaging learning experiences  
for all students. Incorporation of these practices sets the conditions in the classroom

 for strong Tier I instruction and  
the effective im

plem
entation of TUSD’s m

ulticultural curriculum
, sure to ignite authentic learning.

S
P

A
R

K
S
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S
P
A
R
K
S

Exam
ples of classroom

 practices and strategies to incorporate SPARKS.

If you have questions or w
ould like additional 

inform
ation or assistance, please call us at

225-2500
or em

ail Lorenzo Lopez, Jr. at
Lorenzo.Lopez2@

tusd1.org
R

K
S

Rigor through Critical 
Thinking Integration

Cognitive rigor occurs w
hen students are encouraged and 

challenged to think deeply in engaging topics. M
oreover 

students are encouraged to express the extent and 
depth of their learning in a m

anner unique to them
. Rigor 

includes m
etacognition, thinking and know

ledge as w
ell as 

the application and transferring of the know
ledge. 

• 
Allow

 for productive risk and failure by norm
alizing 

the struggle in learning
• 

Establish that struggle and challenge are im
portant in 

the learning process
• 

Incorporate  students’ responses, ideas, languages, 
and experiences into the feedback 

• 
Validate students’ contributions by prom

pting 
students w

ith both affective and cognitive feedback 
• 

Ensure clarification and expounding of students’ 
statem

ents during instruction
• 

Schedule opportunities for individualized teacher-
student conferences to ensure opportunities to 
receive individualized teacher feedback

• 
Incorporate different types of questions such as open-
ended questions and analytic questions

• 
Providing appropriate w

ait tim
e and taking turns

• 
Scaffolding m

ay include reference to English language 
learners’ prim

ary languages or cultural know
ledge 

• 
Provide scaffolding that links academ

ically 
challenging curriculum

 to students’ cultural resources 
• 

Conduct analyses of textbooks,  
m

ass m
edia, internet, literary sources 

and personal narratives
• 

Investigate how
 different know

ledge  
sources affect teaching and learning

Know
ledge

Co-Creation

Teacher and student synergistic learning em
bodies the co-

construction of know
ledge. Students enter classroom

s w
ith 

a w
ealth of know

ledge from
 fam

ily and com
m

unity sources 
that teachers can incorporate into the curriculum

.
• 

Speak of students diverse perspectives as assets
• 

In class, explain the value of collaboration for learning
• 

Learning is a social endeavor provide opportunities to 
engage in know

ledge building dialogue  
• 

M
eet w

ith parents and dialogue about their goals and 
aspirations for their child

• 
Seek alternative strategies to encourage parent 
involvem

ent 
• 

Provide opportunities for cooperative cross-cultural 
learning, cross-age peer teaching, role m

odeling, and 
interpersonal interaction

• 
Engage students in collaborative  
know

ledge creating opportunities  
such as Chalk-talk, Graffiti Boards 
and brainstorm

ing sessions

Social Justice/ 
Civic Engagem

ent

Teachers w
ho im

plem
ent social justice education do 

so from
 a historical and contem

porary perspective, by 
highlighting people w

ho have w
orked and continue to 

w
ork for a m

ore just w
orld. Social justice education 

is a fram
ew

ork for students to use to exam
ine various 

issues in relation to them
selves, institutions, society 

and others. Additionally social justice education fosters 
the developm

ent of strong civic and com
m

unity 
engagem

ent.
• 

Social justice education is centered on critically 
engaging w

ith issues that affect students, thus real 
w

orld issues
• 

Provide resources that highlight diverse voices in 
seeking societal change

• 
Incorporate com

m
unity engagem

ent to apply skills 
students learn in real w

orld situations
• 

Engage in Youth Participatory Action  
Research projects such as YPAR  
and Capstone Projects

• 
Engage students in active learning  
through Service-learning and  
Com

m
unity Engagem

ent
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Appendix B. Culturally Responsive Professional Development Three Year Plan 
 

Tucson Unified School District 
Multi‐Year Plan for Professional Learning 

Culturally Responsive Practices4 
 
In collaboration with experts in culturally responsive pedagogy, TUSD and the department of 
Culturally Responsive Pedagogy & Instruction (CRPI) has developed a comprehensive 
Professional Development plan for the implementation of culturally responsive practices district 
wide. This comprehensive plan consists of a three‐tiered training series for administrators, 
certificated staff (including instructional support and paraprofessionals) and classified staff. This 
training is to be implemented in three phases. Each phase contains several sessions or modules. 
 
A. Implementation 
 
Plan implementation will include three cohorts and three phases of training. See Attachment A, 
Training Schedules and Focus Areas. Identified cohorts for training include: 

• Trainer Cohort(s)  
• Administrators: Site and central administration  
• Teachers: Certificated staff and instructional support (including teacher aides) 
• Paraprofessionals: Operations and site support 

 
For each phase of the training, the district will identify and recruit staff that is knowledgeable 
and experienced in the implementation of culturally responsive practices and culturally relevant 
curriculum. This group will form the CRP Trainer Cohort for each respective phase and cohort. 
While the first phase is theory based and can be provided by a general CRP Trainer, the others 
are much more job‐specific. In an effort to provide authentic and practical training on culturally 
responsive best practices, different CRP Trainer cohorts will be developed, depending on the 
classification and job duties of each cohort. 
 
Beginning in the fall of 2017, participants will receive professional development in 
implementing research‐based culturally responsive practices to positively impact student 
achievement. In collaboration with Instructional Technology, CRPI will develop professional 
development training modules and courses through True North Logic and the professional 
learning portal. Implementation of CRP Phase II professional development will begin fall 2018. 
In this Professional Practices phase, training will be provided during designated professional 
development time (i.e., ILAs and MTSS professional development time). 
 

 
4 This “plan” operates as a “living document” that will be updated periodically. The Culturally Responsive 
Pedagogy and Instruction (CRPI) department will create the initial draft; central administration and other 
departments will meet to help further develop plan components and implementation detail including, but not limited 
to, critical points of alignment where cross‐departmental collaboration might be most effectively utilized.  
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 Each of the training phases will be provided to the three cohorts in varying intervals. See 
schedule below. 
 

1. Phase I: ‐ Foundations 
 
Participants gain an understanding of foundational concepts related to CRP and how the practice 
and presence of some of these concepts contribute to the “achievement gap” while others seek to 
eliminate achievement disparities. Each module will begin at an introductory level, incrementally 
developing in complexity. The modules will emphasize a transition from cultural deficit theories 
to asset‐based theories and practices. 
 

Areas of focus: 
 
Biases 
 
This 2‐part sequence will develop participants’ understanding of (1) biases (including an 
examination of participants’ own biases); (2) the various sources that inform biases; and (3) how 
socially transmitted messages influence our beliefs and behaviors. Building on prior professional 
development, this sequence will provide a deeper exploration of microaggressions, stereotype 
threat, bias identification and correction, and the social contexts that can mitigate social biases. 
 
Student Attachment, Belonging, and Resistance 
 
In this 2‐part sequence, participants will develop an understanding of (1) how students develop 
attachment and a sense of belonging across the developmental trajectory spanning early 
childhood to late adolescence; (2) the various ways contexts can provide students with socially 
transmitted messages that hinder attachment and belonging; and (3) the explicit dimensions of 
students’ resistance, both detrimental and productive. By understanding the developmental 
trajectory of attachment and belonging, as well as the ways students express their feelings of 
attachment and belonging, participants will have the requisite background to engage in behaviors 
that promote attachment and belonging, as well as productive resistance, as well as with 
knowledge that can assist in evaluating the sources of students’ resistance. 
 
Identity formation  
 
Building on the knowledge acquired in the prior module, this 2‐part sequence will foster 
participants’ understanding of (1) how identities develop across the K‐12 context; (2) the specific 
the influence of cultural and social identities, as well as historical‐social identities, on the 
development of academic identity; and (3) the research base on how identities can promote or 
hinder academic motivation and achievement. By understanding how identities are central to 
academic achievement, this sequence will provide participants with the necessary background to 
understand the importance and rationale for behaviors that promote identities consistent with 
achievement. 
 
Cultural Wealth and Cultural Asset Approaches 
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 In this 2‐part sequence (which may extend into subsequent sessions), participants will acquire 
fundamental knowledge regarding (1) the role of economics and politics on power and 
stratification which promote cultural deficit beliefs; (2) the differences and advantages of various 
asset‐based approaches. Asset‐based approaches explored include those related to language, 
family, curriculum, and pedagogy. By understanding the role of cultural asset approaches in 
altering the trajectory of historically marginalized students, participants will have the requisite 
background to engage in behaviors that reduce the transmission of biases, promote students’ 
identity and sense of belonging, and promote achievement. 
 

2. Phase II: ‐ Professional Practices PD 
 
Culturally responsive practices require strategies that are specific to the duties of each position. 
Culturally appropriate and responsive approaches should drive site expectations of how school 
staff should interact with students, parents and community members. To this end, the district has 
developed representative committees of each of the three identified cohorts. These committees 
will work with CRPI and the designated expert to identify indicators of culturally responsive 
practices in their respective areas. From this feedback, job specific professional development 
sessions will be created. These sessions provide training in culturally responsive, research‐based, 
and proven practices in education. 
 

Teachers will receive training on incorporating a cultural asset approaches in their 
specific grade levels. 

 
Areas of Focus 

 
Academic Interventions & Instruction‐ MTSS (Tier I & Tier II), PBIS:  
Strong MTSS Tier 1 instruction, provided by the classroom teacher, is the key to student 
academic success. Teachers must know their students to respond to their social, emotional and 
academic needs. Students will thrive in a positive and loving environment where the teacher has 
high expectations, the curriculum is rigorous and the classroom management system in 
implemented with fidelity. Positive Behavior Intervention & Support (PBIS) System is the 
foundation for the Culture and Climate of the School 
 
Restorative Practices:  
System of reflection and problem‐solving for minor infractions (Levels1&2) by a student. The 
focus of this training is to provide educators the tools to revise policy and practices for dealing 
with inappropriate student behavior. The explicit goal is to disrupt the punitive approach that 
directly contributes to the school to prison pipeline disproportionately effecting male students of 
color. 
 
Critical Thinking Skills:  
Strategies devoted to the development of cognitive skills that allow for the systemic analysis and 
critique of power, through policy, government and practice. 
 
Cultural and Linguistic Asset based Strategies focused on Student Engagement: 



                                                                                                                                                                         
128 

 Teachers will be trained in the development of curriculum and activities that draw on cultural 
wealth and interests of students they serve. For instance, the use of the counter narrative through 
journals, essays and poetry is an effective method of including student voice that often 
challenges misconceptions of their lived experience. 
 
 
Civic Engagement, Capstone Projects & Critical Praxis:  
The application of the “scientific method” or the cycle of praxis to the social realities of students 
and their communities in an effort to effect positive social change. 
 
TUSD 6 Tenets of Culturally Responsive Education:  
(See narrative attached) Key tenets of Culturally Responsive Education as referenced by TUSD, 
provide the theoretical framework upon which educators can effectively build upon. 
 
Classified (School safety monitors, Food Service, Office Personnel)  
staff will undergo training on interactions with students, community members and parents on 
campus.  

• Culture and Climate‐ Site‐based student, parent and community interactions  
• Community and Site Resources: Classified staff is often the first to have contact with 

students. This interaction can create or contribute to a positive or negative disposition for 
students. This disposition can have significant impact on the learning process. The initial 
contact also presents an opportunity to identify issues with the student. A specific training 
for identification of warning flags to look for and community or site resources that are 
better equipped to handle aforementioned issues. 

 
Administrators will explore ways of incorporating culturally responsive practices to all aspects 
of school business, including; 
 

• Community Engagement‐ Community schools, health and public services, 
communications  

• Culture and Climate‐ inclusive and multicultural  
• Restorative Practices‐ Student‐ and community‐centered discipline models 

 
Participants will receive training in implementing research‐based proven culturally responsive 
practices to positively impact student achievement. 
 

3. Phase III: Observation and Evaluation PD 
 
Participants will be trained in the use of the District’s existing observation/evaluation tools in 
evaluation and coaching of culturally responsive practices. Modifications to the district 
evaluative tools will be conducted to purposefully include CRP, as needed. Administrators will 
be trained in the calibration of the tool to assess staff and faculty performance. The evaluation 
cycle will be adjusted to allow for a soft evaluation including the criteria outlined in the 
comprehensive CRP plan. Full implementation of this evaluation is to begin at the start of the 
subsequent academic year. 
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 B. Monitoring 
 
The district will utilize existing school quality protocols to monitor progress in the area of 
culturally responsive practices. These existing practices include central walkthroughs, 
unannounced site walkthroughs, intermittent school community feedback surveys, etc. 
Additionally, the district will form a CRP Monitoring Committee. This committee will conduct 
periodic observations of sample sites at the various levels. These sample sites will be chosen at 
random and should provide insight into the systemic implementation of CRP throughout the 
district. Information generated from these monitoring mechanisms will be provided in the form 
of a report to the administration at the site. This information should be used to make necessary 
modifications where needed. The data collected through these monitoring processes will be 
presented to administrators in the form of an update report. 
 
CRPI, in conjunction with expert consultants, will collaborate with district’s assessment 
department to identify formative and summative methods of assessment of progress in the area of 
student and community responsiveness. Possible methods of assessment include; student 
surveys, evaluative rubrics, analysis of quantifiable measures such as attendance, GPA, 
graduation, etc. Evaluation should measure instructional practice effectiveness as well as 
community satisfaction in the areas of academics, student safety, & school climate. These 
measures will be used as additional evidence in determining principal effectiveness. 
 
C. Student surveys 
 
Student surveys are utilized as part of the teacher evaluation process. The district will collaborate 
with the designated consultant to review and revise the current evaluation tools for each of the 
cohort groups. The district will identify indicators (through a student taskforce) or qualities of 
teacher effectiveness to include in the overall formula of teacher evaluation. This data will be 
utilized in the development of Phase II and III of this plan. This taskforce will be initiated in the 
spring of 2017 and will be reconstituted through the duration of this plan. 
 
D. CRP Trainer Cohort 
 
Through the department of CRPI, and in collaboration with the expert(s) in CRP, the district will 
train a core group of staff to conduct regularly scheduled professional development training at 
sites throughout the district. These district trainers may consist of site and district staff including 
CRPI staff, teacher coaches, CSP, MTSS, etc. 
 
E. Multi‐Tiered Intervention and Support 
 
Prior to full implementation of CRP, the district will develop an intervention plan for employees 
needing additional support in implementing CRP. Borrowing the MTSS model, Tier I Culturally 
Responsive (CR) training consists of the content in the CRP. Staff members who have been 
identified (through monitoring or evaluation) as needing additional support will have Tier II 
and/or Tier III intervention options available. Novice teachers inexperienced in CRP will also 
have this opportunity for further training. 
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 F. Peer Observations: 
 
Through this experiential training method, identified teachers have the opportunity to visit 
cooperating teachers across a range of mastery in the area of culturally responsive pedagogy. 
These visits are conducted in tandem with a mentor teacher. After the visit, the observer engages 
in critical dialog with the CRP mentor teacher. After the guided observation, critical reflection, 
and dialog, the observing team engages in discussion with the host teacher. This conversation is 
intended to extract important contextual information that may provide insight into the 
implementation of the CR pedagogy. 
 
While full implementation of this comprehensive plan takes two years, implementation of the 
peer observation component in the 2017‐18 SY is expected to increase teacher effectiveness and 
exponentially increase student achievement throughout the district. 
 
G. CRP Training Modules  
 
Based on the CRP training, video training modules will be created. These modules will be 
available for district professional development through the district’s online learning portal. 
 
H. Additional Supports  
 
The district will implement additional support for employees as needed. 
 
I. Implementation Format & Differentiation  
 
Administration: Site and central administration will be the first to begin the training and will 
receive more training than other staff. Admin training will be more intense due to the need to 
effectively coach, support and evaluate site staff. District administrators should be well versed in 
all training materials provided to site personnel. Administrator specific modules will be 
provided. 
 
Certificated Staff: Teachers and instructional support will receive the same training modules. 
Administrators will receive this training 2 months (minimum) before it is rolled out to teachers. 
This grace period allows administrators time to modify site practices to facilitate the transition to 
culturally responsive practices. 
 
Classified: Classified personnel will receive training through a combination of in‐person training 
and mandated video module(s) through the learning portal. These modules will focus on job‐
specific interactions with students and parents at the site. 
 
J. Assessment of the Effectiveness of Professional Learning: 
 
To determine the effectiveness of this process, the District will use a mixed methods approach in 
assessment. In the short-term, assessment of the training provided is determined by the use of 
qualitative methods such as (pre/post, exit, & satisfaction) surveys, measuring the perceived 
usefulness of the content shared. This data can be substantiated by observable behaviors of 
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 practitioners in the field. Further triangulation can be established by student responses to surveys 
or interviews conducted with focus groups or random site audits. 
 
Collection of this data utilizes the existing structures to maximize efficiency. Pre and post 
surveys measure growth in understanding over a period of time. Exit surveys measure the 
effectiveness of the specific presentation or presenter on the topic. Walk-through observations 
provide evidence of the levels of implementation of the materials presented in the CRE. The 
CRE walk-through instrument is an amalgamation of various tools previously used throughout 
the district to measure a variety of elements, including teacher use of culturally responsive 
practices. The primary sources most evident in the walk-through instrument are TUSD’s Revised 
Danielson Framework and the District’s culturally responsive practices framework for teaching 
referred to as SPARKS. 
 
In alignment with the districts requirements for grants and federal programs, regular walkthrough 
observations are conducted. This data provide necessary feedback to sites as well as capturing an 
overall assessment of district CRE initiatives. Teams including members of C&I, Grants and 
Federal Programs, Student Services, and CRPI are deployed to audit sites by conducting walk-
through observations. Prior to the observation, teams undergo a norming and orientation process. 
Upon completion of the observation, teams debrief, scores are negotiated and an average is 
determined for each of the categories in the tool. This data is then used to inform future 
modifications or developments.  
 

Tucson Unified School District 
Culturally Relevant Pedagogy and Instruction Department 

Framework for Student Academic Achievement 
 
Given the persistence of the “achievement gap” (Gay, 2013; Landson-Billings,2006; Valenzuela, 
2016;) between African American students, Mexican American students and their counter, 
European American students, at the national and local level, it is incumbent upon Tucson Unified 
School District’s Culturally Relevant Pedagogy and Instruction Department (CRPI) to seek 
research based pedagogical strategies that have proven to disrupt typical education programs that 
perpetuate the achievement gap (Darder,1998) to bring about educational equity. Educational 
scholars such as Antonia Darder (1991), Geneva Gay (2013), Gloria Landson-Billings(2006), 
Christine Sleeter (2014), Angela Valenzuela (2016) and many others have comprehensively 
written about a culturally relevant (Gay, 2002) and culturally responsive (Arellano et al, 2016; 
Gay 2002; Hammond, 2015; Landon-Billings, 1995; Sleeter, 2016; Valenzuela, 2016) pedagogy 
and instruction as key in closing the persistent achievement gap. Cabrera et al. (2014) highlights 
the unprecedented academic success of an academic approach by the Mexican American Studies 
(MAS) program in Tucson Unified School District, centered on culturally responsive and 
relevant teaching that effectively closed the achievement gap, whereby African American and 
Mexican American students taking MAS courses outperformed all other groups academically. 
 
In alignment to what the research highlights, the CRPI department has operationalized a 
pedagogical framework that specifically addresses the educational needs of our African 
American and Mexican American students and has produced academic achievement for all 
students. 
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A critical assumption that underlies this pedagogical framework for student academic 
achievement is that educators must undergo a paradigm shift (Arellano et al, 2016, Gonzalez et 
al, 1995; Hammond, 2015) from a deficit based paradigm (Valencia, 1997) which views students 
as responsible for their underachievement (Landson-Billings, 2006) and attributes this to their 
membership in a minoritized group, to an asset based paradigm which views students as 
possessing experiential knowledge (Solorzano et al, 2001; Yosso, 2003) from which to build 
curriculum on (Gay, 2013; Gonzalez et al, 1995) through the use of “Funds of Knowledge” 
(Moll et al, 2005). Another critical assumption is that educators must seek to utilize curriculum 
and pedagogical strategies that are relevant to the cultures of their students (Au & Kawakami, 
1994; Gay, 2002; Hammond, 2015). Having made this paradigm shift, culturally responsive and 
relevant educators will acquire and develop various other skills and strategies, through 
professional development, to ensure academic achievement. 
 
Culturally responsive and relevant educators interested in disrupting educational inequity will 
take inventory of and question their own bias (Arellano et al, 2016), identify and interrogate the 
manifestation of bias as microaggressions (Solorzano et al, 2001; Sue et al, 2009), seek to 
understand the worldviews of their students; feel compelled to increase their cultural awareness 
regarding the students they serve; have a willingness to seek individual student abilities and 
talents; and have an understanding that students have diverse learning needs. Moreover a 
culturally responsive and relevant educator must be responsive to the cultural, social, emotional, 
physical and educational needs of the children they teach. The culturally responsive and relevant 
educator invests their time in becoming experts in the social, historical, cultural, economic needs 
and realities of their students’ lives. Successful culturally responsive and relevant educators, such 
as those in the Mexican American Studies (MAS) program, as stated by Cabrera et al. (2014), 
labored to build and to instill a pride in student’s identity, parents, and community through the 
implementation of culturally responsive teaching. 
 
The Culturally Relevant Pedagogy and Instruction Framework for Academic Success 
operationalizes a responsive and relevant pedagogy through the implementation of the following 
six key tenets. This approach is necessary for supporting students in developing their individual 
processes, supported by the teacher, whereby they can acquire a sense of empowerment 
throughout their schooling to cultivate academic success. The implementation of these six tenets 
will serve to dramatically shift the typical teacher-student dynamic in the classroom from a 
teacher-centered orientation to an academic environment where the traditional hierarchical 
relationship is supplanted with a more egalitarian, learner- learner relationship. In this 
environment, learners collaboratively construct knowledge through critical inquiry with the 
purpose of working toward a more just society. This approach has shown great promise in 
eliminating the disparity in student achievement and is a step toward reconciling the “educational 
debt” (Ladson-Billings) that our country has accrued over the generations. 
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Contextual Effective 

Student-Centered Dialogue (Social needs) 
 
Conventional educational experiences of students of color are that of silencing them literally and 
figuratively. Students are silenced when their experiential knowledge is not validated and they 
are required to leave their culture outside the classroom. In an equitable classroom, students’ 
experiential knowledge is validated and as such student voice is nurtured. In a culturally 
responsive classroom student dialog is encourage, cultivated, and developed as it is through 
dialogue that students are able to negotiate and construct knowledge. The teacher serves as a 
facilitator in the process of student dialogue and intervening to clarify moments of confusion 
within a dialogue. 
 
A critical element that ensures positive and progressive student-centered dialogue is the 
establishment of a humanizing classroom where there is an understanding among all students 
and teachers that engaging in this process will be done in a respectful manner that seeks to 
promote growth. As such a distinction is made between dialogue and debate. Debate insinuates 
the need to “be right” dialog centers what “is right” regarding issues of injustice. 
 

Academic “Safe” Space  
(Affective/Emotional needs) 

 
Due to the marginalization of minoritized students they often times get “silenced” through the 
implementation of a pedagogy that does not validate their existence as cultural people. Moreover 
the typical curriculum is not relevant (Gay, 2013) thus; minoritized students will experience 
inequity in treatment and access to the curriculum perpetuating the achievement gap. 
 
An academic safe space encompasses two critical elements: the creation of an academic space 
and a safe space combined for an optimal environment to assist students to reach their academic 
potential. An academic space is where culturally responsive and relevant educators are providing 
the necessary elements conducive to authentic and rigorous scholarship. That is the educator has 
a deep command of the curriculum that they are teaching as such can provide depth in the subject 
area. Moreover, culturally responsive and relevant educators have established classroom 
procedures that will ensure student academic engagement. They will scaffold learning to meet 
the diverse learning needs of all students. This academic space requires educators to see their 
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 students as scholars and provide rich and rigorous opportunities for students to engage in 
learning as scholars. Additionally, teacher and student relationships are respectful and equitable 
in that they work collaboratively to co-create knowledge (Arellano, 2016). Finally the culturally 
responsive and relevant educator has a sincere respect for students are capable of learning and 
thus the educator has a sincere belief in that ability within the student. 
 
A safe space is one in which students’ “experiential knowledge,” described by Solorzano (2001) 
as the students lived experiences, is validated by the culturally responsive and relevant educator. 
This safe space is free of racial microaggressions (Allen et al, 2013, Sue et al, 2009), thus 
creating a space where students are supported in their academic development. In a safe space 
students view themselves positively through a curriculum that reflects them as positive 
contributors to society. 
 
An Academic “Safe” Space requires a supportive and inclusive environment where students’ 
academic growth is fostered by supporting students in their social, emotional and academic 
needs. In this space student voice is nourished by grounding the content on the experiences of the 
students and validating those experiences. This safe space requires an atmosphere that fosters 
risk-taking. Finally students’ emotional needs are addressed in this manner priming their hearts 
and minds for authentic learning to take place. 
 

Critical Thinking 
(Intellectual needs) 

 
Critical in building student intellectual capacity is the development of student critical thinking 
through a framework that fosters a systemic analysis of power. Through the implementation of 
these critical thinking frameworks students can articulate how certain groups in society have 
power while others do not. This cannot be clearer than in an educational setting where 
historically European American students academically out-perform students of color. Moreover 
without that systemic analysis students will not understand the reasons for their “place” in that 
power structure and might fall victims to internalize deficit thinking about themselves and not 
conceptualize a more equitable society. Finally, a framework that provides a systemic analysis 
will inevitably provide potential for systemic change. 
 
To analyze at the systemic level Paulo Freire’s framework of Levels of Consciousness is 
implemented by culturally responsive and relevant educators whereby students can problematize 
negative issues and form a critical consciousness to work to identify and to eliminate root causes 
of those negative issues. This framework requires metacognitive thought and self reflection. 
Metacognition – self-reflection is a reflective process that engages students in thinking about 
their thinking, a critical component of concientization that allows students to identify and 
analyze the root causes of negative issues. Moreover, meeting the intellectual needs of students 
requires that culturally responsive and relevant educators have assessed the cognitive capacities 
of students and provide rigorous and relevant materials, have high expectations of all students 
and provide challenging opportunities to foster their intellectual empowerment (Arellano et al, 
2016). 
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 Another framework for systemic analysis that is utilized to build intellectual capacity is Critical 
Race Theory (Landson-Billiings & Tate, 1995; Solorzano et al, 2001). Critical Race Theory in 
education serves as a lens by which to view inequities whereby students can articulate reasons 
for inequities and thus work towards creating action to address inequities. Through this lens 
students are able to examine issues through multiple intersections of race, gender, immigration 
and socio economics. 
 
A final framework is that of counter-stories utilized by culturally responsive and relevant 
educators in providing students a tool to redefine their experiences in a manner that is positive 
and potentially transformative. By creating counter-stories minoritized students can create 
narratives that present their experiences in a positive manner. 
 
Culturally responsive and relevant educators must create a safe space whereby students have the 
capacity to “grow their intelligence” (Hammond, 2015). In this space students are exposed to the 
various steps critical to information processing in that the information presented is made relevant 
to them. In line with brain-based (Hammond, 2015) culturally responsive learning relevant 
information then will become meaningful and finally through problem-posing education (Freire, 
1999) students can apply this new knowledge in a manner that is relevant to their lives 
(Hammond, 2015). 
 

Identity Development 
(Orientational needs) 

 
Critical educator and scholar Pizzaro (2011) illustrate identity formation for students of color in 
the following context stating that racial profiling in schools is a dysconscious and conscious act 
on the part of the teacher who will “determine who will and will not benefit from opportunities 
to excel in school.” In other words, student academic achievement has already been determined 
based on students’ membership of an ethnic group. Coupled with that is institutionalized racial 
hegemony that creates inequality in schools in an insidious manner specifically through a 
Eurocentric curriculum where students of color do not see their existence in the curriculum. 
 
Culturally responsive and relevant educators must foster academic identity development in an 
environment that views students’ identity as positive. Moreover, where the culturally responsive 
and relevant educator is intentional in simultaneously developing the student’s cultural identity 
using the students’ ideas, beliefs, values, knowledge, language, and way of life in an effort to 
foster and develop their gifts and talents to their potential. As such the curriculum must be 
relevant and must be centered on developing a positive cultural and academic identity. The 
culturally responsive and relevant educator is providing materials that present people in their 
students’ culture as positive role models provide cultural and historical relevancy as this 
promotes engagement and motivation for authentic learning in the classroom. 
 
Positive academic identity formation requires a respectful teacher-student relationship. Marcus 
Garvey used a simile to describe the connection: "A people without the knowledge of their past 
history, origin and culture is like a tree without roots." The culturally responsive and relevant 
educator must work vigorously to find literature and historical accounts that are reflective of 
their students’ ethnic backgrounds, filling a void that traditional textbooks often neglect to 
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 address. When students begin to learn, within the school curriculum, about the contributions that 
their people have made to the United States, students begin to feel good about themselves, their 
families, and their ethnic group. This new-found appreciation for self gives rise to a new cultural, 
historical and academic identity. The combination of academic skills and a positive, self-
determinant identity helps to “provide opportunities that enhance student learning” (Cabrera, 
2015). 
 
As students are learning about their peoples’ contribution in texts that are academically 
challenging, they are building a positive ethnic identity while at the same time building their 
academic identity. This constant building of the students’ confidence is critical to the self- 
actualizing belief that they are scholars. 
 

Family & Community Engagement 
(Contextual needs) 

 Critical to all students’ academic experience is building the bridge between home and school 
(Gonzalez, 1995). Helping to make connections between the knowledge that students bring from 
home and the knowledge that is learned in school will increase student engagement and 
academic outcomes. As culturally responsive and relevant educators seek to operate from a 
cultural assets’ paradigm extrapolating the “Funds of Knowledge” (Gonzalez, et al, 2005) that 
exists in their students’ home is key in building that bridge from home to school. 
 
Moreover, sharing the students’, in collaboration with the teachers, constructed school 
knowledge with parents also helps in the fluidity of the school home connection. 
 
One prominent example of the school to home connection is articulated in the CRPI department 
through Parent Encuentros, an academic space created that is reserved for students, educators 
and parents to communicate with respect to what students are learning in school. This space is 
co-organized by educators and students that include the following opportunities for all families: 
“breaking-bread” together; that is a potluck kicks off the Parent Encuentro so that families can 
come together in this social space. Then students are provided the opportunity to present a recent 
research project to their parents in an effort to keep parents informed as to the knowledge that 
they are creating. A final component is the opportunity for collaboration between parents, 
students and educators regarding the topics that were presented as well as collaboration in future 
topics and events that are taking place in their community. Through the collaborative effort of 
the Parent Encuentros educators will be provided the opportunity to hear parents express their 
aspirations for their child as well as concerns that they might have regarding their child. 
 
Learning-Community resources are also critical in incorporating into the classroom setting. 
Culturally responsive and relevant educators are constantly seeking ways to bring in community 
resources in the classroom and moreover embedding these resources into the classroom so as to 
make those connections. Examples of Learning Community resources include collaborative 
curricular development in conjunction with community organizations and community leaders 
that could visit classrooms. 
 
Based on the work of Dr. Moll, culturally responsive and relevant educators must be responsive 
to the “funds of knowledge” that their students bring to the classroom. Culturally responsive and 
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 relevant educators do this by incorporating students’ cultural assets as well as culturally 
responsive strategies into the classroom in both curriculum and pedagogy. The byproducts of this 
cultural assets approach to education are that students become engaged in what they learn and 
begin to see themselves as scholars. Student engagement becomes infectious and classroom 
disruption and student discipline problems become nonexistent. 
 
Academic instruction must be informed by the lived experiences of the students being taught. Dr. 
Angela Valenzuela defines this as “authentic caring”.  

 
 
 

Social Justice  
(Effective needs) 

 
Students are faced with issues of justice and injustice daily and in getting to know students 
culturally responsive educators embrace those lived experiences (Solorzano et al, 2001), validate 
them by focusing on the issues of injustice we are validating our students’ existence and by 
moving to act on these injustices we are giving purpose to the students’ education. 
 
Moreover, a culturally responsive and relevant educator will seek to contribute to the 
development of a student’s civic engagement as “productive and contributing citizens” 
(Arellano, 2016). 
 
Social Justice Education is centered on the concept of equity that is focused on exposing and 
ending social inequalities such as sexism, racism, homophobia, poverty, etc. and for inclusivity. 
Social Justice Education is transformational education centered on a pedagogy rooted in activism 
and in the pursuit of social justice that seeks to end injustice. It is essential to provide students 
with the opportunity to develop and utilize their gifts and talents in a positive light that will allow 
for individual transformation and subsequently societal transformation that is working towards 
our civic responsibility to make this world a better place. Through social justice education 
students develop agency and create action through meaningful application.  
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 Appendix C. Culturally Responsive Practices Manual 
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