A SURVEY OF CHAUTAUQUA COUNTY SECONDARY TEACHERS’ PERCEPTIONS
OF CULTURALLY AND LINGUISTICALLY DIVERSE STUDENTS AND
TEACHER PRACTICES

by

Colton N. Orbaker

A Master’s Thesis/ Capstone Project
Submitted in Partial Fulfillment
of the Requirements for the Degree of
Master of Science in Education
Curriculum and Instruction
Department of Curriculum and Instruction
State University of New York at Fredonia
Fredonia, New York

December 2017

PERCEPTIONS TEACHERS HAVE ON ABILITY
Abstract
The purpose of this study was to investigate the perceptions secondary education
teachers had about students from culturally and linguistically diverse (CALD) backgrounds, as
well as their perceptions on culturally relevant practices (CRP) in their classrooms and
curriculums. This study used an electronic survey which consisted of a total of 14 items and a
Likert type scale that addressed teacher attitudes towards CALD students and CRP in the
classroom. The participants included 61 middle and high school level teachers in Chautauqua
County schools. Findings determined that teachers generally agreed that CALD home culture
affects academic performance. However, teachers did not agree whether CALD students were
disadvantaged specifically because of their home cultures. Based on these results, teachers
understand that it is their responsibility for adapting curriculum to suit CALD student needs.
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Introduction
With cultural demographic trends changing within public schools across the United
States, cultural responsive approaches are becoming more frequently utilized in secondary
schools. This holds true within public schools in Chautauqua County, New York. The attitudes
and perceptions held by teachers towards the students they teach, affect and shape the methods
they use in the classroom. School culture is most often that of the teachers’, which is common
amongst most U.S. schools (Alban & Reeves, 2014). This often causes a mismatch in culture and
frustration amongst both teachers and students whose culture does not match the school’s
(Nateson & Kieftebnbeld, 2012; McKnight, 2015).
Teacher expectations in the classroom often differ based on race and ethnicity. Research
shows a variation in teachers’ attitudes towards these students based on the race and ethnicity of
both the teachers and the students (Alban & Reeves, 2014; Columna, Foley & Lytle 2010;
Nateson & Kieftenbeld, 2012). Students of differing racial or ethnic backgrounds are held to
different standards academically and socially. (Mahaytmya, Lohman, Brown & Conway-Turner,
2015; McCombs & Gay, 2001). These expectations shape and alter the curriculum and methods
created for these students, sometimes changing the rigor of the course or curriculum, and often
changing the methods incorporated into the curriculum. (Bitew & Ferguson 2012; Jackson, 2012;
Kumar, Karabenick & Burgoon, 2015).
As teachers, we need to include and plan accordingly for all students regardless of race or
ethnicity (Columna, Foley & Lytle 2010). In order for teachers to better meet the needs of their
students, student diversity must be understood and valued (Columna, Foley & Lytle, 2010).
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Problem
As a foreign language teacher (the author is a NYS certified Spanish teacher), the
researcher and author of this thesis frequently addresses problems of cultural intolerance within
his classroom. Typically, these instances originate from what the researcher believes to be
misunderstandings between his primarily Caucasian high school students, and the Spanish
Speaking cultures he exposes them to in his curriculum. Often, the students inform him that their
understanding and knowledge of the people and cultures they study stem from what they’ve
learned or heard from his colleagues. Teachers are human beings with their own thoughts and
ideas, and although they aim to remain objective, often this is difficult when teachers do not
understand their students.
In years past, this was especially true when the researcher taught Puerto Rican middle
school students in a poor socio-economic setting. In the middle school in which he taught, the
English Language Learners (ELLs) were reintroduced back into their regular school building
after some years learning in a different setting. His peers at this school were not trained or
prepared to address the needs and academic difficulties his students were faced with. The
researcher believes as a language teacher, he was better able to adapt to the circumstances facing
them as teachers. Apart from the language barrier, the cultural norms of these students and their
families frazzled his colleagues daily.
The researcher’s students took a liking to his classroom and its environment, and he
believes that it was primarily due to his cultural awareness to their needs and home lives. In
addition, the lacks of preconceived stereotypes or biases allowed him an objective view and
restructure of his curriculum to better reach these students. This allowed him to utilize their
experiences as assets in his classroom.
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If his peers were as open and engaging with the students’ home culture, perhaps
classroom management, classroom engagement, and overall interpersonal relationships with the
students would act as a better catalyst for academic success for these students.
Purpose
The purpose of this study was to collect data on the perceptions and attitudes of
secondary education teachers about their racially or ethnically diverse students. By collecting
this data, it may act as evidence to promote better culturally relevant professional development
for current teachers that teach culturally diverse student bodies. In addition, it may act as further
evidence for university programs to better prepare teachers for the changing academic
demographic trends.
Based on the statements listed above, the research questions are:
(a) What perceived academic achievement do teachers have for their students of
racially or culturally diverse backgrounds?
(b) How do current middle and high school teachers feel towards culturally
responsive teaching practices?
(c) Would these current teachers feel open to adapting new learning styles to
assist these learners in the future?
Significance
With increasing diversity in our schools, one could assume that public schools within
Chautauqua County will face similar changes and challenges. Results from this study show the
potential need and reform of professional development and pre-service teacher programming to
better inform and prepare educators for the multicultural classrooms they encounter.
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Results from this study will also potentially benefit teachers by providing awareness of
the dissonance between the needs of students, and the attitudes their teachers have towards them
based on race or ethnicity.
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Literature Review
Researching the personal perspectives and beliefs held by educators and pre-service (post
certificate) teacher candidates on culturally and linguistically diverse (CALD) students gives
great insight into the mindset of those creating curriculum and planning lessons for students of
multicultural races, and backgrounds. The research conducted in these fields often focuses on the
resulting success, or lack thereof, for the diverse target student populations.
Culturally and Linguistically Diverse (CALD)
Within the literature, the term culturally and linguistically diverse was heavily used.
“Culturally and linguistically diverse” (CALD) is used by the U.S. Department of Education to
define students enrolled in education programs that are non-English proficient (NEP) or limitedEnglish proficient (LEP). The term is also used with students with a home culture where English
is not the primary language. These students speak a variety of languages and come from diverse
social, cultural, and economic backgrounds (Gonzales, Pagan, Wendell & Love 2011).
In addition, the research references both the terms “culturally responsive practices”
(CRP) as well as “culturally responsive teaching” (CRT). “Culturally responsive practices”
(CRP) and “culturally responsive teaching” (CRT) are synonyms, defined as educational reform
that aims to increase engagement and motivation of CALD students by acknowledging and
infusing culture of these CALD into the curriculum (Vavrus 2015).
Typically, research focused around the perspectives teachers have towards their students
fell into one of two generalized “attitude” categories. These categories were the attitudes held by
teachers towards their students, and the attitudes held by students toward their experiences in
schools as CALD students. Both of these categories support the concept that teacher perceptions
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and attitudes towards CALD students directly affects teacher planning, which in turn directly
affects student performance (Atwater, 2008).
The categories formed through the focal lens that perceptions and viewpoints held by
educators within the classroom direct affect the perceptions held by the students they teach.
These general topics were filtered into the following categories to better help facilitate a coherent
understanding of the supportive literature, based in part on similar research questions.
It is important to distinguish that the perspectives of both teachers and students in
culturally and linguistically diverse communities and classrooms vary depending on many
factors. The culturally responsive practices teachers utilize vary as well. Important demographic
information is required before analyzing data, in order to adequately assess the responses of
these students and teachers (Columna, Foley & Lytle, 2010).
In addition to the attitudes and perceptions held by teachers and students towards one
another and school, research into culturally and linguistically diverse students (CALD) creates a
foundation for teacher understanding (Vavrus, 2015). Research into best CRP practices revealed
essential steps to best provide the appropriate services for these students (Gonzales, Wendell &
Love, 2011). This research is structured around the changing demographics and racial trends
found throughout the United States.
Demographics
The United States is experiencing a change from traditional homogeneous demographics
with a shift in race population. This is especially true in urban centers. According to the U.S.
Census Bureau, growth of minority races (non-White) in the United States is the largest increase
in population between the years 1990 and 2000 (United States Census Bureau, 2001). This
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suggests the change in demographics will change the scope of what public schools look like in
both urban and rural areas (Nateson & Kieftenbeld, 2012).

Table 1
Population Changes from 1990 to 2000 in the United States
Population

Census 1990

Census 2000

Total Population

248,709,873

281,421,906

White

199,686,070

216,930,975

African American

29,986,060

36,419,434

American Indian and Alaska
Native
Asian

1,959,234

4,119,301

6,908,638

11,898,828

Native Hawaiian and Other
Pacific Islander
Hispanic or Latino (of any
race)
Some other race

365,024

874,414

22,354,059

35,305,818

9,804,847

18,521,486

Note. Difference in Population by Race and Hispanic or Latino Origin, for the United States: 1990 to 2000 (U.S.
Census Bureau, 2001)

Although the nation has begun to feel the changes and shifts associated with the trending
demographic shifts, not all of the State of New York has felt these shifts. In the year 2000, 39
percent of the population in the state of New York declared themselves either a minority race or
mixed race according the U.S. Census Bureau. The majority of these people resided in urban
centers such as New York City, Rochester, or the city of Buffalo. Some of these urban centers
have seen a large increase in diversification over the last decade, however the rest of the rural
state is slower in changing. Upstate or Western New York areas are typically more
homogeneously White (non-Latino) which supports the state’s 61 percent “White (non-Hispanic
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or Latino)” population (United States Census Bureau, 2001). One of the more homogeneous
counties in Western New York is Chautauqua County. The county is located in the Southwestern
corner of New York State, and in a primarily rural area known as the Southern Tier.

Figure 1. Assembly districts that demonstrate what is commonly referred to as the Southern Tier
in New York. The following website may be used to access this image.

http://readme.readmedia.com/Fracking-Related-Campaign-Contributions-in-Southern-TierElections/5190821.

Table 2
Population Changes from 2010 to 2015 in Chautauqua County, New York
Population

2010

2015

White alone

92.6%

93.8%

African American

2.4%

2.7%

American Indian and Alaska
Native alone
Asian alone

0.5%

0.7%

0.5%

0.7%

Two or More Races

2%

2%

Hispanic or Latino

6.1%

7.2%
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White alone, not Hispanic or
Latino
Native Hawaiian or Other
Pacific Islander alone

9

89.3%

87.8%

Z

0.1%

Note. Population Change for Counties in the United States and for Municipios in Puerto Rico: 2000 to 2010 (U.S.
Census Bureau, 2011)

Although some of the largest minority race population growth was found in New York
urban areas, Chautauqua County is the one of the counties with the highest population loss in the
state (United States Census Bureau, 2015). Although many Western New York cities near the
county of Chautauqua are fairly racially diverse, Chautauqua County is very homogeneous with
93.8 percent of the population being “White alone” and a “White alone (non-Hispanic or
Latino)” population of 87.8 percent in 2015. This is down from 2010’s 89.3 percent I 2010.
Seven and a half (7.5) percent of the county’s population speaks a language other than English in
the home (U.S. Census Quick Facts, 2017).
Chautauqua County differs in both racial demographics, as well socio-economics than
other nearby New York State counties. The county has a “persons in poverty” rate of 17.2
percent. The county is rural with a few small urban and suburban centers that make up its
population of 139,750 (2015). (U.S. Census Quick Facts, 2017).
The demographic make-up of teachers across the United States varies by state, however
according to a study conducted by Feistritzer (2011), the largest majority of teachers in the U.S.
are White females. Feistritzer profiled the 2,500 teachers surveyed in the 2011 National Center
for Education Information’s 33-item email survey to uncover the demographic trends amongst
teachers in U.S. public schools. The national statistical information supported the U.S. Census
Bureau’s 2010 information on racial population dispersion.
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Table 3
Public School Teacher Demographics by Race 2011
White

Black

Hispanic

Other

Number Total

768

62

65

33

Female

85%

90%

78%

73%

Male

15%

10%

22%

27%

Note. (Feistritzer, 2011)

Feistritzer (2011) profiled the geographic layout of where the majority of each race
taught by categorizing their school districts into four types of schools as seen in Table 4. This
information suggests that more teachers from CALD backgrounds are employed and sought after
in urban school settings.
Table 4
Teaching Placement Location by Race 2011
White

Black

Hispanic

Other

Rural

24

17

10

15

Town

20

3

19

15

City

28

59

56

45

Suburb

28

20

16

24

Note. (Feistritzer, 2011)

The majority of teachers found in rural schools, like many found in Chautauqua County,
are White. This is different than many larger city school districts with larger Black and Hispanic
teacher populations, although the majority of U.S. teachers are White. The differences in student
and teacher race are considered in much of the literature found. How the teachers perceive their
CALD students is important to classroom dynamics (Vavrus, 2015).
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Student Backgrounds and Academic Performance
Research suggests that positive and negative events in a student’s upbringing and home
culture affect behavior and attitudes in the classroom. It is important that teachers learn and
understand the cultural norms and differences of the students they teach as well as their families
(Alban & Reeves, 2014).
The diverse home culture and community CALD students bring to the classroom affect
and sculpt their expectations for learning, and learning styles they have in school. When the
school culture and language of CALD students combats the home culture and language,
culturally responsive practices are not as effective in the classroom for these students (Flores &
Manzo 2012). Several studies demonstrated that students from different cultures possess
different styles of learning (Chu &Nakamura, 2010; Nguyen, 2011). Involving and accepting the
home cultures, behaviors, and language of their CALD students in addition to incorporating
“life-like” application and examples into the curriculum was beneficial. It is important for the
teacher to be willing to be tolerable and open to curriculum modification, and cultural
exploration (Vavrus, 2015).
Teacher Perceptions Toward CALD Student Academic Performance
The interpersonal relationships teachers have with their students play a major role in both
relatability of content, and the level of student engagement in the classroom (Vavrus, 2015).
Marx (2008) found similar results in his qualitative study that aimed to examine ways in which
White teachers may or may not personally relate to their Black/Hispanic students within urban
school settings. The study was conducted from the teacher perspective. His results echoed those
by McKnight (2015), (although from the opposite perspective) in that teachers were able to
personally relate to students through life experiences, but not through race or culture. This topic
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continues to be a growing center of research as demographics within school systems continue to
diversify. Although the studies discussed focus primarily on urban African American
participants, similar results echo in the perspectives of Latino and Latina cultural centers in the
southern United States.
Race often plays a significant role in the perceptions of academic potential and
attainment. Mahatmya, Lohman, Brown, and Conway-Turner researched this in their 2015
empirical study. The study explored the probability that teachers had lower, matched, or higher
perceptions of educational attainment compared to the perceptions held by their low-income
Black and Hispanic students.
According to Mahatmya, Lohman, Brown, and Conway-Turner (2015), the results of the
Three-City Teacher study determined that most of the teachers in the sample reported lower
perceptions for future educational attainment for their students. Results from a total of 202
teachers and 207 students analyzed whether the projected academic attainment students felt,
matched the projected attainment their teachers perceived for them. These students were
primarily Black or non-White Hispanic, where the majority (64%) of the teachers were White,
with an average mean of 13.8 years of experience teaching. This may be due to the
misunderstanding and disconnect between the teachers and their students due to race or ethnicity.
Nateson and Kieftenbeld (2012) found that the trauma and life experiences of teachers
were found to rarely connect White teachers with their African American students. Similar
results were found by Marx (2008), as well as the personal anecdotes from Saldaña (2013) on the
students. Nateson and Kieftenbeld (2012) examined the beliefs multicultural teachers (nonWhite, African American, and Hispanic teachers) had about urban African American students,
and the level of reluctance to teach students from other cultures. The study found that of the
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1,253 participants, their personal beliefs all varied based on the educator’s ethnicity and race.
The results were categorized into three different categories; perceptions of White teachers,
perceptions of African American teachers, and perceptions of Hispanic teachers.
The data collected on the beliefs held by Hispanic American teachers was insufficient
due to the types of questions asked. These questions did not particularly pertain to their Hispanic
culture or race, and therefore the data was compromised. This information was not included in
the results. The results showed that European American teachers held less positive beliefs about
African American students than African American teachers did.
The beliefs held by African American teachers about African American students were
generally more positive than the beliefs held by European American teachers. However, the
African American teachers’ beliefs were almost bimodal in that the higher mode was located
near the mode of the distribution of teacher beliefs of European American students. Meaning,
many African American teachers held similar beliefs as the European American teachers. Many
African American teachers however, responded corresponding in much lower modes. The lower
mode corresponds to more positive beliefs about African American students. This means
although the latent means showed a drastic difference in general beliefs, it would be inaccurate to
conclude that all African Americans had more positive perceptions of African American students
than European American teachers.
The general “attitudes” towards diverse students held by teachers affects the way they
teach CALD students, as well as the methods used in the classroom. Kumar, Karabenick and
Burgoon (2015) examined whether “White” teachers’ (Caucasian teachers within a
predominantly African American and Latino community) behavioral intentions and reported
behaviors (instructional practices) within the classroom are related to their explicit and
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consciously endorsed general attitudes toward minority and less affluent students” (p.533) in
their empirical study of 241 teachers. The study closely adheres to the concept that an educator
that believes in specific stereotypical ideas or varying stigma about certain ethnic groups, their
planning and effort will vary depending. This is viewed from the stance that a teacher from a
more affluent background, will manage a student population differently than a student body from
a less affluent background or community.
Kumar, Karabenick and Burgoon (2015) surveyed teacher participants voluntarily via
digital survey, and their results found that of the 241 participants (71.8% female) the majority of
White teachers prefer White students. The results determined that a teacher with more explicit
prejudices towards their culturally diverse students, were less likely to indicate they would
specifically promote tolerance, and culturally adaptive teaching practices.
An affirming attitude towards culturally and linguistically diverse students is important to
creating a well-formed multicultural classroom appropriate for fostering learning (Jackson,
2012). Jackson (2012) suggests that creating this atmosphere through appropriation of class
curriculum and context may connect students with teachers, better improving the classroom
atmosphere and environment (Jackson, 2012).
This was suggestive that the power a well-formed multicultural classroom atmosphere
has an effect on the perceived academic and social ability of minority or multicultural students.
These educators felt reluctance toward teaching (non-White) multicultural and minority students,
and it undoubtedly affected their attitudes towards their (student’s) abilities and performance in
the classroom. Although multicultural students (students with a non-White home culture) are
“American” by nationality and birthplace, they may differ racially and culturally from their
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educators. This disconnect was reflected in the results seen by Nateson and Kieftenbeld (2012)
and Marx (2008), as well as experienced by Saldaña (2013).
Difficulties and reluctance to adapt teaching methods in order to better differentiate
instruction typically affects the curriculum and the approaches used by teachers. According to
Atwater (2008), White teachers with unconscious racial biases and lower expectations for
students of color have been linked to lowered student performance. In addition, teachers’ beliefs
and expectations about student academic performance vary by ethnicity according to McCombs
and Gay (2001).
These findings were especially valid when teaching CALD students (McKnight, 2015).
Many studies focus on differing educational approaches that aim to better educate students from
differing cultures. Successful multicultural programs that incorporate differing methods of
differentiation, may act as good models (Premier & Miller, 2010). A higher rate of culturally
responsive teaching appears to reflect a higher level of cultural understanding as well as a more
positive perception towards multicultural students within the school system (Bitew & Ferguson,
2016).
Teacher attitudes towards changing and adapting their practices for the diverse needs of
their students vary. Some teachers experience apprehension towards the shift, others experience
denial or become defensive against these changes. While others accept, and embrace the need for
chance (Columna, Foley & Lytle, 2010). Some of these feelings are a result of external factors
such as, a lack of resources and time, and differing classroom objectives (Ebersole, KanaheleMossman & Kawakami, 2015).
In addition to the lack of understanding or defiance against modifying for CALD
students, some teachers also feel the need to overcompensate or refuse to see the differences
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between their students. Research suggests that some White teachers often feel uncomfortable
when asked to acknowledge the differences between their students, especially racially (LadsonBillings, 2009).
The concept of equity as sameness, is only valid if all the students are the exact same.
This is true in regards to home cultures, educational needs, strengths, and weaknesses. Different
students have different home, family, and socio-economic situations in addition to academic
skills that must all be addressed. However, teachers feel the need to express that they are not
racially biased, and often describe their views of students as the same “regardless of color”. This
is to mask their potential dyconscious racism.
Dyconscious racism is an “uncritical habit of mind that justifies inequity and exploitation
by accepting the existing order of things given.” The fear of fostering this in the classroom will
often push educators to purposefully ignore “color” as well as the differences between students’
cultures in the pursuit of equality in the classroom (Ladson-Billings, 2009, p. 34-36).
CALD Student Perceptions of Their Own Academic Performance
Personal experience and interaction play a major role in how teachers teach and connect
with students. When students perceive themselves to have the potential for academic success,
they achieve higher goals. Although written from an educator’s perspective, Saldaña (2013)
emphasized the importance our educators have on our perceived academic ability through
personal interaction and preparation. As a former ELL (English language learner) (Gonzales,
Pagan, Wendell & Love 2011) from Mexican culture she examined the memories of schooling
by Mexican American teachers from five primarily Mexican American schools in San Antonio,
Texas.
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Saldaña conducted interviews within five Texan schools with Spanish speaking teachers
Saldaña found that native language suppression by the public-school teachers and the education
system (both socially and through the curriculum) was one common theme amongst the
responses. Native language suppression occurs when suppressing the active use of non-English
languages reduces the speaker’s tendency to use said language. This was used educationally for
the purpose of promoting assimilation of the speakers (Haynes, 2010).
This language suppression caused difficulties in utilizing the culturally responsive
methods attempted by the teachers. It is important to note that this was not connected to race of
teacher, because her results showed that not only White educators oppressed native home
language of the culturally and linguistically diverse students, but Spanish-speaking teachers were
guilty of this as well. The following paragraph explains why the native language was not used.
These teachers in this study were in school throughout the 1950s and 1960s when
“Americanization” meant they were instructed to learn English, and to leave their former home
culture and language behind. This left a lasting impact on them that they combat as educators
today. The negative experiences (language oppression through Americanization) discussed
shaped their teaching in their present careers. All participants believed a multicultural approach
to curriculum development that is culturally responsive, aids in reaching all students across all
cultures better than traditional “homogeneous unit specific” models (Saldaña 2013). This reflects
strategies discussed by Vavrus (2015) in the handbook created to specifically instruct teachers of
CALD students using culturally responsive practices. These strategies also aid in fostering a
stronger understading and trust that is indicitive of a beneficial interpersonal relationship.
The connection and interpersonal relationship between students and teachers is important
to student success. This is not always easily seen between students and teachers of differing races
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or cultures. In an article called “They Never Really Tried to Reach Out to Us”, McKnight (2015)
interviewed 22 young adults (CALD) with the goal of evaluating their life experiences,
educational experiences, and upbringings to compare them to their perceived attitudes about the
school system and settings. The researchers examined race, ethnic, and gender demographics to
analyze any correlations present within the data and attitudes given in the participants’ responses.
Researchers uncovered a strong correlation in participant viewpoints and attitudes that
suggested more students felt a lack in overall teacher understanding and preparation (based on
their cultural understanding and the preparedness to teach others from differing non-White
backgrounds) in their urban schools compared to the number of educators that were well
prepared and culturally understanding. This research was conducted from the student
perspective, on whether their White teachers were responsive and prepared to teach them (and
referred specifically to the fact that the teachers were from non-CALD backgrounds).
Performance in schools is often perceived differently by both students and teachers. In
addition to teacher preparedness, McKnight (2015) also interviewed students to reveal what they
thought about student alienation, the disconnect between community culture and school culture,
and the perceived lack of care felt in urban school. These participants were of many races and
responded according to how they felt. White and CALD students alike detailed their perceived
lack of care and professionalism demonstrated by the prodominantly White staff members in
their mostly African American schools. One White student recounted that his mother was afraid
to have him attend the school due to the quality of education she felt he would have received.
This was a common thread found in McKnight’s results, and some students felt it was directly
related to the demographics of the schools as well as the way teachers felt about their students.
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Some of the students that attended suburban school in the area prior to the urban schools
detailed the differences between the education they recieved at the urban and suburban schools.
They stated that the education receieved in the urban school was of poorer quality, and teachers
were often described as unattentive, disengaged, dismissive, and encouraging. This echoed the
perceived ”lack of care” the other students felt their urban school teachers expressed in the
classroom teaching CALD students (McKnight, 2015).
These beliefs and attitudes often determine the level of care and attention teachers pay
towards their curriculum and activity planning. Teachers that practice good culturally responsive
pedagogy, often reach many disadvantaged or culturally and linguistically diverse students
(Vavrus, 2015).
Cultural Misunderstandings Between CALD Students and Their White Teachers
The ideal environment for academic success aimed specifically for CALD, would be a
culturally relevant school setting (Vavrus, 2012). According to Ladson-Billings (2009), a school
that provides educational self-determination, honors and respects the students’ home cultures,
and helps the CALD students understand the world as it is, then equips them to change it for the
better is highly desired by the families of CALD students (Ladson-Billings, 2009, p. 149-152). In
addition to a more culturally relevant school setting, culturally responsive teaching methods are
used by teachers to better the performance of their CALD students.
Culturally responsive teaching methods are utilized with great success to better access
multicultural (CALD) students, or students from differing cultures. Culturally responsive
teaching (CRT) is an educational reform that strives to increase the engagement and motivation
of students of color who historically have been both unsuccessful academically and socially
alienated from their public schools (Vavrus, 2015). The effectiveness of multicultural approaches
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varies depending on the cultural knowledge, understanding, and preparation displayed by the
educator (Wallace 2012).
CALD students understand that cultural differences both at home and in their community,
affect one’s thinking, behaving, and being. Sociocultural awareness is described by Jackson
(2012) as when both students and teachers critically examine themselves through the lens of their
sociocultural experiences. Utilizing sociocultural awareness is a significant characteristic that
most culturally responsive teachers incorporate regularly into their curriculum (Jackson, 2012).
A skilled culturally responsive teacher possesses a specific set of skills and abilities
according to Vavrus (2015). A good culturally responsive teacher must have a positive attitude
both towards their students and themselves. They must foster “democratic and inclusive
culturally sensitive social relations” with students in class culture and community. Good
culturally responsive teachers also understand that knowledge is socially constructed and is
capable of transforming (Vavrus, 2015). This transformation is difficult for many teachers
(Alban & Reeves, 2014).
Many teachers are hesitant to reconfigure their curriculum or stretch their teaching to
assimilate to the changing cultural demographic of U.S. public schools. In some cases, teachers
are willing to fully accept and adapt to the changing climate, and it proves beneficial. These
teachers are not without challenges however. Alban and Reeves (2014) describe many issues
facing cultural responsive teaching in schools in their qualitative study through examining the
differing experiences of fifteen experienced American teachers throughout their time teaching in
foreign Pacific Rim nations. The experiences of these teachers resembled the challenges some
CALD students face in U.S. schools.
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These experienced ELL educators began working within their new school placements,
after teaching within U.S. schools. The aim of the study was to examine the acculturation process
found within the subcultures of the Pacific Rim schools. The teachers acted as participants,
describing their adaptations and acculturation processes as they became accustomed to their
“new” home and school cultures. Through semi-structured interviews, participants detailed the
differing stages of cultural adjustment and acceptance in school. Three major challenges were
identified through these interviews. The participants found the challenge of communication in
the new language, the challenge of a different lifestyle, and the exposure to an international
educational climate difficult to adjust to.
Through undergoing the adjustment and acculturation process, the American teacher
participants indicated the shift in understanding they developed for the struggles new CALD
students face when moving to a new school from a different home and community culture. In
their case specifically, the shift into Pacific Rim school systems was a challenge. The study
participants (American teachers) detailed that however frustrating tasks became, working
through them gained them a better understanding and insight into the expectations and cultures
of their new Pacific Rim homes. Thus, as teacher understanding of students became more
comprehensive, their instruction and connection with the students became stronger.
Cultural classroom inclusion better addresses the needs felt by CALD students. Often the
home culture and community competes with the school culture in CALD students. Bitew and
Ferguson (2012) found similar results in their empirical study interviewing 59 teacher and
student participants in Melbourne, Australia. Their aim was to explore cultural inclusion
(specifically planning and material sourcing) within their school curriculum. The investigation
focused on the methods and strategies used by Australian teachers with Ethiopian-Australian
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students. More specifically, their goal was to explore the extent to which schools accommodate
the needs of culturally and linguistically diverse minority students (in this case EthiopianAustralian students) to better their understanding and academic success in school. The
researchers conducted a series of interviews in which they collected data to transcribe and code.
Bitew and Ferguson’s findings suggested that the level of shared cultural understanding between
educators and students is a key factor in the success of these students. However, this is not
always well received by CALD students if they do not feel their teachers are putting forth effort
to practice CRT (Vavrus 2015).
The Ethiopian-Australian students interviewed detailed their backgrounds in education as
well as life experiences. The differences between the home culture (Ethiopian educational
system) and the Australian education system created problems and misunderstandings between
the teachers and students. The two differing cultures combatted one another.
In Ethiopian schools, the students became accustomed to the school culture. The quiet
nature of classes and the utmost respect for traditional teacher-centered teaching styles, groomed
them into quieter and more obedient students. This however, meant they participated less in class
discussion and activities. Group engagement and discussion are a growing focus in U.S. and
Australian education, and are great strategies that benefit CALD students greatly (Vavrus 2015).
The parents of the students reinforced the Ethiopian culture at home, regardless of how
long the student was present in it. This made transitioning into the Australian education system’s
climate more difficult. This was because the Australian school system, (similar to the U.S.)
emphasized student engagement, questioning, and participation.
Understanding cultural norms of students is crucial to better likening curriculum to the
home culture of CALD students (Atwater, 2008). This echoes the results found by Alban and
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Reeves (2014) in their study that described the importance common cultural understanding plays
in school success. The experiences the fifteen teachers faced in the study by Alban and Reeves
(2014) were categorized into three general themes. One of these main themes was “the exposure
to the international school climate”. The authors detailed cultural differences and more
specifically, different student and teacher communication methods and mannerisms as one of the
most difficult challenges they faced in their new schools. The fifteen teachers had not received
enough exposure to the target culture before immersing themselves into teaching the Pacific Rim
students. They would have benefitted from additional cultural exposure and training before their
move. This is a key concept in additional studies conducted by universities that focused on
teacher preparedness, and university programming.
University Teacher Preparation
The educators interviewed by Bitew and Ferguson (2012) detailed the importance of
cultural awareness and training. Participants in their 2012 study also suggested that the level of
training and experience received before teaching the student participants was inadequate. They
felt if they had received better in-depth multicultural training, the success of their students would
have increased. This is reflected in suggested material written by Vavrus (2015). This issue of
lack-of preparation when addressing CALD students is also found by Cho and DeCastroAmbrosetti (2006). Their study also detailed similarly, how cultural understanding and the
perceptions of those teaching, affect the academic curriculum and success of the students.
Bitew and Ferguson (2012) found results that have relationship with results found in the
study by Cho and DeCastro-Ambrosetti (2006) surveying 25 pre-service (post certification)
teachers shortly after completing their student teaching. The aim of this study was to examine the
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perceptions and attitudes pre-service (post certification) teachers have towards multicultural
(CALD) education, and how well the new university program prepared them.
Results from the survey suggest that the new multicultural university program increased
the number of positive perceptions (on multicultural education), and the authors suggested that
the implications of these positive outlooks would positively affect the students from CALD
cultures academically. Utilizing recent university education students is an effective way to assess
the preparation perceived in teaching students from differing cultures. When pre-service (post
certification) teachers express concern in their preparation however, it does not clearly correlate
to a negative stance on students from multicultural backgrounds (Cho & DeCastro-Ambrosetti
2006).
The role culture and gender play in the classroom affects the attitudes teachers have
towards students that differ racially or ethnically from themselves. Teachers must be exposed to
diversity to diminish stereotypes and to adapt appropriate practices in their classrooms. The lack
of exposure would lead to challenges when teachers are faced with differences between their
culture and those of their students (Columna, Foley & Lytle, 2010). Gender is also a factor when
examining the attitudes these teachers hold. Wallace and Brand (2012) emphasized the
importance of a teacher's awareness of students’ home culture and environment. McKnight
(2015) noted a difference in connection between male and female teachers, detailed by the
students. Their home culture and community greatly impact their performance in school. It is
imperative that the school atmosphere is the least restrictive and most adaptive towards the
students’ home culture. This understanding may develop through preparation in specific
programming for teachers (Atwater 2008).
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Teacher attitudes toward multicultural education and preparedness are also the focuses in
a study conducted by Columna, Foley and Lytle (2010) surveying 433 participants, of whom the
majority were physical education teachers and pre-service (post certification) teacher candidates.
Within the sample group, many of the teachers specialized amongst the varying adaptive special
needs physical education setting. Researchers surveyed the participants with the aim to analyze
the attitudes and preconceived stigmas the participants had on multicultural education (as a
system), as well as their perceived preparation through their education programs. The researchers
also hoped to identify any relationship found between attitudes amongst teacher candidates and
teachers, as well as between male and female participants.
Results from this study show no significant statistical difference between practicing
teachers’ attitudes towards multicultural education, and those of teacher candidates (pre-service
and post certification); however, results did indicate a significant difference between attitudes of
males and females. Of the four sub scales, female teachers scored higher on them all. This
suggests that female teachers held higher value, and appreciation towards their culturally diverse
students (non-White). Additionally, females felt more comfortable with these students, and
expressed less difficulty in implementation of culturally responsive methods. These differences
were closely correlated with the results from a similar study conducted analyzing primarily
university programming focusing on multicultural education preparedness.
Specifically preparing to teach students from a different ethnic or racial background
sometimes requires exposure to the target culture to better understand the differences one would
face. In addition, it allows teachers the opportunity to address their biases or misunderstandings
towards and about the target culture before stepping into the classroom. Ebersole, KanaheleMossman and Kawakami (2016) draw these conclusions. The aim of the study was to analyze the
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perceptions pre-service teacher candidates (post certification) have towards culturally diverse
student populations before and after taking the graduate course offered by the researchers, that
focuses on ethnicity and multicultural education. Results show that although the pre-service (post
certification) teachers felt ill prepared to teach multicultural students, they found that these preservice (post certification) teachers did not change their attitudes towards multicultural students
after taking the preparatory education course. In the interviews conducted, pre-service (post
certification) teacher candidates detailed their lack of cultural preparation and experience in
educating multicultural student populations. Although feeling ill-prepared, some pre-service
teachers, did vow to strive towards a more culturally diverse teaching model. This understanding
of importance marks in part, success in some aspects of the program. This program is like many
others, in that it promotes an understanding of the required “knowledge and understanding”
teachers must have to find success in a multicultural educational setting.
Exposure to the target culture in which you plan to teach is important, especially when
the student and school culture is different than the race or home culture of the teacher. Kumar,
Karabenick and Burgoon (2015) found results that support findings from a study by Szecsi,
Spillman, Vazquez-Montilla, and Mayberry (2010) that aimed to analyze pre-service (post
certification) teacher candidates’ openness to cultural differences within their schools and their
cross-cultural understandings in regards to their students. Interview results from the 45
participants indicate that pre-service (post certification) teacher candidates had sufficient
numbers of opportunity to experience a multicultural classroom, and had sufficient numbers of
opportunity to experience these cultures through both immersive language and literature. There
was evidence of a strong increase in cultural understanding for the pre-service (post certification)
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teachers through their university program specifically aiming to increase their multicultural
preparedness.
Programs that prepare education students to be teachers are continuously being modified
to produce the ideal culturally responsive educator, however, Wegwert (2014) feels there are
additional steps needed to do so. The prior studies support this idea, and when coupled with the
idea that the most culturally responsive teachers are those most “open” and “understanding” of
the diversified cultures they teach, educators and administrators may better filter out those ill
prepared to teach these populations.
Self-regulation and reflection are key practices in teaching. These allow a teacher to
remain objective about their practice and students. This is also the case with cultural biases
according to Wegwert (2014). In his article, Wegert (2014) details the necessity for selfregulation by teachers within their profession. He explains that teachers who do not self-reflect
(on their teaching) or practice responsive teaching methods (often in part self-assessing
themselves) may assume culturally dominant ideologies in their respective classrooms. Wegwert
details an important perspective that is; but not continually striving to better one’s teacher or
understanding of what makes a good educator, it reduces the growth of the students taught. The
implication is, that striving towards a better culturally responsive teaching model within the
classroom, will achieve this goal, as well as reach a wider breath of students with differing
demographics. Wegwert (2014) then follows this by detailing methods in which educators may
better prepare for a diverse student population, and to reject ideologies that define students
before they step foot into the classroom. This point, directly relates to the issue addressed by the
following study.
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The implementation of better programs to prepare teachers to be more culturally aware
and accepting of their students’ unique backgrounds is in part, an essential foundational building
block for bettering the culturally responsive movement being cultivated in successful classrooms.
The benefits found in opening the curriculum to incorporate more relevant resources and
concepts that better adheres to the true nature of differentiated and individualized instruction is
better utilized as a total shift in the way one teaches, rather than a method or tool used. Teachers
that fully expose themselves to the culture and embrace their students’ differences, are the most
successful, and reach larger numbers of diverse multicultural students.
Basic knowledge of students’ cultural differences is not substantial enough to create a
culturally relevant pedagogy. Modification to curriculum and decisions regarding classroom
management based on the specific needs of the students is as essential as basic knowledge
(Alban & Reeves, 2014). Rather than changing the student to better fit the teachers’ classroom,
it is important to modify the classroom atmosphere and a teacher’s practices to best accept and
understand the student culture (Alban & Reeves, 2014).
Supporting CALD Students in the Classroom
The way in which a student perceives and understands their personal experiences and
social practices, is often cultivated by teachers. The students must understand their cultures are
one of many in the global community (Jackson, 2012). Fostering a classroom environment
accessible (through understanding and incorporating home culture) to CALD students is the first
step in improving academic and social performance (Vavrus, 2015).
According to Gonzalez et al. (2011) CALD students often must negotiate dual culture
systems, and this is difficult to do while maintaining academic standards. Flores and Manzo
(2012) detailed this as an important consideration when teaching CALD students. The home life
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and culture of the student impacts their learning style, behavior, and performance in the
classroom. Establishing a shared culture amongst students, teachers, and families is a benefit to
Culturally Relevant Pedagogy (CRP) and places a shared responsibility of learning on all three
(Alban & Reeves, 2014). Other considerations are detailed in a following section of this research
titled Specific recommendations for teachers working with CALD students.
Research by Flores and Manzo (2012) suggests that students from diverse or collectivist
cultures tend to be more dependent on inclusion, and kinesthetic styles of learning. In addition,
they benefit greatly from group learning environments and tend to see social relationships within
broad general distinctions. Relating classwork back to the students’ home lives is crucial tool to
better engrain content material in the minds of CALD students (Flores & Manzo, 2012). The
home community and culture are great tools to create a relatable relationship between class
content and the home lives and communities of the students. Potential examples include
incorporating ethnic background or home language into content or project. (Jackson, 2012). The
individuality each student brings to school should not be ignored.
Ladson-Billings (2009) detailed that due to the individualistic nature in which each
student learns, teachers must not “ignore color” or race (Landon-Billings, 2009, p. 34). Students
want to be recognized for their individual needs, strengths, and weaknesses. When designing
curriculum or activities for your CALD and non-CALD students, color should not affect the
quality in their education. Rather, each student must receive individualized attention and
instruction based on their needs (Ladson-Billings, 2009). Understanding the needs of each
student, aids in developing a strong interpersonal relationship as well.
An important factor in monitoring the interpersonal relationship teachers have with
CALD students is to maintain objectivity when dealing with “face concerns”. These students
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often concern themselves with their reputation and self-dignity in the face of their peers. It is best
to allow these students to “save face” and maintain their dignity when possible. This strengthens
the relationship the teacher may have with the student, as well as foster or maintain the trust level
that is crucial with these students (Flores & Manzo 2012).
According to Flores and Manzo (2012) the concern with modifying and
reformatting classroom activities and culture are necessary as the demographic shifts in the U.S.
point towards more applicable culturally responsive teaching methods. However, the majority of
teachers that participated in a summer institute conducted by The University of California,
Davis, Addiction Research and Investigation for Science Educators Project, funded by the
National Institute of Drug Abuse within the National Institutes of Health did not effectively relay
their understanding of the need to avoid “face concerns”, nor did they detail their implications. In
addition, when faced with conflict resolution difficulties, CALD students will often see fewer
benefits from culturally responsive practices if they do experience misunderstanding or
communication issues within the relationships they have with their teachers (Flores & Manzo
2012).
The best practices that support learning for CALD is democratic; student centered, and
incorporates and honors the cultural and linguistic home culture of the CALD students.
Culturally responsive practices (CRP) are based on effective teaching research that is formulated
by infusing cultural knowledge and skills. These strategies challenge “traditional” modes of
schooling that are limited in benefits for CALD students due to the lack of democratic
opportunities (Vavrus 2015).
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Specific Recommendations for Teachers Working with CALD Students
The following table (Table 5) concludes this literature review by making specific
recommendations, examples, and citation.
Table 5
Recommendations, Examples, and Citations for CRP.
Teaching
recommendation

Implementation example

Citation

Scaffolding
Content to Ensure
Comprehensibility

The process of scaffolding instruction utilizes different educational
support strategies and approaches during content delivery. Using
sound instructional strategies across different subject areas ensures
CALD academic success.

(Gonzales,
Pagan,
Wendell, &
Love, 2011)

Utilizing manipulative or translanguaging tools such as dictionaries
or bilingual labels and signs around an English classroom, is a
positive first step to providing CALD students with resources to
better facilitate content acquisition.
Enhancing
Learner
Engagement

High levels of student engagement are a staple in better educational
practices. CALD students benefit similarly from highly engaging
activities.
Examples of activities that any teacher may use in his/her classroom
include Class Wide Peer Tutoring, Think-Pair-Share, and Rally
Coach.
Class Wide Peer Tutoring for Vocabulary Acquisition: Two
students work together in turns., one acting as the tutor, and one as
the tutee. The tutor has a card/sheet with the vocabulary term on one
side (with an image and possibly second CALD language) and the
definitions on the other. The tutee will have a writing utensil, and a
piece of paper. The tutor will either ask for the definition, or the term
from the tutee, and the tutee will respond with what they believe to be
the correct answer, by saying the term and writing it down. If the
response is correct, the tutor will state it is, and the term is worth 5
points. If the tutee was incorrect, the tutor tells them, and the tutee
will then write the term/definition 3 times. The term is then worth 3
points.
-The objective is to score as highly as you can, beating your previous
score.
Think-Pair-Share:
Think-Pair-Share works well to better cooperative learning through
engagement with other students. The student practices independent
thinking, to be a better self-advocate, and to work cooperatively with

(Gonzales,
Pagan,
Wendell, &
Love, 2011)
(Kagan &
Kagan,
2009)
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others. In addition, the student presents information with others,
lessening possible fear or hesitation to become involved or
participate.
Procedurally, the activity runs through three parts.
1. Students think individually (or work for a solution) for a
designated period of time. It helps students to have a short
time frame, as well as physically seeing the clock/timer.
2. The students then partner with another student to share ideas,
or compare problem procedures/outcomes.
3. The students share a response in which they collaborated
towards, and agreed upon.
Rally Coach:
By setting specific goals for each student, and delegating specific
responsibilities, Rally Coach helps instill personally responsibility as
well as engages students through individual investment in the
outcome of the activity.

Understanding
Content Despite
Language
Barriers

Make Content
Comprehensible
Through Cultural
Integration

The activity may run as long as needed, dependent on the number
of items or problems the students must solve.
-Student A solves the first item/problem as Partner B checks and
guides them.
-Roles reverse, and Partner B assists Partner A in solving the
problems.
-The roles continually switch as each partner assumes both
responsibilities throughout the activity.
-After the final item/problem, the students check each other’s work
for accuracy.
Understanding the unique linguistic needs of CALD students in a
(Gonzales,
teacher’s classroom benefits the acquisition of content.
Pagan,
Wendell, &
Pairing specific translation websites or dictionaries with images
Love, 2011)
alongside vocabulary terms may be used in a secondary school Social
Studies classroom to better allow CALD content acquisition. If
images and optional native language resources are available, a
potential language barrier may be less relevant.
Bridging the relationship between culture and content for academic (Gonzales,
performance is a difficult factor to consider when teaching CALD
Pagan,
students. Learning through cultural integration helps better
Wendell, &
facilitate instruction for CALD students.
Love, 2011)
An example of culture integration within a senior health classroom,
would be utilizing the community aspect of culture by having
students create a family tree incorporating real community members
to better understand family dynamics. This incorporation of those
close to the students is beneficial.

Acquiring
Academic
Language Despite

Despite a student’s strong social language ability, they may not
have yet acquired the academic language used in the classroom that
is more difficult to comprehend.

(Gonzales,
Pagan,
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Strong Social
Language Ability

An instructor needs to understand that although a student may appear
fluent in a language socially, their social language ability may not
directly correlate with their academic understanding of content in the
classroom. A good teacher of CALD students should utilize strategies
that aid in reinforcing academic vocabulary acquisition throughout
their curriculum.
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Wendell, &
Love, 2011)
(Kagan &
Kagan,
2009)

One strategy that a secondary education teacher may incorporate
could be utilizing academic language specific to the lesson into the
Learning Target presented at the beginning and end of each lesson.
For example:
“I can incorporate adverbs into a sentence to describe the verbs.”

Scaffold and
Collect Language
and Content
Development to
Improve
Understanding &
Confidence

The instructor would begin the lesson with facilitating the
understanding of every word within the “I can…” statement. He/She
may liken the terms to more colloquial vocabulary that the students
may already understand. Then, the class would assess whether they
met their goal at the end of the lesson, again discussing the
vocabulary.
As a student develops academic language and content through
cumulative development in the classroom, it is often beneficial to
see growth in both speaking and writing. Allowing students to selfassess and determine the key concepts they have learned in the
classroom.
An example in which teachers may incorporate self-assessment and
reflection strategies to allow CALD students to identify areas of
growth could be the utilization of Learning Logs.
Learning Logs:
Learning Logs may aid CALD students practice academic language
in a constructive and cumulative manner. Students may ask questions
about content, vocabulary, or language but are not limited to these.
They may detail new information learned in a said lesson, or
assignment. Learning Logs allow visual thinking and also enables
teachers to see and track growth in CALD students.

(Gonzales,
Pagan,
Wendell, &
Love, 2011)
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Methodology
Step One: Find a Research Topic
The researcher first became interested in multicultural education as a middle school
student through his dearest friends. These friends were Mexican immigrants living in Western,
NY. He spent great lengths of time immersed in their culture and strengthening his Spanish
language skills, as well as cultural tolerance.
He saw a difference in the way his peers saw and treated his friends, as well as how the
different expectations his teachers had for his friends than they did for him. The teachers in his
school had lower expectations for the researcher’s friends, and he did not feel they performed up
to their potential because of it.
This drove the researcher, along with other factors, to study education in foreign
languages. The researcher taught in public school districts with diverse student populations,
where student expectation may be affected by race and culture.
Step Two: Conduct Literature Review
The literature review focused on teachers perceptions about students from non-white and
multicultural backgrounds in their classrooms, as well how prepared they feel to teach these
students. The researcher investigated a number of factors that contributed to a teacher’s selfproclaimed preparedness and whether race or culture had any effect on their attitude towards the
students in their classroom. In addition, the researcher investigated a number of factors that are
attributed to creating a successful approach to teaching multicultural students, or students that
differ from the teacher’s own race or culture.
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Step Three: Identify Proposed Participants
Participants of this research study included teachers at the secondary school levels
throughout Chautauqua County in New York State. There was no prerequisite of time-spent
teaching in the field for participants. The demographic information of the participants was
collected via the survey. The years of teaching experience the participants have ranges from 1
year to over 25 years.
The respondents were from three schools in Chautauqua County. These schools varied in
achievement, socio-economic income means, and demographics. Bemus Point Central School
district is a rather wealthy district within Chautauqua County, and performs well when compared
to other districts in the county. In addition, the number of culturally and linguistically diverse
students in the district is low. Within BPCSD, only 1% of the students are Hispanic or Latino,
1% African American, and 1% is multiracial (NYS Education Department, 2016).
Jamestown City School District is a school district with low socioeconomic status (SES),
and contains a much higher level of culturally and linguistically diverse students. The
performance of the school is low when compared to the county, and contains a much higher level
of CALD students. Within Jamestown, 20% of the students are Hispanic or Latino, 4% is African
American, and 10% report as being multiracial. (NYS Education Department, 2016).
Westfield Academy and Central School District is another small district within the
county, and educates fewer CALD students than Jamestown. However, it does contain a higher
level of CALD than Bemus Point Central school district. WACS District reports having 5%
Hispanic or Latino students, 1% African Americans students, and 1% multiracial students (NYS
Education Department, 2016).
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These three districts were chosen as a representation of Chautauqua County. Choosing
districts that span the spectrum of academic achievement, as well as the number of CALD
students, offers more variability in responses than a homogenously selected sample.
All participants received an email that fully detailed the study, and they were assured of
the confidentiality of the information provided. Emails were sent out in teacher groups by school.
The consent form was included in the electronic survey, as described below.
Step Four: Submit HSR Proposal in May 2017
The researcher submitted his Human Subjects Review (HSR) Proposal in May of 2017 in
preparation for approving the study and obtaining consent. Before research could be conducted
and surveys could be administered, consent was obtained from potential participants. This was
obtained by means of email, and embedded in the survey. All teachers were contacted via email.
The participants were notified of the general purpose of the survey, that research was voluntary,
and the procedure for completing the survey. As the participants were language teachers, they
were all over the age of 18 and not require parental consent in addition.
Step Five: CALD and CRP Definitions
The term Culturally and linguistically diverse (CALD) is used by the U.S. Department of
Education to define students enrolled in education programs that are non-English proficient
(NEP) or limited-English proficient (LEP). The term is also used with students with a home
culture where English is not the primary language. These students speak a variety of languages
and come from diverse social, cultural, and economic backgrounds (Gonzales, Pagan, Wendell &
Love 2011).
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Culturally responsive practices (CRP) and culturally responsive teaching (CRT) is
educational reform that aims to increase engagement and motivation of CALD students by
acknowledging and infusing culture of these CALD into the curriculum (Vavrus 2015).
Step Six: Select Framework
Saff (2016) utilized a similar framework and format of survey in her thesis surveying
secondary education language teachers. The formatting of each item was well understood and
received as well as easily accessible via email to the participants. The purpose of the study was
similar for my research question addressing the willingness to incorporate CRP into the
participants’ curriculum. Item ideas were also borrowed from Almalki (2014).
The researcher chose two constructs, or targets. The survey first addressed teacher
perceptions and attitudes towards CALD students, and then addressed the teachers’ willingness
to implement CRP. A total of ten questions were created to address the construct. The total
number of items is fifteen, which includes the demographics section (five questions).
Step Seven: Select and Modify Survey Questions
Survey questions were unique to this research survey, yet highly influenced by prior
research studies. The author took the liberty of modifying the questions in order to better meet
the needs of this particular research study. Items modified were all included in the demographic
section of the survey. The items included in the survey are as follows:
Table 6
Survey Items and Possible Responses
Items (with rationale citation)

Possible Responses

Level(s) Taught:

a) Middle school (grades 6-8)
b) High school (grades 9-12)
c) Both middle and high
school
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My Ethnic Background is________.
(Cho & DeCastro-Ambrosetti, 2006)

a) Caucasian
b) non-White Hispanic
c) African American
d) Asian
e) Other

At the end of the current school year, I will have been teaching
a total of ________ years.
(Kumar, Karabenick, & Burgoon, 2015)

a) 1-5
b) 6-10
c) 11-15
d) 16+

I am a ____________.
(Columna, Foley, & Lytle, 2010; Wegwert, 2014)

a) Male
b) Female
c) Prefer not to say

In total, I have taught ____________ culturally and
linguistically diverse (CALD) students in my career.
(Culturally and linguistically diverse: non-English speaking
and/or non-White).
A CALD student is:
“Culturally and linguistically diverse” (CALD) is used by the
U.S. Department of Education to define students enrolled in
education programs that are non-English proficient (NEP) or
limited-English proficient (LEP). The term is also used with
students with a home culture where English is not the primary
language. These students speak a variety of languages and
come from diverse social, cultural, and economic backgrounds
(Gonzales, Pagan, Wendell & Love 2011).

a) 0
b) 1-5
c) 6-10
d) 11+

I feel the home culture of students affects their performance
class.
(Gonzales, Pagan, et. al. 2011; Jackson, 2012; Nateson &
Kieftenbeld, 2012; Vavrus, 2015)

a) strongly disagree
b) disagree
c) neither agree nor disagree
d) agree
e) strongly agree

I feel language barriers are a reason why some students do not
succeed in school.
(Gonzales, Pagan, et. al. 2011; Nateson & Kieftenbeld, 2012;
Vavrus, 2015)

a) strongly disagree
b) disagree
c) neither agree nor disagree
d) agree
e) strongly agree

I believe students from CALD homes require additional
support beyond my curriculum.

a) strongly disagree
b) disagree
c) neither agree nor disagree
d) agree
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(Gonzales, Pagan, et. al. 2011; Kagan & Kagan, 2009; Kumar,
Karabenick & Burgoon, 2015; Nateson & Kieftenbeld, 2012;
Vavrus, 2015)
Culturally and linguistically diverse students (CALD) students
are disadvantaged academically because they come from a
culturally and linguistically diverse home.

e) strongly agree

Behaviors and language barriers related to CALD students in
my classroom interfere with the activities planned for the day.
(Jackson, 2012; Kagan & Kagan, 2009; Kumar Karabenick, &
Burgoon, 2015; Nateson & Kieftenbeld, 2012; Vavrus, 2015)

a) strongly disagree
b) disagree
c) neither agree nor disagree
d) agree
e) strongly agree

My curriculum reflects the home cultures of my students.
(Gonzales, Pagan, et. al. 2011; Jackson, 2012; Kagan &
Kagan, 2009; Nateson & Kieftenbeld, 2012; Vavrus, 2015)

a) strongly disagree
b) disagree
c) neither agree nor disagree
d) agree
e) strongly agree

It is my responsibility to adapt the curriculum to suit the needs
of CALD students.
(Gonzales, Pagan, et. al. 2011; Jackson, 2012; Kagan &
Kagan, 2009; Nateson & Kieftenbeld, 2012; Vavrus, 2015)

a) strongly disagree
b) disagree
c) neither agree nor disagree
d) agree
e) strongly agree

I use culturally responsive practices in my classroom.
Examples include:
-Differentiation of instruction through multilingual
texts/resources.
-Incorporating a student’s home culture/language in
curriculum planning.
-Scaffolding instruction dependent on the individual needs of
each CALD student.
(Gonzales, Pagan, et. al. 2011; Jackson, 2012; Kagan &
Kagan, 2009; Nateson & Kieftenbeld, 2012; Vavrus, 2015)

a) strongly disagree
b) disagree
c) neither agree nor disagree
d) agree
e) strongly agree

I use the appropriate number of CRP strategies to meet the
needs of my students.
Examples include:
-Language resources in the classroom in the native language of
CALD students.
-Cooperative Learning strategies such as Peer Tutoring or
Think-Pair-Share.

a) strongly disagree
b) disagree
c) neither agree nor disagree
d) agree
e) strongly agree

a) strongly disagree
b) disagree
c) neither agree nor disagree
d) agree
e) strongly agree
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-Tracking CALD student progress through expressive selfreflection in either a diary or Learning Log.
-Incorporating the CALD students’ home culture into my
curriculum.
(Gonzales, Pagan, et. al. 2011; Jackson, 2012; Kagan &
Kagan, 2009; Nateson & Kieftenbeld, 2012; Vavrus, 2015)
It is important to modify your curriculum to reflect the home
cultures and languages of your diverse students.
(McKnight, 2015; Vavrus, 2015)

a) strongly disagree
b) disagree
c) neither agree nor disagree
d) agree
e) strongly agree

These items were justified primarily by review of the literature. In addition, each item
was selected to address the research questions in this study. The following table (Table 7) details
which items address each research question.
Table 7
Framework for Content Related Survey Items
Teacher perception of student achievement

Teacher Willingness to use CRP

I feel the home culture of students affects their
performance class.

My curriculum reflects the home cultures of my
students.

I feel language barriers are a reason why some
students do not succeed in school.

I feel it is my responsibility to adapt my
curriculum to suit the needs of culturally and
linguistically diverse students.

CALD students are disadvantaged academically I appropriately utilize culturally responsive
because they come from a culturally and
practices in my classroom.
linguistically diverse home.
Culturally and linguistically diverse students
(CALD) students are disadvantaged
academically because they come from a
culturally and linguistically diverse home.

I use culturally responsive practices in my
classroom.
Examples include:
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-Differentiation of instruction through
multilingual texts/resources.
-Incorporating a student’s home
culture/language in curriculum planning.
-Scaffolding instruction dependent
Behaviors and language barriers related to
CALD students in my classroom interfere with
the activities planned for the day.

It is my responsibility to adapt the curriculum
to suit the needs of CALD students.

Step Eight: Revisit the Research Question
It is important to revisit the research question to align with the items of the survey. See
items above and discussion of alignment in Step 9.
(a) What perceived academic achievement do teachers have for their students of
racially or culturally diverse backgrounds?
(b) How do current middle and high school teachers feel towards culturally
responsive teaching practices?
(c) Would these current teachers feel open to adapting new learning styles to
assist these learners in the future?
Step Nine: Survey Creation Protocol
A survey was created using the Survey Monkey® website, with the intention to distribute
via email to all participating second education teachers. Survey questions were developed
following the framework structured with the intent to answer the research questions of this study.
The first section of the survey focused on the demographics of the participants in the
study. These questions will help to further analyze the data and perceptions the participants share
with the researcher. These first four items address the characteristics of the participant, whilst
maintaining the anonymity of the participant.
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These items were modified from a study conducted by Saff (2016) and are utilized to
differentiate between the responses and situations each teacher faces. The questions modified
were originally open-ended, allowing for the responders to detail information like age and
demographic. The modified items were changed to a Likert-like scale that is more easily
quantified through the Survey Monkey® website.
The remaining six questions of the ten-question survey focused on the two primary
research questions of the study. Questions were created to address the perceptions and attitudes
held by the teacher were influenced by similar surveys, although no questions were directly
taken from these studies. The following items were created by the researcher utilizing strains of
phrasing he took and modified from Saff (2016), and Almalki (2014):
Table 8
Survey Items and Justification Related to Research Items
Number

Item

Justification for Item

6

I feel the home culture of students Research shows that the home culture and
affects their performance class.
language of a student affects the way they
behave and perform in school. In addition, the
way a teacher perceives this affects they
manner in which the teacher addresses the
students’ behaviors and performances in school.

7

I feel language barriers are a
reason why some students do not
succeed in school.

Research shows that teachers often feel
hesitation to work with CALD students with
language barriers.

8

I believe students from CALD
homes require additional support
beyond my curriculum.

The perceptions towards what is required of
teachers to better the success of CALD students
may be related to the stance that the students
must seek support outside of the general
content classrooms.
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Number

Item

Justification for Item

9

Culturally and linguistically
diverse students (CALD) students
are disadvantaged academically
because they come from a
culturally and linguistically
diverse home.

This question helps correlate the felt need to
incorporate CRP when the students are CALD.

10

Behaviors and language barriers
related to CALD students in my
classroom interfere with the
activities planned for the day.

Research suggests that behaviors and academic
performance in the classroom is affected by the
misunderstandings and communication barrier
between the teachers and students. These
interpersonal connections maintained through
trust are essential to ensuring the benefits of
CRP are not wasted.

11

My curriculum reflects the home
cultures of my students.

Research shows teachers that incorporate CRP
into their classrooms, often find success for
CALD students.

12

It is my responsibility to adapt the Research shows that best practices to better
curriculum to suit the needs of
ensure content and language acquisition for
CALD students.
CALD students are rooted in making the
content applicable to the students’ lives.

13

I use culturally responsive
practices in my classroom.
Examples include:
-Differentiation of instruction
through multilingual
texts/resources.
-Incorporating a student’s home
culture/language in curriculum
planning.
-Scaffolding instruction dependent
on the individual needs of each
CALD student.

CRP are strategically used and developed to
better enable CALD students to succeed in the
classroom. The appropriate uses and
applications benefit the students with greater
efficacy.

14

I use the appropriate number of
culturally relevant practices (CRP)
to meet the needs of my students.
Examples include:
-Language resources in the
classroom in the native language
of CALD students.

Research suggests the higher the focus a
teacher has on CALD students as they create
curriculum and activities, the stronger the
growth for these students.
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Justification for Item

-Cooperative Learning strategies
such as Peer Tutoring or ThinkPair-Share.
-Tracking CALD student progress
through expressive self-reflection
in either a diary or Learning Log.
-Incorporating the CALD
students’ home culture into my
curriculum.
15

It is important to modify your
curriculum to reflect the home
cultures and languages of your
diverse students.

Research suggests that relating the lives and
home cultures of CALD students to your
curriculum is incredibly beneficial and
facilitates learning for these students.

The manner in which the items were phrased with stress on anonymity was used to better
allow accessibility and prevent hesitation when participants responded to the items above. The
survey was linked within the introductory email, sent to the addresses publicly found on the
school district’s websites. HSR proposal will be submitted in May.
Step Ten: Design of Survey, Definitions, Directions
The sole instrument used in this research was a survey. The survey drafted was created by
the researcher with the goal of maintaining complete anonymity of the target participants. The
survey was designed to be administered via the Survey Monkey® website, which was then
embedded into an email sent to the participants.
The first several items in the survey were designed to provide background information of
the participants taking the survey, to further analyze the data. The remaining questions were
designed to address the attitudes teachers have towards the CALD students they teach, as well
their willingness to incorporate CRP into their classrooms. These questions however, demand no
personal information, and provide the participant the option to not respond. Anonymity will be
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emphasized to the participants in both the email as well as the consent to participation page
found before the survey is taken.
The terms CRP and CALD were defined for the participants when the terms were
required. In addition, examples of strategies were provided in some items when necessary. This
was an effort to limit the level of misunderstanding participants felt taking the survey. In
addition, the survey will not have a skip item option. This was an effort to persuade participants
to respond to more of the items in the survey.
Directions for the survey were provided in the email as well as before the initial
demographically based items. The directions were designed to be clear and precise in what the
participants were to do once clicking the embedded survey link in the email.
Step Eleven: Human Subject Research Approval
As described above, before approval to conduct research was granted, the researcher
submitted his human subject review application to the Human Subject Review Board at the State
University of New York at Fredonia. His application included a description of the setting,
participants, and a copy of the survey instrument to be used in the research. Approval for this
project was received on June 12, 2016. A copy of the approval letter can be found in Appendix D
Step Twelve: Distribute Surveys
Surveys were linked in an email sent to the participants using their publicly accessible
school emails. These were accessed through their public-school websites accessible to the public.
The email contained a brief summary of the study’s purpose and anonymity. The link directed
them immediately to the Survey Monkey® website survey created by the researcher.
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These emails were sent in early September 2017 and were collected in mid-September,
2017. A reminder email was sent in late September 2017 to the participants required. The data
was collected via the survey website.
Step Thirteen: Collect Surveys
Survey Monkey® organized the responses in a chart that determines the strength of the
teachers’ feelings and perceptions based on a Likert-type scale. The responses will be tabled
based on years of experience in teaching, primary student demographic, and willingness to
incorporate CRP.
Step Fourteen: Organizing Data
When the surveys were completed the researcher collected all data from the Survey
Monkey® website and entered the data into an Excel database. Each row was a respondent and
each column was an item on the survey.
Step Fifteen: Analyzing Data
Data from each item was extracted from the database to form a display. Each item was
graphed using SmartArt in Excel to display results of sample. Data was displayed in pie charts,
bar charts, and tables in the results section. These table and figures were used to answer the
research questions.
Step Sixteen: Identify Limitations
Limitations of this survey begin with sample size. The number of participants that took
the survey does not reflect the complete opinion of all teachers. The results instead, reflect a
portion of the opinions and perceptions held by secondary education teachers.
An additional limitation of this study is the potential feeling personal and professional
duty to respond to the items in a way that reflects what the teacher should do and feel, rather than
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what they actually do and feel. As the questions directly relate to the individual practices and
perceptions each teacher personally has, they may feel swayed to respond the way they feel they
should respond, rather than honestly.
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Results
Results from this study were itemized and each survey item is represented below. Items
1-5 focused on demographic information. Items 6-14 prompted responses on a Likert-type scale
with possible responses from strongly disagree to strongly agree. Item 1 revealed that of the 61
participants in the study, 50.82% of participants taught only middle school (grades 6-8), 39.34%
taught only high school (grades 9-12), and 9.84% taught both middle and high school. Sixty
point six percent of participants taught middle school, and 49.18% taught high school.

Middle school (grades 6-8)
High school (grades 9-12)
Both middle and high school

Figure 2. Grade level(s) taught by participants.
Item 2 demonstrated the homogenous nature of the participants, in that 98.31% of
participants were Caucasian, with only 1.69% of participants claiming Other as their ethnicity.
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120
100
80
Percentage of Total Ethnic
Background

60
40
20
0
Caucasian

non-White
Hispanic

African
American

Asian

Other

Figure 3. Ethnic backgrounds shared by participants.
Item 3 of the survey found the total number of years the 61 participants taught. Eleven of
the participants (18.03%) taught 1-5 years. 8 of the participants (13.11%) taught 6-10 years.
Eleven of the participants (18.03%) taught 11-15 years. Lastly, 31 participants or 50.82%. taught
over 16 years.

35
30
25
20
Teacher Experience in Years

15
10
5
0

1 year - 5 Years

6 years - 10
years

11 years - 15
years

16+ years

Figure 4. Participants' experience teaching in years.

PERCEPTIONS TEACHERS HAVE ON ABILITY

50

Item 4 of the survey demonstrated the primarily female presence amongst the participants
in the study. Forty six of the 61 participants (75.41%) were female, while 15 (24.59%) were
male.

50
45
40
35
30
Teacher Gender

25
20
15
10
5
0
Male

Female

Prefer not to say

Figure 5. Disclosed gender of participants.
Item 5 of the survey revealed the overall experience of participants in teaching CALD
students throughout their careers. Of the participants, 2 (3.28%) taught 0 CALD students, while
12 (19.67%) taught 1-5 CALD students. Nine participants (14.75%) taught 6-10 CALD students,
and 38 (62.30%) of participants taught more than 11 CALD students in their careers.
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40
35
30
25
Number of CALD Students
Taught in Career

20
15
10
5
0
0 students

1-5 students

6-10 students

11+ students

Figure 6. Number of CALD students taught by participants in their
career.
Participants were asked whether the home cultures of CALD students affect their
academic performance. In item 6, 2 participants (3.28%) strongly disagreed, 0 disagreed, 5
(8.2%) neither agree nor disagree, 19 (31.15%) agreed, and 35 (57.38%) strongly agreed.

40
35
30
25
CALD Home Culture Affects
School Performance

20
15
10
5
0
Strongly
Disagree

Disagree

Neither
Agree Nor
Disagree

Agree

Strongly
Agree

Figure 7. Perception of whether home cultures of CALD students
affect academic performance.
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Then participants were asked whether they thought language barriers of CALD students
affect academic performance in school. Of the 61 participants, 0 strongly disagreed, 3 (4.92%)
disagreed, 9 (14.75%) neither agreed nor disagreed, 25 (40.98%) agreed, and 24 (39.34%)
strongly agreed.
30
25
20

15
Language Barrier Causes Low
Success Rate

10
5
0
Strongly
Disagree

Disagree

Neither
Agree Nor
Disagree

Agree

Stongly
Agree

Figure 8. . Perception of participants on whether language barriers of
CALD students affect academic performance
Item 8 asked the perception of participants on whether they felt CALD were specifically
disadvantaged because they came from a culturally and linguistically diverse home. Of the 61
participants, 4 (6.67%) responded that they strongly disagreed, 18 (30%) disagreed, 18 (30%)
neither agreed nor disagreed, 15 (25%) agreed, and 5 (8.33%) strongly agreed.
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CALD Students are
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Home Life
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Agree

Strongly
Agree

Figure 9. Perception of participants on whether CALD students are
disadvantaged due to home life.
The survey item 9 gauged the perception of whether participants felt CALD behaviors
and language barriers interfere with the implementation of the curriculum. Seven participants
(11.86%) strongly disagreed, 9 (15.25%) disagreed, 22 (37.29%) neither agreed nor disagreed,
18 (30.51%) agreed, and 3 (5.08%) strongly agreed.
25
20
15

CALD Behavior and Language
Barriers Interfere with
Curriculum

10
5
0
Strongly
Disagree

Disagree

Neither
Agree Nor
Disagree

Agree

Strongly
Agree

Figure 10. Perception of participants on whether typical CALD
behaviors and language barriers interfere with participants'
curriculum.
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Item 10 of the survey addressed whether teachers felt their curriculums reflect the home
cultures of their students. Of the 61 participants, 1 (1.64%) strongly disagreed, and 18 (29.51%)
disagreed. Twenty-seven of the participants (44.26%), neither agreed not disagreed, 12 (19.67%)
agreed, and 3 (4.92%) strongly agreed.
30
25
20
My Curriculum Reflects Student
Home Cultures

15
10
5

0
Strongly
Disagree

Disagree

Neither
Agree Nor
Disagree

Agree

Strongly
Agree

Figure 11. Perception of participants on whether my curriculum
reflects the home cultures of CALD students.
Participants were then asked whether they felt it is their responsibility to adapt their
curriculum to the needs of CALD students in their classrooms. Zero participants strongly
disagreed, 2 (3.28%) disagreed, 12 (19.67%) neither agreed nor disagreed, 33 (54.10%) agreed,
and 14 (22.95%) strongly agreed.

PERCEPTIONS TEACHERS HAVE ON ABILITY

55

35
30
25
20
Teacher Is Responsible to Adapt
Curriculum for CALD Students

15
10
5
0
Strongly
Disagree

Disagree

Neither
Agree Nor
Disagree

Agree

Strongly
Agree

Figure 12. Perception of participants on whether a teacher is
responsible to adapt their curriculum for CALD students.

Item 12 asked participants whether they use CRP in their classrooms. One participant
(1.67%) strongly disagreed, 5 (8.33%) disagreed, 8 (13.33%) neither agreed nor disagreed, 33
(55%) agreed, and 13 (21.67%) strongly agreed.
25
20
15
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Number of CRP for Students
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Figure 13. Perception of participants on whether they use the
approriate number of CRP for CALD students in their curriculum.
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Item 13 asked participants whether they use the appropriate number of CRP in their
classrooms to meet the needs of their students. Of the participants, 3 (4.92%) strongly disagreed,
6 (9.84%) disagreed, 18 (29.51%) neither agreed nor disagreed, 23 (37.7%) agreed, and 11
(18.03%) strongly agreed.
30
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Figure 14. Importance to modify curriculum based on student needs.

The last item of the survey addressed participant perceptions on whether it is important to
modify one’s curriculum to reflect the home cultures and languages of CALD students. Zero
participants strongly disagreed, 4 (6.56%) disagreed, 17 (27.87%) neither agreed nor disagreed,
28 (45.9%) agreed, and 12 (19.67%) strongly agreed.
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Discussion
The research study produced several results. These results will be evaluated as they
compare to reviewed literature and relate to the original questions of this study. The purpose of
this study was based on three research questions:
(a) What perceived academic achievement do teachers have for their students of
racially or culturally diverse backgrounds?
(b) How do current middle and high school teachers feel towards culturally
responsive teaching practices?
(c) Would these current teachers feel open to adapting new learning styles to
assist these learners in the future?
Typical Participant Profile and Demographic Implications
Based on mean averages, the most common participant to complete the survey in this
research teaches in the middle school setting. The most common responses suggest the majority
of teacher participants are Caucasian females with over 16 years of teaching experience.
According to Columna, Foley, and Lytle (2010), there is significant statistical difference
in attitudes held towards multicultural education. In that study, females held a much higher value
and appreciation towards their CALD students. There is a strong correlation between the two
studies in that Columna, Foley, and Lytle’s study found females to respond more positively, and
so did this study. Additionally, McKnight (2015) found similar results in his research.
McKnight (2015) also found that White teachers and non-White CALD students found it
difficult to understand one another’s’ cultures in the classroom. When using this prior research as
a lens for this survey study, the homogeneous sample of teacher participants may have responded
in a way different than another that may have been more diverse.
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Teachers Generally Agree that CALD Home Culture Affects Academic Performance
Teacher participants strongly agreed to some extent that the home lives, culture, and
language affect their performance in some way at school. This was further complemented by the
item that followed, which surveyed whether teacher participants felt language barriers are a
reason some CALD students do not succeed in schools. Participants primarily agreed or strongly
agreed. These responses concur with prior research done by Nateson and Kieftenbeld (2012),
Marx (2008), as well as experienced by Saldaña (2013) on the importance of multicultural
approaches to educating CALD students. Flores and Manzo (2012) also details research that
suggests CALD students greatly benefit from (and are more dependent on) inclusion and
kinesthetic styles of learning. For many teachers, this means differentiating their instruction from
traditional styles.
Teachers Cannot Agree Whether CALD Students are Disadvantaged
Results from items 6 and 7 indicated that participants generally agreed to some extent
that CALD student performance is greatly affected by the students’ home culture and language
barriers in the classroom. This shows some of the sample orientation toward a deficit perspective
of CALD students. Further, teacher participants could not agree when asked whether CALD
students are disadvantaged academically because they come from a CALD home setting.
Ladson-Billings disagreed in her 2009 research that detailed the importance of ignoring “color”
when creating curriculum. She suggested that all students share the same desire to be recognized
for their individual needs, strengths, and weaknesses regardless of race or cultural. This is
interesting, because results from this survey suggest there is no strong correlation between
participant perceptions in items 6 and 7 of this study with that of item 8.
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If participants agreed that language barriers and CALD home culture greatly affect
academic performance in these students, and teacher participants neither agree nor disagree
whether their curriculum reflects the home cultures of CALD students, it would make more
sense that participants also felt that these students are disadvantaged. Especially due to the fact
that participants neither agreed nor disagreed that they use culturally responsive teaching
practices in their own curriculums. According to survey results, this was not the case.
One possible reason for this, may be that some participants that do not frequently teach
CALD students do not incorporate CRP strategies despite their understanding of the importance,
because they feel no need in their own curriculum. Another possible complication is that when
utilizing mean averages, respondents may answer items with strong correlations that negate one
another, causing the mean to skew. For example, a participant that strongly agreed that behaviors
and language barriers of their CALD students affect academic performance, may have also
strongly agreed that their curriculum reflects student CALD home cultures. In the same items, a
different participant may have disagreed that behaviors and language barriers of their CALD
students affect academic performance, and may have also disagreed that their curriculum reflects
CALD student home cultures. These participants would cause mean data to differ.
Teachers Understand Responsibility for Adapting Their Curriculum
With the exception of a few outliers, the majority of teacher participants agree or strongly
agree (65.57%) that it is their duty and responsibility to modify their lessons, curriculum, and
strategies to better reflect the home cultures of CALD students. This strongly correlates with
participant responses to whether respondents felt they use CRP in their own lessons, curriculum,
and strategies.
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Participants in this study varied from some of the responses in Columna, Foley, and
Lytle’s 2010 findings that found some participants accepting the need for the shift towards
multicultural education, and some did not. This may be due to the high level of experience of the
teachers in this study in both the number of years teaching (figure 4) and in the number of CALD
students taught (figure 6). Results also suggest that participants understand the steps to adapting
their curriculum as detailed by Vavrus (2015).
On their perception whether typical CALD behaviors and language barriers affect or
interfere with participants’ curriculum or lessons, the respondents were split and the majority felt
they neither agreed nor disagreed. In a study done by Kumar, Karabenick, and Burgoon (2015),
the vast majority of participants (White teachers) admitted to preferring White students. This
may be due to a lack of understanding, or a stereotypical belief that CALD students would cause
problems or issues in classes. This was not suggested in this study, but is not out of the realm of
possibility for those outliers that strongly agreed with item 9 (figure 10).
Teachers Feel They Implement CRP Appropriately
Teacher participants were asked both whether they use CRP in their classrooms as well as
whether they incorporated the appropriate number of CRP strategies for the students they teach.
Participants agreed (55.73%) that they both use CRP strategies as well as that they used the
appropriate number of strategies. In addition, the majority of participants agreed that it is their
responsibility to adapt their curriculums to suit the needs of CALD students. These findings
support Alban and Reeves’ 2014 findings in that participants found it to be their responsibility
and duty to modify their teaching to reflect the needs of their students and that they understood
the importance of CRP in their curriculums.
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Teacher Responsibility, CRP Implementation, and Result Dissonance
The sample of participants was fairly experienced in teaching CALD students, as most
(62.3%) of teacher participants taught more than 11 CALD students in their careers. In addition,
over 50% of participants have taught more than 16 years. The experience the participants
claimed, creates an interesting lens in which one can analyze their responses.
Most participants (54.1%) believed it is their responsibility to adapt their curriculum to
meet the needs of CALD students in their classrooms, and this correlates with the results from
item 12 that indicate that these teachers utilize CRP to aid in adapting their curriculums. Vavrus
(2015) agrees, but also adds it is additionally the responsibility of the home to support the
student as well.
Item 11 results make sense considering participant experience in the field. This supports
Bitew and Ferguson (2012) who suggested lesser experienced teachers felt ill-prepared to teach
CALD students. The more experienced teachers in my study feel confident in their teaching and
preparedness. In addition, most teacher participants (76.67%) in my study felt in some fashion
that they incorporate CRP in their classrooms. These participants generally felt the number of
CRP techniques and strategies utilized is appropriate for their students.
This confidence may indicate that teacher participants sought training due to their
perception towards the importance of adapting curriculum, or perhaps gained experience in the
workplace. However, it may also indicate that due to their perceived duty and responsibility
towards educating their students, participants potentially felt obligated to utilize CRP strategies.
Data from items 13 and 14 may dissuade one from this thought however.
According to results from items 13 and 14, most participants understood the importance
of modifying their curriculum to meet the needs of their students, but also felt they adequately
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incorporate the proper number of CRP in their curriculums. This may suggest that participants
currently feel confident in their ability to teach CALD students. This was not the case for Bitew
and Ferguson (2012). Their teacher participants felt poorly prepared by comparison.
Although they understand the importance of CRP, this may indicate a potential lack in
drive to acquire new techniques or training in the future. It is also possible, that some teachers
in my study may not see the value in additional training when weighing the effort against the
short time remaining in their careers. However, it may also indicate that participants may feel
they learned their craft better through training and collaborative work. These results do not
concur with Columna, Foley, and Lytle’s (2010) findings that found no statistical difference
between practicing teachers’ attitudes (with teaching experience) and preservice teachers
(without classroom experience).
Results from item 10 are intriguing, because although data suggests participants
understand the importance of curriculum adaption and that they incorporate CRP to assist
CALD students, most participants neither agreed nor disagreed (44.26%) that their curriculum
reflects the home culture of their students. One could assume that if the teacher participants
understood the importance and assume responsibility to adapt their curriculums to their
students, they would not feel as confident that they provide adequate CRP strategies.
Another possibility in the data dissonance is that the teacher participants did not fully
understand the connection between culturally relevant practices and their reflection with the
home cultures of CALD students. Despite giving examples, the sample set may not have
connected the two concepts.
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Limitations
Limitations to the survey stemmed primarily from potential hesitation and the desire to
respond professionally despite survey anonymity. Additionally, a small sample size may not be
generalized to the population of teachers.
The fear of responding negatively to a subject or in a way that is not the norm is
sometimes difficult for some. Individuals that hesitate or are fearful of responding differently
than they feel they should, may have caused some participants to respond in a way that does not
reflect entirely their thoughts.
This may also be the case as a professional. As an educator, a certain stigma is held about
the overall attitudes a teacher or educator should have about these topics. Participants may have
responded the way they perceive a teacher should respond, rather than with their own
perceptions on the topics.
Another potential limitation is that the survey was sent out on a Monday, which may be a
difficult day for some participants. It was unknown to me whether a specific day of the week, or
time of the day, is better for gathering survey data. Therefore, I sent the survey, beginning on a
Monday.
Conclusion
Overall, findings from this study suggest that the Chautauqua teachers surveyed felt
confident in their ability to teach CALD students with CRP strategies. These teachers generally
agree that CALD home culture affects the academic performance of these students, but they
cannot agree whether the students are academically disadvantaged due specifically to their home
cultures alone.
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Teachers assumed responsibility for modifying and adapting their curriculum to benefit
their CALD students, and divulged that they already had been implementing CRP strategies to
assist them. Despite all the positive correlation found in the results, there were still areas where
responses did not align with one another.
Despite the participants’ declaring their beliefs that CRP is important to their curriculum,
they neither agreed nor disagreed that their curricula reflected CALD students’ home cultures.
This also contradicts their responses that they agreed it was their responsibility to adapt their
curriculums, and that they felt they adequately incorporate CRP and with the appropriate number
of strategies. This dissonance in interesting, but difficult to interpret with the sample size
collected.
One possibility for the dissonance in the results may be that teacher participants did not
fully understand the connection between culturally relevant practices and their reflection with the
home cultures of CALD students. They may had thought that reflecting the home cultures of
their students in their curricula was not done to the right extent through CRP practices in their
curriculum.
Another possibility may be that participants misunderstood the item asking whether their
curriculum reflected the home culture of CALD students. They may had thought the item was
gauging whether the content covered was directly linked with the culture of CALD students,
rather than the instructional methods and strategies. This may have caused some responses to not
align well.
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Suggestions for future research
The population sampled was one of the limiting factors in this study, and increasing the
participant sample group would also strengthen the results in similar future studies. In addition,
adding additional survey items that better dissect participant demographics may offer additional
insight into the differences in the individuals and how they responded. This was not the purpose
of this study however.
Another potential beneficial study in the field could be conducted to better understand the
backgrounds and levels of training Chautauqua County area teachers have in educating CALD
students. A study of this nature may help understand how their backgrounds and professional
training affects their perceptions on the potential success of their CALD students.
To further extend the research done in this study, allowing both digital and paper surveys
to be utilized may better reach some less technology-trained individuals and may provide a less
stressful approach to responding for others. This is especially true for some districts with higher
internet security measures in place, as certain websites are blocked from access.
Table 9
Recommendations to Improve the Cultural Understanding of Chautauqua Area Teachers, and to
Increase the Level of Culturally Responsive Strategies Used in Area Schools.
Topic
Recommendation
Example
Personal Tolerance &
Understanding

1. Increase professional
development and study on the
cultures of your students.
2. As cultures and people change,
research government and social
changes within the home
cultures of newly arriving
students.

Attend a school-wide training
on the family social structure
in Mexican-American homes.
Understanding the sociopolitical changes of the
Guatemalan student’s home
nation may help facilitate
understanding of his/her
behaviors.
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Professional Ability

1. Attend professional development
to develop CRP practices.
2. Understand & adapt curriculum
to meet student needs.
3. Study CRPs to better understand
their applications.

66
Attend a workshop on Kagan
strategies that may benefit
CALD students as well.
Provide translanguaging
materials in your social
studies class to better address
the needs of your new Puerto
Rican student.
Providing an optional text or
novel that directly relates to
the home life or struggles of
your new Venezuelan student
may reach them differently.
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