Exploring Culturally Relevant Feedback to African American Students in Mathematics
Submitted by

Tonya Renee Strozier

A Dissertation Presented in Partial Fulfillment
of the Requirements for the Degree

Doctor of Philosophy

Grand Canyon University
Phoenix, Arizona

March 4, 2022



© by Tonya Renee Strozier, 2022

All rights reserved.



GRAND CANYON UNIVERSITY
Exploring Culturally Relevant Feedback to African American Students in Mathematics

by

Tonya Renee Strozier

Successfully Defended and Approved by All Dissertation Committee Members

February 11, 2022

DISSERTATION COMMITTEE APPROVAL.:
The following committee members certify they have read and approve this dissertation
and deem it fully adequate in scope and quality as a dissertation for the degree of Doctor
of Philosophy in General Psychology.

Scott Greenberger, EdD, Dissertation Chair

Victor Landry, PhD, Committee Member

Kelly Maguire, EdD, Committee Member

ACCEPTED AND SIGNED:

Mg b @// 24/

Michael R. Berger, EAD Date '
Dean, College of Doctoral Studl




GRAND CANYON UNIVERSITY

Exploring Culturally Relevant Feedback to African American Students in Mathematics

I verify that my dissertation represents original research, is not falsified, or plagiarized,
and that I accurately reported, cited, and referenced all sources within this manuscript in
strict compliance with APA and Grand Canyon University (GCU) guidelines. I also
verify my dissertation complies with the approval(s) granted for this research

investigation by GCU Institutional Review Board (IRB).

2/11/2022

Tonya R Btrozier Date



Abstract
Teacher feedback has a strong correlation to math achievement. However, teachers need
to be conscious of the type of feedback given to students during math instruction. Scholars
suggest studying teachers knowledgeable of cultural relevant pedagogy (CRP) could
supply models for teaching and learning especially for historically marginalized groups of
students such as African Americans. Researchers further suggest a need to describe what
teacher feedback to students looks like and how it is delivered. Using a qualitative
descriptive study and culturally relevant pedagogy theory, the study explores how Arizona
elementary teachers describe the development of their culturally relevant pedagogy in
providing feedback to students. And how culturally relevant pedagogy is used in providing
feedback specifically to African American third through fifth grade elementary students
during math instruction. Semi- structured interviews, with 13 culturally relevant teachers
and a focus group of four additional teachers, was used to collect data. Braun and Clarke’s
thematic analysis was used for data analysis. The findings of the study suggest culturally
relevant teachers: (a) develop subskills in cultural competence, critical consciousness, and
academic success, (b) development includes a teacher disposition for CRP teacher praxis
(c) development is primarily sourced by teacher self-initiated strategies, (d) employ a
teacher-based context of culturally relevant feedback, (e) use African American culture to
provide feedback, and (f) have specific strategies to deliver corrective and disciplinary
feedback to African American students during math instruction. The results highlight the
importance of providing culturally relevant feedback.
Keywords: feedback, culturally relevant pedagogy, African American,

mathematics
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Chapter 1: Introduction to the Study
Introduction

Every Student Succeeds Act of 2015 reauthorized the No Child Left Behind Act
of 2001 with the intent of closing the achievement gap between minoritized students and
White students in math and reading (Adler-Greene, 2019). Despite federal law mandates
to improve math achievement, African American students continue to underperform in
math compared to White students (Kuhfeld et al., 2018; Paschall et al., 2018). In 1990,
White students scored higher than African American students by thirty-one points in
math on a national test (Kuhfeld et al., 2018). In comparison and nearly thirty years later
White students continue to score higher than African American students by twenty-five
points (Kuhfeld et al., 2018). An achievement gap is a notable difference in performance
between two subgroups where one group performs better than the other (Kotok, 2017).
The lingering achievement gap has consequences for African American students (Battey,
2013a). For example, the underachievement of young African American males correlates
with decreased graduation and low college matriculation rates (Kena et al., 2016). In
addition, African American students have fewer opportunities to be successful and are
more likely held back in mathematics compared to White students (Munter & Haines,
2019).

Jeynes (2015) noted limited success in closing the math achievement gap between
African American students and White students and further found that the achievement
gap in fact persists. In particular, the participants achievement gap is more difficult to
close for elementary students compared to secondary students (Jeynes, 2015). Hanushek

et al. (2019) suggested the stubborn achievement inequalities show a need to review



current policies and practices intended to close the lingering racial achievement gap.
According to Wong et al. (2018) teacher instrumental support (teacher actions in the
classroom) and feedback has a strong correlation to math achievement. However,
teachers need to be conscious of the type of feedback given to students during math
instruction (Wong et al., 2018).

Kelcey et al. (2019) noted an important relationship between teacher knowledge,
instructional quality, and math achievement that were mediated by factors such as the
classroom context. The goal of the Kelcey et al. (2019) study was to examine
generalizable measures of instruction but the Kelcey et al. study did not examine
pedagogical approaches or specific instructional practices such as teacher feedback. The
amount and type of feedback a student receives plays a role in academic performance
(Gjerde et al., 2018). To create effective feedback, the interactions between the feedback
message, recipient, and source must be understood (Gjerde et al., 2018). To address
African American math underachievement, a close examination of teacher instructional
practices in the classroom (Kelcey et al., 2019) and effective pedagogy for African
American students is needed.

Background of the Study

Math achievement is also attributable to earning differentials in adulthood for
African American students (Battey, 2013a). Battey (2013a) noted the racialized effect of
math achievement and math curriculum which acts as a gatekeeper limiting access to
African American into universities. Kelcey et al. (2019) noted the relationship between
teacher knowledge, instructional quality, and math achievement were mediated by factors

such as the classroom context. Teachers knowledgeable of the tenets of culturally



relevant pedagogy, which is the intentional use of the student’s culture as the basis for
teaching and learning, foster academic achievement, cultural competence, and
sociopolitical/critical consciousness (Ladson-Billings, 1995). Studying teachers
knowledgeable of culturally relevant practices could supply models for teaching and
learning especially for historically marginalized groups of students such as African
Americans (Martell & Stevens, 2019).

There is a need to describe what teacher feedback to students looks like, how it is
delivered, and how students respond to feedback (Skovholt, 2018) during math
instruction from the teacher’s perspective. Therefore, the purpose of this qualitative
descriptive study was to explore how elementary teachers describe the development of
their culturally relevant pedagogy in providing feedback to students and their use of
culturally relevant pedagogy in providing feedback specifically to African American third
through fifth grade elementary students during math instruction in Arizona.

Exploring how teachers describe the use of their culturally relevant pedagogy in
providing feedback to African American students will advance knowledge and practice
by providing teachers with a detailed description of how culturally feedback is given.
Knowledge will be advanced by addressing culturally relevant feedback, as a factor in the
relationship between culture and math achievement (Hill, 2018). Moreover, the findings
of this study advanced knowledge of teaching practices that may contribute to differences
in the effectiveness of feedback on achievement, especially within the math classroom
(Wong et al., 2018). The findings of this study expanded teacher knowledge and use of

culturally relevant pedagogy in mathematics (Brown et al., 2018).



Definition of Terms

To provide mutual understanding and comprehension, this study involves the
following terms:

Academic Achievement Gap. Academic achievement gap describes racial
inequalities in the comparison of student performance on math and reading standardized
assessments between White students performing better than African American, Latinx,
and Asian students (Assari et al., 2021). The achievement gap has negative consequences
for students of color (Battey, 2013b).

Cultural Competence. The definition of cultural competence has evolved and
extends beyond an awareness of ethnically assigned, stereotypical behaviors or a static
list of congruent behaviors about a group. Cultural competence is the combination of
complex knowledge and skills that produces a partnership between the different cultures
interacting (Garneau & Pepin, 2015). Cultural competence is not static and is applicable
in multiple disciplines (Markey et al., 2020; Sinclair, 2019).

Culturally Relevant Teacher. A teacher that employs the tenets of Culturally
Relevant Pedagogy (Ladson-Billings, 1995). Culturally relevant teachers seek out
community and cultural knowledge and maintain a commitment to cultural integrity and
collective empowerment (Williams, 2018).

Feedback. Information exchanged between teacher and student about the
student’s actions or understanding (Hattie & Timperley, 2007) to support learning.
Carless et al. (2011) characterizes feedback as a dialogic and interactive part of pedagogy
and assessment. Feedback can be corrective, an alternate strategy, and supply clarity,

encouragement, and guidance in verbal and written form (Hattie & Timperley, 2007).



Math Instruction. Appropriate grade level math skills and concepts taught
according to state standards (Protheroe, 2007). Most states adopted the Common Core
State Standards in Mathematics that are taught during math instruction (Allensworth et
al., 2021).

Noticing. The term refers to the teacher’s ability to notice a student’s
misunderstanding and errors during the learning process (Kilic, 2018). Teacher noticing
is subjective being based upon the teacher's pedagogical commitments, beliefs, and
philosophy of teaching and learning (Patterson-Williams et al., 2020). Inadequate
noticing skills effect student learning (Patterson-Williams et al., 2020).

Pedagogy. The process, influences upon, and inter-relationship of teaching and
learning (Black & William, 2018). Teachers can include the student’s culture to provide
culturally inclusive pedagogy (Yu, 2018).

Social Privilege. The advantages that members of dominant social group possess
based on their membership (Wu & Dunning, 2020). Social privilege is based in power
which is the access and ability to access and influence over resources (Zoino-Jeannetti &
Pearrow, 2020). Social privilege can be denied and instead explained as luck or
inheritance (Whiting & Cutri, 2019).

Sociopolitical/Critical Consciousness. A person’s ability to critically examine
political, economic, and social forces that society and status in that society (Seider et al.,
2018). Critical consciousness can be incorporated in a variety of classrooms (Freire,
2020) being facilitated through dialogue (Pollard, 2020). Sociopolitical/critical
consciousness is characterized critical thinking, critical motivation, and critical action

Lorenza (2018).



Teacher Disposition. The teacher’s values, attitudes, and patterns of behavior
while impacted by content and pedagogical knowledge, knowledge of students, and the
sociocultural learning context (Warren, 2018). Specific teacher disposition creates a
classroom environment reflecting the effect of that disposition (Stephens, 2019).
Examples of teacher dispositions include empathy (Warren, 2018), putting learners first
(Truscott & Stenhouse, 2018), social awareness, meekness, inclusion, and advocacy
(Johnson et al., 2021).

Anticipated Limitations

Limitations in research cannot be controlled by the researcher. Low inference and
small sample size are limitations of the qualitative descriptive study (Neergaard et al.,
2009). Therefore, the expected limitations of the study design were research findings on
CRP feedback are not transferrable and applicable across all classrooms taught by
culturally relevant teachers. However, a descriptive summary of culturally relevant
feedback during math instruction, from the teacher perspective, can be provided.

In addition, the study had an expected limitation based on the sources of data and
sampling strategy. In depth interviews and a focus group of culturally relevant teachers
were used to collect data. The anticipated limitations of the data sources were self-
reported, unverifiable descriptions of how culturally relevant feedback is given to
students. Furthermore, convenience sampling of teachers that use culturally relevant
pedagogy is subject to a high level of bias as usage is self-reported by the participants.
The researcher was not able to verify the accuracy and alignment of teacher training to
the tenets of CRP. Consequently, the study findings are not applicable and transferable to

all teachers that use CRP based on the anticipated limitations.



Summary and Organization of the Remainder of the Study

This chapter discussed the background and general layout of the study.
Definitions were provided to mutual understanding of terms used throughout the study.
There are limitations with all research. Anticipated limitations were examined to clarify
the impact on transferability and applicability of the study findings. Feasibility has been
considered for the study. Table 2 below describes the alignment of the study. The
research is feasible based on the permissibility to Arizona Educators United and
Teacher/Educator Resources and Jobs in Arizona Facebook Groups providing
accessibility to participants. The researcher has completed the required CITI professional
courses to conduct the study. There are limited ethical concerns related to the target
population The study aligns with Doctorate in Psychology with an emphasis in

Integrating, Technology, Learning, and Psychology (ITLP) degree.



Table 1.

Alignment Table

Alignment Item Alignment Item Description

Problem Space Need: The research that needs to be understood is how elementary teachers
describe the influence of culturally relevant feedback on feedback provided
to African American students in math.

Problem Statement: It is not known how elementary teachers describe the development of their
culturally relevant pedagogy in providing feedback to students and their use
of culturally relevant pedagogy in providing feedback specifically to
African American third through fifth grade elementary students during
math instruction.

Purpose of the Study: The purpose of this qualitative descriptive study explored how elementary
teachers describe the development of their culturally relevant pedagogy in
providing feedback to students and their use of culturally relevant
pedagogy in providing feedback specifically to African American third
through fifth grade elementary students during math instruction in Arizona.

Phenomenon: The phenomenon of interest involves how elementary teachers develop
their culturally relevant pedagogy and use of their culturally relevant
pedagogy in providing feedback to African American third through fifth
grade elementary students during math instruction.

Research Questions: RQ1: How do elementary teachers describe the development of their
culturally relevant pedagogy to provide feedback to students?
RQ2: How do elementary teachers describe their use of culturally relevant

pedagogy in providing feedback specifically to African American third
through fifth grade elementary students during math instruction?

Methodology/Research The methodology is qualitative. The design is descriptive.
Design:

The next chapter presents on overview of literature related to culturally relevant
pedagogy, feedback, and African American math achievement. Chapter 2 explores topics
related to this study in greater detail, helping readers understand academic success,
cultural competence, and sociopolitical/critical consciousness. With this background
established, Chapter 3 provides an explanation of the research methodology and design,
including the population, data collection, and data analysis procedures. In chapter 4, data
are analyzed and provide a descriptive summary of the findings using the themes that

emerged. Chapter 5 will conclude with an interpretation and discussion of the themes by



the researcher in relation the research questions. In addition, recommendations for future

studies along with implications from the data will be included in Chapter 5.
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Chapter 2: Literature Review
Introduction to the Chapter and Background to the Problem

Chapter 1 provided an introduction and outline for the study. Definitions of terms
are included as well as anticipated limitations. Chapter 2 provides a detailed foundation
for the study. Following the chapter introduction, the background to the problem and
problem space are identified. The background section provides a discussion of how the
problem has evolved historically into its current state. Next, the culturally relevant
pedagogy theoretical framework for the study was discussed.

Following the theoretical framework, the review of literature is divided into five
major themes that describe the scope of research done in this study including: learning
and culture, cultural competence, sociopolitical/critical consciousness, academic success,
and feedback in mathematics. Literature was gathered from the public search engine such
as Google Scholar, as well as ERIC (EBSCO), Taylor and Frances, ScienceDirect, SAGE
Premier, ProQuest Education Database, and Web of Science databases provided through
Grand Canyon University. The predominant search terms used were culturally relevant
pedagogy, feedback, cultural competence, critical consciousness, sociopolitical
consciousness, learning and culture, teacher dispositions, and teacher noticing. Empirical
studies and peer reviewed articles were selected for the review of literature representing
the last five years of research related to the phenomenon. Following the review of
literature, a problem statement and chapter summary are provided.

Background
The focus of the study was the experiences of teachers developing their culturally

relevant pedagogy in providing feedback to all students and their use of culturally
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relevant pedagogy in providing feedback specifically to African American third through
fifth grade elementary students during math instruction. African American students have
consistently underperformed on standardized math tests compared to White students
(Kena et al., 2016). Research shows teacher practices, such as feedback can predict math
achievement (Wong et al., 2018) yet teacher feedback can differ based on race (Scott et
al., 2019). Exploring how teachers develop and use their culturally relevant pedagogy in
providing feedback to African American students may provide insight using feedback to
curtail low math achievement.

Extant research shows teacher feedback can vary in terms of approach, timing,
and student impact. Smith et al. (2016) examined recursive dialogue between the
student’s internal feedback and the teacher’s feedback to strengthen or weaken the
student’s belief in their ability to master standards. Meanwhile, Fyfe and Rittle-Johnson
(2017) measured the impact of immediate, summative, or no feedback from the teacher
during math practice. Gamlem et al. (2019) investigated the use of responsive pedagogy
with math students resulting in a significant difference in students’ feedback, self-
regulated learning, self-efficacy, and achievement. Diversity of teacher feedback
practices can lead to positive results for students.

Existing research on teacher feedback can be used to increase learning but does
not specifically address the benefits of utilizing the combination of culture and feedback
in the classroom. It is known that the teacher’s use of the student’s culture during math
instruction can have positive effects (Hodge & Cobb, 2019). Moreover, Oxford and
Gkonou (2018) argue language, learning, and culture are interconnected. Research also

shows that the use of culturally relevant pedagogy creates a classroom where student
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cultural identities are affirmed and results in high expectations for students (Sturdivant &
Alanis, 2019), changes in student, attitudes toward and increased motivation in math (Yu,
2018) and builds and inclusive learning environment (Wynter-Hoyte et al., 2019). What
still needs to be understood is how elementary teachers describe the development of their
culturally relevant pedagogy in providing feedback to students and their use of culturally
relevant pedagogy in providing feedback specifically to African American third through
fifth grade elementary students during math instruction.

Identification of the Problem Space

The purpose of this qualitative descriptive study was to explore how elementary
teachers describe the development of their culturally relevant pedagogy in providing
feedback to students and their use of culturally relevant pedagogy in providing feedback
specifically to African American third through fifth grade elementary students during
math instruction in Arizona. The problem space necessitating the study came from lack of
research on how elementary teachers describe the development of their culturally relevant
pedagogy in providing feedback to students and their use of culturally relevant pedagogy
in providing feedback specifically to African American students.

There is a need to explore how teachers develop their culturally relevant
pedagogy to provide feedback, as well as how those strategies are used to provide
feedback to African American math students. Specifically, Skovholt (2018) suggested
that further study was needed to better understand how teachers deliver verbal feedback,
and Schuldt (2019) called for the examination of factors that influence feedback.
Additionally, researchers have indicated the need to explore the math teacher’s

perspectives on providing feedback to African American students (Hill, 2018; Savage et
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al., 2018). Also, scholars have called for further examination of culturally relevant
practices in the classroom as potential strategies to mitigate the lingering achievement
gap in many subjects, including mathematics (Allen, 2008; Martell & Stevens, 2019;
Ortiz et al., 2018).

Current literature goes beyond examining the positive or negative effect of
feedback on achievement. Instead, extant literature explores additional factors which may
mitigate the impact of the type of feedback given and how it is provided by the teachers.
Hill (2018) conducted a quantitative study with eight middle school math teachers and
found math achievement of African American males was related to a variety of factors
including instructional support. The purpose of the study was to examine factors
impacting math achievement of African American males in middle school. Hill (2018)
recommended a future qualitative study on math achievement of African American boys
with interviews to gather data on teacher feedback. Additionally, there is a
recommendation for a study including additional age groups (K-12) and a qualitative
study where interviews are conducted to gather more data on teacher feedback. The
researcher noted a limitation of not addressing factors relating to school culture with
students.

Scholars indicate there is a need to examine instruction provided to African
American students. Savage et al. (2018) conducted a qualitative study with five middle
school teachers. The purpose of the study was to determine common practices of teachers
that successfully implemented Common Core Math Standards. Using a curriculum
reform, equity, and the classroom/school environment framework, the authors found that

teachers with a positive orientation towards implementing rigorous math curriculum were
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those with the ability to build positive teacher/student relationships to facilitate student
learning. According to Savage et al. (2018) further study was needed to examine teacher
practices during instruction to effectively instruct African American and Hispanic
American students in mathematics. Specifically, Savage et al. (2018) recommended using
interviews of teachers to create a descriptive analysis of common practices.

Feedback can be influenced by certain factors. Schuldt (2019) conducted a
qualitative study with four teachers and found there were no equity issues with the
distribution of feedback in terms of race and gender. However, some students received
none, and those that initiate, received several minutes. Further research is needed to better
understand how teachers give verbal feedback and what factors influence how feedback
is given. There is a clear need to explore teacher feedback.

There is a need to examine the impact teacher feedback on students and to create
a description of factors shaping feedback. Skovholt (2018) conducted a qualitative study
focused on four fourth grade teachers providing oral feedback. The purpose of the study
was to analyze the feedback between teacher and student. The findings of the study were
that there is variation in how oral feedback is given and much of the feedback did not
require the student to engage in the intellectual work because it was done for them by the
teacher. Students were put in a passive learning position by the teacher’s feedback
(Skovholt, 2018). Skovholt (2018) stated future studies are needed to examine what
feedback looks like and how it is delivered along with an exploration of the factors that
shape feedback practices within individual classrooms. Limitations of the Skovholt

(2018) study include the absence of the teacher’s pedagogical perspective of the type of
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feedback provided to students, teacher’s use of the student’s culture, and the study did not
address mathematical content. More information is needed to better understand feedback.

The study will contribute to the body of literature by examining teacher feedback
that incorporates an understanding of student culture (cultural competence) and
connections to race and real-world problems (socio political/critical consciousness) (Ortiz
et al., 2018) that may lead to increased math achievement (Polleck & Yarwood, 2020).
The potential practical applications are that teachers may learn strategies on using
feedback to increase achievement for African American students learning mathematics.
In addition, teacher educators may discover how to better facilitate the development of
culturally relevant pedagogy through the personal experiences shared by the participants.
Theoretical Foundations

The theoretical framework of culturally relevant pedagogy (CRP) was developed
by Ladson-Billings in 1995 resulting from an ethnographic study of teachers who
successfully taught African American students. The theory was developed as a response
to limited research available on teaching and learning strategies that were effective with
African American students (Ladson-Billings, 1995). Ladson-Billings (1997) suggested
that teaching should be 1) grounded in how teachers perceive themselves, students, and
parents; 2) focused on building affective connections or relationships that are equitable,
fluid and community oriented within the classroom, and include
the extended community (Ladson-Billings, 1995). Building from educational
anthropological literature, the theory’s concepts include a commitment to academic
success, teacher cultural competence, and sociopolitical/critical consciousness with a goal

of producing the same concepts within students (Ladson-Billings, 1995) as parts of the
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teacher’s pedagogical approach to successfully work with African American
students. Ladson-Billings (1995) also contends student failure and subsequent
achievement is within the context of a mismatch of the culturally incongruent
communication between the teacher and students (Ladson-Billings, 1995). In focusing on
African American culture, Ladson-Billings (1997) believed practical pedagogical
strategies would be discovered. CRP empowers students emotionally, socially,
politically, and academically by using culture to impart knowledge, skills, and attitudes
(Ladson-Billings, 1995).

The three components of the theory work synergistically creating a context
for African American student achievement.
Figure 1.

Culturally Relevant Pedagogy Theory

Culturally Relevant Pedagogy
Gloria Ladson-Billings (1995)

Academic Success

Sociopolitical/
Critical
Consciousness

Cultural
Competence

Academic success is not solely about high stakes testing rather teacher behaviors
and beliefs. Ladson-Billings (1995) argues there are other ways to demonstrate
knowledge and helping students to become academically successful is a teacher's

primary responsibility. Furthermore, academic success should not come at the expense of
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cultural and psychosocial well-being (Ladson-Billings, 1995). Culturally relevant
teachers have certain beliefs and values along with meaningful relationships with
students in the context of a community of learners

The teacher’s use of cultural competence helps students celebrate and appreciate
their culture while gaining fluency of at least one other culture (Ladson-Billings,

1995). Ladson-Billings’ (1995) belief was that academic achievement and cultural
competence can be merged in the classroom. Culturally competent teachers permit

and encourage students to be who they are while maintaining integrity to their

culture through language style, dress, and interactions (Ladson-Billings,

1995). According to CRP, teachers should also critically critique the educational system.

Through the teacher’s use of critical/sociopolitical consciousness, students can
learn content beyond the classroom context by applying gained knowledge to real world
problems (Ladson-Billings, 1995). Both teacher and students learn to critique the status
quo which is critical for African American students (Ladson-Billings, 1995).

Critically conscious teachers recognize the political and societal underpinnings impacting
students and within the classroom, honor the student’s position and experience in society
as official knowledge (Ladson-Billings, 1995). CRP can be used with specific content
areas.

Culturally relevant pedagogy has been applied in mathematics. Shortly after
Ladson-Billings (1997) released the culturally relevant pedagogy theory, it was applied
specifically to mathematics for African American students to be successful. Tate (1995)
was one of many scholars who showed the effectiveness of applying culturally relevant

pedagogy to mathematics resulting in increased achievement for African American
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students. Specifically, the focus was on communication between teachers, students, and
the community (Tate, 1995). The study adds to the theory by exploring how teachers use
culturally relevant pedagogy to supply feedback during math instruction.

The culturally relevant pedagogy theory is appropriate for the study because of
the focus on minoritized students and academic achievement. Culturally relevant
pedagogy impacts students emotionally and academically (Bracken & Wood, 2019).
Student anxiety and stereotype threat were significantly reduced when culturally relevant
images were used with college students on an ACT-like assessment measuring math and
verbal abilities (Bracken & Wood, 2019).

The study will contribute to the theory by describing how elementary teachers,
that use culturally relevant pedagogy, describe how they use the tenets of the theory to
provide feedback to African American third through fifth grade elementary students
during math instruction. The study will add to scholarship by responding to a call for
further study on the use of CRP and extend into the subject of mathematics of African
American students (Aronson & Laughter, 2016; Polleck & Yarwood, 2020; Twyman,
2018) and the use of a culturally inclusive approach to teaching (Yu, 2018). Exploring the
teacher’s development of CRP, through collecting personal experiences, can yield
implications for professional development for CRP (Polleck & Yarwood, 2020) and
provide additional strategies for math teachers (Twyman, 2018).

Review of the Literature
Learning and Culture in the Classroom
This theme involves an examination of the interconnectedness of learning and

culture (Oxford & Gkonou, 2018), relationships and context (Osher et al., 2020), and
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culture versus context (Savard & Mizoguchi, 2019). The learning and culture theme is
explored relative to the study to set a context for culture in the classroom.

Learning and culture are inseparable. Oxford and Gkonou (2018) discuss the
interconnections between culture, language and learning suggesting all can be taught in a
united way while asserting each component cannot be separated. Within the classroom,
the internal context for teachers and students is mostly culture (Savard & Mizoguchi,
2019). Savard and Mizoguchi (2019) call for a collaboration between teacher and student
to take advantage of culture and context. The terms culture and context, in relation to
learning, are often misused.

Context and culture are distinctly different terms. Savard and Mizoguchi (2019)
confirm the terms culture and context are incorrectly used interchangeably and offer an
important distinction between the terms. In the context of intelligent tutoring systems and
distance education, the distinction of the terms has implications for pedagogy and
learning about a variety of cultures (Savard & Mizoguchi, 2019). After an ontological
inquiry was conducted, researchers found culture is used and has influence in context and
the influence of that culture may vary (Savard & Mizoguchi, 2019). Moreover, context
and culture are considered dynamic and evolving (Savard & Mizoguchi, 2019).
Explained by Oxford and Gkonou (2018), culture is analogized as an iceberg where are
the portion of the iceberg that is visible represents characteristics such as food, dress, and
music. Conversely, the largest and unseen portion of culture are characteristics such as
worldview, attitude, values, and power. All people are being influenced by a variety of

cultures, not just one, which in turn influences how the behavior of others is interpreted
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(Oxford & Gkonou, 2018). Culture is embedded within context and can be used to benefit
students in the classroom.

Teachers can effectively use culture in the classroom. Hodge and Cobb (2019)
present two contrasting views of culture, cultural alignment orientation and cultural
participation orientation, in relation to equitable math instruction. Each orientation
provides a different way of using culture to provide equitable learning opportunities in
the classroom. The cultural alignment orientation consists of creating alignment between
classroom math practices and the students’ out-of-school cultural practices (i.e., rap)
because culture is viewed as a way of life. Implications for this approach are that teachers
need to learn about and then leverage practices outside of the classroom (Hodge & Cobb,
2019). Meanwhile, using cultural participation orientation, teachers investigate why
students are experiencing challenges, and then subsequently develop additional supports
or makes changes to the classroom activities so that all students can participate in a
substantial way (Hodge & Cobb, 2019). In response to student need, teachers may use
cultural alignment as an option. Cultural alignment and cultural participation orientation
are contrasting views of using culture in the classroom and both options have
implications for teachers.

Math instruction and culture have implications for teacher practices. According to
Osher et al. (2020), teachers need to have capacity and skills around management,
content, culture and emotional competence, and the ability to build culturally responsive
relationships. According to Hodge and Cobb (2019), teachers adhering to cultural
alignment orientation utilize home visits with parent interviews, engaging in the

community, reflection, and student talk time about their lives as regular practices when
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teaching mathematics. The classroom participation orientation perspective of culture
implies mathematics teachers will provide more than one point of entry along with access
to central mathematical ideas differentiating based on what students need (Hodge &
Cobb, 2019). The authors contend that under the participation orientation, teachers must
recognize themselves as cultural beings and see students in the same way. Through
contrasting views, each cultural perspective has positive contributions to learning
mathematics in an equitable environment. Culture is used during instruction and shapes
social relationships.

Culture and context shape relationships. Challenging the nature versus nurture
dichotomy, Osher et al. (2020) purports child development is a result of reciprocal
relationships between biology, the brain, and physical and social contexts. The latter,
social contexts, and the relationships within the context, has a substantial role in
development (Osher et al., 2020). Relationships that drive positive human development
are reciprocal, attuned, trustful, and culturally responsive (Osher et al., 2020). The
authors note the school context can play a role in supporting positive development or
conversely have a negative effect because the classroom is the most proximal location for
developing relationships. To avoid causing harm to students, schools should create
conditions that are culturally competent and culturally responsive (Osher et al., 2020).
Culturally competent teachers are attentive to relationships and create a sense of
community.

Culturally relevant teachers create culture-rich classrooms. Sturdivant and Alanis
(2019) recommend teachers create a classroom community where all cultures are

affirmed and to do so teacher should be aware that their beliefs, rooted in their culture,
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may not be the same as the students. In the classroom environment culturally relevant
teachers intentionally design instruction to include student cultures. For example, using
literature with ethnicities that reflect the students, the teacher engages in authentic
conversations with the students to create community by demonstrating value for the
students' thoughts and opinions as well as affirming the students' contribution to the
learning process (Sturdivant & Alanis, 2019). In addition, the culturally relevant texts are
used to provide a context for conversations on race and ethnicity (Sturdivant & Alanis,
2019). The culturally relevant teacher validates student ideas and incorporates their
interests along with the students' families into the curriculum (Sturdivant & Alanis,
2019). According to Sturdivant and Alanis (2019), an effective teacher recognizes that
the students' cultural backgrounds are a legitimate source of knowledge and builds on that
knowledge to form new learning for students. High expectations for students are evident
by using academic language communicating an expectation for the language to be used.
The teacher further communicates high expectations for using higher order questioning
asking students to think critically (Sturdivant & Alanis, 2019).

In summary, learning and culture are interwoven and can be used in positive ways
within the classroom (Oxford & Gkonou, 2018). Student teacher relationships are also
impacted by culture. It is incumbent upon teachers to acknowledge student cultural
capital in the learning space (Sturdivant & Alanis, 2019). Teachers should further
recognize how culture influences individuals and learning. This theme is relevant to the
study in that teachers can facilitate an equitable learning environment for students by
affirming cultural identities particularly when teaching math. The reviewed literature is

primarily qualitative capturing the lived experiences of the participants.
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Teacher Development and Use of Cultural Competence

This theme involves an examination of the cultural competence tenet within
Culturally Relevant Pedagogy (Ladson-Billings, 1995; Polleck & Yarwood, 2020). The
theme is explored, relative to the study, to discuss how cultural competence is applied in
education and other fields. A definition of cultural competence is examined first.

Cultural competence, though not easily conceptualized or defined, is a critical
teacher interpersonal skill developed with intentional actions. Culturally competent
teachers have strategies that create positive outcomes within emotional and physical
environments that are conducive for all students particularly for those that are culturally
and linguistically diverse (Ladson-Billings, 1995). Teachers trained on cultural
competence demonstrate skilled classroom interactions and practices producing
individual student and school wide benefits.

An area of disagreement among researchers is the definition of cultural
competence. Cultural competence is defined as a demonstration of understanding and
appreciation of cultural differences (Macqueen et al., 2020). However, culture is not
limited to ethnic origins, but instead, it includes a variety of communication and
interactions using the student’s culture (Padua & Gonzalez Smith, 2020). Cultural
competence is also defined by others as a construct used to measure attitudes,
dispositions, values, beliefs, knowledge, and skills according to Johnson et al. (2021).
Cram and Alkadry (2018) offer a different definition of cultural competence that includes
the ability of an individual to work effectively with various cultural contexts based on
awareness, knowledge, and skills. The definition is expanded by Cram and Alkadry

(2018) to include cultural awareness, cultural knowledge, and cultural skills as
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components of cultural competence. Cram and Alkadry (2018) stressed the importance of
cultural competence being an ethical obligation for public administrators. Recognizing
the different perspectives on the definition of cultural competence, Macqueen et al.
(2020) argues there needs to be an agreed upon definition of cultural competence. In
addition to the varying definitions of cultural competence, there are multiple perspectives
on the conceptualization of cultural competence.

Beyond a definition, Blackburn (2020) focused on building a more robust
conceptualization of cultural competence. To begin, Blackburn (2020) purports race is
often substituted with terms such as ethnicity and diversity. In addition, Blackburn (2020)
found that some definitions of cultural competence were incomplete by avoiding the
history of race and racism. By avoiding race and racism there is a failure to deal with the
systemic issues of race and power and the corresponding impact of those labeled as
minorities (Blackburn, 2020). Blackburn (2020) suggested a more robust
conceptualization of cultural competence will disrupt hegemonic narratives, to recognize
power dynamics, biases, privilege, and impact of institutional racism. The impact of the
reconceptualization of cultural competence is a transition from cultural competence being
about the individual to an inclusion of social structures and possibly changing those
structures (Blackburn, 2020). Other researchers openly question the approach to cultural
competence.

There is tension in research about who should define and conceptualize cultural
competence. Sinclair (2019), studying Aboriginal education, challenges dominant
ideologies and practices that have defined cultural competence and rejects explanations

of cultural competence that at times relies on portraying Aboriginal people inaccurately
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as needing remedial assistance. According to Sinclair, Aboriginal people are intelligent,
complex, and self-sufficient contending language use in the ideology of cultural
competence matters. In challenging the dominant concept of cultural competence,
Sinclair questions who is defining cultural competence and who is in the center in that
definition. To understand cultural competence, it must be understood in a sociopolitical
context (Sinclair, 2019). Sinclair also voices concern about the concept of competence
and advocates for consideration of 1) whether one can be completely competent, 2) the
implication of competence that can lead to a stereotyped representation of a culture, 3)
culture being too multifaceted to have a discrete competency, and 4) competency
objectifying a culture. Sinclair recommends that the culture being discussed should also
be engaged in developing the definition of how cultural competency is defined. Although
the conceptualization and definition of cultural competency is debatable, it is still an
important disposition and skill for teachers to develop.

Teacher collaboration is an effective strategy for developing cultural competence.
Polleck and Yarwood (2020) conducted a qualitative study to help teachers, serving
primarily male students from a variety of Latinx and African nations, supply culturally
relevant and sustaining instruction through a professional development model that used a
constructivist and collaborative approach. Polleck and Yarwood (2020) linked modeling
and collaboration to increasing the teachers' cultural competencies. Similarly, Johnson et
al. (2021) examined a strategy for helping teachers develop cultural competence through
collaborative teacher study groups. The researchers designed a mixed method study with
20 secondary social studies and English language arts educators. The collaborative

teacher study group was as a form of professional development centering African
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American history and culture. Evidence of a positive impact and significant shift in
cultural competency was found using African American history, culture, and literature
with the collaborative teacher group. Along with collaboration, teacher cultural
competence can also be developed through educational activities such as simulations.

Cultural simulations are a tool for building teacher cultural competence in a
constructive manner. Cultural simulations were used with teacher candidates in Hawaii to
see the ways intercultural competence was promoted (Padua & Gonzalez Smith, 2020).
Cultural simulation is an instructional technique whereby the teacher immerses in a
cultural experience followed by a reflection structured to challenge negative assumptions
or attitudes. As a result of the experiment, teacher candidates developed cultural
competency. Within another domain, Markey et al. (2020) investigated the use of
simulation pedagogy to develop cultural competence in nursing students. The simulations
incorporate cultural diversity to improve the nurses' empathy, communication, and
advocacy. Through the simulations, nurses practice ways of responding to patients during
cross-cultural interactions (Markey et al., 2020). Cultural competence can be developed
through active engagement in cultural simulations to construct knowledge about a
culture.

As cultural competence is developed there are other considerations that impact the
development of the skill. Teacher positionality is a factor in the development of cultural
competence. Zoino-Jeannetti and Pearrow (2020) conducted a quantitative study on
social privilege and social capital of future educators. The constructs of social privilege
and capital are based in power held by possession of the constructs and positions within

society (Zoino-Jeannetti & Pearrow, 2020). The goal of the study was to find the levels of
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social privilege and capital held by teachers entering the field of education. Out of the
145 pre-education and pre-school psychology students, 87% were White and revealed a
high level of both categories for the emerging school educators and support staff.
According to Zoino-Jeannetti and Pearrow (2020), the study results have implications for
the awareness and development of cultural competence because urban youth do not
experience the same levels of social capital and privilege as the incoming professional
educators. Moreover, teachers with social privilege and capital may have attitudes and
beliefs about students based on the power held and associated personal beliefs. In
addition to social privilege and social capitol, deficit ideologies and cultural distance may
affect the use of teacher cultural competence.

Classroom practices, led by culturally competent teachers, can be impacted by the
awareness of cultural distance, and limited by deficit ideologies. Flory and Wylie (2019)
examined changes in teachers' cultural competence reflected in knowledge of students
and their homelife and the influence of that knowledge on the teacher's practices. Cultural
distance is the difference between teacher worldview and values and student worldview
and values (Flory & Wylie, 2019). After experiencing a teacher workshop on culture,
teachers participating in the research expressed an increased awareness of cultural
distance between themselves and students and reported a desire to teach culture beyond
heroes and holidays (Flory & Wylie, 2019). Meanwhile, Brooks (2018) conducted an
ethnographic study with two high school teachers, one African American (Abby) and the
other White (Martina), to examine cultural competence, race, gender, and the ways the
two teachers make sense of their work. Based on the results found, Martina revealed a

deficit ideology that characterizes marginalized students as deficient and thus Martina
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sees herself as helping students by teaching them how to assimilate to the majoritarian
ideologies. Therefore, the deficit ideology held by the teacher resulted in the antithesis of
cultural competence in the classroom. Researchers have shown effective tools for
teachers and other school personnel to use in the classroom to demonstrate cultural
competence.

School personnel can employ researched based strategies to gather information in
support of cultural competence in the classroom. Abdulrahim and Orosco (2020)
synthesized studies conducted in K-12 public schools between 1993 and 2018 on
mathematics using culturally responsive teaching or culturally relevant pedagogy (CRP).
Findings include knowing students on a personal level as a strategy for cultural
competence. To gather information about students, Jenkins and Rojas (2020) found
evidence for using ethnographic interviews based on the funds of knowledge framework.
The ethnographic interview protocol gives the user an opportunity to access the life
knowledge and skills of those interviewed to expand cultural competence (Jenkins &
Rojas, 2020). Consequently, when the collected student information is viewed as an asset,
using the information contributes to the delivery of culturally competent services and
decreases biases (Jenkins & Rojas, 2020). The information collected from ethnographic
interviews can be of further use to teachers to develop curriculum and activities that
foster new learning (Jenkins & Rojas, 2020). Cultural competence is displayed in
practices as well as relationships.

Teacher cultural competence is reflected in classroom relationships, instruction,
and learning. Similar to Jenkins and Rojas (2020), Padua and Gonzalez Smith (2020)

contend teachers with a high level of cultural competence can use what they know about
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the students’ culture and demonstrate that knowledge through attitudes, practices, and
standards that benefit instruction and increase learning outcomes. Polleck and Yarwood
(2020) use personal connections as an indicator of cultural competence. As a result of the
personal connections and the information learned about the students’ culture, teachers
were able to create assessments that demonstrate cultural competence by integrating
students' identities and literacies (Polleck & Yarwood, 2020). Teacher candidates also
connected their cultural practices to others and became aware of how personal biases
affected their ability to work with different cultures. Finally, teachers considered ways to
modify classroom strategies to improve instruction due to personal relationships
reflecting cultural competence.

Researchers point to the importance of respect and rapport as a means for teachers
to develop cultural competence in the classroom. When teachers demonstrate respect for
the students, students are engaged in learning and the teacher, in turn, feels more
effective (Flory & Wylie, 2019). Flory and Wylie (2019) found evidence that teachers
that approached students with respect were able to establish rapports compared to
teachers that did not use respect and rapport. Respect and rapport were then the tools used
by teachers to gain cultural knowledge about students impacting teaching and developing
the skill of cultural competence (Flory & Wylie, 2019). In addition to a respectful
approach, students also benefited when personal identities are respected by the teacher
(Howansky et al., 2021). Respect and rapport can be used to facilitate cultural
competence development in teachers along with leveraging student identity.

Cultural competence involves the teacher centering student identity in classroom

practices and not the teachers’ culture. Howansky et al. (2021) noted the use of identity
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safety cues (ISC) in the classrooms that were directed toward students. The use ISCs
within the classroom environment message a sense belonging to students and are
explicitly used during verbal instruction and within imagery Howansky et al. (2021).
Instructional aids such as teacher created assessments can also reflect teacher
incorporation of student identities (Polleck & Yarwood, 2020). Howansky et al. (2021)
found evidence that ISCs may have implications for cultural competence, as well as
student attendance, engagement, and efficacy. All students can benefit from centering
student identities. However, researchers outline more strategies to aid specific groups of
students.

Researchers propose strategies to specifically support culturally and linguistically
diverse (CLD) students through cultural competence. Cultural competence skills are
needed for successfully interacting with culturally diverse populations (Johnson et al.,
2021). Cultural competence incorporates students learning about their own culture and
the culture of others while maintaining pride in their own culture (Aronson & Laughter,
2016). Culturally relevant education has repeated indicators of a positive effect on
student outcomes and deals with a teacher’s beliefs and attitudes (Aronson & Laughter,
2016). Using academic success, cultural competence, and sociopolitical/critical
consciousness, are tenets of CRP. Abdulrahim and Orosco (2020) outline the following
practices for working effectively with CLD students during math instruction: 1) connect
instruction to students' cultures in affirming ways to build math identity; 2) promote
student engagement by making the connection between the students’ culture or linguistic
background and mathematical concepts; 3) actively engage students in mathematical

conversations; 4) teacher reflection on their individual beliefs, values, and perceptions
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regarding race, ethnicity, and culture; and 5) know students on a personal level.
Legitimizing the students’ culture and using cultural competence, creates an interest in
math that could lead to improved achievement (Aronson & Laughter, 2016). CLD
students receive help from teachers who use cultural competence to provide instruction.
However, context and environment are relevant to cultural competence.

Environmental factors and context of learning influence teacher cultural
competence. Macqueen et al. (2020) compared the cultural competence levels of
preservice teachers in Australia to the United States. The results of the study were that
Australian teachers agreed more strongly than United States teachers that they would
treat all children equally regardless of race, culture, and language difference. The
researchers noted that assessing cultural competence is a cross-cultural issue and cultural
competence can be dependent upon the context (Macqueen et al., 2020). Howansky et al.
(2021) measured identity safety cues (ISC) that send messages to students traditionally
marginalized that their identities are valuable and respected while also creating a sense of
belonging for all students (Howansky et al., 2021). Based on the study, students have a
significantly higher sense of belonging, when ISCs are used in the context of learning
leading to implications for faculty to consider environmental cues, norms of inclusion,
inclusion language, and the inclusion of diverse perspectives in the content to
operationalize as it relates to cultural competence. Thus, cultural competence can be
impacted by the environment and context. Cultural competence can also lead to changes
in the school community.

Culturally competent teachers can have a positive school-wide impact on

discipline and classroom practices. LaForett and De Marco (2020) designed a model for
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educator-level interventions incorporating assumptions, inputs, activities, outputs, and
outcomes. In the logic model it is assumed that most teachers are not prepared to provide
culturally competent teaching to support the needs of students of color. As a result,
cultural competence training is one of the identified activities needed to reduce
disproportionate discipline of students of color. The authors suggest cultural competence
is needed because social emotional learning and classroom management do not explicitly
address race and ethnicity which are critical to addressing the racial disparities in
discipline. Meanwhile, Johnson et al., (2021) found classroom practices positively
changed to reflect cultural competence after teachers received trained on African
American history and culture through a collaborative teacher study group.

In summary, there are diverse definition and conceptualizations of cultural
competence. Culturally competent teachers know their students and their backgrounds.
Moreover, culturally competent teachers know themselves and recognize their
positionality. Researchers have provided various strategies for teacher cultural
competence development. Strategies to facilitate cultural competence in the classroom
were also outlined. This theme is relevant to the study as utilizing cultural competence in
the classroom is beneficial for all students especially African American students.
Teacher Development and Use of Sociopolitical/Critical Consciousness

This theme involves an examination of the sociopolitical/critical consciousness
tenet within Culturally Relevant Pedagogy (Freire, 2020; Ladson-Billings, 1995). The
theme involves sociopolitical/critical consciousness from both the teacher and student

perspective applying a critical lens. Sociopolitical/critical consciousness practices are
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explored relative to the study as a skill teachers can employ to facilitate math
achievement for African American students.

The root cause of inequitable education practices and solutions exist on a broader
systemic level. However, it is critical for teachers to develop and use
sociopolitical/critical consciousness in the classroom. The absence of
sociopolitical/critical consciousness impacts how teachers assess, validate, and prioritize
their students’ needs (Larkin & Hannon, 2019). Sociopolitical/critical consciousness
development occurs at a microsystem level (Taylor, 2021) and is considered by scholars
to be a journey (Kohli et al., 2019). Taking an intersectional perspective facilitates
attention to external forces of marginalization and how those forces overlap and influence
classrooms and teacher practices (Godfrey & Burson, 2018). An examination of what
constitutes sociopolitical/critical consciousness follows.

Researchers vary on what factors constitute sociopolitical/critical consciousness.
For example, sociopolitical/critical consciousness can be defined by an individual’s keen
awareness of power structures that shape the world we live in (Styslinger et al., 2019).
While other scholars purport sociopolitical/critical consciousness is characterized as
those who deeply analyze inequities while also feeling empowered to act (Diemer et al.,
2021). Moreover, Lorenza (2018) contended critical reflection, critical motivation, and
critical action are within the definition of critical consciousness. Defining
sociopolitical/critical consciousness also requires an understanding of the role of
oppression.

Recognizing oppression is central to the idea of sociopolitical/critical

consciousness. According to Styslinger et al. (2019), critical consciousness is evident
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when a person begins to see the contradictions and oppression, the difference between
those that have and those that do not and begins to question why. Furthermore, awareness
of positions of power and privilege and oppression, along with taking ownership of the
impact, are central for critical consciousness development (Mosley et al., 2021).
Sociopolitical/critical consciousness development further requires a shift in thinking.

Sociopolitical/critical consciousness is shown by a paradigm shift. Taylor (2021)
asserted that for one to demonstrate critical consciousness, a shift must be made from
accepting societal norms to analyzing all underlying assumptions about those norms.
Godfrey and Burson (2018) highlight a shift from the focus on who is being marginalized
to instead focus upon the systems that marginalize. The shift allows contextual factors
(i.e., privilege and oppression) to be considered and addresses an assumption of
homogeneity in the experiences of those marginalized. Sociopolitical/critical
consciousness is not static but is instead multilayered.

Levels of critical consciousness can be seen in the school setting. Pollard (2020)
provides levels of critical consciousness to characterize impact beyond the superficial.
The limited level of critical consciousness is described as a technocratic, meaning linear
and simple, cause and effect way of thinking, on concepts such as social class inequity,
racism, and diversity (Pollard, 2020). Another level of critical consciousness is needed
which goes beyond the stereotypical, superficial level (Freire, 2020). Next, teachers may
demonstrate the productive level of critical consciousness by actively disrupting status
quo teaching practices and engaging in teaching practices that raise student consciousness
(Pollard, 2020). Moreover, productive level of critically conscious practices is student

centered, strength based where students' backgrounds are known, and nurtured (Pollard,
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2020). Finally, a transformative level of critical consciousness involves the teachers'
awareness of power structures of race, class, gender, and sexual orientation within a
specific domain i.e., teacher and student role in learning (Pollard, 2020). Teachers who
possess sociopolitical/critical consciousness must hold certain knowledge.

Teachers need specific requisite knowledge and understanding to develop critical
consciousness and facilitate equitable schooling. Teachers must have ideological clarity
to guide critical consciousness and to stand firmly in their beliefs that will contrast with
the dominant society to facilitate an equitable school setting (Alfaro, 2019). In addition,
teachers should possess socio-historical knowledge and understanding to identify root
causes undergirding oppression (Godfrey & Burson, 2018). Finally, teachers need an
understanding of the current social inequities and social justice issues impacting people
of color to employ critical consciousness (Freire, 2020). Sociopolitical/critical
consciousness development begins on a personal level.

Critical consciousness requires a personal investment from the teacher. At a
microsystem level, personal relationships aid in the development of critical consciousness
(Taylor, 2021). Relationships in the classroom are built with care, empathy, and mutual
respect (Pollard, 2020). Kohli et al. (2019) suggests the personal aspect of critical
consciousness development extends to the teacher’s positionality rather than formal
training. The personal factor of development further extends to building a caring
classroom and building connections to the community (Nojan, 2020). The personal aspect
of sociopolitical/critical consciousness development is driven by dialogue.

Critical consciousness is developed through a dialogic learning context within the

classroom. Dialogic strategies, such as sharing personal narratives and critical dialogues
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on relevant social issues aides in development (Pollard, 2020; Styslinger et al., 2019).
Shih (2018) outlines several implications for teaching based on dialogic pedagogy that
contains: 1) love-based teaching, 2) humility-based teaching, 3) hope-centered teaching,
4) humor-based teaching, and 5) one that promote students’ critical thinking about their
teaching. Students need to actively engage in meaningful, critical dialogue to assess
multiple perspectives to develop critical consciousness (Pollard, 2020). Although one
aspect of development is personal and caring, there is an element of challenging the
status quo.

Critical consciousness is disruptive by nature because it is intended to disrupt
inequity and oppression. Critically conscious practices disrupt hegemonic practices and
dominant ideologies (Alfaro, 2019). One area of practice teachers disrupt is data-driven
decision making to counter deficit thinking of students, bias in tests, curriculum,
instruction, and grading. (Dodman et al., 2021). Broadly, sociopolitical/critical
consciousness extends beyond raising individual critical consciousness but also includes
creating a different future by engaging in disruptive practices (Rutherford, 2018). Along
the journey of developing critical consciousness possible hinderances arise.

Teachers may encounter hinderances while developing critical consciousness
skills. Taylor (2021) explains a potential hinderance to development may come from
peers of different races and ethnicities. Pre-service teachers may encounter hinderances
while attending teacher preparation programs that foster hegemonic practices (Jackson &
Knight-Manuel, 2019). In particular, educators of color may find there are practices that
need to be unlearned (Jackson & Knight-Manuel, 2019). Teachers developing critical

consciousness should expect to encounter hinderances.
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A recent line of research has focused on the co-development of the critical
consciousness among teachers and students. Youth need to develop critical consciousness
especially those who are low income, immigrant, and youth of color (Godfrey & Burson,
2018). Shih (2018) argues Paulo Freire, a leading advocate of critical pedagogy, was
aiming for a pedagogy that would allow both the teacher and student to develop critical
consciousness and both student and teacher would understand their context and condition
as a human being. Additionally, dialogue between student and teacher is the means to
promote critical consciousness and liberty for both. Styslinger et al. (2019) supports
interconnected practices to raise critical consciousness among students and teachers
simultaneously. Teachers are central to student development of sociopolitical/critical
consciousness.

Teachers are essential to student development of critical consciousness within the
classroom. Teachers should be aware that student development of critical consciousness
depends on the teacher’s reflexivity, content knowledge, and background (Nojan, 2020).
Teachers can facilitate caring classrooms by sharing their own experiences with
inequality to facilitate student sociopolitical/critical consciousness in students (Nojan,
2020). Furthermore, teachers aid with development through curriculum by using real
world concerns and creating connections to the local community to examine issues
(Nojan, 2020; Underwood & Mensah, 2018). It is important to note students can develop
critical consciousness skills as young as elementary level but may struggle with
developing the skills with early childhood students (Sturdivant & Alanis, 2019).
Curriculum and instruction are teacher tools to raise sociopolitical/critical consciousness

in students.
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Teachers cultivate critical consciousness through curriculum and instruction.
Within the classroom, instruction should offer multiple perspectives on a topic
(Styslinger et al., 2019), include ethnic studies (Nojan, 2020), and authentically
intertwine culture within the content (Howell et al., 2019). Real world concerns can be
embedded (Underwood & Mensah, 2018) along with dialogue and discussions to
cultivate critical consciousness (Pollard, 2020). In addition to curriculum and instruction,
teachers can take advantage of instructional strategies to facilitate student
sociopolitical/critical consciousness.

Teachers can employ practical, in-class strategies to raise critical consciousness in
students. Styslinger et al. (2019) suggests a privilege walk provides an opportunity to
foster critical reflection. The activity entails the teacher sharing statements that students
step forward to acknowledge the truth of a given statement it applies. Journals are also
used for critical reflection (Styslinger et al., 2019). In addition to critical reflection
teachers select texts intentionally to expose students to multiple perspectives (Styslinger
etal., 2019). The texts are read critically using resistance reading to notice stereotypes of
gender, race, and ethnicity (Styslinger et al., 2019). Beyond critically reading text
teachers engage students in dialogue and discussion (Shih, 2018) that allow them to see
and hear different perspectives. Finally, teachers can lead students through inquiry and
activism to apply sociopolitical/critical consciousness in students (Styslinger et al., 2019).
Teachers can help students develop sociopolitical/critical consciousness but may need
external assistance.

Teachers may need assistance to develop their critical consciousness skills.

Regardless of ethnicity or race, it should not be assumed that all educators of color
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possess critical consciousness (Jackson & Knight-Manuel, 2019). In addition, many
teachers are not prepared through teacher preparation programs which therefore impacts
students (Alfaro, 2019; Kohli et al., 2019; Larkin & Hannon, 2019). The need for
assistance remains even for those that may gained sociopolitical/critical consciousness
skills prior to entering teaching through family and community experiences and a
commitment to social justice (Kohli et al., 2019). Teachers need assistance to implement
bicultural and sociopolitical instruction.

In summary, critical consciousness is developed in both students and teachers.
Researchers agree that dialogue is essential to critical pedagogy and the development of
sociopolitical/critical consciousness (Pollard, 2020; Styslinger et al., 2019). Before
teachers, including teachers of color, can assist students in developing critical
consciousness, prerequisite attitudes and dispositions must be in place such as reflexivity,
relevant knowledge of the history of oppression and inequity is needed (Alfaro, 2019;
Godfrey & Burson, 2018; and Nojan, 2020). Within the classroom, teachers help the
students’ critical awareness by fostering agency and developing the students' ability to
interrupt oppressive patterns in themselves and others (Styslinger et al., 2019). In
addition, researcher say building sociopolitical/critical consciousness is not without
challenges. Teachers will have the challenges of building meaningful classroom
communities across differences, functioning within systems of privilege and oppression
that will impact group dynamics, along with struggles with effective communication
(Taylor, 2021). The theme is relevant to the study as a skill teachers can use in the

classroom to improve math achievement for African American students.
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Academic Success in the Classroom

This theme involves a discussion of the culturally relevant pedagogy element
according to Ladson-Billings (1995). Hinderances to or support of academic success will
be addressed including relational interactions and deficit ideology (Battey & Neal, 2018;
Lasater et al., 2021), teacher disposition (Stephens, 2019), and teacher noticing (Louie,
2018). Relative to the study, diverse aspects of teacher behavior, beliefs, and attitude are
explored with a critical lens in relation to supporting or hindering academic success of
students of color.

Academic success is a broad term encompassing varied teacher actions and
mindsets related to student academic performance. Ladson-Billings’ (1995) seminal work
on culturally relevant pedagogy theory was developed with the goal of identifying
effective teacher approaches for African American students. Academic success, a tenet of
the theory, is demonstrated through the teacher’s belief that students can and must
succeed academically (Ladson-Billings, 1995). The teacher’s belief and value of students
is related to how teacher’s think of themselves and others and manifests in rapport with
students and equitable teaching practices (Ladson-Billings, 1995). The skillset and
mindset of the classroom teacher affects the academic success experienced by students.

Student academic success is strengthened or hindered by student-teacher
relational interactions, teacher disposition, and teacher noticing abilities. Battey and Neal
(2018) articulate the importance of the teacher student relationship, in the context of math
instruction, that supports or hinders learning. Teacher values, attitudes, and patterns of
behavior, namely disposition, are also affected by content and pedagogical knowledge,

knowledge of students, and the sociocultural learning context (Warren, 2018). Moreover,



41

Patterson-Williams et al. (2020) suggests teacher noticing, specifically attention,
interpretation, and response to student thinking, is subjective if based upon the teacher's
pedagogical commitments, beliefs, and philosophy of teaching and learning. Relational
interactions, teacher dispositions, and noticing are manifested in teacher practices within
the classroom (Battey & Neal, 2018; Patterson-Williams et al., 2020; and Stephens,
2019). The role of relational interactions should be examined as a factor of student
academic success.

Student academic success can be mediated by factors beyond teacher content
knowledge and instructional strategies. Battey (2013a) explored what "good" instruction
looks like in an urban elementary mathematics classroom for students of color through
the lens of student-teacher relational interactions. Relational interactions encompass any
type of communication between two people, verbal or nonverbal, that enables or restricts
the student's access to quality math instruction (Battey, 2013a). The researcher found that
specific relational interactions (positive and negative) mediate access to mathematical
learning for students of color including addressing student behavior, framing
mathematics ability, acknowledging student contributions, and attending to language and
culture (Battey, 2013b). Battey and Neal (2018) explored five components of relational
interactions that include attending to language and culture, setting the emotional tone,
addressing behavior, framing ability, and acknowledging student contributions with
elementary students of color during that instruction. Within the results of the study 30%
of the relational interactions during mathematics were addressing behavior and 91% of
the time it was negative with African American and Latino students (Battey & Neal,

2018). Overall, the teacher interactions with African American and Latino students in the
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math classroom were considerably negative in the aspect of behavior (Battey & Neal,
2018). Scholars make suggestions to address the mediating effects of relational
interactions.

Addressing relational interactions for students of color is important to academic
success. Researchers suggest that the teacher's struggle to manage student behavior
during mathematics should be addressed to avoid hindering the learning process (Battey
& Neal, 2018). Additionally, there is a recommendation for teachers to use relational
interactions to become more aware of a hyper focus on misbehavior of African American
boys (Battey & Neal, 2018). Acknowledging the hyper focus is critical in that White
teachers have the poorest relational interactions with African American students which
has a negative effect on student math achievement (Battey et al., 2018). Teacher
disposition is an added factor in the academic success of students.

Teachers need a student-centered disposition. Truscott and Stenhouse (2018) used
a mixed-method design to explore if teacher dispositions can be pedagogically specific in
the urban setting using Culturally Relevant Pedagogy (CRP) and Culturally Responsive
Pedagogy. Putting learners first was the most frequently identified disposition. Putting
learners first, a disposition connected to the academic success tenet of the CRP theory,
refers to instruction that is connected, authentic, relevant, and empowering to students
(Truscott & Stenhouse, 2018). Moreover, respect for diversity, meaningful purpose and
vision, and authenticity were teacher dispositions associated with cultural competence
tenet of CRP (Truscott & Stenhouse, 2018). Scholars share desired teacher dispositions

useful for academic success.
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Researchers indicate specific teacher dispositions are conducive to academic
success. Warren (2018) suggests the disposition of empathy, through perspective taking,
is a tool for knowing students of diverse backgrounds in a more robust way to learn about
the students’ culture. The author adds, teachers that do not apply empathy reproduce and
center norms Whiteness or other hegemonic cultural ways (Warren, 2018). Moreover,
empathy is the means for acquiring new first-hand knowledge about students’ lived
realities, values, and sociocultural context to know to how to teach and make numerous
professional decisions (Warren, 2018). However, Bullough (2019) cautions about the
complexity and challenges of empathy as a desired teacher disposition suggesting
empathy can be a cover for an inability to see the ethical aspect of a decision therefore
making the disposition potentially harmful. Multicultural teachers attentive to the culture
of their students should possess certain dispositions.

Multicultural and culturally responsive teachers use dispositions that are
conducive to academic success. According to Johnson et al. (2021) dispositions are the
intersection of the individual's way of thinking and their actions. Multicultural teacher
dispositions of empathy, social awareness, meekness, inclusion, and advocacy are needed
to work with students of diverse cultures (Johnson et al., 2021). Whitaker and Valtierra
(2018) developed and validated a scale to measure dispositions for culturally responsive
teachers. Within the scale, the disposition related to praxis is based on teachers
understanding themselves and the effect of that on knowledge on their practice. The
disposition of community encompasses the how the teacher structures the learning
environment in such a way that values students, their families, relationships, and

dialogue-driven pedagogy (Whitaker & Valtierra, 2018). Culturally responsive teachers
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also possess a disposition of social justice, meaning they have an understanding that
education is a civil right (Whitaker & Valtierra, 2018). There is a synergy between
teacher dispositions and practice.

The teacher’s disposition leads to practice and that must align with facilitating
student academic success. Stephens (2019) suggests there should be an examination of
pedagogical practices that cultivate dispositions because some dispositions are easier to
see than others. Kerr and Andreotti (2019) found a gap between teacher self-reported
dispositions related to openness and willingness to embrace diversity and address
inequities in society compared to actual practices by the teachers. Teachers who reported
dispositions of openness in practice reinforced Eurocentric ideologies in education and
affirmed othering behaviors (Kerr & Andreotti, 2019). According to Stephens (2019),
dispositions are not skills easily measured therefore one should exercise caution when
using observed behavior as evidence of a disposition. Given the importance of teacher
dispositions to student academic success, teacher development is needed.

Teacher dispositions can be cultivated. The right dispositions facilitate classrooms
of passionate and compassionate educators authentically caring for students (Stephens,
2019). Helping teachers build awareness of their dispositional strengths and weaknesses
is beneficial for students (Stephens, 2019). Truscott and Stenhouse (2018) found that
teacher programs were able to cultivate specific dispositions related to a pedagogy,
specifically CRP tenets of academic success and cultural competence. In addition,
teachers should practice critical self-exploration and self-reflection to cultivate desired

dispositions (Stephens, 2019). Teachers should also be aware that dispositions are shaped
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by life experiences prior to entering the classroom (Stephens, 2019). As teacher noticing
abilities and disposition are cultivated, students will benefit.

Teacher noticing supports academic success and benefits students. Noticing
originated in the field of mathematics but can be applied in other subjects and disciplines
(Amador et al., 2021). Teacher noticing offers students support of their mathematical
thinking during the learning process (Amador et al., 2021). Teacher noticing is further
beneficial to reinforce or disrupt educational injustices within the classroom, particularly
for students experiencing marginalization (Patterson-Williams et al., 2020). Additionally,
lesson plans, student learning outcomes, and student identities can be developed by
teacher noticing. The benefits of noticing are related to the teacher’s beliefs about
students.

Negative beliefs about Black students impacts teacher noticing and Black
academic success. Noticing is constructed culturally and socially (Louie, 2018). Williams
et al. (2020) questions the impact of teachers examining their practices and dispositions
that may be intertwined with a racist logic of Black intellectual inferiority. Deficit
ideologies reflect racial biases, including Black intellectual inferiority, stereotypes, and
blame of the individual (for systemic racism without contextualization the oppression
ultimately pathologizing students of color (Williams et al., 2020). The personal beliefs
and values of educators’ matter to Black students as it leads to inequalities compared to
White students (Williams et al., 2020). By contrast, equitable teacher noticing in
mathematics, allows the teacher to recognize sociopolitical processes that privileges and
positions some students over others (Louie, 2018). Louie (2018) argues teachers must

manage dominant ideologies about students of color to avoid deficit thinking and focus
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on culture and ideology to challenge teacher deficit views of students. Given that noticing
can support or hinder academic success, noticing is a teaching skill that should be
developed.

Researchers suggest teachers can develop noticing skills. When teachers have
inadequate noticing skills, they do not elicit student thinking to build on it nor is there an
adequate response of appropriate scaffolding (Kilic, 2018). Patterson Williams, Higgs et
al. (2020) suggests teachers develop noticing for equity through intentionality and
explicit attention to race, history, language, and justice. Moreover, teacher noticing is
developed, in part, by training from teacher preparation programs and cultural
experiences (Patterson-Williams et al., 2020). For teachers to effectively utilize the skill
of noticing, the teacher must first value student thinking (Lee & Cross Francis, 2018).
Notably, it is possible for teachers to value student thinking but not actually demonstrate
the value in their practices (Lee & Cross Francis, 2018). Teachers with a high value for
student thinking also put that value to practice and are more student centered rather than
teacher centered (Lee & Cross Francis, 2018). Well-developed noticing skills, centering
students are needed for academic success.

In summary, academic success for students can be supported or hindered by
relational interactions between the teacher and student, teacher dispositions, and teacher
noticing or the lack thereof. Ladson-Billings (1995) argues that how teachers positively
think about themselves, and others fosters academic success when working with African
American students. The teacher’s beliefs about students, particularly students of color,
are vital to fostering the appropriate disposition, relational interactions, and noticing

beyond “good” teaching (Battey, 2013b; Patterson-Williams et al., 2020; Williams et al.,
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2020). Deficit ideologies impact student academic success to the extent that teachers may
not believe in the student’s ability to learn and thus hinder the teacher from noticing and
rendering appropriate support (Williams et al., 2020). Relative to the study, relational
interactions, teacher dispositions, and teacher noticing may impact how teachers
successfully or unsuccessfully support the math achievement of African American
students. The predominant research methodology of the theme is qualitative allowing
participants to share personal experiences regarding each respective phenomenon.

Math Feedback in the Classroom

Relative to the study, various aspects of feedback are explored. This theme
involves a discussion of feedback (Wullschleger et al., 2020), feedback and achievement
(Fyfe & Rittle-Johnson, 2017), and feedback in mathematics (Wong et al., 2018). It is
important for teachers to understand the effective nature of feedback.

The focus of teacher feedback can affect the student’s well-being. Responsive
pedagogy involves recursive dialogue between the student's internal feedback and teacher
feedback to facilitate the student's belief in their self-efficacy, competence (related to
intrinsic motivation), ability, and increase self-concept (Smith et al., 2016). Teacher
feedback can strengthen or weaken a student's belief in the possibility of mastering
standards (Smith et al., 2016). Moreover, Wullschleger et al. (2020) conducted a
longitudinal study of first through third grade teachers examining academic and social
feedback as a predictor of social acceptance. Teachers mostly provided feedback on
positive academic performance and negative feedback on incorrect social behavior.
According to Wullschleger et al. (2020), teacher feedback on incorrect social behavior

was negatively associated with social acceptance during classroom activities but not
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during recess. Teacher feedback influences social acceptance and student collaboration
(academic context) (Wullschleger et al., 2020). Classroom teachers should be aware of
the effects on student well-being as well as the variability of results of feedback.

The type and timing of feedback given by the teacher yields differing results.
Wong et al. (2018) examined the extent instrumental support (tangible teacher relational
support to develop understanding of content) and appraisal support (teacher feedback on
math performance) to promote math achievement from the perspective of 15-year-old
Canadian students. From the student's perspective, instrumental support predicted better
math achievement while feedback hindered student learning (Wong et al., 2018).
Teachers need to be informed about and attentive to the type and amount of feedback
provided to students (Wong et al., 2018). As it relates to timing, Fyfe and Rittle-Johnson
(2017), conducted a study with 243 second and third grade students examining the impact
of students receiving immediate (after each problem), summative (after completing a set
of problems), or no correct-answer-feedback from the teacher during math practice.
Students performed better when given immediate feedback but student that received no
feedback scored even higher on a one-week posttest. It is important to note that students
that did not receive feedback either scored very high on the assessment or very low (Fyfe
& Rittle-Johnson, 2017). Overall, there are mixed results with feedback and the timing of
feedback matters (Fyfe & Rittle-Johnson, 2017). Varying results of teacher feedback are
also attributed to a misunderstanding or lack or reception from the student.

Scholars contend teacher feedback must be understood and received by the
student. Van Der Kleij and Adie (2020) investigated the similarities and differences in

how oral feedback is perceived and the purpose, value, and meaning of feedback from the
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student and teacher perspective. Oral feedback provided by teachers can be easily
misunderstood by students due to how it is (or is not) received and a mismatch of the
purpose and nature of the feedback (Van Der Kleij & Adie, 2020). Perception of
feedback is subjective, subject-specific, context-dependent, and individually dependent.
Van Der Kleij and Adie (2020) reported that teachers should be aware that feedback is
not received the same by all students. Given the perception of feedback can be subject
specific, teachers can employ researched based best practices in the math classroom.
Researchers outline best practices for teacher feedback in the math classroom.
Van Der Kleij and Adie (2020) recommend teachers employ dialogic feedback to address
differing perspectives on feedback. A dialogic approach to feedback invites student
contribution, sends a message of value for student contribution, and leads to a shared
responsibility in the learning process (Van Der Kleij & Adie, 2020). Teachers are
encouraged to find a balance between explicit instruction and co-construction of
knowledge in the classroom (Van Der Kleij & Adie, 2020). Offering another best
practice, Gamlem et al. (2019) investigated the use of responsive pedagogy with nearly
1,800 ninth grade math students measuring students’ feedback, self-regulated learning,
self-efficacy, and achievement in mathematics. By using responsive pedagogy during
mathematics, small, significant differences were found in elaboration, task value
motivation, effort and persistence, self-efficacy and self-conception compared to the
control group (Gamlem et al., 2019). Responsive pedagogy and a dialogic approach are
two best practice scholars offer for feedback in the math classroom. In addition to the two

aforementioned approaches, teacher behavior is a factor in the classroom.
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Teacher behavior and feedback can stimulate or limit students in the math
classroom. Monteiro et al. (2019) found feedback was dominated by the classroom
teacher using closed questioning which limits student active learning in mathematics.
Teachers at times did not provide feedback to student responses (Monteiro et al., 2019).
To stimulate student thinking, Monteiro et al. (2019) recommends teachers provide more
feedback on the mathematical thinking process rather than the student's performance or
task. Monteiro et al. (2019) argues teacher feedback should stimulate student thinking
and reflection.

Teacher bias needs to be addressed to provide equitable feedback. Scott et al.
(2019) observed classroom interactions to examine student and teacher race as a predictor
of positive or negative feedback during instruction. The researchers found that Black
students received disproportionately more negative feedback from both Black and White
teachers when Black and White students had the same behavior (Scott et al., 2019). Scott
et al. (2019) contends the responsibility for the student and teacher relationship rests with
the teacher and biases should be addressed.

Summary

In summary, researchers have shown feedback can affect more than academics
while also being influenced by several factors. The amount, type, and timing of feedback
given by teachers are import for the teacher to consider (Fyfe & Rittle-Johnson, 2017;
Monteiro et al., 2019; and Wong et al., 2018). However, the feedback must also be
understood and received by the student. Furthermore, responsive pedagogy and a dialogic
approach to math feedback indicates the importance of the exchange between teachers. If

inappropriate and ineffective, feedback can hinder student learning and result in a social
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cost to students (Wullschleger et al., 2020). As indicated by researchers, student and
teacher race can impact the type and frequency of feedback given to African American
students (Scott et al., 2019). Exploring the theme of general and math focused feedback
provides a current literature on aspects for teachers to consider when providing feedback
to African American students during mathematics.

The literature review began with learning and culture providing a context for
culture in the classroom, describing various approaches, and establishing the
interconnected nature of language, learning, and culture. Literature related to the
components of culturally relevant pedagogy including cultural competence,
sociopolitical/critical consciousness, and academic success are discussed in detail.
Cultural competence, a journey rather than a destination, can be developed but requires
teachers to be self-aware of their own culture, potential biases, and privilege (Zoino-
Jeannetti & Pearrow, 2020). Critical consciousness requires critical dialogue and a
willingness, on behalf of the teacher, to challenge the status quo. It is clear from the
literature that there is much for all students, especially marginalized students, to gain
from feedback using culturally relevant pedagogy (Aronson & Laughter, 2016). Notably,
the teacher’s beliefs, relational interactions, disposition, noticing, and dialogic strategies
are critical for student academic success (Battey, 2013b; Truscott & Stenhouse, 2018;
Warren, 2018). The final theme addressed in the review of literature encompasses types
of feedback and factors that mitigate the effect of feedback such as the students’ race.

As indicated in the problem space, there is a need to explore how feedback is
delivered (Skovholt, 2018) and a better understanding of the factors that influence

feedback (Schuldt, 2019). Specifically, how feedback is delivered to African Americans
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during math (Hill, 2018; Savage et al., 2018). In addition, there is a need to further
explore culturally relevant pedagogy to address the math achievement gap (Allen, 2008;
Martell & Stevens, 2019; Ortiz et al., 2018).

The theoretical framework is embedded with the research questions. The first
research question is informed by the culturally relevant pedagogy theory in that
participants are asked how they developed their culturally relevant in providing feedback
to students. The second research question will specifically allow the researcher to collect
information from participants on how their cultural relevant pedagogy is used to provide
feedback specifically to African American students from their personal experiences.
Problem Statement

It is not known how elementary teachers describe the development of their
culturally relevant pedagogy in providing feedback to students and their use of culturally
relevant pedagogy in providing feedback specifically to African American third through
fifth grade elementary students during math instruction. Nationally, African American
students have consistently struggled to demonstrate proficiency in math achievement
compared to White students based on standardized tests (Kena et al., 2016). To address
the lingering gap in performance there is a need to closely examine classroom practices
(Hanushek et al., 2019). Teacher feedback and culturally relevant pedagogy are two
practices each correlated with math achievement (Ortiz et al., 2018; Wong et al., 2018).

This qualitative descriptive study will reveal how teachers develop their culturally
relevant pedagogy in providing feedback to all students and specifically African
American students. The population of interest are all elementary teachers in the United

States. The target population are grade level teachers of third through fifth grade students
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in public elementary schools in Arizona. The sample will be selected from the target
population. Sample will include 15-20 grade level math teachers of African American
students in Arizona. The third through fifth grade teachers are members of Facebook
groups and use culturally relevant pedagogy. One focus group with six to ten teachers
will also be selected from the target population.

The lingering achievement gap has consequences for African American students
(Battey, 2013b). For example, underachievement of young African American males
correlates with decreased graduation rates and low college matriculation rates (Kena et
al., 2016). In addition, African American students have fewer opportunities to be
successful and more likely to be held back in mathematics compared to White students
(Munter & Haines, 2019). Math achievement is attributable to earning differentials in
adulthood for students of color (Battey, 2013a). Battey (2013b) notes the racialized effect
of math achievement and math curriculum which acts as a gatekeeper limiting access to
minoritized students into universities. It is imperative that teachers share their
development and use of culturally relevant pedagogy in providing feedback to African
American students so that teachers can learn from their experiences and improve math
achievement for elementary African American students.

Summary

The literature review begins with learning and culture provide a context for
culture in the classroom, describing various approaches, and establishing the
interconnected nature of language, learning, and culture. Literature related to the
components of culturally relevant pedagogy including cultural competence,

sociopolitical/critical consciousness, and academic success are discussed in detail.
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Cultural competence, a journey rather than a destination, can be developed but requires
teachers to be self-aware of their own culture, potential biases, and privilege (Zoino-
Jeannetti & Pearrow, 2020). Critical consciousness requires critical dialogue and a
willingness, on behalf of the teacher, to challenge the status quo. It is clear from the
literature that there is much for all students, especially marginalized students, to gain
from feedback using culturally relevant pedagogy in the classroom (Aronson & Laughter,
2016). Notably, the teacher’s beliefs, relational interactions, disposition, noticing, and
dialogic strategies are critical for student academic success (Battey, 2013a; Truscott &
Stenhouse, 2018; Warren, 2018). The final theme addressed in the review of literature
encompasses types of feedback and factors that mitigate the effect of feedback such as
the students’ race.

As indicated in the problem space, there is a need to explore how feedback is
delivered (Skovholt, 2018) and a better understanding of the factors that influence
feedback (Schuldt, 2019). Specifically, there is a need to explore how feedback is
delivered to African Americans during math (Hill, 2018; Savage et al., 2018). In addition,
there is a need to further explore culturally relevant pedagogy to address the math
achievement gap (Allen, 2008; Martell & Stevens, 2019; Ortiz et al., 2018).

The theoretical framework is embedded with the research questions. The first
research question is informed by the culturally relevant pedagogy theory in that
participants are asked how they developed their culturally relevant in providing feedback
to students. The second research questions specifically ask participants to share how their
cultural relevant pedagogy is used to provide feedback specifically to African American

students from their personal experiences.
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It is important to explore the teacher’s development and use of their culturally
relevant practices in providing feedback to African Americans. The math achievement
gap between African American and White students persists and consequently impacts the
future of African Americans (Munter & Haines, 2019). The proper dialogue between
teacher and student (feedback) in the classroom can motivate students as well as facilitate
math achievement (Smith et al., 2016; Wong et al., 2018). Researchers also contend the
teacher’s use of culturally relevant pedagogy (cultural competence, sociopolitical/critical
consciousness, and commitment to academic success) in addition their disposition and
noticing can impact the learning context and achievement of students particularly African
Americans (Amador et al., 2021; Battey & Neal, 2018; Padua & Gonzalez Smith, 2020,
Stephens, 2019; Underwood & Mensah, 2018). To address student achievement
researchers recommend exploring teacher practices, such culturally relevant feedback, to
better understand how teachers develop their feedback skills and what factors influence
how math feedback is given to students (Hill, 2018; Savage et al., 2018; Schuldt, 2019;

Skovholt, 2018).
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Chapter 3: Methodology
Introduction

It is not known how elementary teachers describe the development of their
culturally relevant pedagogy in providing feedback to students and their use of culturally
relevant pedagogy in providing feedback specifically to African American third through
fifth grade elementary students during math instruction. The research that still needs to be
better understood is a qualitative description, from the teacher’s perspective, of how their
culturally relevant pedagogy was developed and how culturally relevant pedagogy is used
in providing feedback to African American students, during math instruction (Hill, 2018).
Savage et al. (2018) reiterated the same research focus by recommending the use of
interviews to examine teacher practices during instruction to African American students
in mathematics. Finally, Skovholt (2018) suggests that further study was needed to better
understand how teachers deliver verbal feedback. The same recommendation is echoed
by Schuldt (2019) and extended to examine what factors influence how feedback is
given.

Chapter 3 includes a discussion on the research methodology and design used in
the study. Included is a justification for this qualitative descriptive study on how
culturally relevant teachers provide feedback during math instruction. Additionally, a
description and discussion of the targeted population, sampling method, data collection
and data analysis are also included in the chapter.

Purpose of the Study
The purpose of this qualitative descriptive study explored how elementary

teachers describe the development of their culturally relevant pedagogy in providing
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feedback to students and their use of culturally relevant pedagogy in providing feedback
specifically to African American third through fifth grade elementary students during
math instruction in Arizona. Data was collected through interviews from 10-15 teachers
of third through fifth grade African American students and a focus group of 6-10 teachers
that use culturally relevant pedagogy that also teach math to third through fifth grade
African American students. African American students continue to underperform on state
mandated math assessments compared to White students (Battey, 2013b). Researchers
suggested classroom practices should be reviewed to address the lingering gap (Hanushek
etal., 2019; Kelcey et al., 2019) along with the math and culture (Hill, 2018).
Research Questions

The phenomena for the study were elementary teachers’ descriptions of the
development of their culturally relevant pedagogy in providing feedback to students and
their use of culturally relevant pedagogy in providing feedback specifically to African
American third through fifth grade elementary students during math instruction in
Arizona. Curriculum and teaching are cultural (Souto-Manning et al., 2018). Therefore,
culturally relevant teachers use the student’s culture to make math learning relevant to the
student’s context and culture (Souto-Manning et al., 2018). During data collection,
teachers shared their perspective and personal experience with providing mathematics
instruction to African American students through this descriptive study.

Teacher responses to how tenets of culturally relevant pedagogy influenced
feedback to African American students during math instruction were highlighted in this
study. Individual interviews and a focus group served as the methods of collecting data.

The primary source of data were elementary teachers, that use culturally relevant
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pedagogy, that teach or have taught African American students for a minimum of one
year. Teachers were asked questions about how feedback was provided using the tenets
of culturally relevant pedagogy, academic success, cultural competence, and
sociopolitical/critical consciousness and the influence of the tenets on math achievement
of African American students. The interview and focus group responses were used to
answer the following research questions:

RQI1: How do elementary teachers describe the development of their culturally
relevant pedagogy to provide feedback to students?

RQ2: How do elementary teachers describe their use of culturally relevant pedagogy
in providing feedback specifically to African American third through fifth
grade elementary students during math instruction?

Rationale for a Qualitative Methodology

A qualitative methodology has been selected for the study. Qualitative
methodology has several distinct features including representing the views and
perspectives of the participants of the study (Yin, 2015). For the study, teachers shared
their perspectives on the development of their culturally relevant pedagogy and how
culturally relevant pedagogy is used to provide math feedback. Skovholt (2018)
suggested that further study was needed to better understand how teachers deliver verbal
feedback, and Schuldt (2019) called for the explore of factors that influence feedback.
Additionally, Hill (2018) and Savage et al. (2018) indicated the need to explore the math
teacher’s perspectives on providing feedback to African American students. Culturally

relevant practices may be a potential classroom strategy to mitigate the lingering
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achievement gap in many subjects, including mathematics (Allen, 2008; Martell &
Stevens, 2019; Ortiz et al., 2018).

A qualitative method was appropriate for the study because it has been used by
scholars in extant empirical studies on culturally relevant pedagogy. Maddamsetti (2020)
used a qualitative method to explore culturally relevant pedagogy through field
experiences with in-service elementary teachers. Moreover, Martell and Stevens (2019)
applied a qualitative methodology to better understand the practices of teachers who
identified as culturally relevant social studies teachers. A qualitative methodology has
also been employed when exploring feedback (Van Der Kleij & Adie, 2020).

A distinct quality of qualitative research is that it enriches the readers knowledge
by exploring complex questions of what works and what does not work in reference to
the phenomena (Patton, 2015). Through the focus group and in-depth interviews,
culturally relevant teachers shared their experiences of what works and does not work in
their classrooms. Furthermore, qualitative research is a focus on applied and theoretical
findings based on research questions through field study in natural environments (Park &
Park, 2016). Based on the study, culturally relevant teachers shared their experiences of
applying the theory to their specific classroom context with African American students
during math. A qualitative method was appropriate because it contains distinct qualities
of representing the views and perspectives of the participants, enriches the readers
knowledge of a phenomena through questioning within the natural context and applies
theoretical findings based on research questions. Culturally relevant teachers shared their
views and perspectives of providing feedback to African American students during

mathematics.
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How elementary teachers develop their culturally relevant pedagogy and use of
their culturally relevant pedagogy in providing feedback to African American third
through fifth grade elementary students during math instruction still needed to be
understood (Ortiz et al., 2018). In this qualitative study, the researcher analyzed teacher
interview and focus group data to gather personal views and perspectives regarding the
influence of culturally relevant feedback on African American student achievement in
math. A qualitative method was selected based on a recommendation from Hill (2018).

A quantitative method was rejected for this study. The quantitative method
emphasizes measurement and focuses on social behavior that is quantified and found as a
pattern rather than exploring phenomena and their meaning (Rahman, 2016). Quantitative
research involves correlating variables and comparing groups, not exploring meaning
within context (Schofield & Jamieson, 1999).

A quantitative method is appropriate when defining relationships among variables
or an analysis providing statistical explanation (Baran, 2010). Quantitative research is not
appropriate for this study because it is formatted to stress measurement and focuses on
social behavior that is quantified and found as a pattern rather than discovering variables
and their meaning, takes a snapshot of a given phenomenon and captures a specific
moment of a variable, and is appropriate when defining relationships among variables or
an analysis providing statistical explanation.

Mixed method is also not a strong match for this study. Mixed method provides
an alternative to solely a qualitative or quantitative approach to research (Anguera et al.,
2018). Mixed method involves using two sets of research questions, at least one set of

qualitative and one set of quantitative. It is appropriate when the desire is to move beyond
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a purely descriptive analysis of the phenomena or simply correlating variables or
comparing groups (Baran, 2010). While a mixed method approach could be used to
explore the phenomenon of interest, based upon the identified gap in the literature, there
is not a particular need to add an examination of specific variables. As such, mixed
method was not selected.
Rationale for Research Design

Qualitative descriptive was selected for this study. In addition, the design is
appropriate when the phenomena are described (Sandelowski, 2000). Qualitative
descriptive design is geared toward discovering who or how of an event or experience or
basic shape and nature (Sandelowski, 2000). The qualitative descriptive design is used
with the goal of describing the influence of culturally relevant feedback on African
American math achievement. In previous research, Kelcey et al. (2019) noted the
relationship between teacher knowledge, instructional quality, and math achievement
mediated by factors such as the classroom context but did not describe the influence of
specific classroom practices such as culturally relevant feedback before this study.
Descriptions depend on the inclinations and sensitivities of the describer (Sandelowski,
2000). Therefore, this qualitative descriptive explores how elementary teachers develop
their culturally relevant pedagogy and use of their culturally relevant pedagogy in
providing feedback to African American third through fifth grade elementary students
during math instruction through two sources of data. Through a descriptive study design
the researcher is provided tools to gather information thorough data using interviews and

a focus group.
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Narrative research design is characterized by the analysis of personal narratives or
stories communicates the personal sense of self (Huang Ju, & Shijing XU, 2015).
Researchers interpret stories that are essential to life that impose a certain order and
meaning to particular events (Lambert & Lambert, 2012). A narrative research design
was not selected because it is an analysis of personal narratives that communicate the
personal sense of self allowing researchers to interpret those stories as essential to life
while imposing a certain order and meaning to particular events (Huang Ju, & Shijing
XU, 2015; Lambert & Lambert, 2012). The purpose of the research is to gather data on
the teacher’s description of their development of culturally relevant pedagogy and a
description of how their culturally relevant pedagogy is used to provide feed but will not
be collected to communicate a sense of self in a story format nor discuss the meaning of
particular events.

Grounded theory design is used when the researcher desire to create a theory
based on data (Lambert & Lambert, 2012). This design is both an inquiry and a product
of that inquiry (Chun Tie et al., 2019). Grounded theory is not appropriate because the
researcher does not desire to create a theory based on data and because the design is both
an inquiry and a product of that inquiry. In addition, grounded theory is not appropriate
because the study built on the existing theory of culturally relevant pedagogy.
Specifically, exploring culturally relevant pedagogy in mathematics and feedback in the
study.

A single case study only has one focus. According to Yin (2015) case studies
discuss how or why a single phenomenon happens. In addition, a case study was best fit

when the phenomena and context are completely connected (Tetnowski, 2015). Case
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study would not be appropriate because the focus is on a single phenomenon and the
phenomena and context are not completely connected. A single case study was not
appropriate for the study because the development of the teacher’s culturally relevant
pedagogy and the use of culturally relevant pedagogy to provide feedback is explored
from the teacher’s personal experience.

Phenomenological research design is descriptive but can also include
interpretations (Giorgi, 2014). Unlike a narrative, phenomenological does not have a
beginning, middle, and end (Allen, 2017). Phenomenological also presents events in
other terms (Sandelowski, 2000). Moreover, phenomenology was inappropriate for the
study as the focus of the study as not to uncover and interpret the inner essence of the
participant’s cognitive processing of a common experience (Wilson, 2015). The design is
an option but not best option because it includes interpretations and meanings ascribed to
the phenomenon.

Research done with a qualitative descriptive design intended to supply a
comprehensive summary of the facts in everyday terms (Sandelowski, 2000).
Furthermore, qualitative descriptive study design is the best option to collect data because
it allows the researcher to stay closer to the data and to the surface of words and events
shared by the describer (Sandelowski, 2000).

Population and Sample Selection

The population of interest is elementary teachers in the United States. The
population is the largest group of eligible participants based on upon at least one common
criteria (Asiamah et al., 2017). The target population (1.8 million) for this study are grade

level teachers of third through fifth grade in public or charter elementary schools in
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Arizona that are members of the Arizona Educators United Discussion Hub, Arizona
Alliance of Black School Educators, and Tucson Teacher Leaders Facebook Groups. The
target population represents a more refined group compared to the general population
(Asiamah et al., 2017). Those drawn from the target population and willing to participate
are included in the sample (Asiamah et al., 2017).

The desired sample will include 25 elementary math teachers of African
American students in Arizona. The third through fifth grade teachers were members of
Facebook groups that use culturally relevant pedagogy. One focus group with 6-10
teachers was the second method of data collection. The participants differ from those
participating in the interviews. A convenience sampling strategy was used from volunteer
respondents within the Arizona Educators United Discussion Hub, Arizona, Alliance of
Black School Educators, Tucson Teacher Leaders Facebook Groups, and the researcher’s
social media page.

Interview and focus group participants were conveniently selected from
respondents receive the social media post, self-identify as belonging to the target
population, and express interest in participating in the study. Convenience sampling of
teachers that use culturally relevant pedagogy add to the rigor and quality of the study.
Qualitative Sample Size

A minimum projected sample size of 25 culturally relevant teachers were asked to
participate in interviews and a focus group to meet the required sample size and provide
adequate qualitative data. For qualitative studies, sample size is guided by the principle of
saturation or the point to which no additional information is gained (Mason, 2010). Data

saturation consists of both rich (quality) and thick (quantity) data (Fusch & Ness, 2015).
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It is important to achieve data saturation because it effects the quality and validity of the
research (Fusch & Ness, 2015). The sample size is appropriate for qualitative studies to
reach research data saturation (Austin & Sutton, 2014). Data saturation is reached based
on the richness and thickness of the data such that no new themes emerge from the data
and all questions have been answered (Fusch & Ness, 2015). The minimum sample size
of 10-15 interview and a minimum 6-10 focus group members is feasible based on the
target population size of 1,200 third through fifth grade teachers within the Arizona-
based teacher Facebook groups as estimated by the researcher.
Recruiting and Sampling Strategy

The primary recruitment strategy was convenience sampling through inviting
teachers who are members of the Arizona Educators United Discussion Hub, Arizona
Alliance of Black School Educators, Tucson Teacher Leaders Facebook Groups, and the
researcher’s social media page to participate in the study. The Facebook groups have a
combined sample frame of 1,200 Arizona educators. For recruitment purposes, site
authorization will be obtained from Facebook group administrators to access the target
population. For this study, contact was made with the site administrators indicated on the
Facebook group page via Facebook Messenger. The message contained information
about the study such as the goal, informed consent, and contact information for the
researcher. If approved, the site administrators will post the study and contact information
of the researcher. Twenty to twenty-five teachers who meet the desired criteria will be
asked to participate in the study. Convenience sampling is a nonprobability or nonrandom
sampling where those in the target population meet practical criteria (Etikan et al., 2016).

The selection process is deliberate and based on participants meeting the research
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criterion, availability, and willingness to participate in the study. For this study those who
self-identify and choose to participate, received study information, along with informed
consent and the option to leave the study at any time. In addition, the researcher’s social
media was used for recruitment. Site approval is not required using the researcher’s social
media network (Palmer, 2020).

Additional plans are included should it become difficult to recruit participants
using the initial plan. Plan “B” recruitment strategy to obtain sufficient sample size is to
(a) contact participants who were either interviewed or participated in a focus group for
referrals of other potential participants, which if used would be a snowball sampling
approach. Snowball sampling is appropriate when the sample, meeting the criteria, is not
easily accessible (Ghaljaie et al., 2017); and (b) expand the geographical boundaries to
include teacher Facebook groups in the southwest regions of the United States. The added
states will include California, Colorado, and Nevada. The added states will include
California, Colorado, and Nevada. The states were selected due to the proximity to
Arizona and each listed state includes multicultural or culturally responsive teacher
professional standard. Site authorization was obtained from Facebook group
administrators to access the target population. If approved, the site administrators will
post the study information and contact information of the researcher.

Teachers who voluntarily participate in the study will sign an informed consent
agreement by using DocuSign to take part after reading the goals of the study and
understanding the research process. Gift cards worth $10 was sent to the participants via
email upon receipt of returned transcripts. Teachers were given the option to opt out of

the study at any time as well as opt out of being audio recorded at any time. To



67

participate in the interview and focus group, the informed consent and recruitment flyer
will contain the following inclusion criteria, (a) have taught math to third through fifth
grade African American students for a minimum of one year; (b) reside in Arizona, and
(c) have used culturally relevant/responsive pedagogy. The term culturally relevant and
culturally responsive pedagogy are used interchangeably (Mensah, 2021). This criterion
was important because using culturally relevant pedagogy, while teaching African
American students, can describe their experiences which aligns with the goal of this
study.
Sources of Data

For the study, the phenomenon of interest involves how elementary teachers
develop their culturally relevant pedagogy and use of their culturally relevant pedagogy
in providing feedback to African American third through fifth grade elementary students
during math instruction. The source of data are the responses from third through fifth
grade teachers that use culturally relevant feedback. Two methods were used to collect
research data, in depth interviews and a focus group. The information differs because it is
enhanced by nature of the collection method. Specifically, participants in the focus group
can explain the meanings, beliefs, and culture influencing the feelings, attitudes, and
behaviors while providing a range of ideas, highlighting differences in perspectives
(Rabiee, 2004).

Research, interview, and focus group questions were developed based on the
review of literature. For example, Warren (2018) and Souto-Manning et al. (2018)
definition of key terms from the theoretical framework were used in the interview and

focus group questions. Working definitions were embedded into the questions in simple
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terms to facilitate ease of understanding for participants and to create a shared
understanding of the terms. Research questions were developed based on the problem
space regarding feedback, mathematics, and culturally relevant pedagogy (Hill, 2018;
Savage et al., 2018; Schuldt, 2019; Skovholt, 2018).

In alignment with the purpose of the study, the goal of research question one is
the gather data on how the participants developed their culturally relevant pedagogy. As
such, interview and focus group questions are designed to ascertain the participants
experience with development of culturally relevant and motivation for developing
culturally relevant pedagogy. Research question two is aligned with the use of culturally
relevant pedagogy to provide feedback to Black or African American students.
Specifically, the teacher’s knowledge and use of the three tenets of culturally relevant
pedagogy theory in teaching Black or African American students.

Research Data

Data for the study was collected from one source, using two methods namely
interviews and a focus group. Two methods of data collection are used to provide rich,
multidimensional data from teachers for the study (Fusch & Ness, 2015). The methods of
data collection include in-depth semi structured interviews and a focus group.

Interviews. For the study, 10—15 semi structured interviews via Zoom, FaceTime
or face-to-face was conducted to gather rich descriptive data on how elementary teachers
using culturally relevant pedagogy describe the influence of the tenets of culturally
relevant feedback on African American third through fifth grade elementary student’s
math achievement. Semi-structured interviews are conducted using predetermined open-

ended questions followed by probes allowing for some divergence from the script
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(MclIntosh & Morse, 2015). Semi-structured were selected to allow for a more intuitive
and natural conversation between the participant and researcher (Austin & Sutton, 2014).
Additionally, semi-structured interviews will provide the opportunity for the culturally
relevant teachers to share subjective responses on their experiences (McIntosh & Morse,
2015). Using semi-structured interviews are advantageous as each participant can speak
freely (McGrath et al., 2018) providing rich clarifying, detailed accounts of the
experience being explored (Polkinghorne, 2005) between the researcher and participant.
In comparison, rich descriptive data, gathered from a focus group, are created through
interactions between participants (Baillie, 2019).

Participants were selected from those (a) that meet the inclusion criteria; (b)
volunteer to participate; and (c) provide contact information. Participants were given the
opportunity to choose to participate in the semi-structured interview or focus group. To
avoid volunteer oversubscription, the researcher will stop recruiting when first 15
participants are confirmed for attending the interviews and the first ten participants are
confirmed for attending the focus group. A venue was selected and scheduled (video
conferencing or in-person). An informed consent form detailing the studies goals and
actions taken to preserve privacy was reviewed and signed by each participant. The
objective of the interviews is to gather the “who”, “what” and “where” from the
participant’s perspective (Sandelowski, 2000). Open-ended questions are used to yield in-
depth responses from the culturally relevant teacher’s perspective (Austin & Sutton,
2014). Interview questions and protocols were created based on the review of literature in

Chapter 2 and included in Appendix D. The protocol is a procedural guide for the
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interview process that includes a script and prompt for informed consent (Jacob &
Furgerson, 2012).

Focus Group. A focus group, of 4 to 6 participants, was conducted to gather
research data on how elementary teachers using culturally relevant pedagogy describe the
influence of the tenets of culturally relevant feedback on African American third through
fifth grade elementary student’s math achievement. A broad range of information about
the phenomena are provided through a focus group (Sandelowski, 2000). In comparison
to the interview instrument and protocol, the focus group was used to gather a broader
perspective from the participant’s dialogue. The focus group instrument will allow the
participants to engage in dialogue to create rich descriptions of their shared experience.
This will allow the researcher to explore how the participant’s experiences are similar
and different. For the study, focus group participants will have the opportunity to share
ideas, perspectives, and thoughts in a less threatening environment (Onwuegbuzie et al.,
2009). For the study, open-ended questions, developed from the literature, is used in the
focus group to allow participants to flow naturally in their dialogue producing rich data
(Lauri, 2019). The focus group was recorded through video and audio with permission.
Focus group moderator protocols are created and included in Appendix D.

Demographic Questionnaire. During the interviews and focus group, descriptive
data was collected via a link to demographic questionnaire where pseudo names are used.
The link was provided for the participants through the chat feature. For the study
questions are asked to collect demographic data regarding (a) number of years of
teaching experience, (b) teacher race, (c) educational level, (d) source of culturally

relevant pedagogy training, (¢) number of hours of training in culturally relevant
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pedagogy, (f) county and state of residence. It is important to assure that the participants
are a representative sample of the target population. The demographic data will create a
demographic profile of the respondents.

Initially participants will have the choice to participate in either of the two data
collection activities. Once, either data collection activity reaches the targeted number of
participants, participants was informed of the activity that is available. Participants was
asked if they still wish to volunteer for the activity.

Trustworthiness

It is critical for research data analysis to truthfully represent the phenomena being
studied to ensure rigor in qualitative research (Johnson et al., 2019). For this study, steps
were taken to adequately support the trustworthiness of the study. Credibility,
dependability, confirmability, and transferability are factors for evaluating qualitative
research (Johnson et al., 2019). A description of each follow, along with identified
threats, and strategies to minimize the threats.

Credibility

Credibility ensures that study results accurately represent what was studied
(Johnson et al., 2019). Inaccurate reporting of data is a threat to credibility (Johnson et
al., 2019). For the study verbatim transcripts are derived from interview and focus group
recordings. Researcher reflexivity is critical to credibility of the study findings.
According to Berger (2015) during data collection the researcher must acknowledge and
use self-reflection to foster awareness of personal biases, assumptions, beliefs,
experiences, and social positions due to the risk of affecting the quality and integrity of

findings of the study. Xerri (2018) adds engaging in reflexivity includes an awareness of
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the researcher’s role in constructing an interpretation of the reality being examined. The
researcher will use memoing to account for reflexivity. To address the threat to
credibility, participants will complete member checks of interview transcripts and
interpretations for accuracy and rigor (Korstjens & Moser, 2018). A different set of
participants than those completing interviews will take part in the focus groups to add to
the credibility of the study (Onwuegbuzie et al., 2009).

According to Johnson et al. (2019) convenience sampling involves intentionally
selecting research participants to optimize data sampling as those participants are the
most appropriate for the research purpose and research question. Thus, convenience
sampling is a rigorous approach compared to purposeful sampling that may result in low
credibility due to choosing the most accessible research participants (Etikan et al., 2016).
To ensure convenience sampling, the researcher will ensure that each participant meets
the inclusion criteria indicated on the screening. To enact this approach, the researcher
will review the inclusion criteria contained in the informed consent form. The researcher
will assume that once the informed consent is signed, the participant has self-identified
themselves as meeting the inclusion criteria.

Dependability

It is necessary for research findings to be repeatable. Dependability refers to
detailed information about the process of the study to such a degree that the study can be
replicated (Johnson et al., 2019). Tong and Dew (2016) described dependability to
facilitate reliability through coherence across the methodology, methods, data, and
research findings. The researcher will create an audit trail to enhance trustworthiness. The

purpose of the audit trail is to audit the research decisions made along with the
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methodological and analytical processes of the researcher (Carcary, 2009). Audit trails
are further used as a lens to assess credibility (Carcary, 2020).

Full transcripts of interviews and the focus group discussions provide evidence
for dependability. Participant responses during interviews and the focus group was
recorded and transcribed to provide transparency and auditability (Tong & Dew, 2016).
In addition, a codebook is developed which contains codes and code definitions to
demonstrate dependability.

Transferability

Transferability refers to the extent to that research findings can be applied to other
settings (Korstjens & Moser, 2018). Vague descriptions are a threat to transferability.
Moreover, in qualitative research, the focus is on exploring phenomena in a specific
context which is an inherent threat to transferability (Johnson et al., 2019).

To ensure transferability, a detailed description is provided of the research process
and participant’s demographics are outlined through the researcher’s audit trail. The audit
trail will include raw data, developed codes, and a systematic report of the actions taken
for data collection and analysis (De Kleijn & Van Leeuwen, 2018). Raw data, the code
book, and steps for data collection and data analysis was available to a Grand Canyon
Academic Quality Reviewer through an upload by the researcher’s learner dissertation
page, A reader can determine if the findings are transferrable through a thick description
of behavior, experiences, and context (Korstjens & Moser, 2018). For this study, a reader
can determine if the research findings are applicable to African American students living

outside of Arizona.
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Confirmability

Researchers have the potential to bring biases and experiences in the research
process. Confirmability refers to degree to which the research findings can be confirmed
by other researchers and derived from the research data (Korstjens & Moser, 2018). In
addition, confirmability ensures the perspectives provided represent the participants and
that the perspectives are not unduly swayed by the researcher (Tong & Dew, 2016).
Moreover, a threat to confirmability is lack of evidence from research data and bias
(Korstjens & Moser, 2018).

For this study, the perspectives and experiences shared by culturally relevant
teachers must be articulated with accuracy. To ensure confirmability, a code book is in
the appendices to be confirmed by others. Member checking by the interview and focus
group participants was implemented to ensure that data accurately represents their
perspectives. In addition, interviews are recorded and transcribed to demonstrate
objectivity.

Data Collection and Management

An interview guide in Appendix D was developed prior to IRB approval. The
interview guide was reviewed by a three-member expert panel. Experts consist of
individuals who have expertise in culturally relevant education, Africana studies,
education, and psychology. Feedback from the expert panel was incorporated and
reflected in the revised interview guide. Feedback from the expert panel addressed
terminology in reference to African American students and creating a different set of
questions for the focus group. Next, a field test was conducted with three individuals

mirroring the target population using the interview guide. The field test was held through
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Zoom. During the field test the interview and focus group questions were practiced.
Responses are also recorded with permission from the individuals. At the end of the field
test, the researcher solicited how the questions and interview skills can be improved.
Responses from the field test are not included the study. The responses were recorded,
transcribed, and then used for a draft code book.

Site approval from Arizona Educators United Discussion Hub, Arizona Alliance
of Black School Educators, and Tucson Teacher Leaders Facebook Groups was obtained
(See Appendix A). Site approval was obtained through sending a message to Facebook
messenger to the Facebook group administrators. The group administrators were asked,
in writing, to authorize access to the Facebook group members to participate in the study.
The access to the Facebook groups includes permission to make posts about the study.

After site approval was obtained, all required documents including the site
approvals are submitted to the Internal Review Board (IRB). The IRB oversees and
approves all research for Grand Canyon University. Data collection will not begin until
after required IRB approval is confirmed.

After IRB approval is obtained, recruitment for study participants begins.
elementary teachers that use culturally relevant pedagogy that teach math to African
American third through fifth grade elementary students in Arizona are recruited. Teachers
who respond to the social media post, made by the researcher, within the Facebook
groups was contacted via email or Facebook Messenger. The Facebook posts and flyer
will contain information about the inclusion criteria for participation. Specifically, the
information regarding the study includes the name and contact information of the

researcher, estimated time commitment, voluntary participation, title of the study, e-gift
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card for member checking, and the focus on the study. The flyer was posted as an image
along with a note containing a link to the recruitment for detailed information. This is
done so that participants are aware of what the research they are volunteering for
allowing them to opt out if they choose to do so. Teachers will have the choice of
participating in either the interviews or focus group until the either of the data collection
activities is full (i.e., 15 for interview and 10 for the focus group). At that point, the
researcher will inform the participants of the data collection activity available. Ten to
fifteen participants were interviewed, and 4-6 participants participated in the data focus
group. Interviews were conducted first then the focus group will take place. The
interviews will provide a first-person description. Then the focus group was used to
gather a broad, rich description through group dialogue and interactions. Participants will
receive and sign an informed consent agreement (Appendix C) prior to the beginning of
the interview and focus group. A consent form detailing the studies goals and actions
taken to preserve privacy and inclusion criteria, was reviewed, and signed by each
participant through DocuSign.

An interview and focus group protocol were created for the study. The protocols
contain a script for the researcher including an introduction, purpose of the study,
recording instructions, consent forms, and a conclusion. The protocols provide a
procedural guide for the researcher (Jacob & Furgerson, 2012). Verbally, participants
were expressly informed that they may leave the study at any point. The interviews and
focus group took place via Zoom. Interviews were scheduled by sending the participants
an electronic calendar link. Each session was scheduled for 1-hour with at least a 1-hour

break in between interviews. The focus group was scheduled by communicating with
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participants via phone or email to find an agreed upon time. A consent form detailing the
studies goals and actions taken to preserve privacy and inclusion criteria was reviewed
and signed by each participant through DocuSign.

Before beginning of the interview and focus group, permission was asked to
consent to audio recording. All video cameras were turned off to further protect
participant identities. Once the recording begins, the participants was asked again if
consent is given for recording. During the interview, the interview guide protocol and
data focus group moderator guides were used to ask open-ended questions. For the
purpose of this study, probing questions were used during the interviews and focus group
to gain clarity as needed. Notes were taken with pencil and paper by the researcher. The
semi-structured interviews, via Zoom videoconferencing allowed the participants to
extend their thoughts. Two recordings of the interviews and focus group took place for
redundancy. After the interviews, typed transcripts was obtained using a transcription
service. The audio recording link from Zoom were uploaded to a website such as
temi.com for transcription. Then, the transcripts were sent to participants via email to
confirm accuracy and member checking. The email will contain instructions and a date
by which if not returned the transcript was assumed accurate. A review was conducted by
the participant if needed and the transcript is adjusted. Participant review is important as
it allows the participants to validate the information and add details that will aid the
richness of data (Frey, 2018). Gift cards worth $10 were sent to the participants via email
upon receipt of returned transcripts. The gift cards were sent to an email address provided
by participants. Researchers have used financial incentives to increase participation in

research (Cunningham et al., 2015; Sauermann & Roach, 2013). Email addresses were
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permanently deleted from the file at the conclusion of the study. The focus group
recordings were transcribed.

Upon completing interviews with the projected number of 10 — 15 participants
and a focus group with a projected amount of 6-10 participants, they will determine if
sufficient data is collected. According to Austin and Sutton (2014), the researcher should
continue until nothing new is being heard meaning the field of interest is saturated.
Therefore, the number of participants will depend upon the richness of the data collected
(Austin & Sutton, 2014). Fusch and Ness (2015) recommended that saturation be viewed
based on the richness and thickness of the data and when no new themes emerged rather
than the number of participants. To ensure that nothing new is heard the researcher will
conduct cursory data analyses while engaged in data collection. Coding began after
several interviews are completed and continue to such time that now new data emerges.

After confirming that sufficient data has been collected the data collection stage is
terminated. Collected data were primarily saved on an external hard drive. Collected data
were safeguarded using passwords for computer and google drive files. Confidentiality
and anonymity were maintained throughout the entirety of the data. Data was kept by
assigning pseudo names i.e. I1, 12 (for interviews) and FG1, FG2 (for focus group).

A de-identified copy of the data and the data analysis was stored on the learner’s
dissertation page in the folder that is placed there for that purpose, allowing access to the
data for the Academic Quality Review (AQR) reviewers. Research data will be securely
maintained for a period of three years after the Dean’s signature. After the three-year
period, data will be destroyed by permanently deleting the file from primary external hard

drive source.
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Data Analysis Procedures

The purpose of this qualitative descriptive study explored how elementary
teachers describe the development of their culturally relevant pedagogy in providing
feedback to students and their use of culturally relevant pedagogy in providing feedback
specifically to African American third through fifth grade elementary students during
math instruction in Arizona.

The following research question is a guide for the study:

RQI1: How do elementary teachers describe the development of their culturally
relevant pedagogy to provide feedback to students?

RQ2: How do elementary teachers describe their use of culturally relevant pedagogy
in providing feedback specifically to African American third through fifth
grade elementary students during math instruction?

For this qualitative descriptive study, research data from the interviews and focus
group were analyzed. Open ended questions were used during interview and focus group
allowing participants to share experiences and perceptions (Sandelowski, 2000).
Research data will go through a rigorous cleaning and organizing process. Descriptive
statistics are collected through the interviews and focus groups. Data were transcribed by
using the otter.ai or similar transcription software. The transcription is uploaded to
MAXQDA software for analysis. For the study, interview transcripts were sent to
participants for member checking to establish credibility of the data. Interview and focus
group research data were analyzed according to Braun and Clarke’s (2006) six phases of
thematic analysis. The researcher coded data after several interviews to assist with

determining saturation.
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Thematic analysis and descriptive statistics were used to analyze the data on how
culturally relevant teachers provide feedback to African American students. Data from
the demographic questionnaire were analyzed using descriptive statistics with central
tendency and measures of spread. Descriptive statistics was summarized in the form of
frequency, level, mean, median, and spread (Byrne, 2017).

Demographic data was reported using the following levels of measurement (a)
number of years of teaching experience reported on a ratio level (b) teacher self-reported
race reported on a nominal level, (c) teacher obtained education reported on an ordinal
level, (d) source of culturally relevant pedagogy training reported on a nominal level, (e)
number of hours of training in culturally relevant pedagogy reported on an interval level,
(f) county and state of residence reported on a nominal level. Data collected through
interviews and the focus group was analyzed through coding and thematic analysis.

Coding is used to find meaning of qualitative data. There are multiple coding
systems available for researchers to choose from (Blair, 2015). Two cycle coding will
involve reading and reflecting to develop codes (Valtierra & Siegel, 2020) inductively.
Axial coding was used to draw connections between the codes to synthesize and organize
the data (Scott & Medaugh, 2017). Axial coding is fluid, non-linear, and requires the
researcher to continually modify emerging themes as more data is analyzed.

Thematic analysis is identifiable as being an analysis method within qualitative
research which identifies patterns and/or themes within a particular data set (Braun &
Clarke, 2006; Clarke & Braun, 2013; and Vaismoradi & Snelgrove, 2019). Prior to data
analysis member checking of the transcripts is completed by the participants to ensure

accuracy. To complete member checking, participants will receive transcripts via email
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Instructions was given regarding the date and time transcripts need to be reviewed and

corrected if needed. The transcripts were returned to the researcher via email. Once

reviewed transcripts are received, the researcher will email an electronic gift card worth

ten dollars. Participants that do not return transcripts were assumed to be accurate.

Thematic analysis begins with becoming thoroughly acquainted with the data set (Braun

& Clarke, 2006; Clarke & Braun, 2013). Data analysis, using Clarke and Braun (2013) is

broken into 6 phases:

1.

Multiple readings of the transcripts to become familiar with the content and
listening to the audio recordings to become immersed in the data.

. Develop codes using 2 cycle coding (open and axial) of initial ideas within

MAXQDA to describe the development and use of culturally relevant pedagogy.
The researcher will conduct the first cycle by creating a general list of meaningful
units from the transcript data. This will allow the initial step and help describe the
development of culturally relevant pedagogy and then a description of how
culturally relevant pedagogy is used to provide feedback to African American
students during math. Codes are numbered and defined in a codebook separated
by each research question. An example of participant text to illustrate the
definition will also be included. Responses are identified by numbers given to
participants. Codes are then combined into broader categories where they
intersect.

The codes are then combined into themes, from the categories developed from the
2-cycle coding in alignment with the research questions to describe the
development and use of culturally relevant pedagogy. Themes are then labeled
and defined.

The themes are reviewed to determine if the themes form a coherent pattern
grouped separately to form a description of the development of culturally relevant
pedagogy and a description of the use of culturally relevant pedagogy and
accurately reflect the research data.

. After defining and naming the themes, and examination is made to determine if

the themes address the research questions. If the themes do not address the
research question, the researcher will retain the codes as the themes may infer
opportunities for new areas of research. Defining the themes includes capturing
the essence of their meaning related to the development of culturally relevant
pedagogy and the use of culturally relevant pedagogy.

Themes are then written up and reported logically.
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The desired amount of data is a minimum of 8 pages, single-spaced, per
participant, from the semi-structured interviews and the focus group. The projected about
of data is 128-150 pages of transcripts. The projection is based on the field test which
yielded approximately 70 pages of rich and thick data from three field test participants.
The goal is to collect rich, thick data to be used to answer the research questions. Data
was reported in tables identifying codes, themes, and descriptive statistics.

Ethical Considerations

The historical maltreatment of human subjects necessitates strict guidelines to
ensure human subjects are protected. The guidelines address respect, justice, and doing
no harm or beneficence. The Belmont Report outlines a framework to resolve ethical
problems with every aspect of human subject research (Adashi et al., 2018).

By applying the principle of respect for persons, participants will also be
informed that participation is voluntary and can be exited at any time to prevent coercion.
Participants are informed of all risks involved in the study through the process of
informed consent (Adashi et al., 2018). Participants were provided a copy of the informed
consent form prior to the start of the interviews or focus group. The informed consent
form outlines who have access to the research data including Grand Canyon University,
peer reviewers, and the dissertation chair. Verbal consent for recording is asked before
and after the start of the interview and focus group recordings.

In terms or beneficence, no study can be conducted without prior approval from
the IRB. The IRB, through an exhaustive review, ensures compliance with the

commitment to do no harm to participants. All risks to human subjects are disclosed and



83

addressed for protection. This further allows participants to make an informed decision
about participation. This study posed minimal risk to participants.

To address the principle of justice, the study does not target members of
vulnerable populations and does not ask participants to identify their race. The goal of
this research was to understand the influence of culturally relevant feedback from the
perspective of culturally relevant teachers and posed minimal risk to participants or their
positions.

The researcher’s positionality to the research is also considered as an ethical
concern. Positionality includes how the researcher perceives themselves and the
participants and how participants perceive the researcher (Bourke, 2014). Bourke (2014)
further discusses (a) insider/outsider or the degree of the researcher’s connection to the
group being studied; (b) access or the privileged entrance into the world of the group
being studied; and (c) power or how perceptions orientate behaviors. The researcher is
affiliated with the target population of elementary teachers in that the researcher is an
elementary school administrator. The researcher recognizes the potential influence and
power associated with being in an elementary school administrator position. During
recruitment and data collection, participants were informed and reminded that
participation is voluntary and that the participant can opt out at any time without
consequence. Member checking and reflexivity were performed by the researcher to
address potential subtle coercion during recruitment and data collection and to distinguish
participant views from that of the researcher. The researcher will mostly listen allowing
the participants voice and experience to dominate the interview and focus group.

Moreover, the researcher will engage in a constant internal dialogue along with critical
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self-reflection of the researcher’s position while collecting data (Berger, 2015) and also
being mindful of my positionality during data analysis (Braun et al., 2019). To enact this
constant internal dialogue, the researcher will use memoing. Data management is critical
to the protection of human subjects. Participant identities are coded to protect their
identities. For the purpose of this study, research data including, recordings, transcripts,
and code books, is readily available to the appropriate persons at Grand Canyon
University. Throughout the study process, all data were kept confidential. Data was
securely stored on a password protected computer and a password secure file. All
personal information such as last name or gender, along with all research data, is stored
for a three-year period and then destroyed by permanent deletion from the computer hard
drive.
Assumptions and Delimitations

It is important to discuss the assumptions and delimitations in the related to the
sample, instrumentation, methodology, data collection process, and analysis for the study.
Delimitations are the boundaries of a study imposed by the researcher (Theofanidis &
Fountouki, 2018). Assumptions are necessary but cannot be proven in the research
(Simon & Goes, 2018). The delimitations and assumptions are articulated to allow the
reader, of the study, to determine transferability and applicability of the research findings.
The researcher does not foresee the delimitations and assumptions impacting the results
of the study, which may allow for transferability and applicability to other studies.
According to Firestone (1993), there are alternative means for viewing transferability for
qualitative findings including case-to-case, sample-to-population, and analytic

generalization. Therefore, the outlined assumptions and delimitations may not pose a
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threat to transferability. The researcher has provided detailed descriptions throughout the
study so that the usefulness can be decided by the reader and user (Polit & Beck, 2010).
The potential negative consequences, of the outlined assumptions and delimitations, and
strategies to minimize or mitigate are discussed.

Outlined below are assumptions and delimitations accompanied by a rationale.
Assumptions

The following assumptions were present in the study:

1. It is assumed that interview and focus group participants on this study was not
deceptive with their interview answers, and that the participants answered
questions honestly and to the best of their ability. Potential negative consequences
for transferability are that the study finding’s do not accurately reflect the
participant’s experience and accurately describe how culturally relevant pedagogy
is developed and used. Thus, the findings will not be useful for understanding the
phenomenon in other settings. To mitigate the potential negative consequences,
interviews and focus group was held outside of the school environment so that
participants can feel comfortable sharing their experiences in a truthful manner.

2. [Itis assumed that participants in the study have used culturally relevant pedagogy
and therefore are culturally relevant teachers. Identifying as a culturally relevant
teacher is based on self-reporting by the participants. This assumption may impact
transferability in that descriptions will not represent the phenomenon being
explored. The study findings would not be useful to apply because the findings
would be skewed. To minimize the potential negative consequence, inclusion
criteria for participants were those that used culturally relevant pedagogy for a
minimum of one year. The researcher will screen participants to ensure the
criteria is met.

3. It is assumed that participants applied all the tenets of culturally relevant
pedagogy in class while teaching mathematics to African American students. The
three tenets include academic success, cultural competence, and
sociopolitical/critical consciousness. If all three of the tenets are not used by the
teacher, it would be difficult to apply the findings as the data is skewed. To
mitigate this potential consequence the researcher has aligned questions and
probes within the interview and focus group protocols that address each of the
three tenets of the culturally relevant pedagogy theory.

Delimitations

The following delimitations were present in the study:
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The sampling strategy was delimited to convenience sampling from Arizona
teacher Facebook groups and the researcher’s social media page. Due to COVID
19 impact, convenience sampling using social media provided more efficient
access to the target population. The potential consequence for transferability is
selection bias which may lead to underrepresentation of the target population. To
minimize the potential consequence, the researcher will accept everyone who
volunteers to participates and self-selects based on the inclusion criteria noted on
the recruitment flyer.

Culturally relevant pedagogy is delimited as the theoretical framework instead of
culturally sustaining pedagogy, an updated version of the theory, due to the
relative newness of the most recent iteration of the theory. Culturally sustaining
pedagogy has a broader focus on sustaining cultural ways of being understanding
the schools have a part in perpetuating inequalities for minoritized students (Paris,
2012). Based on the delimitation, the study findings may not be useful in a
context employing culturally sustaining pedagogy rather than culturally relevant
pedagogy posing a potential threat to transferability.

The target population is delimited to elementary students that use culturally
relevant pedagogy to reflect the development and use of the teachers familiar with
the theoretical framework. In addition, the target population was delimited to
elementary teachers due to the respective grade levels requirement to participate
in standardize math tests. The potential consequence of the delimitation is that the
findings may not be transferable to elementary grade levels other than third
through fifth. To minimize the potential threat to transferability, the researcher
will provide a thick description of the study.

The sample includes elementary teachers in Arizona, limiting the demographic
sample. The potential transferability consequence is that the study findings may
not be applicable outside of Arizona teachers. To minimize the potential threat to
transferability, the researcher will provide a thick description of the study.

The methodology was delimited to qualitative instead of quantitative to reflect the
perspectives of culturally relevant teachers. The potential transferability
consequence is that the study findings may not be generalized to the larger
population represented by the sample due to the qualitative methodology. To
mitigate the potential consequence, the researcher will provide detailed
demographic information about the participants to be used for the purpose of
determining transferability.

The study design was delimited to qualitative descriptive. Based on the study
design, transferability may be limited as only a description were provided. As
such, the study findings will not provide the essence, interpretations or meaning
of the personal experiences of the participants. Rich and thick data will be
captured through interviews and a focus group to minimize the threat to
transferability accompanied by an audit trail.
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7. Data collection methods were delimited to semi-structured interviews and a focus
group using open ended questions, excluding classroom observations, to gain rich,
thick descriptive data. Based on the methods of collecting data, the findings may
differ if other data collection methods were selected, thereby impacting
transferability. To mitigate the potential threat to transferability, the researcher
conducted used an expert panel and conducted a field test of the interview and
focus group protocols and questions.

Summary

It is not known how elementary teachers describe the development of their
culturally relevant pedagogy in providing feedback to students and their use of culturally
relevant pedagogy in providing feedback specifically to African American third through
fifth grade elementary students during math instruction. The sampling strategy was
convenience to gather insight from culturally relevant teachers using the tenets of
culturally relevant on their development and use of culturally relevant pedagogy to
provide feedback to African American students. All required documents were submitted
to IRB to ensure compliance and the protection participants including informed consent
prior to data collection. For the purpose of the study, research and additional data was
collected through two methods, interviews and a focus group. At the completion of data
collection, all data was securely stored. Thematic analysis was conducted to prepare the
study findings. Ethical considerations were also addressed including assumptions and
delimitations.

Chapter 4 details the analysis of data for this study on the influence of culturally
relevant feedback on math achievement. Thematic analysis is initiated with open codes
that are then categorized and synthesized. The detailed approach allows for understanding
the influence of culturally relevant feedback on math achievement in response to the

research questions.
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Chapter 4: Data Analysis and Results
Introduction

The purpose of this qualitative descriptive study was to explore how elementary
teachers describe the development of their culturally relevant pedagogy in providing
feedback to students and their use of culturally relevant pedagogy in providing feedback
specifically to African American third through fifth-grade elementary students during
math instruction in Arizona. Scholars indicated a need to understand better how feedback
is delivered (Skovholt, 2018) and the factors that influence teacher feedback (Schuldt,
2019). In addition, scholars noted further examination was needed into culturally relevant
practices in the classroom as potential strategies to mitigate the lingering achievement
gap in many subjects, including mathematics (Allen, 2008; Martell & Stevens, 2019;
Ortiz et al., 2018). This chapter summarizes the data collected for this qualitative
descriptive study, explains how the data was analyzed, and presents the results.

The researcher used in-depth interviews and a focus group to explore how
teachers describe the development of their culturally relevant feedback and how teachers
use their culturally relevant feedback to provide feedback to African American students.
Through a qualitative descriptive design, two methods of data collection allowed the
researcher to collect teachers' descriptions of how their culturally relevant pedagogy was
developed and how culturally relevant pedagogy is used to provide feedback to African
American students. A total of 17 teachers participated in the study. Virtual interviews
were conducted with 13 teachers, and the virtual focus group consisted of four teachers.
Both data methods asked teacher participants questions that were designed to answer both

research questions. The following research questions guided this study:
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RQI1: How do elementary teachers describe the development of their culturally
relevant pedagogy to provide feedback to students?

RQ2: How do elementary teachers describe their use of culturally relevant pedagogy
in providing feedback specifically to African American third through fifth-
grade elementary students during math instruction?

The research questions allowed the researcher to explore the phenomenon in the
study. The phenomenon of interest involves how elementary teachers develop their
culturally relevant pedagogy and use of their culturally relevant pedagogy in providing
feedback to African American third through fifth-grade elementary students during math
instruction.

The researcher followed the original data collection plan as outlined in the
proposal. Saturation was reached after conducting the focus group. The researcher went
on to conduct three interviews, after reaching saturation as they were already scheduled.
Data from the additional interviews further confirmed the data captured in the first 10
interviews and focus group.

Preparation of Raw Data for Analysis and Descriptive Data
Preparation of Raw Data for Analysis

The two methods of data collection were interviews and a single focus group
conducted virtually using Zoom Cloud Meetings. The researcher conducted 13 interviews
and a focus containing 4 teachers different than those that completed interviews. All
participants signed the informed consent form (See Appendix D) via
https://www.docusign.com/ prior to the interview and focus group. The researcher saved

each signed informed consent form on a personal, password-protected computer. After
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the interviews and focus group were completed, the researcher downloaded the interview

and focus group audio files. The audio files were uploaded to http://www.temi.com/ to

produce raw transcripts. The transcripts were then downloaded to the researchers
personal, password-protected computer. The researcher listened to each audio file editing
the transcripts for accuracy. Editing included redacting names and personally identifiable
markers shared during the interviews and focus group. Once the transcripts were cleaned,
the researcher emailed the transcripts to each respective participant for member checking.
In the email, participants were asked to review the transcript for accuracy as well as
checking for their intensions. Each participant was provided three days to respond. Eight
participants responded confirming the transcripts and their meaning were accurate. Gift
cards worth $10 were sent to all participants via email.

Next, the researcher created two files for each transcript separating the content by
research and aligned interview questions. Each file was labeled according to the pseudo-
name i.e. assigned i.e. Antoinette-RQ1-Transcript, Antoinette-RQ2-Transcript, FG-RQ1-
Transcript. All interview and focus group transcript files were then imported into
MAXQDA separately. MAXQDA provided tools for organization and reliability. Finally,
all interview and memoing notes were saved on the researcher’s private, password-
protected computer alongside the downloaded transcripts, videos, and signed informed
consent documents. The researcher backed up all documents and videos on a virtual,
password-protected storage device only accessible to the researcher.

Descriptive Data
Participants completed the demographic questionnaire through a link provided by

the researcher. All participants signed the informed consent form via DocuSign before
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any data collection. The interview and focus group protocols focused on teachers’
experience developing and using their culturally relevant pedagogy to provide feedback
to African American students during math.

Interview and focus group participants were conveniently selected from
respondents that received the social media post, self-identified as belonging to the target
population, and expressed interest in participating in the study. Social media recruitment
began immediately after IRB approval was obtained by the researcher. Social media
recruitment was concluded after 21days. The researcher also gathered respondents
through snowballing. Snowballing was introduced after 11 days of recruitment when no
participants had been secured at that point. In total, two participants were referred by
participants. A maximum of one individual was referred by participants to avoid the risk
of sampling bias. The duration of snowballing was 10 days. The study sample consisted
of 17 teachers in total. Virtual interviews were conducted with 13 teachers, and a virtual
focus group contained four teachers. Three participants identified as male (23%), and 14
identified as female (77%) (Table 2). In terms of ethnicity, eight teachers identified as
African American (47%), six teachers identified as White (35%), two identified as
Hispanic (12%), and 1 participant did not provide a race. A few participants chose not to
answer some of the questions on the questionnaire as indicated by N/A. 13 out of 17
participants (76%) stated a personal pursuit as the source of culturally relevant training.
Nearly all participants reside in Arizona except for one. The teachers in the sample
predominantly held bachelor's degrees (53%), seven held master's degrees (41%), and

one had a doctoral degree. Participant teaching experience ranges from one to 23 years.
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Table 2 outlines all participant demographic data collected via participant interviews and

the focus group. Participants are listed using pseudo names.



Table 2.

Participant Demographic Data for Interviews and Focus Group

93

. Estimated County
.. #of Highest Source of Culturally # of and State Grade
Participant Years Race Earned .. ..
. Relevant Training Training of Taught
Teaching Degree .
Hours Residence
Michael 1 Black or Bachelor’s Professional 5-8 Pima, AZ 4th
African Development
American
Susan 9 White Master’s Personal 20+ Pima, AZ 3rd
Pursuit/Professional
Development
Mark 5 White Bachelor’s Personal 40 Pima, AZ 5th
Pursuit/Professional
Development
Trina 20 White Bachelor’s Professional 20 Pima, AZ S5th
Development
Tamani 23 Black or Bachelor’s Professional 5 Pima, AZ 4th
African Development
American
Leah 7 N/A Master’s Personal Pursuit 8-10 Pima, AZ 5th
Nissi 21 Black or Master’s Personal Pursuit <2 Pima, AZ S5th
African
American
Mauria 8 White Bachelor’s Personal 50 Pima, AZ 3rd
Pursuit/Professional
Development
Marie 18 White Bachelor’s Professional 10 Pima, AZ 5th
Development
Antoinette 5.5 Black or Bachelor’s Personal Pursuit N/A Pima, AZ 5th
African
American
Tee 5 White Master’s Personal Pursuit 30 Maricopa, 3rd
AZ
Dana 4 Black or Master’s Personal Pursuit 30 Pima, AZ 5th
African
American
Liz 5 White Bachelor’s Personal Pursuit N/A Pima, AZ S5th
Solomon 2 White Bachelor’s Personal Pursuit 5 Pima, AZ 3rd
Joyce 11 Black or Doctoral Personal 50+ Solano, 4th
African Pursuit/Professional CA
American Development
Tasha 8 Black or Master’s Personal 4 N/A, AZ 5th
African Pursuit/Professional
American Development
Tanae 18 Black or Master’s Personal 50 Maricopa, 5th
African Pursuit/Professional AZ
American Development/Personal
Experience

Note. Race defined in accordance with guidelines provided by the U.S. Office of

Management and Budget (OMB) and self-identified by the participants. Training hours
are self-reported by participants.
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One-on-One Interviews

All interviews were conducted using the same interview protocol. Semi-structured
interviews were conducted via Zoom. The mean duration of interviews was 56.23
minutes. Interviews were recorded and ranged from 32 minutes to 96 minutes. The
shortest interviews were with Mauria and Susan lasting 32 minutes and 36 minutes,
respectively. The researcher captured rich data from the interviews as the participants
responded to the interview questions succinctly. Transcribed interviews were between 11
and 18 pages, single-spaced in length for a total of 200 pages. See Table 3 for a summary
of the interview data. A sample of the transcripts is in Appendix G.
Table 3.

Participant Interview Data

# Transcript
%{:\tgﬂi] Pages (Timlzs Number of
Teachers Setting Interview Date Duration New Rpman, Codes
o Font size 12, Generated
(Participants) single spaced)

Trina Zoom October 11, 2021 96 minutes 25 31
Susan Zoom October 11, 2021 36 minutes 12 35
Tamani Zoom October 12, 2021 49 minutes 13 36
Michael Zoom October 12, 2021 40 minutes 11 42
Nissi Zoom October 12, 2021 58 minutes 15 91
Mark Zoom October 13, 2021 78 minutes 15 29
Leah Zoom October 14, 2021 51 minutes 16 58
Mauria Zoom October 14, 2021 32 minutes 11 67
Antoinette Zoom October 16, 2021 60 minutes 17 32
Tee Zoom October 16, 2021 50 minutes 14 67
Joyce Zoom October 18, 2021 51 minutes 16 55
Tasha Zoom October 19, 2021 70 minutes 18 40
Tanae Zoom October 21, 2021 60 minutes 17 25
MEAN N/A N/A 56.23 minutes 14.7 48

TOTAL N/A N/A 731 minutes 200 656
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Focus Group

A focus group school protocol was used with the virtual focus group via Zoom as
outlined in Appendix E. The focus group was comprised of four culturally relevant
teachers. The focus group lasted 137 minutes, producing 32 pages of transcripts, single-
spaced. Participant contributions from the focus group data yielded 93 codes. Table 4
outlines a summary of participant contributions and codes during the semi-structured
focus group.
Table 4.

Focus Group Data

# Transcript
Pages (Times

Puteipns G0l Conbudons  New Roman, R
single space(i)

Dana Group 1 137 minutes 29 32 20
Liz Group 1 137 minutes 49 32 25
Solomon Group 1 137 minutes 27 32 11
Marie Group 1 137 minutes 40 32 37
MEAN N/A 137 minutes 36 32 23
TOTAL N/A 137 minutes 32 93

Data Analysis Procedures

The purpose of this qualitative descriptive study was to explore how elementary
teachers describe the development of their culturally relevant pedagogy in providing
feedback to students and their use of culturally relevant pedagogy in providing feedback
specifically to African American third through fifth-grade elementary students during
math instruction in Arizona. Data analysis began immediately following the completion
of several interviews to determine saturation. To analyze the teacher's experiences in

developing their culturally relevant pedagogy and using their culturally relevant
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pedagogy to provide feedback, the researcher applied Braun and Clarke's (2006) six-step
thematic analysis to identify, interpret, and report themes found within the data collected
from the interviews and focus group. To employ current thoughts regarding Braun and
Clarke's method, the researcher also used Braun and Clarke's updated version of the
reflexive thematic analysis that provides guidelines, not rules, but a clear process (Braun
& Clarke, 2021). Using this method of thematic analysis allowed the researcher to
generate themes from the data that Capture a wide range of data that are connected by
and have evidence of a shared idea (Braun & Clarke, 2021).

Trustworthiness

Trustworthiness is used to illustrate a study's value — that its outcomes are worthy
of attention (Levitt et al., 2016). According to Hadi and Closs (2015), argued rigor within
a qualitative study is necessary to impact policy and practice. The researcher fostered
trustworthiness by using an expert panel, field testing, and member checking.

Expert Panel. A three-member expert panel reviewed the interview protocol.
Experts consisted of individuals with expertise in culturally relevant education, Africana
studies, education, and psychology. The purpose of engaging an expert panel is to ask
experts to review the instrument's content or interview guide (Hyrkés et al., 2003). The
expert panel provided the researcher with feedback subsequently incorporated in the
interview and focus group protocol.

Field Testing. Before data collection, the researcher conducted three field tests.
Field testing is a method of checking to see that the questions being asked of participants

work as intended and are understood by those likely to respond to them (Hilton, 2017).
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The researcher individually met with three culturally relevant teachers who met the
inclusion criteria for the study.

Member Checking. The researcher used member checking to ensure that the
transcription was accurate and represented the teacher's perspectives. Member checking
is used in qualitative studies to maintain accuracy and create trustworthiness (Candela,
2019). Participants in the study were provided the opportunity to confirm or deny the
accuracy of interpretations, thus adding credibility (Candela, 2019). Transcripts were
emailed to all participants with instructions to return the transcripts in the time allotted
and provided an e-gift card for completing the member checking.

Reflexivity Protocol

Bracketing. The researcher conducted bracketing to track and manage biases in a
reflective journal within MAXQDA while collecting and analyzing data. The researcher
engaged in an internal dialogue along with critical self-reflection of the researcher’s
position while data was collected (Berger, 2015) and was mindful of positionality during
data analysis (Braun et al., 2019). The reflexive journal was used to collect thoughts for
subsequent reflection, interrogation, and meaning making (Braun & Clarke, 2021). The
researcher used the reflexive journal during the data collection and coding process. The
researcher used the reflexive log to collect challenges and wonderings during the data
collection process. Finally, the researcher met with the research supervisor to review
excerpts from the reflexive log. Using the reflexive journal helped the researcher to
identify and manage preconceived notions about the participants and to set them aside.
The researcher was a Black or African American, culturally relevant educator

interviewing other Black or African American, culturally relevant educators so
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bracketing was essential to the study’s credibility and trustworthiness. For example,
before interviews and the focus group were conducted, the researcher would spend time
mentally identifying biases and beliefs the researcher held about Black or African
American teachers, Black or African American students, and culturally relevant
pedagogy. The researcher especially meditated on the temptation to insert knowledge of
culturally relevant pedagogy and Black or African American culture to distinguish the
researcher’s preconceptions from the perspectives of the participants. The researcher also
bracketed in written form.

Moreover, the researcher held preconceived ideas about teaching as the researcher
is currently employed as a school principal that evaluates teachers. The researcher held
ideas about what effective feedback should look like in a classroom. Bracketing was
necessary to refrain from imposing the researcher’s ideas of quality feedback. To bracket,
the researcher spent time meditating on resisting the opportunity to impose the
researcher’s definition of effective feedback. This helped the researcher to approach each
interview and the focus group as if no prior knowledge of the participants existed.

Peer Debriefing. The researcher utilized peer debriefing to strengthen the
credibility of the research (Henry, 2015). The researcher conducted peer debriefing to
make implicit aspects of the data analysis explicit to the researcher. The researcher met
with the peer reviewer and received constructive feedback that challenged the developed
themes and thematic analysis (Henry, 2015). The peer reviewer has a Ph.D. and
completed a descriptive study on feedback. The researcher and peer reviewer met over
Zoom after coding, categorizing, and generating themes. The researcher walked the

reviewer through the codes, categories, and themes in MAXQDA.
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Data Analysis Steps

Braun and Clarke’s (2006, 2021) six phases of reflexive thematic analysis were
used to analyze the data and report the experiences shared by the culturally relevant
teachers. Thematic analysis is a robust method for developing, analyzing, and interpreting
patterns across a qualitative data set (Braun & Clarke, 2021). The phenomena for the
study are elementary teachers’ descriptions of the development of their culturally relevant
pedagogy in providing feedback to students and their use of culturally relevant pedagogy
in providing feedback specifically to African American third through fifth-grade
elementary students during math instruction in Arizona. Braun and Clarke's (2021)
reflexive thematic analysis provided a guide to analyzing the two sources of data that
answered the two research questions. In this study, the reflexive thematic analysis
provided a deeper understanding of the teacher's descriptions of the development and use
of the culturally relevant pedagogy to provide feedback to African American students
during math instruction. Open and axial coding was used to uncover concepts that
recurred from the data analysis of the semi-structured interviews. Using thematic
analysis, the researcher identified codes and themes from the sources to answer the
research questions.

Braun and Clarke’s (2006, 2021) six phases of thematic analysis have six phases:

1. Familiarizing Self with the Dataset

2. Coding

3. Generating Initial Themes

4. Developing and Reviewing Themes

5. Refining, Defining, and Naming Themes

6. Writing Up
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Phase 1: Familiarizing Self with the Dataset. During this phase, the researcher
gained intimate knowledge of the dataset through immersion and critical engagement
(Braun & Clarke, 2021). During the familiarization phase, the researcher is not just taking
in information but also asking themselves deeper questions about the data (Braun &
Clarke, 2021). To accomplish Phase 1, the researcher printed the transcripts, read through
the interview and focus group transcripts, and listened to all audio recordings multiple
times. During this immersion of both data sets, the researcher made notes of initial
thoughts and wonderings about the dataset on a notepad and within the reflexive journal.
The transcripts were then organized by research questions and imported into MAXQDA
for the second phase, coding.

Phase 2: Coding. The researcher developed codes using two-cycle coding (open
and axial) of initial ideas within MAXQDA to describe the development and use of
culturally relevant pedagogy. In Chapter 3, the researcher initially planned to number the
codes but found it more appropriate to use semantic and latent coding. As described by
Braun and Clarke (2021) meaning can be derived from the semantic (surface level,
participant-driven, descriptive) and/or latent (deeper, more implicit, researcher-driven,
conceptual) level. As recommended by Braun and Clarke (2006), complete thoughts of
participants were captured to maintain the context of the code and to not lose meaning

Each transcript was read again during the coding phase, systematically working
through each data item in the entire dataset. The researcher conducted the first cycle by
creating a general list of meaningful units from the transcript data. This allowed the

initial step and helped describe the development of culturally relevant pedagogy and how
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culturally relevant pedagogy is used to provide feedback to African American students
during math.

The researcher ensured the code labels were not too broad during coding and
indicated some specific meaning to the data. The researcher used an ongoing iterative
process of refining and revising codes and their assigned definitions throughout the
coding development process. As new codes were generated, the researcher reread
previous codes, adjusting as needed to the code labels and definitions. Coding within
MAXQDA allowed the researcher to easily identify, count, define, and modify codes as
needed. MAXQDA aided the researcher in organizing the codes into categories separated
by the research questions. After the first round of initial coding, the researcher had 72
codes across all 14 transcripts; there were 19 codes for RQ1 and 53 codes for RQ2. Table
5 below shows some initial codes, categories, and representative quotes. For a complete

initial codebook, see Appendix F.
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Sampling of Initial Codes, Categories, and Representative Quotes

Participants Codes Categories Representative Quotes
Tee Seeking to Self-initiated “I try to meet with other teachers. I tried to meet
learn from CRP with teachers who are with backgrounds different
others development than my own. So specifically I'll meet with teachers
who are Black or who are Mexican American
because they have insight that I cannot have.”
Tasha Teacher prep Source of CRP
to support development “I would have to say the most I've learned about it
development was through my student teaching.”
of CRP
Leah Development Self-initiated “Personal experience, a thing is I come from a very
facilitated by CRP small immigrant community and grew up just
a personal development feeling like I didn't quite belong in the classroom.
experience So my entire journey of wanting to become an
educator was kind of like to undo that for other
students.”
Marie Self-fllrected Self-initiated “I've attended lots of PD and read many, many
reading and CRP b . .
ooks about teaching diverse cultures and
research (o development articularly African-American students.”
develop CRP P Y '
Trina School/district ~ School/district
PD do not PD to support
support development of
dev;lg%n;?nt CRP “Unfortunately, I don't feel like my district puts
° ’ priority on that. So I've had to do this. I feel like I've
Development had to do it myself whether I pay for it myself.”
from self- Y pay 1ot 1t myseil.
paid/personal
pursuit of
development
Dana Community Context of “It's great that the students are even giving are
built within culturally brave enough to give an incorrect answer, you know
the CRP relevant because that says something about your classroom
classroom feedback that it's a safe place.”

Michael Black to African “Well, I think for me, I know that African-
Black racial American American students, when they come to me, I've, I've
congruency culture and seen it. And I've had other administration and other

feedback teachers tell me that they respond much better to me

and to other teachers they've had past or with other
teachers that they see currently. And so for me, I
feel like while I have them and they're in that place
where they maybe just feel safe because there's
another black person that is in charge of them in
that moment that we get as much work done as we
can in math and get them to a place where they feel
confident enough that they don't need that familiar
face with me to trust the next teacher, to take them
where they need to go in both math and every other
subject.”
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Phase 3: Generating Initial Themes. The third step in the thematic analysis
required the researcher to search for themes within the data (Clarke & Braun, 2016). The
researcher combined the codes into themes, from the categories developed from the 2-
cycle coding in alignment with the research questions to describe the development and
use of culturally relevant pedagogy. Within MAXQDA, the codes were grouped into
categories based on similarity. Some codes were not used, combined, or reorganized. For
example, “Connections to Beliefs to Feedback™ was combined with the code “Beliefs and
practices for the academic success of African Americans". The researcher also initially
coded responses for the development of CRP that were the use of CRP instead. Once that
was detected, the researcher carefully reviewed all codes and categories to align with the
appropriate research question.

Once the grouping was complete, the researcher labeled categories. There were 16
categories: five categories for RQ1 and eleven categories for RQ2. The categories were:
(a) CRP Component Strategies, (b) Development of a teacher disposition for CRP teacher
praxis, (c¢) Self-Initiated CRP Development, (d) Teacher Preparation to Support CRP
Development, (e) School/district Professional Development/training to support CRP
Development, (f) Timing and setting of CRF, (g) Teacher noticing, (h) Teacher’s culture,
(1) Consideration for feedback (j) Teacher beliefs and practices, (k) The classroom
community (1) Connections to the family (m) Black-to-Black racial congruence (n)
General use of African American culture (o) Communicating caring and respectful
feedback (p) Methods of corrective feedback.

Phase 4: Developing and Reviewing Themes. The researcher conducted step

four next, which consisted of writing and reviewing themes. The themes were written and
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reviewed to determine if the themes form a coherent pattern, grouped separately, to form
a description of the development of culturally relevant pedagogy and a description of the
use of culturally relevant pedagogy and accurately reflect the research data. The
researcher read the developed codebook multiple times before writing the initial themes.
Braun and Clarke (2006, 2021) recommended that the researcher looks for patterns of
meaning across the dataset. To accomplish this, the researcher used MAXQDA to review
the categories, codes, and connected transcript excerpts, again searching for larger
patterns of meaning across the dataset. The researcher also reviewed the themes to
determine if there was sufficient data to support the themes and, if not, should the themes
be combined. The researcher reviewed the initial 10 categories and found that some
categories should be separated. After revisions and further analysis, the researcher
generated a total of five emergent themes and 16 emergent categories. Two themes
answered RQ1, and three themes answered RQ2.

Phase 5: Refining, Defining, and Naming Themes. The researcher identified
preliminary themes. Broad themes were identified and analyzed to ensure they supported
the codes in the codebook. The researcher reviewed the themes and respective
descriptions to determine if the themes form a coherent pattern grouped separately to
form a description of the development of culturally relevant pedagogy and a description
of the use of culturally relevant pedagogy and accurately reflect the research data.
Categories were also created to bring analytical attention and emphasis to an aspect of a
theme (Braun & Clarke, 2021). For example, in theme five, culturally relevant teachers
describe how African American culture is used to provide feedback. The theme is

supported by categories that describe how African American culture is used by
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connecting to the family, the Black teacher to Black student racial congruency, and the
general use of African American culture in providing feedback. Codes that had
insufficient frequency were collapsed into similar codes. The themes were then organized
by the research questions they answered. Finally, the researcher created theme definitions
to clarify and illustrate what each theme was about. Table 6 contains the descriptions of

all themes and categories aligned with the research questions.
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Research Questions with Associated Descriptions of Emergent Themes and Categories

Research Question

Descriptions of Emergent

Themes Descriptions of Emergent Categories
RQ1 1. CRP Teachers describe  (a) CRP teachers describe strategies to develop
the strategies used to CRP component skills (b) CRP teachers
develop CRP component  describe development of a teacher disposition
skills and development of for CRP teacher praxis
a teacher disposition for
CRP teacher praxis
RQ1 2. CRP teachers describe ~ (a) CRP teachers describe the development of
the sources of CRP their CRP on a personal level (b) CRP teachers
development describe how teacher preparation program
developed their CRP (c) CRP teachers describe
how school/district developed their CRP
RQ2 3. CRP teachers describe (a) CRP teachers describe the timing and
the teacher-based context setting to provide feedback to African
of culturally relevant American students (b) CRP teachers describe
feedback to African how they recognize when African-American
American students students need feedback (c) CRP teachers
describe their awareness of the impact of their
culture on feedback (d) CRP teachers describe
considerations for feedback to African-
American students (¢) CRP teachers describe
their beliefs and practices for academic success
of African-American students (f) CRP teachers
describe the community built within the CRP
classroom
RQ2 4. CRP teachers describe (a) CRP teachers describe using African
how African American American culture by connecting family
culture is used to provide  conversations and expectations in feedback (b)
feedback Black CRP teachers describe the use of Black-
to-Black connection and relationship to
provide feedback (c) CRP teachers describe
their approach and strategies to make learning
relevant to AA students.
RQ2 5. CRP describe how (a) CRP teachers describe giving
corrective and corrective/disciplinary feedback by
disciplinary feedback is ~ demonstrating care and respect for the African
delivered to African American student (b) CRP teachers describe
American students during the methods used to provide corrective
math instruction feedback to African American students

Phase 6: Writing Up. The final phase is to produce a written report of the

thematic analysis (Braun & Clarke, 2006). After completing the analysis in phase 5, the

results were written and detailed in Chapters 4 and 5. The results were written more
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formally for the intended audience and tells the story from the data (Braun & Clarke,
2021).

Results

Presenting the Results

Through thematic analysis, codes, themes, and categories were generated from
transcripts of 13 virtual one-on-one interviews and one virtual focus group with
elementary CRP teachers. In this section, the researcher analyzed the codes that were
identified in transcribed interviews as well as a focus group of culturally relevant teachers
and how they support themes that were found in this study. Saturation was met when the
researcher did not see new codes (Guest et al., 2006). The researcher met data saturation
after conducting the focus group. After the focus group, the researcher did not identify
any new codes in the data relevant to the two research questions. The researcher
proceeded with the additional interviews as they were already scheduled. The additional
data collected served as a confirmation. To protect the participant's identities, participants
were assigned pseudo names.

Figure 2 shows the sample code emergence and usage captured from MAXQDA
software. Participants are identified horizontally (pseudo names are slightly abbreviated)
while codes are listed vertically (See appendix J for complete list of code emergence and
usage). The participants are listed in the order in which the interviews and focus group
occurred. The codes are sampled from RQ1. No new codes emerged for RQ1 and RQ2

after the focus group (FG).
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Figure 2.

Sample Code Emergence and Usage

Code System Trin... Tam... Sus... Mic... Niss... Mar... Lea... Mau... Ant.. Tee.. FG-... Joy.. Tas... Tan...
i @yl RQ1HOW DO TEACHERS DEVELOP TH
(=g Teachers dev a subset of skills & pi
(=4 Category: CRP Component Dev
&y Academic Success ] ] ] ] [ ]
(&g Critical Consciousnes
&y Cult Competence Dev [ ] ] [ ] ] [ ] ] [ ] ] ] ] ]
©g Category: Teacher Praxis from '
&y Disposition: Values [ ] [ ] [ ] ] [ ] ] ] ]
(g Disposition: Belief
(@4 Disposition: Behavior L L] L] L] L] L] = ] ] ] ]
@g knowledge of self ] ]
&y Knowledge of students ] ] L]
&g Curriculum Practices n ] ] ] [ ] [ ]
(=g Sources of CRP development
©g Category: Self Initiated CRP Der
(@] Teacher motivation for dev
@) Dev Facilitated by Personal  ® n ] [ ] ] ] ]
(g Teacher seeking to learn frc L] L] L |

(@g Teacher internal growth L] n
(=g Dav from self paid/personal L] n
=g Self directed reading andre  ® ] L]
(=g Category: Teacher Prep to Supj
&g Minimal teacher prep suppa | | | |
&g Teacher prep did not suppo n ] [ ] ] [ ] ] ]
@4 Category: Schoolfdistrict PD/tre
@) Schooljdistrict PDftrainings L] L] L | L] L | L |
(g Schooljdistrict support dev n n ] ] ] ] ]

Research Question 1 (RQ1)—Findings

RQI1 addressed how elementary teachers develop their culturally relevant
pedagogy to provide feedback to students. Themes one and two, including the
accompanying categories, were generated from the teachers' experiences around the
phenomena in response to RQ1. Theme one is focused on strategies to develop CRP
components. Theme two is focused on the sources of CRP development. The researcher
provided examples and excerpts in the discussion of the themes and categories.

Theme One—CRP Component Strategies and Praxis. Theme one focused on
how teachers described the strategies used to develop the three components of culturally
relevant pedagogy specifically, facilitating academic success for students, using cultural
competence, and critical consciousness in the classroom. Within this theme, teachers also
described their CRP praxis developed from the strategies. Thirteen out of 13 teachers, as

well as members of the focus group, shared their strategies used to develop the three
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components of CRP and their CRP praxis. Teachers described using conversations with
students and culturally diverse people, reflection, self-checks, being open to learning,
looking at multiple perspectives, and learning about the history of the education system
as strategies to develop their academic success, cultural competence, and critical
consciousness.

To develop her ability to facilitate the academic success component of CRP, Tee
shared her strategy: “And just having those conversations with my students and kind of
working with them to define what success looks like for them, but also working with the
adults to figure out what does success look like [...]" From listening to students, the CRP
academic success component was developed where students are centered and part of
creating their academic success. Teachers also described their CRP praxis defined as
certain values, attitudes, and patterns of behavior that were developed. Marie expressed
her attitude about cultural competence this way, "[...] it's not about me or the curriculum,
that it's more about them (students)”. Like Tee, Marie’s developed a cultural competence
that centers the student.

Theme one had two categories: CRP Component Strategies and Development of a
teacher disposition for CRP teacher praxis. The three components of CRP theory:
academic success, cultural competence, and critical consciousness, were developed by
the teacher's strategies enacted to develop them. Teacher participants repeatedly shared
the internal strategies such as reflection, self-checks of their thoughts, being opened to
learning from students and others, learning about the education system, and White
privilege as strategies to develop the three components of CRP. Marie and Liz, members

of the focus group, spoke about having conversations with people of color in their lives to
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develop their cultural competence. Liz mentioned the conversations she had with Black
people in her professional life that have aided in her development of cultural competence.
Liz shared, “[...] black people who are in my life and who have been part of my
professional journey have been honest and open and vulnerable.” In developing his
critical consciousness, Michael’s development strategy was “[...] looking from another
person's perspective and seeing how things in the world might feel to them and how they
affect them.”

Tee described her critical consciousness development strategy as learning about
the education system and acknowledging her self-identified privilege as a White woman.
She stated:

Learning all the, all the various ways that like being in education, which is an

inherently racist system as a White woman with a privileged background, which

is like an inherently, like, as, as much as I want to believe that I am not personally
racist. [ know that I have benefited from our racist society.

Tee went on the explain that learning about the education system to develop her
critical consciousness led to using a self-reflection strategy to also develop her academic
success skill. She described how she learned through reflection that her implicit bias
might impact what she expects from her culturally diverse students and their learning
potential (academic success). In her own words, Tee said, "[...] And like learning how,
like, okay, how would my, how has my implicit bias affected my students? And you
know, how have I gone into the classroom with previously held notions that I didn't even
understand? You know how those kinds of things have potentially led to my students not

reaching their full potential.”



111

Participant teachers described the development of a teacher's disposition for CRP
teacher praxis. The CRP disposition was described as a focus on student needs, the value
of students, beliefs about power, a caring attitude, positive beliefs about culturally diverse
students, and the student's abilities. Tamani described one of the values she holds as she
develops her CRP, "[...] my driving force is to think about what these students need to
help them to make sure that they know that we value them, we value their family. We
value their background knowledge, and we want them to share that with me.” Five CRP
teachers described their beliefs around power and who should have it in the classroom.
Solomon stated,

I believe that changing education starts with changing power structures and the

way that that shows up in my feedback is that I'm, I'm trying to always think

before I speak and not great at that of like, who has the power and what am |
going to do about that.

Liz agreed with Solomon and added, "There's sort of like a I don't know, like a
diagram of the power structures in the room running through my head when I'm giving
feedback. And I'm just thinking about like where is the power in this interaction?”

Six participants described the beliefs and caring attitudes they have developed
about culturally diverse students and the student's abilities. Marie communicated her
belief, "I believe is that all children can achieve, but that achieved means something
different to everyone. But I think that all children are capable of learning at high levels.
No matter what.” Mark described his care for culturally diverse students, "[...] my
overall strategy for whatever I'm teaching is that I want, I want the kids to know that, that

I care about them and, you know, each and every one of them and that and that builds
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trust, you know? And when you have the trust of a child, that's learning, I think they learn
a lot better.” He also shared this sentiment, “When they know that I love them, then
they'll, then that's when I feel like the best learning happens.” Theme two also answered
RQI.

Under theme one is the category of CRP component strategies. Meaning the CRP
teachers had a grasp of the framework and worked to develop their competency in the
three components of the CRP theory (critical consciousness, cultural competence, and
academic success). For example, CRP teachers described using reflection and
conversations with people from other cultures to develop critical consciousness. This
finding helps to answer how teachers develop their CRP and one of the ways is through
becoming competent in each of the components using various strategies. Moreover, under
the first theme is a teacher disposition for praxis. Meaning while CRP teachers developed
the components, that development led to a teacher disposition for praxis. The
development of their CRP was personal in nature. The teacher’s themselves developed as
evident in their values, beliefs perspectives, and behaviors. The disposition included a
focus on student needs, a value of the students, certain beliefs about power, a caring
attitude, positive beliefs about culturally diverse students and their student's abilities. It is
both the developed CRP component skills and teacher disposition (the teacher’s values,
beliefs, attitudes, and accompanying behaviors) for praxis that are used in the classroom
to provide feedback to students.

Theme Two—Sources of CRP Development. Theme two was supported by
three categories: Self-initiated CRP development, Teacher Preparation Programs to

support CRP development, and School/district Professional Development. Theme two
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encompasses three sources of CRP development described by the teacher participants.
The sources described were self-initiated CRP development, teacher preparation
programs to support CRP development, and school/district professional development or
training to support CRP development. The three sources played varying roles in the
development of the teachers” CRP development. CRP teachers also described their
motivation for developing their CRP. Teachers describe their motivation to include social
justice work, connection to students, and survival of Black boys. As it relates to her social
justice work motivation to develop her CRP, Liz shared:

And when we're speaking specifically about, about black children, you know, so

much of the educational system that we have today, or I would argue all of it was

not built for them. And oftentimes intentionally not built for Black children or
meant to keep black children out. So that's really where I come from is thinking
about what I can do, especially as a White teacher to help rebuild education for
my Black students.

Similarly, Solomon shared, "as a White person, I came to teaching as like justice
work, social justice work.” Dana, a self-identified Black CRP teacher felt strongly that
her CRP development was driven by a sense of responsibility to help Black boys survive
in the United States. Dana stated,

[...] but black folks are in real trouble in this country. And, you know, I just feel a

responsibility to help particularly black boys kind of survive the system and

indeed figure out how to, I don't know if we want to thrive in it or throw it over or
what, but you have to be able to, you read, you know, you just have to be able to

read. And, and that's really kind of what, why I thought I would become a teacher.
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The next category was Teacher Preparation Program to develop CRP. Teacher
participants discussed their teacher preservice or preparation in the development of their
CRP. Michael and Tasha shared how their student teaching placements helped to develop
their CRP due to the location of the placements. Susan shared, “I think it was touched
on," about her teacher preparation. Liz recalled one class she took in college that helped
to develop her CRP, "My freshman year of college being required to take a class where
we were essentially unpacking White privilege.” Conversely, CRP teachers described
their teacher preparation programs as unsupportive in the development of their CRP. Tee
stated, “I didn't learn it. I feel like I didn't learn much through that area." Antoinette
described her teacher preparation experience as not targeted for CRP development.

The final category of theme 2 is school/district CRP professional
development/training. Teachers elaborated on their experiences of school/district
professional development/training in the development of their CRP. CRP teachers
received mixed support from school/district professional development/training. Susan
was the sole teacher that shared that she received “a lot” of professional development on
cultural responsiveness from her school/district. Marie credits her district with making
her aware that CRP exists. Other CRP teachers shared negative, unhelpful, and
problematic experiences with district/school professional development/training in the
development of their CRP. Leah shared, “they have been very problematic.” Trina
mentioned, “Unfortunately, I don't feel like my district puts priority on that. So I've had
to do this.”

Theme two was supported by three categories. The most prominent source to

develop CRP, was Self-initiated CRP Development. The theme is further supported by
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results from the demographic questionnaire. Fourteen out of 17 CRP teachers indicated
personal pursuit as a source for their CRP development (See Table 2). Within this
category, CRP teachers describe the efforts they have personally undertaken to develop
their CRP. During the one-on-one interviews and focus group, all 17 participants
described ways in which they have personally initiated their CRP development outside of
their professional setting.

Participants such as Liz described their CRP development as an ongoing journey
of personal reflective practice. Liz went on to share, "I'm never feeling like I have done
all the learning that there is to do. I actually feel pretty strongly that it's that it's dangerous
to feel like we've, we've learned it, we've done it, we're culturally relevant.” All
participants in the focus group agreed that CRP development is fluid and harmful if
static. Self-initiated CRP development, described by the participants, included how they
sought to develop their CRP by collaborating and dialoguing with colleagues and
learning from students. Mauria stated, “I'm definitely not stuck in my ways necessarily
when it comes to this just, you know, constantly growing and learning and learning from
the kids that they teach me the most, as far as this goes.” CRP teachers sought out a like-
minded community of teachers to continue to develop their CRP. Solomon discussed his
strategy, “[...] build community of educators who, who are in conversation and, and
working on, you know, developing this pedagogy and these skills and these practices.”

In addition, CRP teachers described how their development was supported by
personal experiences as culturally diverse students themselves (positive and negative),

how they were reared as children or personal experiences as adults. Participants such as
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Leah shared how a negative personal experience as a child helped her develop her CRP.
She shared:

So, one of my biggest things was feeling like I wasn't, like I wasn't there, like, it

was no acknowledgment of the fact that I even existed in that classroom or any of

my classrooms throughout my education and experience. And that's one of the
main things [ want to do in the classroom. I want to make sure that all my students
feel seen and heard.

Dana expressed that her positive personal experiences of being able to travel to
experience different cultures helped her to develop her CRP. Mark, Tane, and Trina
described that his CRP development is due in part to how they were reared as children.
Mark discussed how, although his family had a history with the Ku Klux Klan that his
mother rejected the racist family sentiments and taught him to act differently. Mark
shared, "I was raised with that kind of like, you know, knowing that basic between right
and wrong, you know.” Regarding her childhood, Tanae shared that she was raised to "
love all people" which is described as supporting the development of her CRP.

CRP teachers discussed other self-initiated acts to develop their CRP. Participant
teachers described how they developed their CRP through their reading and research on
the topic. CRP teachers educated themselves by reading books and reading material
through social media and social media personnel on topics related to CRP. For example,
Solomon discussed, "Social media has been huge for me following specifically most of
the people that I follow and learn from on social media call themselves are anti-biased,

anti-racist teachers." Participants further described using their funds to pay for and attend
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professional development training to develop their CRP. RQ2 was addressed by three
themes.

The second theme under how teachers develop their CRP included a description
of the sources of CRP development. Meaning there were three sources described by
participants. The sources include self-initiated activities, school/district professional
development, and teacher preparation programs. The results indicated, in response to
RQ1, that CRP is developed primarily through self-initiated activities. Teachers are
pursuing and learning about CRP by their own efforts. Furthermore, school/district
professional development and teacher preparation programs are minimal or absent in
developing CRP though the opportunity is available. This finding is further supported in
the demographic data that was collected.

Research Question 2 (RQ2)—Findings

Themes three, four, and five, including their respective categories, respond to
RQ2. RQ2 addressed how elementary teachers describe their use of culturally relevant
pedagogy in providing feedback specifically to African American third through fifth-
grade elementary students during math instruction. Theme three focused on The teacher-
based context of culturally relevant feedback (CRF). Theme four addressed the use of
African American culture in providing CRF. Finally, Theme five describes how
corrective and disciplinary feedback is delivered to African American students during
math instruction.

Theme Three—The teacher-based context of CRF. CRP teachers described the
context or circumstances that form the setting for using their CRP to provide feedback to

African American students during math. All CRP teachers (17 out of 17) interviewed,
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and those that participated in the focus group discussed the context for provided CRF.
CRP teachers discussed the following elements of the CRF context: timing and setting of
CREF, teacher noticing of math misconceptions/misunderstandings, teacher's culture,
consideration for feedback, teacher beliefs and practices, and the classroom community.
Theme three is supported by six categories corresponding to the six elements of The
teacher-based context of CRF.

The first category of the teacher-based context of CRF is timing and setting. CRP
teachers described the most effective time for feedback to African American students are
immediate, either one on one or in a small group. Susan attempts to provide feedback to
African American students as soon as she notices the student is getting visibly upset or
beginning to "shut down". Michael shared his timing and setting approach to providing
feedback and shared:

[...] like the feedback, like no one wants to be called out. And I definitely don't

want to call anyone out, especially if they're kind of the extreme minoritized in a

situation. So times when everyone has their own tasks to do, that's when I find is

the best time to pull aside and say, Hey, come here real quick. Let's talk.”

Next, CRP teachers describe their noticing abilities of African American students
when they have misconceptions or misunderstandings in mathematics to provide CRF.
CRP teachers described the indications (verbal and/or physical) from monitoring and
observing African American students to determine when feedback is needed. CRP
teachers describe recognizing student behaviors such as tapping, becoming distracted, no
longer working, or becoming quiet as indicators that feedback is needed. CRP teachers

further described using informal math assessments or responding to an African American
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student who asked for help as a way of detecting when CRF is needed. Susan noted,
“They might start tapping their desks. They might start talking out loud, or they might
even just start asking to go to the bathroom or asking to leave. So it's really important for
me to know those visual cues.”

CRP teachers described their considerations when providing feedback to African
American students. The teacher considerations are a component of the teacher-based
context of CRF and a category. CRP teachers describe paying considerable attention to
the African American student receiving the feedback. CRP teachers also described how
they account for the student's individual needs, prior educational experiences, and family
scenarios when providing CRF during math instruction. CRP teachers also consider their
presentation to students when providing CRF. CRP teachers discussed considerations of
the tone they use with students, the words they choose, making sure that the feedback is
appropriate and positive. Nissi stated, "I think one of the most important things I tried to
look at where my choice of words. I considered how what I said would impact them,
would it build them up or would it tear them down.” Mauria also shared, “but keeping
things light and positive is, is a huge thing for me.”

The fourth category of the teacher-based context of CRF is the teacher’s culture.
CRP teachers described the awareness of the role their culture plays in providing
feedback to African American students. CRP teachers indicated they apply their own
lived experiences and values to their practice with African American students. CRP also
discussed their value and awareness of the power dynamics because of their culture when
providing feedback. In respect to power, Liz stated: "And then there's also power

dynamics of being a White teacher and a black student, but that doesn't mean that they
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are if that is affecting them. And I have to assume that race and racism is affecting all of
us all of the time." Moreover, several African American CRP teachers described those
African American students positively relate to them due to the shared culture. One CRP
teacher described that African American student see her as a safe place and others shared
the teacher is seen as a family member.

The fifth category of the teacher-based context of CRF are the described teacher
beliefs and practices around facilitating academic success for African American students
in math. CRP described their desire for all students to be successful and a belief that all
students are capable. Tee shared her asset-based beliefs, "I mean, first and foremost, |
believe that my students, all students, but especially, I mean, my Black students are 100%
capable.” CRP teacher also described their role in the academic success of African
American students. Teachers described taking responsibility for student learning and
creating a classroom atmosphere conducive to productive learning and equitable. Marie
described her belief, “So I guess for me, it's just knowing that, that my job is to facilitate
a place where all children can achieve at high levels and knowing who they are culturally
in, every, in every other way only enhances that ability.”

The final category under the teacher-based context of CRF is the classroom
community facilitated by the teacher. The participants described the dynamics and
guidelines in the classrooms that contribute to how teachers use their CRP to provide
feedback to African American students. Multiple teacher participants described creating a
sense of community. Solomon described the classroom community he creates,

So it's also like, there's, there's going to be so much that I don't know, but how am

I creating a classroom that is like open and flexible and enough for, for all of my
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students to, you know, to enter it and to, to feel like you know, they can, they can

come in and bring their whole selves and, and like, co-create that space too, and

so you know, thinking about what are, what are the procedures and expectations
that I'm setting from the beginning of the year around you know, communication

and expression and how am [ how am I doing that in a way that is going to be, I

don't know, I, I can only think of the word welcoming.

Mauria described, “I think that, you know, creating that sense of community in
my classroom has become stronger in the last couple of years, just by being more open to
those types of conversations and more accepting of others and helping the kids
understand acceptance more.” Joyce described how community circles operate in her
CRP classroom:

They come and sit down and people get a chance to speak. And everybody else

has to listen. And we work out our issues. We share good news. We share things

that are making us sad. We share whatever. But if they call for a circle, anyone

can call for a circle. Absolutely. Anybody can call it. Absolutely. They are all a

part of this community. So that means they all have the right to call it a circle, and

they will, sometimes they run their own circles.

Like Joyce, Tee holds community circles, “[...] And then we kind of do every
morning, we do a community circle [...]” Susan described her CRP classroom, “So the
biggest thing that we have is we have a community, you know, I want the students to be
able to understand that we all make mistakes and I want them to be risk-takers.”

CRP teacher participants described the strategies for building a supportive

classroom community used to provide CRP feedback. Leah shared an idea of how
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everyone in her classroom “holds” one another. She explained, “Like support them and
like just bringing empowerment with like, or like give them the tools for them to feel
empowered. And for them to like also to stand up for one another when they like, see
these things playing out, even in a school setting.”

Students in a CRP classroom possess and share power and voice in the classroom.
Mark, Mauria, and Leah shared the same sentiment that students need to have a voice in
the classroom. Mauria stated, "Giving them a voice in the conversation is, is a big thing
for me. Leah explained that although it is complicated, she continues to work on the
power structures in her classroom.

In addition, participants described their classroom environments as a place where
students experience and co-create comfort, safety, and openness. Solomon stated, “[...] I
kind of creating that openness from the start so that it's not just within the specific
parameters that ['ve set, but that's, you know, students can come and kind of co-create
that.” Trina described how she sets up her classroom, “I think I set the classroom up like
that. I think I make it so that all my students feel safe.” Antoinette described her
classroom environment,

And I just want them to feel like they are seen and heard whether they are shy or

they're outgoing but seen and heard in a way where it's like, you know, it's just

because of their culture that they're seen and heard they're seen and heard because
they can be embraced by themselves and by their teacher and, you know, get their
education, and move on from there.

The first theme is the teacher-based context of CRF. Meaning, teachers describe

how they take resp for creating a specific context in the classroom to provide CRF. The
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context created by CRP teachers included timing and setting, teacher noticing of math
misconceptions/misunderstandings, the teacher's culture, considerations for feedback, the
teacher’s beliefs and practices, and the classroom community. Each part of the context is
employed to create the context for CRF to be provided to African American students. In
terms of answering the RQ2 around how teachers use their CRP to provide feedback in
mathematics, the results indicated teachers are intentionally creating a certain context
through their actions, beliefs, and awareness so that CRF can be provided to African
American students. RQ?2 is further addressed by themes four and five.

Theme Four—African American Culture and Feedback. In theme four,
teachers describe how they used their CRP and African American culture to provide CRF
to African American students. The CRP teachers described the use of African American
cultures through three categories: connections to the family, Black-to-Black racial
congruence, and the general use of the African American culture.

Theme four is supported by three categories. The first category is connections to
the family. CRP teachers described using African American culture by connecting family
conversations and expectations to the feedback provided to African American students.
10 out of 17 CRP teacher participants described connecting to African American
families. CRP teachers discussed connecting with families through conversations and
surveys to get to know them and the students better. CRP teachers can connect with
families to get a sense of the family dynamics. That information is then used in the
feedback provided to African American students. Tasha shared:

One thing that I do consider is the family dynamic. And when I say that I like to

speak to the parents a lot. I'm a big proponent of calling parents. Talking helps me
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to get to know how their child responds to things. Because I tell the parents, I'm

like, you're the first teacher and you know them best. So you know, speaking with

the parents understanding them and it also helps me to understand what's going on
in their home life too.

Mauria described how she incorporated connections with families into feedback.
Mauria shared:

I'll, you know, talk about a conversation that I may have had with a parent or with

them just to kind of because I think when, when one African American student

like, well, let me see how to work this. I think it's relevant for them to know that
you know, I may not have the same conversations with all of them as frequently,
but I know that if the parents could, they would probably be saying similar things.

I bring those things into conversation as I teach, as far as, like, I remember when I

talked to your mom and we were talking about.

CRP teachers described communicating with parents to learn the family's values
or way of explaining things to bring that information into the classroom. Dana shared that
she connects to African American families and culture by asking them about the stories
that are shared in their families. The Black-to-Black racial congruence category also
responds to RQ?2.

Figure 3 provides a diagram of the Black-to-Black Racial Congruence described
by the Black CRP teachers. The diagram depicts two congruent circles representing the
shared identity as Black or African American. The overlap of the congruent circles
indicted common ideas or values that are used between Black or African American

teachers and students as a means of connection and shared understanding without explicit
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instruction. The ideas and values described by participants are utilized to provide
culturally relevant feedback that Black or African American students can relate or
connect to based upon familiarity.

Figure 3.

Black-to-Black Racial Congruence

The next category described by CRP teachers was Black-to-Black racial
congruence. Within this category, the self-identified Black CRP teachers describe the use
of the Black-to-Black connection and relationship to provide feedback that includes
familiarity, culture, code-switching, being a role model, and a sense of responsibility.
Eight out of eight of the self-identified Black or African American teachers described
using their shared Black experience when providing feedback to African American
students.

Black or African American CRP teachers discussed being able to relate to the

African American students and their family’s expectations for behavior. Tamani shared,
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“I will say that when I'm talking to African-Americans, I know as African-Americans we
can relate like you can do this. What do you think your mother would say about this
trying to basically get on their level, trying to bring up things that they can relate to?”

The Black or African American CRP teachers also described identifying with the
African American students as substitute family and believed the African American
students saw them the same way. Tanae shared, “So I think that my role, they see me as
like a safe place. Mom, counselor [...] Nissi described how she views her African
American students, "I think at the heart of it, when I look at them, I see that they could be
mine.”

Nissi described her use of Black-to-Black racial congruence to acknowledge a
shared understanding of the low expectation of African American students that some may
have. She used the shared connection to encourage the African American student. Nissi
stated:

For example, I had conversations where I had to be honest and say, “look, you

and I both know that there are certain people in his world who do not expect much

of you, but you are in a position to change that.” I wanted my culturally diverse
students to know that it was essential for them to learn mathematical skills.

Joyce described how the African American students accidentally refer to her as a
member of their family. Joyce stated, “You know, I have these kids call me mom
sometimes by accident. They call me TT by accident. They call me grandma by accident

based on who I remind them of.”
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Black or African American CRP teachers described how African American male
students relate and are comfortable and responsive. Michael, a Black or African
American male CRP teacher, shared:

I think that there's a certain level of just like seeing themselves in me, especially

the males. They see themselves in me. And I'll just try to pull them aside, and

one-on-one talks to them. And usually, they'll know that this is necessarily a great
thing that they'll kind of have a code switch moment, you know what I mean?

They code-switch when they talk to me, and when they talk to me, they're looser.

And I can tell that they're more receptive to what I'm saying.

Joyce also described how African American students relate to her and are
responsive due to a shared cultural understanding. Joyce explained, "And so I can get
respect from a kid that other people can't get respect from simply because they see me,
they see home. Right. They hear my voice, they hear home. Right. They see that look that
only the right people can give and it gets somewhere, sat down.” Both Michael,
Antoinette, and Joyce describe how the staff, at their respective schools, recognized that
the African American students responded to them.

The final category is focused on CRP teachers’ general knowledge of African
American culture in providing feedback to African American students. CRP teachers
incorporate African American culture by not assuming the students understand the
context of the math instruction and incorporate the students’ experiences or names in the
feedback to make the learning relevant.

CRP teachers are conscious of their African American cultural identities students

and teach accordingly. CRP teachers described using different manifestations of African
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American culture such as call and response, movement, rhythm, music, art, and
storytelling. Nissi explained, "I was always conscious of the cultural aspect. I think it
was more of me making sure I was reaching all of my students.” Nissi also shared her
strategy of using a technique found in African American culture,

I would use the call and response to reiterate problem-solving strategies.

Providing my students with opportunities to memorize strategies through chants,

movement, rhythmic beats as part of the feedback during my math lessons. Such

as, "What is the order of operations? When I say 'P' you say 'parentheses. When |
say 'E', you say 'exponents."

The call and response strategy engages students in the instruction by having
students repeat or echo the teacher. The strategy is commonly used in African American
churches. Similarly, CRP teacher Tamani said, “I always tried to incorporate art and
music. I've always tried to pull music that the students can relate to their style of music.”
Joyce described her use of a communication style found in African American culture that
students can relate to, “And I think storytelling is really cultural. And, and so I tell a lot
of stories, the kids tell me stories is how we get along. It's a natural way for things to
unfold in our community. And so it's just what we do.”

The second theme under RQ?2 is African American culture and feedback. Meaning
teachers provided descriptions of how African American culture is used to provide
feedback to African American students in mathematics. Teachers described connections
to the family, Black-to-Black racial congruence, and the general use of the African
American culture. To answer RQ2 the findings show that CRP teachers used the

information and connections made with African American families, the African
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American CRP teachers utilized congruent experiences and knowledge of the African
American culture with African American students, and CRP teachers used general
knowledge of African American culture to provide feedback to African American
students in mathematics. Theme five is the final theme that responded to RQ?2.

Theme Five—Corrective or Disciplinary Feedback. Teachers described how
they used their CRP to provide corrective and disciplinary (academic and behavioral)
feedback is delivered to African American students, when necessary, during math
instruction. Theme five is supported by two categories: Communicate care and respect
and Methods of Corrective Feedback. Seventeen out of 17 teachers shared a description
of how CRP is used to provide corrective/disciplinary feedback to African American
students.

Care and respect took on different forms within the category. Teachers described
how they used their CRP to give corrective/disciplinary feedback by demonstrating care
and respect for the African American student. CRP teachers discussed providing
corrections in a manner that communicated their feelings toward their students and
wanted the students to care about themselves as well. Trina described her approach as a
combination of care and critical consciousness. Trina stated:

So within the classroom and something is done or not done, I have told my

students outside that classroom, do you understand that someone might interpret

or not understand what just happened? And they're not going to be fair to you. Do
you understand this? Do you understand what I'm saying to you right now? I want
you to recognize that I am looking at you. We want to correct what just happened

because outside of this classroom, there are people within the system who are not
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going to believe you, or they may single you out. I want you to understand that. I

need you to know that. And because of this, because of this, I need you to have a

higher standard.

Similarly, Tasha described that she wanted her African American students to
know she cared as corrective feedback was provided. She shared:

I would have to say the commonality about my disciplinary strategies is letting

them know that I do care about them and they need to care about themselves too.

So it's like, if you, you don't run because you will fall. I don't want you to. And I

tell them, I don't want you to fall. And I don't think you want to be hurt either. So

they hear that and they're like, oh, my teacher cares about me.

Nissi discussed how she learned from experience that she needed to maintain an
appropriate physical distance to help the African American students feel “safe and not
defensive” while also letting the students know the behavior was unacceptable. She also
described that she learned, from her experience, that her African American students
needed to be respected and needed to have their integrity intact. To do so, she explained,
“I had suck up how I felt, forgive me for using that term. But I had to bite my words and
bite my pride.” Michael talked about Black girls being silenced and having their words
undervalued. He used critical consciousness and acknowledged the context for Black
girls that could lead them to want to lash out. Michael was empathetic, and through his
corrective or disciplinary feedback, he encouraged Black girls to be proactive in speaking
up for themselves but also reminded them that they needed to follow the expected
behaviors. The next category was the methods used by CRP teaches to deliver

corrective/disciplinary feedback through a tailored approach.
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Teachers described how they used their CRP to provide a tailored approach to
corrective/disciplinary feedback based on the African American students' individual
needs. Tasha said, “I like to look at the individual student, what do they respond to?”
Likewise, Mauria shared “It kind of looks different for each kid, to be honest with you,
it's not always the same.” Joyce also individualizes her corrective or disciplinary
feedback, “It kind of looks different for each kid, to be honest with you, it's not always
the same.”

The final category involved the teacher’s description of they used their CRP to
deliver corrective/disciplinary feedback through private conversations with African
American students. CRP teachers discussed the importance of not embarrassing African
American students and engaging in a conversation to provide the student an opportunity
to voice their concerns. Mauria shared, “it's usually conversational. It's like restating what
I saw that they did, letting them tell me what they think I saw.” Leah, Susan, and Joyce
discussed having private conversations with students. Tee also has a private conversation
but also provides students a chance to solve the issue for themselves. She described her
proactive approach, “So if, if a student so if a black student or any, any other student was
doing something behaviorally, that's disruptive, I would just come over just only. So they
could hear me and say, Hey, this is a problem. I need you to solve it, give them that
chance first, rather than just jumping in and being proactive.” Multiple members of the
focus group described how they solicit feedback from the students through questioning as
part of the corrective private conversation. Solomon stated, “Also like, like folks have

been saying like a big part of those conversations is also getting feedback from students.
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But I don't want to, you know, start as just, here's what I'm seeing, here's what you're
doing, but kind of invite more so, so I, yeah, I try to ask questions a lot.”

The final theme is corrective or disciplinary feedback. Meaning CRP teachers
described the approach used to provide corrective or disciplinary feedback to African
American students during math instruction. CRP teachers communicate care and respect
while providing the corrective or disciplinary feedback through private conversations. In
terms of rq2 teachers use their CRP to provide corrective or disciplinary feedback in a
way that is caring, respectful, and private when given to African American students
during math instruction.

Limitations

Limitations are found within every study and cannot be controlled by the
researcher (Simon & Goes, 2018). As mentioned in Chapter 1, the expected limitations of
the qualitative descriptive design are within the findings that are not transferrable and
applicable across CRP classrooms. The researcher also anticipated a limitation based on
the sources of data and sampling strategy. The study is limited by the self-reported,
unverifiable descriptions of how culturally relevant feedback is given to students. The
researcher also anticipated the data sources. The study was limited by 13 in-depth
interviews and one focus group conducted by the researcher. The data collected from the
two methods are limited by the participants self-identifying themselves as meeting the
inclusion criteria through convenience sampling. The researcher was not able to verify
the accuracy and alignment of teacher training to the inclusion criteria. Therefore, the
study findings are not applicable and transferable to all teachers that use CRP based on

the aforementioned anticipated limitations.
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In addition, the study was limited by the data analysis method. Thematic analysis,
including axial and open coding, is subjective to the researcher. The researcher decides
what will be coded and the definitions of those codes. In addition, the researcher created
72 codes. The amount of codes could be considered low. Data was collected using an
instrument developed by the researcher. However, it is important to note that the
researcher employed an expert panel and conducted a field test of the interview and focus
group protocol. The researcher also implemented a reflexivity protocol which included a
reflexivity log as well as peer briefing to diminish bias.

Chapter 4 contained a report of the data analysis procedures. The researcher
conducted a thematic analysis using Braun and Clarke's six phases (2021) to answer two
research questions. The first research question of this study was: How do elementary
teachers describe the development of their culturally relevant pedagogy to provide
feedback to students? Two themes were generated from the participants’ responses that
addressed research question one. The first theme was CRP Component Strategies and
Praxis. Theme one was supported by two categories: CRP Component Strategies and
Development of a teacher disposition for CRP teacher praxis. The second theme was the
Sources of CRP Development. Theme two was supported by three categories: Self-
initiated Sources of CRP Development, Teacher Preparation Development, and
School/district Development. The themes and categories captured a description of the
participants' lived experiences.

The second research question for this study was: How do elementary teachers
describe their use of culturally relevant pedagogy in providing feedback specifically to

African American third through fifth-grade elementary students during math instruction.
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Three prevalent themes were generated from the participants' responses to research
question two. The third theme was The teacher-based context of CRF. Theme three was
supported by six categories: timing and setting of CRF, teacher noticing of math
misconceptions/misunderstandings, teacher’s culture, consideration for feedback, teacher
beliefs and practices, and the classroom community. The fourth theme was African
American Culture and Feedback. Theme four was supported by three categories:
connections to the family, Black-to-Black racial congruence, and the general use of the
African American culture. The fifth and final theme was corrective or disciplinary
feedback. The fifth theme was supported by two categories: communicating caring and
respectful feedback and methods of corrective feedback. These themes described how
teachers use their CRP to provide feedback to African American students during math.
The researcher engaged in reflexivity protocols to mitigate bias. An expert panel
and a field test were employed to support the trustworthiness of the study. Chapter 4
outlined the limitations of the study in the data collection, data analysis, and sampling
strategy. Chapter 5 contains a detailed summary of the findings of the study. The chapter
also includes implications and recommendations. In addition, the researcher provides a

holistic reflection on the problem space.
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Chapter 5: Summary, Conclusions, and Recommendations
Introduction and Summary of Study

According to Gjerde et al. (2018), the amount and type of feedback a student
receives plays a role in academic performance. Further study was needed to understand
better how teachers deliver verbal feedback (Skovholt, 2018) and examine factors that
influence feedback (Schuldt, 2019). Researchers indicated the need to explore the math
teacher's perspectives on providing feedback to African American students (Hill, 2018;
Savage et al., 2018). Additionally, scholars called for further examination of culturally
relevant practices in the classroom as potential strategies to mitigate the lingering
achievement gap in many subjects, including mathematics (Allen, 2008; Martell &
Stevens, 2019; Ortiz et al., 2018). The purpose of this qualitative descriptive study was to
explore how elementary teachers described the development of their culturally relevant
pedagogy in providing feedback to students and their use of culturally relevant pedagogy
in providing feedback specifically to African American third through fifth grade
elementary students during math instruction in Arizona.

This qualitative descriptive study was critical because African American students
continue to underperform in math compared to White students (Kuhfeld et al., 2018;
Paschall et al., 2018). The math underachievement of young African American males
correlates with decreased high school graduation and low college matriculation rates
(Kena et al., 2016). This study was significant because the conclusion and results have
added to the body of knowledge on feedback and culturally relevant pedagogy. The
findings of this study may also help reduce the math achievement gap for African

American students. Moreover, this research can help teachers learn strategies for using
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feedback to increase achievement for African American students in mathematics. Finally,
teacher educators and school/district leaders can discover how to facilitate the
development of culturally relevant pedagogy better.

The researcher conducted 13 in-depth interviews and one focus group virtually to
collect data from, culturally relevant teachers. The data were analyzed using thematic
analysis. Five themes were generated, and 16 categories resulted from the two research
questions. The research questions that guided the study were:

RQI1: How do elementary teachers describe the development of their culturally
relevant pedagogy to provide feedback to students?

RQ2: How do elementary teachers describe their use of culturally relevant pedagogy
in providing feedback specifically to African American third through fifth-
grade elementary students during math instruction?

Chapter 5 will provide a summary of the findings and conclusion. Practical and
future implications are discussed as well as strengths and weaknesses of the study. The
researcher concludes the chapter with recommendations for future research and study.
Summary of Findings and Conclusion

The purpose of this qualitative descriptive study was to explore how elementary
teachers described the development of their culturally relevant pedagogy in providing
feedback to students and their use of culturally relevant pedagogy in providing feedback
specifically to African American third through fifth-grade elementary students during
math instruction in Arizona. The sample for the study was comprised of 17 elementary
teachers that use culturally relevant pedagogy. The researcher conducted 13 semi-

structured interviews and one focus group to capture the teacher participants'
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perspectives. The researcher generated five themes and 16 categories from data collection
and data analysis. The themes and categories responded to the two research questions.

The next section will address the findings of the study organized by the research
questions. The themes and categories are discussed as answers to the research questions.
The findings are related to the background of the study in Chapter 1, literature review,
theoretical foundation, and problem space in Chapter 2.
Overall Organization

The findings in Chapter 5 are organized by research questions. The researcher
discusses each theme and category considering answering the respective research
question while supporting or challenging current literature. Each theme and category are
discussed in terms of advancing literature on the topic. Transferability of the study results
is reviewed, connecting the findings tying them to Chapter 1. Two research questions
were answered in this study:

RQI1: How do elementary teachers describe the development of their culturally
relevant pedagogy to provide feedback to students?

RQ2: How do elementary teachers describe their use of culturally relevant pedagogy
in providing feedback specifically to African American third through fifth-
grade elementary students during math instruction?

Five themes and 16 categories respond to the aforementioned research questions.
Themes one and two, with their corresponding categories, respond to RQ1. Themes three
through five and accompanying categories respond to RQ2. Table 7 provides the research

questions with corresponding themes and categories.
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Table 7.

Research Questions with Corresponding Themes and Categories

Research Question Themes Categories

RQ1 1. CRP Component (a) CRP Component strategies (b)

strategies and praxis Development of a teacher disposition for CRP
teacher praxis
RQ1 2. Sources of CRP (a) Self-initiated CRP development (b)
development Teacher preparation program to develop CRP
(c) School/district training to develop CRP
RQ2 3. The teacher-based (a) Timing and setting of CRF
context of CRF (b) Teacher noticing

(c¢) Teacher’s culture (d) Consideration for
feedback (e) Teacher beliefs and practices, (f)
The classroom community.

RQ2 4. African American (a) Connections to the family (b) Black-to-
culture and feedback Black racial congruence (c) General use of
African American culture

RQ2 5. Corrective or (a) Communicate caring and respectful
disciplinary feedback feedback (b) Methods of corrective feedback

RQI1—Themes One and Two

Theme One— CRP Component Strategies and Praxis. The focus of theme one
was how teachers developed the components of CRP (cultural competence, critical
consciousness, and academic success) and developed a corresponding teacher disposition
for praxis which aligned to RQ1. Theme one corresponds to the background of the study
where Martell and Stevens (2019) indicated that studying teachers knowledgeable of
culturally relevant practices could supply models for teaching and learning, especially for
historically marginalized groups of students such as African Americans. Theme one
aligns with the problem space where scholars called for further examination of culturally
relevant practices in the classroom as potential strategies to mitigate the lingering
achievement gap in many subjects, including mathematics (Allen, 2008; Martell &
Stevens, 2019; Ortiz et al., 2018) along with Schuldt (2019) that called for the

examination of factors that influence feedback.
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Theme one had two categories: CRP Component Strategies and Development of a
teacher disposition for CRP teacher praxis. CRP teachers described using the following
strategies to develop their academic success skills, cultural competence, and critical
consciousness: collaborative conversations with students and culturally diverse people,
teacher reflection, teacher self-checks of their beliefs, teacher openness to learning, a
teacher looking from multiple perspectives, and the teacher learning about the history of
the education system as it relates to culturally diverse students. As an example of
reflection, Tee asked herself, "how has my implicit bias affected my students?" Similar to
this study, Abdulrahim and Orosco (2020) focused on the use of CRP in mathematics.
The teacher strategies outlined in the findings of the present study are in alignment with
Abdulrahim and Orosco’s (2020) findings that teacher reflection on their individual
beliefs, values, and perceptions regarding race, ethnicity, and culture is an effective
practice for working with culturally diverse students. The present study extends beyond
Abdulrahim and Orosco’s (2020) findings related to the teacher to also include more of a
focus on teacher behaviors such as teacher openness to learning, a teacher looking from
multiple perspectives, and the teacher learning about the history of the education system.
Moreover, the strategies presented in theme one indicated how teachers described the
development of their CRP, not just practices that are effective for culturally diverse
students.

Teachers also described a CRP teacher praxis that was developed along with the
three components of CRP in response to RQ1. One of the findings of the study was that a
teacher's disposition for CRP praxis is to focus on student needs, demonstrate a value for

students, hold beliefs about sharing power, possess a caring attitude, and hold positive
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beliefs about culturally diverse students and their abilities. Truscott and Stenhouse (2018)
used a mixed-method methodology to study CRP teachers, while this study employed a
qualitative methodology. Truscott and Stenhouse (2018) and this researcher similarly
found that teacher dispositions can be pedagogically specific. Moreover, the teacher
disposition found in the research data aligns with cultural competence, a component of
culturally relevant pedagogy theory (Ladson-Billings, 1995). Cultural competence is a
construct used to measure attitudes, dispositions, values, beliefs, knowledge, and skills
(Johnson et al., 2021).

Theme one answered RQ1 in that participants described developing their CRP
through collaborative conversations with students and culturally diverse people, teacher
reflection, teacher self-checks of their beliefs, teacher openness to learning, a teacher
looking from multiple perspectives, and the teacher learning about the history of the
education system as it relates to culturally diverse students. In addition, theme one
answered RQ1 with a description of a teacher disposition for CRP praxis that was
developed by focusing on student needs, demonstrating a value for students, holding
beliefs about sharing power, possessing a caring attitude, and holding positive beliefs
about culturally diverse students and their abilities.

Theme Two—Sources of CRP Development. To answer RQ1, theme two
highlighted the sources of CRP development described by the CRP teachers: self-initiated
CRP development, teacher preparation programs to support CRP development, and
school/district professional development or training to support CRP development. Similar
to theme one, theme two corresponded to the background of the study where Martell and

Stevens (2019) indicated studying teachers knowledgeable of culturally relevant practices
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could supply models for teaching and learning, especially for historically marginalized
groups of students such as African Americans.

Theme two aligns with the problem space where scholars called for further
examination of culturally relevant practices in the classroom as potential strategies to
mitigate the lingering achievement gap in many subjects, including mathematics (Allen,
2008; Martell & Stevens, 2019; Ortiz et al., 2018). In addition, Schuldt (2019) called for
the examination of factors that influence feedback.

Theme two was supported by one category, self-initiated CRP development. The
findings of the study show that teacher preparation programs provide little to no support
for the development of CRP. Though teacher preparation programs can foster CRP
development, this study found that teacher preparation programs failed to do so. Truscott
and Stenhouse (2018) found that teacher programs were able to foster specific
dispositions related to pedagogy, specifically CRP tenets of academic success and
cultural competence. In addition, CRP teachers described negative, unhelpful, and
problematic experiences with district/school professional development/training in the
development of their CRP. Notably, Trina mentioned, "Unfortunately, I don't feel like my
district puts priority on that (CRP development). So I've had to do this." The sole
category, self-initiated CRP development, advances the literature on the topic of CRP in
that teachers are taking more leadership of their CRP development rather than the
minimal offerings from school districts or teacher preparation programs as found in this
study.

Overall, themes one and two answer RQ1, which focused on how elementary

teachers develop their CRP. Prevalent within both themes is a clear notion of the
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personalization of CRP development. Evident in the teacher disposition and strategies
CRP teachers employ, the development hinges on who the teacher is in terms of values,
beliefs, and behaviors. Furthermore, CRP teachers described being motivated by factors
that are again personal. As further evidence, the self-initiated actions dominated the
descriptions provided by the CRP teachers. CRP development is perhaps personal than
professional. In comparison, theme one findings described the development of the
components of CRP along with a teacher disposition for CRP praxis, while theme two
addressed teacher development sources of CRP as a whole. The transferability of the
CRP development findings, from themes one and two, is limited. However, with the
detailed description of the participants’ behavior, experiences, and context the reader can
determine if the findings are transferrable (Korstjens & Moser, 2018).
RQ2—Themes Three, Four, and Five

Theme Three—The teacher-based context of CRF. Theme three is centered on
the context in which CRF is delivered. To answer RQ?2, teacher participants described the
context that is created by teachers to use their culturally relevant pedagogy to provide
feedback to African American students during math instruction. Theme three corresponds
to the background of the study in that Kelcey et al. (2019) noted the relationship between
teacher knowledge, instructional quality, and math achievement was mediated by factors
such as the classroom context. As noted in the problem space, theme three aligns with the
scholarly call for further examination of culturally relevant practices in the classroom as
potential strategies to mitigate the lingering achievement gap in many subjects, including

mathematics (Allen, 2008; Martell & Stevens, 2019; Ortiz et al., 2018).
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CRP teachers discussed six categories: timing and setting of CRF, teacher
noticing of math misconceptions or misunderstandings, the teacher’s culture,
consideration for feedback, teacher beliefs and practices, and the classroom community.
Speaking about her classroom community, Antoinette said, “And I just want them to feel
like they are seen and heard [...]" The teacher description indicates a value to student
voice which aligns to one of the premises of CRP (Ladson-Billings, 2021). Furthermore,
Whitaker and Valtierra (2018) found the disposition of community that is similar to the
finding within this study. The disposition of community encompasses how the teacher
structures the learning environment in such a way that values students, their families,
relationships, and dialogue-driven pedagogy.

Data presented in this theme support the teacher-based context of CRF related to
the timing and setting for feedback to African American students that should be delivered
immediately, either one on one or in a small group. Fyfe and Rittle-Johnson's (2017)
finding of immediate feedback being effective is evidenced by Susan. She stated that she
provides feedback to African American students as soon as she notices the student is
getting visibly upset or "shutting down." Descriptions from this study also show that
feedback provided to African American students is effective when delivered privately.
Waullschleger et al. (2020) sampled third-grade teachers in a longitudinal study. The
researchers found that teacher feedback on incorrect social behavior was negatively
associated with social acceptance during classroom activities but not during recess, and
teacher feedback affects social acceptance and student collaboration (academic context).
Delivering feedback privately has a social impact on elementary students, therefore, the

results of this study support the findings of Wullschleger et al. (2020).
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Findings related to the teacher's culture indicate that teacher participants
recognize that their culture and associated power impacts students. Based on the findings
of this study, CRP teachers are operating in transformative critical consciousness noted in
a study of preservice teachers taught by critical pedagogues (Pollard, 2020). The
transformative level of critical consciousness involves the teachers' awareness of power
structures of race, class, gender, and sexual orientation within a specific domain i.e.,
teacher and student role in learning. A transformative level of critical consciousness is
evidenced by Liz who stated: "And then there's also power dynamics of being a White
teacher and a black student, but that doesn't mean that they are if that is affecting them.
And I have to assume that race and racism are affecting all of us all of the time."
According to Savard and Mizoguchi (2019), all people are being influenced by a variety
of cultures, not just one, which in turn influences how people interpret the behavior of
others. Therefore, in all classrooms, including CRP classrooms, both students and
teachers are being influenced by culture.

Theme Four—African American Culture and Feedback. The findings of
theme four answers RQ2. In theme four, teachers described how they used their CRP and
African American culture to provide CRF to African American students. Mainly,
connections to the family, Black-to-Black racial congruence, and the general use of the
African American culture. Theme four corresponds to the background of the study by
describing what teacher feedback to students looks like, how it is delivered, and how
students respond to feedback (Skovholt, 2018) during math instruction from the teacher's
perspective. As noted in the problem space, theme four also aligns with the scholarly call

for further examination of culturally relevant practices in the classroom as potential
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strategies to mitigate the lingering achievement gap in many subjects, including
mathematics (Allen, 2008; Martell & Stevens, 2019; Ortiz et al., 2018). For example,
Tasha said, "I do find that a lot of students who are African American they tend to be
very close with their siblings, with their parents. So it is like, they love their family
members to death." Based on the descriptions, CRP teachers recognize that the family is
an important value in the African American culture and use it to provide feedback.

The findings for Black-to-Black racial congruence (interactions between Black or
African American CRP teachers and African American students) include: (a) familiarity,
(b) shared culture, (¢) code-switching, (d) being a role model, (¢) a sense of responsibility
held by the African American teacher, (f) identifying with the African American students
as substitute family and believe the African American students view the teacher same
way, (g) acknowledge a shared understanding of the low expectation of African
American students that some may have yet encourage despite, and (h) African American
students relate and respond. Nissi shared, "I think it helps my students to see that there is
someone in front of the classroom that looks like them.”

General use of different manifestations to incorporate African American culture
into feedback were described as (a) incorporating African American culture by not
assuming the students understand the context of the math instruction, (b) incorporating
the students' experiences or names in the feedback to make the learning relevant, (c) are
conscious of their African American cultural identities students and teach accordingly,
and (d) communicate through storytelling, rhythm, art, music, call, and response,
movement. Joyce discussed, "And I think storytelling is really cultural. And, and so I tell

a lot of stories, the kids tell me stories is how we get along. It's a natural way for things to
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unfold in our community. And so it's just what we do." The general use of culture is
supported by extant literature. Within the classroom, the internal context for teachers and
students is mostly culture (Savard & Mizoguchi, 2019).

Theme Five—Corrective or Disciplinary Feedback. To answer RQ?2, teachers
described how they used their CRP to provide corrective and disciplinary (academic and
behavioral) feedback is delivered to African American students, when necessary, during
math instruction. Similar to theme four, theme five corresponds to the background of the
study by describing what teacher feedback to students looks like, how it is delivered, and
how students respond to feedback (Skovholt, 2018) during math instruction from the
teacher's perspective. Specifically, the findings of theme five focused on care and respect,
individual student needs, and private conversations. As noted in the problem space,
theme five corresponds to the scholarly call for further examination of culturally relevant
practices in the classroom as potential strategies to mitigate the lingering achievement
gap in many subjects, including mathematics (Allen, 2008; Martell & Stevens, 2019;
Ortiz et al., 2018). CRP teachers conversed with students in a private manner when
corrective or discipline feedback was needed. Accordingly, to Flory and Wylie (2019)
found that when teachers approach students with respect, they can establish rapport with
students those other teachers do not have. Moreover, a dialogic approach to feedback
invites student contribution, sends a message of value for student contribution, and leads
to shared responsibility in the learning process (Van Der Kleij & Adie, 2020).

A discussion on discipline as it relates to African American students is critical.
Scott et al. (2019) observed classroom interactions to examine student and teacher race as

a predictor of positive or negative feedback during instruction. Black students received



147

disproportionately more negative feedback from both Black and White teachers when
Black and White students had the same behavior. The findings of this study challenge the
findings of Scott et al. (2019). The results of this study suggest that the issue with Black
students receiving disproportionately more negative feedback may not be due to race but
more so the teacher's pedagogical approach, praxis, and disposition as evidenced by the
(Black, White, and Hispanic) CRP teachers in this study.

Themes three through five answered RQ2, which sought a description of how
elementary teachers use CRP to provide feedback to African American students. Theme
three findings encompass a teacher-based or teacher-facilitated context or providing CRF,
while themes four and five describe how the feedback is delivered. An idea woven
through all five themes is again a personal element to feedback. Scholars indicate that
legitimizing the student's culture or cultural competence creates an interest in math that
could improve achievement (Aronson & Laughter, 2016). Additionally, teacher feedback
can strengthen or weaken a student's belief in the possibility of mastering standards
(Smith et al., 2016). As such, the teacher's use of African American culture is essential to
math achievement.

Reflection on the Dissertation Process

Coding. Coding was a tedious task for the researcher, and the process took longer
than planned. Though Chapter 3 provided the plan for thematic analysis, the researcher
had to develop coding skills. The researcher discovered that there are multiple coding
methods. Throughout the coding process, the researcher's coding skills were developed.

Using MAXQDA was a great tool for the coding process. During the coding process, it
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became apparent to the researcher that reflexivity is important. Memoing helped the
researcher to be mindful of biases.

Thematic Analysis. Similar to the coding process, the researcher noted the
tedious nature of the thematic analysis. Braun and Clarke (2021) discussed the
subjectivity of reflective thematic analysis, which became apparent to the researcher
during the data analysis phase. The researcher continuously meditated on what are the
participants saying to go deeper and not stay at a surface level of analysis. It became clear
to the researcher that the quality of the thematic analysis directly impacts the quality of
codes resulting in findings.

Emerging Researcher. Throughout the research process, the researcher
developed confidence in the ability to conduct rigorous research. The researcher
experienced growth in both the breadth and depth of understanding of how to conduct
qualitative research. As an emerging researcher great value was found in developing
chapter 3. Chapter 3 helped the researcher to craft a research plan supported by the
literature.

Recruitment. In chapter 3, the researcher using social media to recruit
participants. In reflection, using social media helped to expedite the recruitment process
and fit nicely with snowballing. Using social media also helped the researcher to avoid
any potential COVID related delays in data collection. The researcher learned that
recruitment requires consistency and persistence.

Overall the researcher increased in the understanding of the research process. The
lessons learned from recruitment being an emerging researcher, thematic analysis, and

coding all seemingly work together to bring the researcher to a higher level of
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understanding. In reflection, there were certainly areas of self-doubt that later turned into
confidence.
Implications

The purpose of this qualitative descriptive study was to explore how elementary
teachers describe the development of their culturally relevant pedagogy in providing
feedback to students and their use of culturally relevant pedagogy in providing feedback
specifically to African American third through fifth-grade elementary students during
math instruction in Arizona. Teacher participants shared their personal experiences in
developing and using their CRP to provide feedback to African American students.
Implications of this study will be discussed below in terms of theoretical, practical, and
future implications.
Theoretical Implications

Regarding the development of CRP, as described in themes one and two, the
findings of this study add to CRP literature. Central to the themes on development of
CRP is the self-initiated efforts of CRP teachers. Teacher knowledge and skills can be
developed outside of traditional or historical means such as the school district or teacher
preparation programs. The first implication is that nearly 30 years after the inception of
this theory, schools, districts, and institutions of higher learning are making inadequate
efforts to prepare teachers to effectively support the growing number of culturally diverse
students present in K-12 schools. The ideal place in rectifying the situation is not merely
in the offerings to teachers but by the teacher educators themselves using CRP (Ladson-

Billings, 2021).
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Study findings, in themes three through five, focused on how teachers use CRP to
provide feedback to African American students. CRP teachers described the teacher-
based context created to provide CRF, African American culture in providing feedback,
and corrective or disciplinary feedback provided to African American students during
math. The findings add to scholarship by responding to a call for further study on the use
of CRP and extend into the subject of mathematics of African American students
(Aronson & Laughter, 2016; Polleck & Yarwood, 2020; and Twyman, 2018) and the use
of a culturally inclusive approach to teaching (Yu, 2018). The results of this study
demonstrate that CRP can be applied to mathematics as well as feedback. Specifically,
how CRP teachers use African American culture in providing feedback to African
American students. CRP teachers, in this study, were able to use African American
culture in providing feedback which implies this can be applied to all minoritized
students.

Practical Implications

It is evident from the results of the study that CRP teachers are motivated and
driven to make learning relevant to culturally diverse students. The practical implications
are how can the number of CRP teachers be increased. CRP teachers in this study
described a self-initiated strategy was to collaborate and communicate with others. One
implication may be that CRP communities of practice need to be intentionally created.

Classroom teachers should take note of the disciplinary or corrective feedback
strategies outlined in the results. CRP teachers described using private conversations,
care and respect, and focusing on individual student needs when providing disciplinary or

corrective feedback to African American students. Applying these strategies may lead to



151

African American students having more positive experiences in the classroom and may
mitigate the disproportionate amount of African American students being disciplined.

The teacher-based context for CRF is critical. The way feedback is perceived is
subjective, subject-specific, and context-dependent, and individually dependent (Van Der
Kleij & Adie, 2020). Teachers are at the helm of creating an environment that is
conducive to the academic success of African American students. Instructional strategies
alone are insufficient. A culturally relevant classroom context is central to the academic
success of culturally diverse students. Teachers should consider evaluating the power
dynamics in their classrooms.

In terms of how teachers develop their CRP, there is much work to be done by
schools and districts as well as teacher preparation programs. The results of the study
indicate there is an absence of training available for teachers. One participant described
school/district CRP training as problematic and not a priority. As evident by the
significant number of CRP teachers who relied on their self-initiated actions for
development, teachers desire to be relevant, but the need is not being met.

Finally, there are practical implications for using African American culture.
Although findings of this study indicate a shared connection of Black or African
American CRP teachers with African American students, practitioners should use caution
is seeking to tightly define what African American culture is. The Black diaspora is vast
and equally vast are the experiences of those that identify as Black or African American.
As such, practitioners should consider approaching the use of African American culture

or any culture for that matter leading with respect, humility, and curiosity rather than a
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predetermined assessment of what defines culture. Such assumptions could easily be
defined as stereotypical and offensive.
Future Implications

CRP teachers indicated that part of their development of CRP was attributed to
self-reflection, self-checks of their thoughts, being open to learning from students and
others, learning about the education system, and White privilege. Future implications
from this finding are to expose preservice and present teachers to the education system
using a critical lens. In doing so, teachers may develop critical consciousness. Moreover,
based on the inadequate help received from school/districts and teacher preparation
programs to develop CRP, institutions of higher learning should consider embedding
culturally relevant pedagogy into the required teacher preparation coursework.
Strengths and Weaknesses of the Study

All studies have strengths and weaknesses. This study had three strengths. The
first strength was the contribution to teacher feedback literature. The second strength was
the contribution to CRP literature. The last strength was the data collection process. A
strength of the study was the contribution to the body of literature by examining teacher
feedback that incorporates an understanding of student culture (cultural competence) and
connections to race and real-world problems (socio-political/critical consciousness)
(Ortiz et al., 2018) that may lead to increased math achievement (Polleck & Yarwood,
2020). The potential practical applications are that teachers may learn strategies on using
feedback to increase achievement for African American students learning mathematics.
An additional strength of the study was the addition to scholarship by responding to the

call for further study on the use of CRP and extending into the subject of mathematics of
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African American students (Aronson & Laughter, 2016; Polleck & Yarwood, 2020; and
Twyman, 2018) and the use of a culturally inclusive approach to teaching (Yu, 2018).

Data collection was a strength of the study. As planned, the researcher was able to
use social media to recruit 17 participants. COVID-19 impacted school districts and their
willingness to allow for research. The researcher chose to use teacher Facebook groups
and the researcher's social media along with snowballing to recruit participants
successfully. The researcher was able to complete data collection in 21 days. Moreover,
the interview and focus group protocol were reviewed by an expert panel, and a field test
was conducted. Member checking was conducted to ensure the participant responses
properly represented their experiences.

There were weaknesses also present in the study. First, the limitation within the
methodology and design based on the use of a qualitative methodology, only a
description will be provided. The findings are limited to the shared personal experiences
of CRP teachers. In addition, small sample size will be used that may limit the
transferability. The small size of the focus group (only four teachers) was also a
weakness of the study. The small composition of the focus group was a weakness
because it may have failed to provide substantially greater data than an interview with
one individual. Lastly, there were limitations of the data source, which are self-reported,
unverified descriptions of how culturally relevant feedback is given to students.
Recommendations

With the results of the study, the researcher offers recommendations for future
research and practice. The suggestions offer an opportunity for growth and extension of

this study. The purpose of this qualitative descriptive study was to explore how
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elementary teachers describe the development of their culturally relevant pedagogy in
providing feedback to students and their use of culturally relevant pedagogy in providing
feedback specifically to African American third through fifth-grade elementary students
during math instruction in Arizona. It was not known how elementary teachers describe
the development of their culturally relevant pedagogy in providing feedback to students
and their use of culturally relevant pedagogy in providing feedback specifically to
African American third through fifth-grade elementary students during math instruction.
This study determined that (a) teachers developed CRP component strategies (cultural
competence, critical consciousness, and academic success) and developed a teacher
disposition for CRP teacher praxis, (b) teachers develop CRP mainly through self-
initiated efforts, (c) CRP teachers create a teacher-based context to deliver CRF, (d)
African American culture is woven into feedback, and (e) CRP teachers have a specific
way of delivering corrective or disciplinary feedback to African American students.
Recommendations for Future Research

The study specifically focused on African American students and mathematics.
The achievement or opportunity gap is not only applicable to African American students.
Therefore, the researcher recommends that more qualitative descriptive studies be
conducted centering on other marginalized groups such as Latinx, Indigenous, and those
from the African diaspora. Exploring other minoritized groups may lead to findings that
will address the learning gap in mathematics for those communities.

The Black-to-Black racial congruence theme outlined how Black or African
American CRP teachers related to African American students in a variety of ways when

using African American culture to provide feedback. From the teacher's perspective,



155

African American students were able to relate to them as if they were family. Exploring
the lived experiences of Black or African American K-12 teachers and students through a
qualitative narrative study might yield a powerful story of the connection between both
minoritized teachers and minoritized students to foster greater academic success.

The participants of the study were elementary teachers. The researcher
recommends a qualitative descriptive study exploring culturally relevant feedback in
math at the middle and high school level, as well as the university level to see if similar
results would be yielded. The findings may provide insight into how to improve the math
learning outcomes for African American students at those levels. Future research is
recommended to explore how university teachers and teacher preparation programs
incorporate CRP and CRF into the required coursework.

Finally, the researcher recommends qualitative ethnographic research into ethnic
studies pedagogy. The results of the study show how teachers use elements of African
American culture, i.e., call and response, rthythm, etc. Ethnic studies encompass culturally
responsive pedagogy, community-responsive pedagogy, and teacher racial identity
development (Tintiangco-Cubales et al., 2014). Exploration of ethnic studies pedagogy in
a real-life environment could yield findings that will improve learning outcomes for
African American and other minoritized students.

Recommendations for Future Practice

This study identified strategies that teachers can use to develop their CRP as well
as strategies to provide CRF to African American students. First, school/district
professional development leaders should consider how they might be able to provide

support to current CRP teachers. The CRP teachers in this study took the initiative to
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educate and train themselves. Professional development leaders should invest in and
build on what CRP teachers are doing by developing communities of practices led by
CRP teachers. In doing so, teachers can collaborate and share best practices while
learning from one another.

School leaders can also benefit from collaborating with CRP teachers to share the
classroom context that is created. The sense of community and shared power is
noteworthy. Replicating the strategies employed by CRP teachers to create such a context
could have a positive school-wide effect for all students.

The results of the study point to the development of a teacher disposition for CRP
teacher praxis. In the future, practitioners should consider intentionally developing their
disposition for CRP. School and district leaders should consider doing the same.
Holistic reflection on the Problem Space

The researcher conducted the study to respond to the problem space identified in
Chapter 2. There was a need to describe what teacher feedback to students looks like,
how it is delivered, and how students respond to feedback (Skovholt, 2018) during math
instruction from the teacher’s perspective. Skovholt (2018) suggested that further study
was needed to understand better how teachers deliver verbal feedback, and Schuldt
(2019) called for the examination of factors that influence feedback. Additionally,
researchers have indicated the need to explore the math teacher’s perspectives on
providing feedback to African American students (Hill, 2018; Savage et al., 2018). Also,
scholars have called for further examination of culturally relevant practices in the
classroom as potential strategies to mitigate the lingering achievement gap in many

subjects, including mathematics (Allen, 2008; Martell & Stevens, 2019; Ortiz et al.,
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2018). Therefore, the purpose of this qualitative descriptive study was to describe the
development of their culturally relevant pedagogy in providing feedback to students and
their use of culturally relevant pedagogy in providing feedback specifically to African
American third through fifth-grade elementary students during math instruction. The
results of this study addressed the problem space.

Savage et al. (2018) specifically called for the use of interviews of teachers to
create a descriptive analysis of common practices, and Hill (2018) recommended a
qualitative study on math achievement of African American boys with interviews to
gather data on teacher feedback. Additionally, there was a recommendation for a study
that included additional age groups (K-12) and a qualitative study where interviews are
conducted to gather more data on teacher feedback. This study employed interviews and
a focus group of CRP teachers that provided descriptions of their experiences through a
qualitative descriptive study.

Teacher practices needed examination. Scholars recommended further study to
examine teacher practices during instruction to effectively instruct African American and
Hispanic American students in mathematics (Allen, 2008; Martell & Stevens, 2019; Ortiz
et al., 2018; Savage et al., 2018). The results outlined in Chapters 4 and 5 contributed to
the practices used to provide instruction to African American students. The data collected
in the study led to key findings around feedback and culturally relevant pedagogy (a)
CRP teachers describe the timing and setting to provide feedback to African American
students, (b) CRP teachers describe how they recognize when African-American students
need feedback, (c) CRP teachers describe their awareness of the impact of their culture

on feedback, (d) CRP teachers describe considerations for feedback to African-American
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students, (e) CRP teachers describe their beliefs and practices for the academic success of
African-American students, and (f) CRP teachers describe the community built within the
CRP classroom. This study provided additional insight into how teachers can provide
CREF to African American students during math instruction.

The problem space called for further research to better understand how teachers
give verbal feedback and what factors influence how feedback is given. The results
generated two themes and three categories describing several ways elementary teachers
develop their CRP to provide feedback. CRP teachers describe (a) CRP component
strategies, (b) development of a teacher disposition for CRP teacher praxis, and (c) self-
initiated CRP development. The results help contribute to this portion of the problem
space.

Finally, the problem space called for an exploration into what feedback looks like
and how it is delivered, along with an exploration of the factors that shape feedback
practices within individual classrooms. Students described using African American
culture in feedback through (a) connections to the family, (b) Black-to-Black racial
congruence, and (c) general use of African American culture. Moreover, teachers
described how corrective or disciplinary feedback is given to African American students
during math instruction. The findings of this study provide descriptions of how CRF is

delivered and the factors that shape feedback practices.
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Appendix C.

Informed Consent

Grand Canyon University
College of Doctoral Studies
3300 W. Camelback Road
Phoenix, AZ 85017

Phone: 602-639-7804

Email: irb@gcu.edu

INFORMED CONSENT FORM

INTRODUCTION

The title of this research study is “Exploring Culturally Relevant Feedback to
African American Students in Mathematics™.

I am Tonya R. Strozier, a doctoral student under the supervision of Dr. Scott
Greenberger, dissertation Chair, in the College of Doctoral Studies at Grand Canyon
University. The purpose of this qualitative descriptive study is to explore how
elementary teachers describe the development of their culturally relevant pedagogy
in providing feedback to students and their use of culturally relevant pedagogy in
providing feedback specifically to African American third through fifth grade
elementary students during math instruction in Arizona.

This document defines the terms and conditions for consent to participate in
this research study.

e How do I know if I can be in this study?

You are eligible for the study if you meet the following.

Have taught math to African American students a minimum of one year.
Teach third through fifth grade students.

Have used culture to make learning relevant for a minimum of one year.
Willing to answer personal information. This information may be identifiable.
These questions are demographic questions. The questions are years teaching,
race, educational level, training in culturally relevant pedagogy, including
source and location of training.

You are not eligible for the study if you meet the following.

e Have not taught math to African American students a minimum of one year.
e Do not teach third through fifth grade students.
e Have not used culture to make learning relevant for a minimum of one year.
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Participation is voluntary. You can leave the study at any time, even if you have

You are not willing to answer personal information. This information may be
identifiable. These questions are demographic questions. Not willing to
answer years teaching, race, educational level, training in culturally relevant
pedagogy, including source and location of training.

What am I being asked to do? If you agree to be in this study, you will be
asked to:

The activities for the study include the following.

Choose to be a part of an individual interview or a focus group.

Answer questions about your experiences about the topic in an interview or
focus. The interview may be about 1-hour long, and the focus group may be
about 1.5 hours long. There will be 6-10 other participants in the focus group.
Attend the interview or focus group online via Zoom.

Answer personal information. This information may be identifiable. These
questions are demographic questions. The questions are years teaching, race,
educational level, training in culturally relevant pedagogy, including source
and location of training.

Use a pseudonym during the interview or focus group sessions.

Allow the researcher to record the audio of the individual interviews or focus
group.

Allow for the recordings to be transcribed by the Temi.com transcription
service.

Read your responses for accuracy and make corrections.

Receive a $10 Target e-gift card after you have read your responses for
accuracy and make corrections.

When?

In the month of August or September 2021.

Audiotaping:

I will use Zoom audio to record your responses. You cannot
participate if you do not wish to be audio recorded. The recordings will be
stored in a password-protected computer in my home under lock, and key and
you will use a pseudonym during the interview or focus group session.

Videotaping:

The interview and focus group will not be video recorded. You will
keep your computer camera off.

Who will have access to my information? Myself, my dissertation
committee, and GCU authorized persons. The transcription service,
Temi.com, will only have the audio recording of the interview.

not finished, without any penalty. If you decide to stop participation, you may
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do so by telling me you want to stop. If so, I will use the data collected up to
that point.

e Any possible risks or discomforts? There are no foreseeable risks or
discomforts associated with the interviews. Due to the nature of a focus
group, there is a risk that other participants may know your identity and what
you have reported.

e Any direct benefits for me? No.

e Any paid compensation for my time? Participants will receive a $10 Target
egift card for participation. Participants will receive the incentive upon
completion of member checking.

e How will myv information and/or identity be protected?

The researcher will assign pseudonyms to the data and research documents
instead of names or other identifying information. The participants will use
pseudonyms during the interview and focus group sessions. Hard copies of
informed consent forms will be under locked and key at the researcher’s
home in a separate location from both the physical and the electronic coded
data from the interviews and focus group.

The privacy agreement for Zoom can be viewed by clicking on the following
link: https://zoom.us/privacy

The privacy agreement for Temi.com, the transcription service
provider, can be found at the following link: https://www.temi.com/privacy.

Due to the nature of a focus group, the researcher cannot guarantee complete
confidentiality of the data collected during this section. Should you choose to
participate in the focus group it may be possible that others will know what
you have reported.

PRESENTATION OF INFORMATION COLLECTED

The results will be presented to the GCU Doctoral Committee for approval
and later publication. The data that will be presented will be grouped.

PRIVACY AND DATA SECURITY

o Will researchers ever be able to link my data/responses back to me? No
o Will my data include information that can identify me (names, addresses,

etc.)? No
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o Will researchers assign my data/responses a research ID code to use
instead of my name? Yes
o There will be research ID Codes of pseudonyms. Your real name will not

be used. The informed consent forms will be kept in a separate location
from the data with ID Codes.

e  How will my data be protected (electronic and hardcopy)? Where? How
long? Who will have access? Approximate destroy or de-identification date?
Hard copies and electronic data will be stored under lock and key at the
researcher’s home. Electronic data will be password-protected and hard
copies will be in a locked fireproof cabinet. Data will be stored for three years
and then destroyed using computer software to permanently delete the files
and fire. Only myself, my dissertation committee and GCU authorized
persons will have access to the data.

o  Where and how will the signed consent forms be secured? The signed
consent forms will be stored in separate fireproof cabinet from the data.
These will be stored under lock and key in the researcher’s home. The
consent forms will also be destroyed after three years by fire and permanently
deleted from the computer.

FUTURE RESEARCH

Pseudonyms will be used for the data. Once any other possible identifiers (name, address,
etc.) are removed from these data collected for this study, the de-identified data could be
used for future publications without additional informed consent from you.

STUDY CONTACTS

Any questions you have concerning the research study or your participation
in the study, before or after your consent, will be answered by Milinda Crawford,
mcrawfordl @gcu.edu and [redacted].

If you have questions about your rights as a subject/participant in this
research, or if you feel you have been placed at risk, you can contact the Chair of the
Human Subjects Institutional Review Board, through the College of Doctoral Studies

at IRB@gcu.edu; (602) 639-7804.

PARTICIPANT’S RIGHTS

¢ You have been given an opportunity to read and discuss the informed consent
and ask questions about this study.

e You have been given enough time to consider whether or not you want to
participate.

* You have read and understand the terms and conditions and agree to take part
in this research study.
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¢ You understand your participation is voluntary and that you may stop
participation at any time without penalty.

Your signature means that vou understand vour rights listed above and
agree to participate in this study.

Signature of Participant or Legally Authorized Representative Date

INVESTIGATOR’S STATEMENT

“I certify that I have explained to the above individual the nature and
purpose, the potential benefits and possible risks associated with participation in this
research study, have answered any questions that have been raised, and have
witnessed the above signature. These elements of Informed Consent conform to the
Assurance given by Grand Canyon University to the Office for Human Research
Protections to protect the rights of human subjects. I have provided (offered) you a
copy of this signed consent document.”

(Your signature indicates that you have ensured the participant has read,
understood, and has had the opportunity to ask questions regarding their

participation.)

Signature of Investigator Date
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Appendix D.
Interview and Focus Group Protocol
Interview Setup and Location:

Interview Location: Via Zoom teleconference, with or without video. The Zoom
interview will be recorded. Collected data will be primarily saved on an external hard
drive. Collected data will be safeguard using passwords for computer and google drive
files. Confidentiality and anonymity will be maintained throughout the entirety of the
data. Data is kept by assigning pseudo names i.e. 11, 12 (for interviews) and FG1, FG2 for
(for focus group).

A de-identified copy of the data and the data analysis will be stored on the
learner’s dissertation page in the folder that is placed there for that purpose, allowing
access to the data for the Academic Quality Review (AQR) reviewers. Research data will
be securely maintained for a period of three years after the Dean’s signature. After the
three-year period, data will be destroyed from primary external hard drive source.

Materials: Hard or soft copy of focus group questions for researcher, notebook for
field notes to be taken by researcher during interview.

Length of interview: 45 - 60 minutes

Participants: teachers that use culturally relevant pedagogy.

Introduction: Good morning/afternoon/evening. I am Tonya Strozier, and I am a
doctoral candidate at Grand Canyon University. Thank you for considering in being a
part of this research study. Participation in this study is voluntary and you may

discontinue at any point if you so choose.
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Purpose: The purpose of this study is to explore the how teachers use culture and
feedback to help Black or African American students learn math.

Study’s Title: Exploring Culturally Relevant Feedback to Black or African
American Students in Mathematics

Consent Forms: Please review the consent forms. Do you have any questions
before we begin? Read and sign them using DocuSign if you agree with the content.
After you submit through DocuSign and I confirm the forms are received, I will begin
recording this interview session. Do you have any questions? Do I have your permission
to record? Begin recording.

Recording Instructions: With your consent, I would like to record our
conversation. This will enable me to accurately transcribe your statements and capture
your sentiments regarding the subject matter. Please rest assured that your responses will
be kept confidential. Researchers associated with this study were only people who can
access this recording. Recordings will be securely stored for a period of three years and
then destroyed at the conclusion of this research. I will ask you in a moment if I have
your permission to record.

Interview questions: This will interview will include demographic, primary and
probing questions to answer the research questions. Please complete the anonymous
demographic questionnaire using the link provided in the chat.

Conclusion of interview: Do you want to share any additional insights? I will
now stop recording. Thank you for your participation in the study. The next step of the
study will be to prepare the transcripts of our interview. Once you have reviewed the

transcripts for corrections and returned them, I will email the Target gift card for $10. I
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will be sure to share the results of the study with you when it is approved and completed.

That concludes our interview. Thank you.

describe the
development of
their culturally
relevant
pedagogy to
provide
feedback to
students?

students. How would you describe your
first experience with making learning
relevant to culturally diverse students?

Follow up questions

e How does understanding of
culturally relevant pedagogy or
making learning relevant to
culturally diverse students inform
your classroom practices?

e How would you describe what you
have done since your initial learning
to further develop your culturally
relevant pedagogy or the ability to
make learning relevant to culturally
diverse students?

How have trainings or professional
development provided by your school or
district helped you in the development of
making learning relevant to culturally
diverse students?

Follow up question

e How would you describe your key
takeaways from those trainings or
school provided professional
development?

How did your teacher preparation or
alternate route to certification
experience help you develop the ability to
make learning relevant to culturally
diverse students?

Research .

Question Questions Notes
RQI1: How do | Culturally relevant pedagogy is Aligned with the
elementary considered to be when a teacher makes teacher’s
teachers learning relevant to culturally diverse development of

culturally relevant
pedagogy.




193

Follow up question:

How were you able to apply that
new information to your classroom
practices?

In what ways do you improve upon
making learning relevant to culturally
diverse students in the classroom?

Follow up question

How has your cultural competence
or knowledge of and positive
attitudes towards the cultures of
your students developed or evolved
over time?

How has your sociopolitical/critical
consciousness or ability to see and
examine inequality and take action
developed over time?

How has your academic success
developed or improved over time?

How are social power structures
integrated into your instruction?

RQ2: How do
elementary
teachers
describe their
use of
culturally
relevant
pedagogy in
providing
feedback
specifically to
Black or
African
American third
through fifth
grade
elementary

What factors do you consider when you
are providing feedback to Black or
African American students?

Follow up questions

How would you describe the way
you use your Black or African
American student’s culture to
provide feedback during math
instruction?

What role does your culture play in
providing feedback to Black or
African American students?

How would you describe the way
you provide corrective or

Aligned with the use
of culturally relevant
pedagogy to provide
feedback to Black or
African American
students. Specifically,
the teacher’s
knowledge and use of
Black or African
American culture.
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students during
math

disciplinary feedback to Black or
African American students?

instruction?
e From your experience, when is the

most effective time to provide

feedback to Black or African

American students?
Research How do you use cultural competence or Aligns with the use of
Question? knowledge of and positive attitudes towards | the cultural
RQ2: How do | the cultures of your students when competence tenet of
elementary providing feedback to Black or African the culturally relevant
teachers American students? pedagogy theory.

describe their
use of
culturally
relevant
pedagogy in
providing
feedback
specifically to
Black or
African
American third
through fifth
grade
elementary
students during
math

Follow up question

e How do you incorporate Black or
African American culture in your
feedback?

instruction?

RQ2: How do | How do you help students see and Aligns with the use of
elementary examine inequality and take action through | the

teachers your feedback? sociopolitical/critical

describe their
use of
culturally
relevant
pedagogy in
providing
feedback
specifically to
Black or
African
American third
through fifth
grade

Follow up question:

e How do you include students’ lived
experiences (student assets) into the
taught curriculum?

e How do you encourage Black or
African American students to apply
their lived experiences to what they
are learning in mathematics?

consciousness tenet
of the culturally
relevant pedagogy
theory by addressing
the teacher’s use of
their
sociopolitical/critical
consciousness to
provide feedback to
students.
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elementary
students during
math

instruction?

RQ2: How do | How would describe your beliefs when it | Aligns with the use of
elementary comes to facilitating academic success for | the academic success
teachers Black or African American students in tenet of the culturally

describe their
use of
culturally
relevant
pedagogy in
providing
feedback
specifically to
Black or
African
American third
through fifth
grade
elementary
students during
math
instruction?

math?

Follow up question:

e How do those beliefs show up in the
feedback you provide?

How do you know when Black or African
American students have misconceptions
or misunderstandings in math?

Follow up questions:

e How do you encourage Black or
African American students to share
their thinking around math with
you?

e How do you build on that
information or respond to provide
feedback?

e How would you describe your
questioning style when providing
feedback to Black or African
American students?

relevant pedagogy
theory by addressing
the teacher’s
disposition and
noticing in providing
feedback.
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Focus Group Protocol
Focus group setup and location:

Interview Location: Via Zoom teleconference, with or without video. The Zoom
interview will be recorded. Collected data will be primarily saved on an external hard
drive. Collected data will be safeguard using passwords for computer and google drive
files. Confidentiality and anonymity will be maintained throughout the entirety of the
data. Data is kept by assigning pseudo names i.e. 11, 12 (for interviews) and FG1, FG2 for
(for focus group).

A de-identified copy of the data and the data analysis will be stored on the
learner’s dissertation page in the folder that is placed there for that purpose, allowing
access to the data for the Academic Quality Review (AQR) reviewers. Research data will
be securely maintained for a period of three years after the Dean’s signature. After the
three-year period, data will be destroyed from primary external hard drive source.

Materials: Hard or soft copy of focus group questions for researcher, notebook for
field notes to be taken by researcher during focus group.

Length of focus group: 60 -90 minutes

Participants: teachers that use culturally relevant pedagogy.

Introduction: Good morning/afternoon/evening. I am Tonya Strozier, and I am a
doctoral candidate at Grand Canyon University. Thank you for considering being a part
of this research study. Participation in this study is voluntary and you may discontinue at
any point if you so choose.

Purpose: The purpose of this study is to explore the how teachers use culture and

feedback to help Black or African American students learn math.
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Study’s Title: Exploring Culturally Relevant Feedback to Black or African
American Students in Mathematics

Consent Forms: Please review the consent forms. Do you have any questions
before we begin? Read and sign them using DocuSign if you agree with the content.
After you submit through DocuSign and I confirm the forms are received, I will begin
recording this interview session. Do you have any questions? Do I have your permission
to record? Begin recording.

Focus group questions: This will focus group will, include demographic,
primary and probing questions to answer the research questions. Please complete the
anonymous demographic questionnaire using the link provided in the chat.

Recording Instructions: With your consent, I would like to tape record our
conversation. This will enable me to accurately transcribe your statements and capture
your sentiments regarding the subject matter. Please rest assured that your responses will
be kept confidential. Researchers associated with this study was only people who can
access this recording. Recordings will be securely stored for a period of three years and
then destroyed at the conclusion of this research. I will ask you in a moment if I have
your permission to record.

Conclusion of interview: Do you want to share any additional insights? I will
now stop recording. Thank you for your participation in the study. The next step of the
study will be to prepare the transcripts of our interview. Once you have reviewed the
transcripts for corrections and returned them, I will email the Target gift card for $10. I
will be sure to share the results of the study with you when it is approved and completed.

That concludes our interview. Thank you.
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Research

question Questions Notes
RQ1: How do Culturally relevant pedagogy is Aligned with
elementary considered to be when a teacher makes | development of

teachers describe
the development
of their
culturally
relevant
pedagogy to
provide feedback
to students?

learning relevant to culturally diverse
students. How would describe your
motivation for developing your
culturally relevant pedagogy?

Follow up question

e How does your reasoning
compare or contrast with what
was shared?

How would you describe the different
ways you have developed your
culturally relevant pedagogy or the
ability to make learning relevant to
culturally diverse students?

Follow up question

e How would describe the support
you received to develop your
culturally relevant pedagogy or
the ability to make learning
relevant to culturally diverse
students?

How would you describe your
experience of developing your
culturally relevant pedagogy or the
ability to make learning relevant to
culturally diverse students?

Follow up questions

e How would you describe the
challenges you experienced when
developing their culturally
relevant pedagogy or the ability to
make learning relevant to
culturally diverse students?

culturally relevant
pedagogy.
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How would you describe the
successes you experienced while
developing your culturally
relevant pedagogy or the ability to
make learning relevant to
culturally diverse students?

RQ2: How do
elementary
teachers describe
their use of
culturally
relevant
pedagogy in
providing
feedback
specifically to
Black or African
American third
through fifth
grade elementary
students during
math
instruction?

Cultural competence component

You are asking questions to students
during a class lesson on fractions and
notice the Black or African American
students are not providing correct
answers. How would you handle this
situation?

Follow up questions

How would describe the way you
use what you know about Black
or African American student’s
culture to provide feedback
during math instruction?

In providing feedback to Black or
African American students, what
role does your culture play?

How do you use cultural
competence or knowledge of and
positive attitudes towards the
cultures of your students to build
rapport with Black or African
American students when
providing feedback?

Aligns with the use of
the cultural
competence tenet of
the culturally relevant
pedagogy theory.
Specifically, respect
and rapport as
supported in
literature.

RQ2: How do
elementary
teachers describe
their use of
culturally
relevant
pedagogy in
providing
feedback
specifically to
Black or African

Sociopolitical/critical consciousness
component

One’s sociopolitical/critical
consciousness is considered to be the
ability to see and examine inequality
and take action. How do you
incorporate current
sociopolitical/critical consciousness
into feedback?

Aligns with the use of
the
sociopolitical/critical
consciousness tenet
of the culturally
relevant pedagogy
theory by addressing
the teacher’s use of
their
sociopolitical/critical
consciousness to
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American third
through fifth
grade elementary
students during
math
instruction?

Follow up questions:

e As a culturally relevant teachers
how do you make
sociopolitical/critical
consciousness or the ability to see
and examine inequality and take
action meaningful to Black or
African American students?

e How does your experience with
helping students or the ability to
see and examine inequality and
take action compare or contrast
with what was shared?

provide feedback to
students.

RQ2: How do
elementary
teachers describe
their use of
culturally
relevant
pedagogy in
providing
feedback
specifically to
Black or African
American third
through fifth
grade elementary
students during
math
instruction?

Academic success component

Teacher disposition is comprised of the
beliefs and values that influence
behaviors toward students and
facilitate learning. As a culturally
relevant teacher, how would you
describe your disposition?

Follow up questions:

e How do you use your disposition
or beliefs and values that
influence behaviors toward
students and facilitate learning in
providing feedback to Black or
African American students during
math?

e As a culturally relevant teacher,
how would you describe your
values in relation Black or
African American students?

e As a culturally relevant teacher,
how would you describe your
beliefs about Black or African
American students?

Aligns with the use of
the academic success
tenet of the culturally
relevant pedagogy
theory.
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How do you provide feedback when
Black or African American students
have misconceptions or
misunderstandings in math?

Follow up questions:

e How do you encourage Black or
African American students to
share their thinking around math
with you?

Demographic Questions
How many years have you been teaching?
What race or ethnicity do you identify with?
What is your highest educational level?
What is the source of your culturally relevant pedagogy training?
How many hours of training have you received in Culturally Relevant Pedagogy?

What county and state do you reside in?
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Code

Category: CRP
Component Dev
Strategies

Academic
Success

Critical
Consciousness

Cultural
Competence
Dev

Category: Teacher
Praxis from CRP
Dev

Disposition:
Values

Disposition:
Belief

Disposition:
Behavior

knowledge of
self

Knowledge of
students

Curriculum
Practices

Category: Self-
Initiated CRP
Development

CRP teachers describe the development

Code Description

of their Academic success.

Participants describe strategies employed
to develop their critical consciousness.

Participants describe strategies used to
develop their cultural competence
through dialogue and relational

interactions.

Teachers describe their values

Teachers describe their beliefs

Participants describe the values,
attitudes, and patterns of behaviors

developed from CRP.

Participants describe the necessity of

knowing themselves

Participants describe the necessity of
knowing themselves and a deep
knowledge of their students to

appropriate relate to students.

Participants describe curriculum
approaches and practices from
developing their culturally relevant

pedagogy.

Code Count

16

20

13

27

11
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Teacher
motivation for
dev CRP

Dev
Facilitated by
Personal exp

Teacher
seeking to
learn from

others

Teacher
internal
growth

Dev from self-
paid/personal
pursuit of
trainings

Self-directed
reading and
research for

CRP Dev

Category: Teacher
Prep to Support
CRP Dev

Teacher prep
support to dev
CRP

Teacher prep
did not
support dev of
CRP

Category:
School/district
PD/trainings to
support CRP Dev

School/district
PD/trainings
do not support
CRP Dev

School/district
support dev of
CRP

Participants describe their motivation for
developing their CRP

Participants describe CRP development
that was facilitated by a personal
experience.

Participants describe how they sought to
develop their CRP by collaborating and

dialoguing with colleagues and learning
from students.

Participants describe their ability to grow
on a personal or internal level in respect
to culturally relevant pedagogy.

Participants describe using their personal
funds to pay for and attend professional
development and trainings to develop
their CRP.

Participants describe developing CRP
through self-initiated reading and
research.

Participants describe minimal support
from teacher preparation and pre-service
to develop their culturally relevant

pedagogy.

Participants describe teacher preparation
program as unsupportive in the
development of their culturally relevant

pedagogy.

Participants describe how school or
district professional development and
trainings do not support the development
of their culturally relevant pedagogy.

Participants describe how district and
school professional developments and
trainings provide support in the

24

15

10

11

10

11

11




204

Category: Timing
and setting of CRF

Timing of
feedback

Setting of FB

Category: Teacher
noticing

Notice thru
assessments

Notice new
behavior

Category:
Considerations for
feedback

consider
feedback
reaction

consider
feedback
words

consider
feedback tone

consider std
family

development of their culturally relevant
pedagogy.

CRP teachers describe the most effective
time to provide feedback to African
American students is immediate, either
one-on-one or in a small group

CRP teachers describe the most effective
time to provide feedback to African
American students is either one-on-one
or in a small group

CRP teachers describe how they
recognize through assessments when an
African American student has
misconceptions or misunderstandings in
mathematics to provide feedback.

CRP teachers describe how they
recognize new behavior when an African
American students have misconceptions
or misunderstandings in mathematics to
provide feedback.

CRP teachers describe their
considerations of student reaction when
providing feedback to African American
students.

CRP teachers describe their
considerations of their word choice when
providing feedback to African American
students.

CRP teachers describe their
considerations of their tone when
providing feedback to African American
students.

CRP teachers describe their
considerations of the student’s family
when providing feedback to African
American students.

17

22
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consider ed
experience

consider
student

Category: Teacher
culture

power
dynamics

values

Lived
experiences

Category: Teacher
beliefs and
practices

Teacher
Practices

Asset Beliefs

Believe All
successful

Believe
teacher
responsible

Teacher
creates
atmosphere

Category:
Community built

CRP teachers describe their
considerations of the student’s
educational experience when providing
feedback to African American students.

CRP teachers describe their
considerations of the individual student
when providing feedback to African
American students.

CRP teachers describe the impact of
power dynamics they see
in providing feedback to AA students

CRP teachers describe the impact of
their values in providing feedback to AA
students

CRP teachers describe the impact of
their lived experiences in providing
feedback to AA students

CRP teachers describe their beliefs when
it comes to facilitating academic success
for Black or African American students
in math.

CRP teachers describe their beliefs when
it comes to facilitating academic success
for Black or African American students
in math.

CRP teachers describe their belief that
all students can be successful

CRP teachers describe their believes
teacher is responsible when it comes to
facilitating academic success for Black
or African American students in math.

CRP teachers describe their belief that
teachers create class atmosphere

11

13

12

16

12

10
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within the
classroom

Community
Reflective
teacher

Relatable
Community

Openness in
Community

Safety in
community

Comfort in
Community

Power/voice
in the
community

Supportive
classroom
community

Category: Use AA
culture by
connecting to
family

Conversations with
AA Family

AA Family
dynamics

AA Family values

AA Stories

To use AA
culture is to
know the
student well

CRP teachers describe being reflective to
build the classroom community

CRP teachers describe making sure class
content is relatable to the students to
build the classroom community

CRP teachers describe using openness
for building the classroom community

CRP teachers describe creating a sense
of safety in the classroom community

CRP teachers describe a sense of
comfort in the classroom community

CRP teachers describe students using
their voice/power in the classroom
community

CRP teachers describe using creating a
supportive classroom community

CRP teachers describe using
conversations to learn AA culture to
provide feedback to AA students

CRP teachers describe learning family
dynamics to learn AA culture to provide
feedback to AA students

CRP teachers describe learning and
using family values to provide feedback
to AA students

CRP teachers describe using family
stories learn AA culture and to provide
feedback to AA students

CRP teachers describe how using AA
culture is to know the student well.

12

23

18

37

13
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Category: Black to
Black Racial
Congruency

Black Code
Switching

Black Sense of
responsibility

Black Role Model

Black shared
experience

Category: Use of
AA culture

Use Call
and response

Use Movement

Use Storytelling

Category: Communicate
Caring and Respectful
Feedback

Respectful
Feedback

Communicate Care

Methods of
Corrective
Feedback

Tailored feedback

Black CRP teachers describe code
switching to provide feedback

Black CRP teachers describe having a
sense of responsibility when providing

feedback to AA students

Black CRP teachers describe being a role

model to AA students

Black CRP teachers describe a shared
experience of being black in education

setting

CRP teachers described using call and
response manifestation of African

American culture

CRP teachers described using movement
as a manifestation of African American

culture

CRP teachers described using
storytelling manifestation of African

American culture

CRP teachers describe giving
corrective/disciplinary feedback by
demonstrating respect for the AA student

CRP teachers describe giving
corrective/disciplinary feedback by
demonstrating care for the AA student

CRP teachers describe tailoring their
approach to corrective/disciplinary
feedback based on the AA students’

individual needs

17

17

14

15
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CRP teachers describe how

Feedback
conversation

corrective/disciplinary feedback is
delivered through private conversation

with AA student

12

Code

Category: CRP
Component Dev Strategies

Academic
Success

Critical
Consciousness

Cultural
Competence Dev

Category: Teacher
Praxis from CRP Dev

Disposition:
Values

Disposition:
Belief

Disposition:
Behavior

knowledge of
self

Knowledge of
students

Curriculum
Practices

Category: Self-
Initiated CRP Development

Teacher
motivation for dev
CRP

Dev
Facilitated by Personal
exp

Code Description

CRP teachers describe the
development of their Academic success.

Participants describe strategies
employed to develop their critical
consciousness.

Participants describe strategies used
to develop their cultural competence through
dialogue and relational interactions.

Teachers describe their values

Teachers describe their beliefs

Participants describe the values,
attitudes, and patterns of behaviors
developed from CRP.

Participants describe the necessity
of knowing themselves

Participants describe the necessity
of knowing themselves and a deep
knowledge of their students to appropriate
relate to students.

Participants describe curriculum
approaches and practices from developing
their culturally relevant pedagogy.

Participants describe their
motivation for developing their CRP

Participants describe CRP
development that was facilitated by a
personal experience.

Code Count

16

20

13

27

11

24
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Teacher
seeking to learn from
others

Teacher
internal growth

Dev from
self-paid/personal
pursuit of trainings

Self-directed
reading and research
for CRP Dev

Category: Teacher
Prep to Support CRP Dev

Teacher prep
support to dev CRP

Teacher prep
did not support dev of
CRP

Category:
School/district PD/trainings
to support CRP Dev

School/district
PD/trainings do not
support CRP Dev

School/district
support dev of CRP

Category: Timing
and setting of CRF

Timing of
feedback

Setting of FB

Code Description

Participants describe how they
sought to develop their CRP by collaborating
and dialoguing with colleagues and learning
from students.

Participants describe their ability to
grow on a personal or internal level in
respect to culturally relevant pedagogy.

Participants describe using their
personal funds to pay for and attend
professional development and trainings to
develop their CRP.

Participants describe developing
CRP through self-initiated reading and
research.

Participants describe minimal
support from teacher preparation and pre-
service to develop their culturally relevant

pedagogy.

Participants describe teacher
preparation program as unsupportive in the
development of their culturally relevant

pedagogy.

Participants describe how school or
district professional development and
trainings do not support the development of
their culturally relevant pedagogy.

Participants describe how district
and school professional developments and
trainings provide support in the development
of their culturally relevant pedagogy.

CRP teachers describe the most
effective time to provide feedback to African
American students is immediate, either one-
on-one or in a small group

CRP teachers describe the most
effective time to provide feedback to African
American students is either one-on-one or in
a small group

209

Code Count

15

10

11

10

11

11

17
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Category: Teacher
noticing

Notice thru
assessments

Notice new
behavior

Category:
Considerations for feedback

consider
feedback reaction

consider
feedback words

consider
feedback tone

consider std
family

consider ed
experience

consider
student

Category: Teacher
culture

power
dynamics

values

Code Description

CRP teachers describe how they
recognize through assessments when an
African American student has
misconceptions or misunderstandings in
mathematics to provide feedback.

CRP teachers describe how they
recognize new behavior when an African
American students have misconceptions or
misunderstandings in mathematics to provide
feedback.

CRP teachers describe their
considerations of student reaction when
providing feedback to African American
students.

CRP teachers describe their
considerations of their word choice when
providing feedback to African American
students.

CRP teachers describe their
considerations of their tone when providing
feedback to African American students.

CRP teachers describe their
considerations of the student’s family when
providing feedback to African American
students.

CRP teachers describe their
considerations of the student’s educational
experience when providing feedback to
African American students.

CRP teachers describe their
considerations of the individual student
when providing feedback to African
American students.

CRP teachers describe the impact of

power dynamics they see
in providing feedback to AA students

CRP teachers describe the impact of

their values in providing feedback to AA
students

210

Code Count

22

11
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Lived
experiences

Category: Teacher
beliefs and practices

Teacher
Practices

Asset Beliefs

Believe All
successful

Believe
teacher responsible

Teacher
creates atmosphere

Category:
Community built within the
classroom

Community
Reflective teacher

Relatable
Community

Openness in
Community

Safety in
community

Comfort in
Community

Power/voice
in the community

Supportive
classroom community

Code Description

CRP teachers describe the impact of
their lived experiences in providing feedback
to AA students

CRP teachers describe their beliefs
when it comes to facilitating academic
success for Black or African American
students in math.

CRP teachers describe their beliefs
when it comes to facilitating academic
success for Black or African American
students in math.

CRP teachers describe their belief
that all students can be successful

CRP teachers describe their
believes teacher is responsible when it comes
to facilitating academic success for Black or
African American students in math.

CRP teachers describe their belief
that teachers create class atmosphere

CRP teachers describe being
reflective to build the classroom community

CRP teachers describe making sure
class content is relatable to the students to
build the classroom community

CRP teachers describe using
openness for building the classroom
community

CRP teachers describe creating a
sense of safety in the classroom community

CRP teachers describe a sense of
comfort in the classroom community

CRP teachers describe students
using their voice/power in the classroom
community

CRP teachers describe using
creating a supportive classroom community
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Code Count

13

12

16

12

10

12

23

18

37
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Category: Use AA
culture by connecting to
family

Conversations with
AA Family

AA Family
dynamics

AA Family values

AA Stories

To use AA
culture is to know the
student well

Category: Black to
Black Racial Congruency

Black Code
Switching

Black Sense of
responsibility

Black Role Model

Black shared
experience

Category: Use of
AA culture

Use Call
and response

Use Movement

Use Storytelling

Category: Communicate
Caring and Respectful Feedback

Code Description

CRP teachers describe using
conversations to learn AA culture to provide
feedback to AA students

CRP teachers describe learning
family dynamics to learn AA culture to
provide feedback to AA students

CRP teachers describe learning and
using family values to provide feedback to
AA students

CRP teachers describe using family
stories learn AA culture and to provide
feedback to AA students

CRP teachers describe how using
AA culture is to know the student well.

Black CRP teachers describe code
switching to provide feedback

Black CRP teachers describe having
a sense of responsibility when providing
feedback to AA students

Black CRP teachers describe being
a role model to AA students

Black CRP teachers describe a
shared experience of being black in
education setting

CRP teachers described using call
and response manifestation of African
American culture

CRP teachers described using
movement as a manifestation of African
American culture

CRP teachers described using
storytelling manifestation of African
American culture
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Code Count

13

17

17

14
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Respectful
Feedback

Communicate Care

Methods of
Corrective Feedback

Tailored feedback

Feedback
conversation

Code Description

CRP teachers describe giving
corrective/disciplinary feedback by
demonstrating respect for the AA student

CRP teachers describe giving
corrective/disciplinary feedback by
demonstrating care for the AA student

CRP teachers describe tailoring
their approach to corrective/disciplinary
feedback based on the AA students’
individual needs

CRP teachers describe how
corrective/disciplinary feedback is delivered
through private conversation with AA
student

213

Code Count

15

12
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Appendix F.
Transcripts

Excerpt of Coded Interview with Antoinette:

& | Okay. And so, as a teacher, you know, having, you're having this awareness or knowing about
different cultures how have you worked on that or develop that over time? Just your ability to
know about different cultures, the cultures of your students. Have you worked on that?

! Antoinette:

=1

@
=

I think for me, it's just, again, having those discussions with them, but also just taking the time
and getting to know these different cultures and that in itself, you know, can be tricky because,
you know, it's like, | want to be able to do things the right way and not, I'm not going to be like,
oh, well, this kid over here, you know, you know celebrates Kwanzaa. So I'm going to talk to this
kid about it, you know, and have him talk to the class or anything. Like, | want to be aware so
that I'm just teaching the students and then if they have anything they want to say to, you know,
discuss those things. So | would say over time, I've learned a little bit more. | even, | would say
even like my first year of teaching, | feel like I was actually kind of dumb when it came to being
like, you know, aware of stuff. Cause | was still kind of going through the motions of, okay, well,
here's what | know how to do this. I've kind of had to step out of my comfort zone a little bit,
SLALEL G like with different books and with taking time on different things so that, you know, | can give
them that cultural difference than | used to.

Researcher:

o

B

Yeah. So, you know, knowing that like socio that there's this term it's called critical
consciousness, which is like this ability to see and examine any gualities that different social
groups and communities experience, you know, like | know it I'm aware. And then | take action,
like as a teacher. How has your ability to do that changed over time? How has your critical
consciousness been developed or changed over time?

Antoinette:

53

M.ﬂ._mm,r,{_.‘% * Iwould say over time, it has, | don't even know if | want to say it's gotten significantly better, but
' it has gotten a little better. | mean, it sort of goes in with some of those PDs we would have
about being aware of like a child's background and being able to, you know, teach them a
certain way or whatever. But for me, | I've never really wanted to like single any of my kids out
because their behavior or anything like that, I will say that I've with certain kids coming into my
class that either this is the first time they've been, you know, dealt with behavior wise seriously,
or they have not been for full I had an African-American boy in my class who, you know, his
mom was talking to me one day and she was just like, you're his favorite teacher?

* | Antoinette:

You know, he hasn't gotten in trouble or anything like that. And I'm like, he's got, he hasn't
gotten in trouble. What does that mean? And she's like, well, last year he got in a lot of trouble
with the teachers he had the previous year. And I'm thinking why, because he's not really a bad
kid at all. He likes to talk a little bit, but | had way worse kids that were in the same classes that,
you know, | had to deal with. And so for me, | don't want to be treating a kid a certain way
because of, you know their background or how they look or anything like that. | kind of want to
Cﬁpmcms{ just sort of have a unified class and, you know, there's differences. Everybody looks different

and is different. | want to embrace that too, but | also don't want to be like, oh, this kid has a
pattern of being bad.
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Excerpt of Coded Focus Group:

e

.Curriculum Prac

Okay. So | want to welcome everyone to this research focus group. My name is Tonya Strozier. I'm ¢
doctoral candidate at grand canyon university. And so we're going to go ahead and get started. Let'
talk first. Here's our first question. And really, again, this is just a conversation. So culturally relevai
pedagogy is considered to be when a teacher makes learning relevant to culturally diverse students
How would you describe your motivation for developing that skill of being culturally relevant? And
anyone can chime in and start and just kick us off?

Marie:

Well, I'll start. I, I, for me, the motivation is always the students and my ability to connect with them
And it's not enough to connect just academically or just personally, but getting to know who they a
and then knowing that everything they bring, whether it's their culture, whether it's their hobbies
with whether it's, how they relate to their own families or the other people around them isn't is
important to their ability to connect academically. And | know as a kid myself | did not feel | was, |
was good academically, but | did not feel connected to the academics. It was something outside of
me. And so | think when we talk about culturally relevant, it has to mean something to the kids and
they have to be able to see themselves in what they're doing, rather than it just be something that's
pushed on them from the outside.

Researcher:

Anyone else want to chime in or compare or anything similar or different from what has already be«
shared by Marine?
Dana:

So Dana Danna wants to chime in. So my motivation is really the survival of black people or black
boys. You know, it's just | literally want to save lives, you know, | mean, it seems like a big thing,
but, or, you know, like grandiose or whatever, but black folks are in real trouble in this country. An
you know, | just feel a responsibility to help particularly black boys kind of survive the system and
indeed figure out how to, | don't know if we want to thrive in it or throw it over or what, but you ha
to be able to, you read, you know, you just have to be able to read. And, and that's really kind of
what, what, why | thought | would become a teacher because | was seeing, | was working with sixth
graders, well at a middle school and | could just see how many, they just couldn't handle sixth grac
material. And it's like, you know, what's going to happen to these guys. And so that's kind of like
me, | just said, | just need to help people read because you can, you know, you're not defenseless
completely if you can read any additional thoughts.

Solomon:

Yeah, definitely. Thank you, Dana, for sharing that, Dan, I'm sorry. Thank you, Donna, for sharing
that. Yeah, | mean, | think | guess as a white person, |, | came to and come to teaching as like justic
work, social justice work. And | think like as a, as a kid I, | definitely loved information. | loved
learning, but I think | and you know, that's part of how | came to this work too, but yeah, | came to
teaching work fueling the, the responsibility that | have as a white person in this country and in this
world to, you know, fight against white supremacy and to, to work, to, to undo it and its, and its
workings in, in the systems that we work in and live in.



Appendix G.

Feasibility and Benefits Checklist

Gatekeepers:

Who are the possible gatekeepers? (i.e., If you are
in a school district, have you checked with the
principal and the superintendent’s office or their
designee to see what the process is for research?
Or, if you are at a company, talked with the
management, etc.?

If you are planning on collecting data from a
college, what is the process? It is preferred that
you obtain Institutional Review Board (IRB)
approval from that institution prior to applying for
GCU’s IRB approval).

[redacted] Facebook Groups

Gatekeeper Contact:

Who do you need to keep in contact with as you
form your research project to ensure that the
benefits outweigh the risk, and you can conduct
your research? How will you initiate and maintain
contact with them?

[redacted] — [redacted] Facebook Group.
Contact via Messenger or post.

[redacted] — Administrators for [redacted]
Facebook Group. Contact via Messenger or
post.

Outside IRB:

If you are planning on recruiting participants or
getting data from a college (or other institutions
with an IRB), have you talked to their IRB
determine the process and what participants/data
they will allow you access? Please note, IRB
approval typically takes some time.

N/A

Study Benefits:

What is the benefit of your research? Who do you
need to keep in contact with as you form your
research project to ensure that the benefits
outweigh the risks?

Remember that research should have a benefit;
what benefit does your research have to others
beside yourself?

Culturally relevant teachers will provide a
description of how culturally relevant
feedback is provided to African American
students to improve math achievement.

Research Activity:

Is your research part of normal everyday
activities? This is significant because this must be
outlined in your site authorization. A preliminary
site authorization letter could simply be an email
from a school/college/organization that indicates
they understand what you want to do and how that
benefits the school/college/organization. In some
cases this will determine the classification of the
study (this is especially important for educational

research studies).

***Please see below for information regarding
preliminary site authorization

The research is part of normal everyday
activity for teachers.
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Data Collection

Please describe your recruitment strategy. How do
you plan to involve your participants in the
process? What would your flyer/email say?

Researcher will contact Facebook group
administrators to post research flyer. The flyer
will contain a description the study, benefits,
information about informed consent, criteria to
participate, researcher’s contact information,
and Calendly link to schedule interview/focus
group.

asking them personal information (like

data collection help answer your research

question? Participants must be told how long it
will take to participants to participate in each

activity. Are you concerned that the activities
would take too long, and participants might not
finish/drop out?
Can you collect your data in a reasonable amount
of time considering the stakeholders and possible
challenges of gaining access to participants?

Child Assent. Studies with children often fall

What are you asking of participants? Are you

demographic information such as age, income,
relationship status)? Is that personal information
necessary? How much time are you asking of
participants (for example, if you are asking them
to be interviewed, be in a focus group, fill out a
questionnaire, fill out a journal/survey, collect
artifacts, etc.)? How much time will they have to
spend to be in your study? Does each part of your

Participants will be asked to participate in an
interview or focus group. The interview will
last 30-60 minutes. The focus group will last
1-1 % hours. Data collection will take place

via Zoom or Facetime.

The interview and focus group questions,
research questions, and theory are in
alignment.

under the regulations for a full board review (full
board reviews take significantly longer in IRB).
Each child must fill out a child assent AFTER
there is parental consent. (It can be very difficult
to get parental consent, especially if this is
something sent home to parents).

Informed Consent

N/A

Participants must be told how long it will take to
participants to participate in each activity. Are you
concerned that the activities would take too long,
and participants might not finish/drop out?

Site Authorization

The interview times are reasonable, and the
participants will be informed ahead of time.

Do you have a site authorization letter? How
difficult will this be to get from the school/ school
district/college/organization? Use the GCU
template to ensure the correct information is
included.

Site authorization from the Facebook groups
will be pursued in March 2021.

Can you collect your data in a reasonable amount
of time considering the stakeholders and possible
challenges of gaining access to participants?

Organizational Benefits:

Yes

Have you talked to your
principal/supervisor/district/college/boss/

My supervisor is aware of my research.

organization about your research? If so, have you
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asked them what you can do to help the
district/organization/school?

What is the overall benefit of your research to
participants?

Contribute to knowledge about how to helps
improve math achievement for African
American students.

What are the risks of your research? Please note
that there are usually some risks (like revealing
participant identity) in all research.

There is a risk of revealing participant
identity, but pseudonyms will be used.

Now that you have contemplated the above
questions, how long do you imagine it will take
you prior to access your participants/data? AND
how much are you asking of your participants?

One hour for interviews and 90 minutes for
the focus group.

Based on the information that you have learned, is
your study feasible? Why or why not? If not, how
can you modify your ideas to make your study
manageable?

The study is feasible.
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Appendix H.
Recruitment Materials

Copy of the Invitation to Participate (Study Advertisement)

Grand Canyon University
College of Doctoral Studies
3300 W. Camelback Road
Phoenix, AZ 85017

Phone: 602-639-7804

Email: irb@gcu.edu

RECRUITMENT

Date: September 1, 2021

I am a doctoral learner lead by Dr. Greenberger in the College of Doctoral Studies
at Grand Canyon University. My name is Tonya R. Strozier. I am doing research on how
teachers learn how to make learning relevant to culturally diverse students. I will look
closely at how feedback is given to African American students during math instruction in
Arizona.

I am recruiting individuals that meet these criteria:

e Have taught math to African American students a minimum of one year.
e Teach third through fifth grade students.
e Have used culture to make learning relevant for a minimum of one year.

e Willing to answer personal information. This information may be
identifiable. These questions are demographic questions. The questions are
years teaching, race, educational level, training in culturally relevant
pedagogy, including source and location of training.
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You cannot be in this study if:

e Have not taught math to African American students a minimum of one
year.

e Do not teach third through fifth grade students.

e Have not used culture to make learning relevant for a minimum of one
year.

e You are not willing to answer personal information. This information may
be identifiable. These questions are demographic questions. Not willing to
answer years teaching, race, educational level, training in culturally
relevant pedagogy, including source and location of training.

The activities for the study include the following.

Choose to be a part of an individual interview or a focus group. Answer questions
about your experiences about the topic in an interview or focus. The interview may be
about 1-hour long, and the focus group may be about 1.5 hours long. There will be 6-10
other participants in the focus group. Attend the interview or focus group online via
Zoom. Answer personal information. This information may be identifiable. These
questions are demographic questions. The questions are years teaching, race, educational
level, training in culturally relevant pedagogy, including source and location of training

(10 minutes).
Participants can skip questions in the study

Your participation in this study is voluntary.

All data in this study will be protected by not asking personal information such as
first and last name, employer, or address. If this information is shared, it will be left out
during transcription by the researcher. All participant information will be kept
confidential. The researcher will lock any and all personal information into a password-

secured folder on a password-secured computer. The computer will be kept in a password
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protected safe within a locked room. The information will be kept for 3 years after the
study is completed. The information will be permanently deleted from the hard drive of
the computer.

If you are interested in participating in this study, please contact me at

tstrozier@my.gcu.edu and [redacted].

Thank you!
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I am doing research on how teachers
Pu rpose learn how to make learning relevant
to culturally diverse students. | will
look closely at how feedback is given
to African American students during
math instruction in Arizona.

Are you a 3rd-5th grade Math
__teacher?

To Thank you for your participation, a $10
Target gift card will be emailed after
documents are returned.

w

Tonya R. Strozier
Doctoral Student
Grand Canyon Universi

If you or someone you know are interested in participating in this study,

please contact Tonya Strozier at tstrozier@my.gcu.edu or [ IIIEIEGE
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Appendix L.

Ten Strategic Points

Ten Strategic Points
The ten strategic points emerge from researching literature on a topic, which is
based on, or aligned with a defined need or problem space within the literature as well
as the learner’s personal passion, future career purpose, and degree area. The Ten
Strategic Points document includes the following key points that define the research
focus and approach:

Strategic Points Descriptor Learner Strategic Points for
study
1. | Dissertation Topic- Providesa | How teachers that use culturally
broad research topic area/title. relevant pedagogy describe the

influence of culturally relevant
feedback on African American
student’s math achievement

2. | Literature Review - Lists Background to the problem
primary points for four sections

in the Literature Review: (a)
Background of the problem and
the need for the study based on
citations from the literature; (b)
Theoretical foundations
(Theories, models, and concepts)
and if appropriate the conceptual
framework to provide the
foundation for study); (c) Review
of literature topics with key

There is a need to explore how
teachers develop their culturally
relevant pedagogy to provide
feedback, as well as how those
strategies are used to provide
feedback to African American math
students. Specifically, Skovholt
(2018) suggested that further study is
needed to better understand how
themes for each one: (d) teachers deliver verbal feedback, and

’ Schuldt (2019) called for the
Summary. examination of factors that influence
feedback. Additionally, researchers
have indicated the need to explore the
math teacher’s perspectives on
providing feedback to African
American students (Hill, 2018;
Savage et al., 2018). Also, scholars
have called for further examination of
culturally relevant practices in the
classroom as potential strategies to
mitigate the lingering achievement
gap in many subjects, including
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mathematics (Allen, 2008; Martell &
Stevens, 2019; Ortiz et al., 2018).

Theoretical foundation

Culturally relevant pedagogy (CRP) is
a pedagogical approach, developed by
Gloria Ladson-Billings in 1994, that
addresses student achievement,
affirms, and uses the student’s
culture, and develops sociopolitical
consciousness (Ladson-Billings,
1995). CRP was developed to identity
effective strategies for teaching
African American students and to
guide teachers in addressing gaps in
academic achievement of minoritized
students using culture (Ladson-
Billings, 1995). The CRP theory is
right for the study because of the
focus on minoritized students and
academic achievement. Culturally
relevant pedagogy impacts students
emotionally and academically
(Bracken & Wood, 2019). Student
anxiety and stereotype threat were
significantly reduced when culturally
relevant images were used with
college students on an ACT-like
assessment measuring math and
verbal abilities (Bracken & Wood,
2019). The study will contribute to
the theory by describing how
elementary teachers that use culturally
relevant pedagogy describe the
influence of the tenets of culturally
relevant feedback on African
American 3" through 5" grade
elementary student’s math
achievement.

Three tenants of the theory:
Teacher cultural competence

Critical Consciousness
Academic Success
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Review of literature topics

Theme: Learning and Culture: This
theme involves an examination of
interconnectedness of learning and
culture (Oxford & Gkonou, 2018),
relationships and context (Osher et
al., 2020), and culture versus context
(Savard & Mizoguchi, 2019).

Theme: Cultural Competence: This
theme involves an examination of
cultural competence tenet within
Culturally Relevant Pedagogy
(Ladson-Billings, 1995; Polleck &
Yarwood, 2020). The theme involves
cultural competence applied in other
fields as well as the classroom.

Theme: Sociopolitical/Critical
Consciousness: This theme involves
an examination of the
sociopolitical/critical consciousness
tenet within Culturally Relevant
Pedagogy (Freire, 2020; Ladson-
Billings, 1995). The theme involves
sociopolitical/critical consciousness
from both the teacher and student
perspective

Theme: Strategies for Academic
Success: This theme involves a
discussion of the CRP element
according to Ladson-Billings (1995).
Hinderances to academic success will
be addressed including deficit
ideology (Lasater et al., 2021),
teacher disposition (Stephens, 2019),
teacher noticing (Louie, 2018), and
students and teachers as learners
(Hackenberg et al., 2020).
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Theme: Teacher Feedback
Practices in Mathematics: This
theme involves a discussion of
feedback (Wullschleger et al., 2020),
feedback and learning (Brooks et al.,
2019), feedback and mathematics
(Wong et al., 2018).

Problem Statement - Describes
the problem to address through
the study based on defined needs
or problem space supported by
the literature

It is not known how elementary
teachers describe the development of
their culturally relevant pedagogy in
providing feedback to students and
their use of culturally relevant
pedagogy in providing feedback
specifically to African American third
through fifth grade elementary
students during math instruction.

Sample and Location —
Identifies sample, needed sample
size, and location (study
phenomena with small numbers).

Location: The United States of
America.

Population: elementary teachers in
the United States of America (1.8
million).

The largest group of eligible
participants based on upon at least
one common criteria (Asiamah et al.,
2017).

Target Population: grade level
teachers of third through fifth grade
students in public elementary schools
in Arizona.

Sample: (convenience)

Those drawn from the target
population and willing to participate
(Asiamah et al., 2017). Sample will
include 15-20 grade level math
teachers of African American students
in Arizona. The third through fifth
grade teachers are members of
Facebook groups and that use
culturally relevant pedagogy. One
focus group with 6-10 teachers will be
the second method of data collection.
The participants differ from those
participating in the interviews.
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Research Questions — Provides
research questions to collect data
to address the problem statement.

RQ1: How do elementary teachers
describe the development of their
culturally relevant pedagogy to
provide feedback to students?

RQ2: How do elementary teachers
describe their use of culturally
relevant pedagogy in providing
feedback specifically to African
American third through fifth grade
elementary students during math
instruction?

Phenomenon - Describes the
phenomenon to be better
understood (qualitative).

The phenomenon of interest involves
how elementary teachers develop
their culturally relevant pedagogy and
use of their culturally relevant
pedagogy in providing feedback to
African American third through fifth
grade elementary students during
math instruction.

Methodology and Design -
Describes the selected
methodology and specific
research design to address the
problem statement and research
questions.

The methodology is qualitative. The
design is descriptive.

Purpose Statement — Provides
one sentence statement of
purpose including the problem
statement, methodology, design,
target population, and location.

The purpose of this qualitative
descriptive study is to explore how
elementary teachers describe the
development of their culturally
relevant pedagogy in providing
feedback to students and their use of
culturally relevant pedagogy in
providing feedback specifically to
African American third through fifth
grade elementary students during
math instruction in Arizona.

Data Collection — Describes
primary instruments and sources
of data to answer research
questions.

Responses from Teachers in
Interviews: (10-15 participants)

The semi-structured interviews
contain open-ended questions related
to the research questions with
opportunities to ask follow-up
questions allowing the participants to
provide additional information.
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Responses from Teachers in a Focus
Group: (1 group, 6-10 participants)
The focus group will be the second
method to collect data.

The participants in one focus group
will differ from those is the
interviews.

Steps:

1) Develop interview guide

2) Expert panel to review interview
guide

3) Field test interview and focus
group questions

4) Site permission from Facebook
Groups Administrator

5) IRB Approval

6) Participants will be invited via
social media (Facebook groups)

7) Participants will be offered an
incentive to participate ($10 gift
card)

8) Participants will receive the
informed consent form via email
and sign via electronic DocuSign

9) Schedule interviews and focus
group

10) Conduct interviews and focus
group

11) Transcribe interviews and focus
group using transcription service

12) Compile and clean data by
identifying and correcting errors
on the transcripts
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13) Send copy of transcripts to
participants for member checking

14) All participants who return the
transcripts from member checking
will receive a $10 gift card

15) Complete Data Collection

10.

Data Analysis — Describes the
specific data analysis approaches
to be used to address research
questions.

One on one interviews and focus
groups will be recorded and coded for
identification of themes to address the
research questions. Conduct thematic
analysis and coding according to
Braun and Clarke (2006) method to
answer the research questions.
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