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Chapter 1. Introduction 

Early childhood is the most critical time of a child’s life. During these early years a  

child’s brain develops at a rapid pace and is shaped by the child’s environment, experiences and 

relationships. The first five years of life is arguably the most important time to place children on 

a successful trajectory; these formative years are the most crucial years to engage children in 

meaningful activities, which promotes beneficial executive functioning and sets them on a life 

path toward positive outcomes (Meek & Gilliam, 2016). Research suggests that many low-

income children of color, especially African American males, are often denied access to, and/or 

opportunities for, a high-quality early childhood education. Health and wellness are also factors; 

those children experiencing poverty are often influenced by lack of access to high-quality 

healthcare systems available to them. Early childhood is the time that children build their 

foundations for learning good health habits that promote wellness (Meek & Gilliam, 2016; 

Stegelin. 2018). When these children do gain access to high-quality educational opportunities, 

there is always a lingering threat that they will be pushed out the door through suspensions and 

expulsions, placing them on a negative trajectory known as the cradle-to-prison pipeline. These 

high-quality programs are not helpful or useful to all children if there is a lack of access or 

opportunity for a marginalized group to attend and successfully complete such programs (Meek 

& Gilliam, 2016).  

All children in America without regard to race, gender, religion, ethnicity, socioeconomic 

status, or citizenship are entitled to a free public education; it is a constitutional right. Brown v. 

Board of Education, 1954 dismantled segregation in the school system, thus providing every 

child in America the gift of a free public education (Carter, 2007; Peters, 2019). Every child 

living in America should have access to a high-quality education beginning in preschool. 
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However, culturally diverse (nonwhite) students, especially African American children, are 

continually falling through the cracks within the public educational system; their specific needs 

are not being met in comparison to their Caucasian peers. America’s public-school systems are 

often rooted in systematic, structural racism, and are designed to meet the specific educational 

needs of Caucasian children and the educational failure of African American children (Williams 

& Cooper, 2019).  

Statement of the Problem 

Many early childhood educational settings (public/private) continually fail to provide low 

socioeconomic and minority learners, specifically African American learners, an equitable and 

high-quality early childhood education (Curenton et al., 2020; Meek & Gilliam, 2016). The 

United States federal and state governments have implemented many diverse initiatives and 

poured large amounts of money into public/chartered school systems to raise academic 

achievement for all students; however, the academic and discipline gaps between minority 

students and their Caucasian peers continue to increase. In addition to the academic disparities, 

minority students, especially African American males, are underrepresented in academically 

gifted/honors and often overrepresented in special education classes and exclusionary discipline 

practices (Curenton et al., 2019; Morgan & Farkas, 2016; Ware, 2017).  

Research studies have been done to study the racial disparities in special education class 

assignments, exclusionary discipline, and academic outcomes; studies show that presumed 

academic deficits and misbehavior can be rooted in cultural and/or linguistic differences that are 

subjected to professional and/or structural biases rooted in America’s school systems and 

teachers (Curenton et al., 2019; Harry & Fenton, 2016; Morgan & Farkas, 2016). There are many 

arguments and justifications for these continued racial inequities between academics and 
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discipline outcomes; one major, long-standing argument is that teachers fail to capitalize on 

individual students’ culture, language, prior knowledge, and or/ethnic background to cultivate 

their academic abilities and interests (Farinde-Wu et al., 2017). Another argument is the lack of 

minority teacher representation in America’s school systems across the nation reduces the 

visibility of teachers that students can relate to. This debate, which is supported by research, 

provides insight that suggests that students are unable to see themselves reflected in the school 

leadership (e.g., teachers, administrators, principals) making it difficult to believe that they can 

succeed in school because they don’t have a shared model of their culture or cultural values to 

align their sense of self, which can be guided by motivation and an impetus for succeeding in 

academic settings (Harry & Fenton, 2016). The absence of African American teachers in school 

systems is detrimental to African American students because it has removed visual leaders, 

mentors, community members, and friends from African American students and parents (Peters, 

2019).  

Culturally responsive teaching (CRT) practices are a proposed tool for successfully 

teaching diverse students. Gay (2002) coined the phrase culturally responsive teaching; Au and 

Jordan (1981) used the term culturally appropriate instruction; and Ladson-Billings (2001) 

referred to culturally relevant teaching. All the labels place an emphasis on cultivating and 

responding to the student’s culture. CRT can be explained as classroom practices that are 

responsive and supportive of all students’ cultural backgrounds. CRT practice is referred to as 

one of the most powerful and successful tools used in closing the academic and discipline gaps 

that continue to grow in the American educational system (Gay, 2018; Gaias et al., 2019).  

Culturally responsive teaching practices challenge educators to focus on students’ assets 

and not students’ deficits; consequently, culturally responsive teaching practices remain non-
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existent in the public-school systems (Muñiz, 2019). The majority of teachers in America begin 

their careers unprepared to effectively teaching African American students (Gunn et al., 2020); 

they enter the classroom as naïve humans unaware of any social groups outside of their own. 

They are unprepared to identify or implement culturally responsive teaching practices into the 

classroom (Bentley-Edwards et al., 2020; Frye et al., 2010; Gunn et al., 2020).  

Critical race theory, much like culturally responsive teaching strategies, faces many 

barriers and is not considered important in present day school; critical race theory has been 

associated with many harmful outcomes in the education field (Hayes & Juárez, 2011; Morgan, 

2022). Kimberlé Williams Crenshaw, a law professor first introduced the term critical race 

theory; these theorists strongly believe that the consistent overwhelmingly racial disparities that 

exist in America should be recognize as a reality (Fortin 2021). An essential component of 

critical race theory is that racism is not the result of a personal bias it is a result of the laws, legal 

systems and legislation put in place to uphold these societal biases. Derrick Bell, the godfather of 

CRT, argued that landmark laws have been in place to promote racial equality, such as the Civil 

Rights Act of 1964, but failed miserably at providing justice for Blacks (Fortin 2021; Sawchuck 

2021). Critical race theory is unpopular in America and has been called an anti-White theory that 

rejects individual’s rights; however, this theory seeks to explain how the various entities, 

including public education in America, continue to restrict racial minorities’ rights (Morgan, 

2021; Sawchuck et al., 2021).  

Classroom management continues to be an issue in early childhood education. African 

American students make up 18% of the overall student population in America; however, African 

American students make up 46% percent of preschool students suspended at least once from 

school. African American preschool students are three times more likely to be suspended from 
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school than their Caucasian peers (CRDC, 2016; Gregory et al., 2010; Snapshot,2014).  

Culturally responsive classroom management is a recommended stop guard for reducing racial 

disparities in classroom and exclusionary discipline for children of color, particularly African 

American boys (Brown, 2004; Cruz et al., 2020; Gregory & Weinstien, 2008: Love, 2014).  

The overwhelming majority of practicing teachers in American school systems are 

Caucasian, monolingual and unprepared to teach the present diverse population of students.  

Minority students make up 51% of the student population; however, minority teachers make up 

18% of the total teacher population in the United States (Collins, 2018; LaSalle, 2020; IES, 

2020; Musu-Gillette et al., 2016). The lack of African American teachers in the American school 

system is detrimental to all students. Minority students who are taught by African American 

teachers tend to stay in school and continue to enroll in higher education coursework and pursue 

degrees, while Caucasian students are better prepared to enter a diverse society with an 

understanding from different perspectives because of the privilege afforded to them (Collins, 

2018).  

The current population of teachers reportedly struggle to implement and effectively 

utilize culturally responsive teaching practices in their classroom settings (Crouch et al. 2012; 

Crueton et al., 2019; LaSalle, 2020). Classroom teachers communicate a lack of knowledge of 

their students’ backgrounds, and most teachers are culturally mismatched with their students. 

Often Caucasian teachers are unprepared and/or lack sufficient knowledge of the concept of 

culturally responsive teaching. Caucasian classroom teachers who hold low self-efficacy skills 

when utilizing and implementing culturally responsive teaching strategies are not reducing the 

growing academic and discipline gaps (Dembo & Gibson, 1985; Farined-Wu et al., 2017; Hussar 

& Bailey, 2019). Research shows that teachers who hold high self-efficacy in implementation of 



19 

 

culturally responsive practices become part of the solution, a successful change agent in reducing 

the achievement and discipline gaps between minority and Caucasian students (Bentley et al., 

2020; Cruz & et al., 2020; Farinde-Wu et al., 2017). 

Purpose and Significance of Study 

According to the US Census 50.2% of children in America identify as a minority; with 

our minority student population increasing it is imperative that early childhood educators 

properly prepare teachers to effectively teach these students (Gunn et al., 2020). The current 

teaching population continues to be filled by White, monolingual, females who are not prepared 

to teach diverse populations of students. Preservice teachers attend classes that are void of 

culturally responsive teaching strategies thus producing more unprepared, White monolingual, 

female teachers (Gunn et al., 2020). Data supports the pattern of African American children 

being overrepresented in office referrals and suspensions, and these learners are consistently 

behind their Caucasian peers socially as well as academically, often dropping out of school to 

enter the criminal justice system (CRDC, 2016; DeCastro-Ambrosetti & Cho, 2011; Hammond, 

2015; Stegelin, 2018; Ware, 2018). The American educational system continues to struggle with 

the growing number of racial disparities that exist within the educational system, beginning in 

preschool.  

There continues to be large racial disparities in school exclusionary practices such as 

suspensions and expulsions. In 2016, the National Survey for Children Health (a measure 

completed by parents) reported that in one school year, 50,000 children under the age of five 

were suspended and 17,000 were expelled from school. Using the same data, it was estimated 

that a weekly average of 4,482 suspensions and 479 expulsions took place in US state-funded 

preschools (Zeng et al., 2019). Preschool suspensions and expulsions start children on a negative 
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trajectory referred to as the cradle-to-prison pipeline, leading students to incarceration versus 

another school year to learn (Steglin, 2018).  

African American males are often punished more harshly for the exact offenses 

committed by their Caucasian peers (Meek & Gilliam, 2016).  These inequities are detrimental to 

minority students, but the seemingly undeniable, nonchalant, uncaring attitude exhibited by 

many in America is overwhelming and disappointing. Prejudice, racism, privilege, implicit and 

explicit biases are very real constructs in America that contribute to inequities in society as well 

as in early childhood education. James Baldwin once said that “we cannot change everything, but 

we cannot change what we do not face” (Chang, 2006, p. 104). Early childhood educators should 

consider intentionally implementing culturally responsive classroom management to create an 

environment where all children feel safe, comfortable, valued, and actively engaged in learning 

opportunities (Klem & Connell, 2004; Wynter-Hoyte & Smith, 2020).  

Definition of Key Terms  

African American- is defined and used interchangeably in this study to represent Black 

people/race. 

Caucasian- is defined and used interchangeably in this study to represent White, or European 

people. 

Classroom management- a variety of techniques, practices, and strategies to maintain order and 

safe learning environments for students. Classroom management practices include producing an 

environment where children are focused, engaged, and learning in an orderly fashion (Culpepper, 

2000; Lindstrom, 2019).   

Culturally responsive - teaching and classroom management practices that are responsive to 

students’ linguistic and cultural backgrounds (Gay, 2002; Ladson-Billings, 1995). 
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Equity- equal for all people without regard to race, ethnicity, sex, or socioeconomic status; 

freedom from bias or favoritism (Osterle, 2000). 

Minorities- includes those population groups who choose to identify as such (e.g., African 

American, Hispanic, Latinx, Asian) in generalized populations. 

Preschool – the time before a child enters kindergarten. 

Privilege –benefits that are not earned but are enjoyed by an elite and/or specific group of people 

(Schumacher-Martinez & Proctor, 2020). 

Self-efficacy - the belief one has in their personal ability to successfully navigate through 

different situations (Bandura, 1997, Siwatu, 2007). 

Research Questions  

Six research questions guided this research: 

• Research Question 1: Is there an association between teacher privilege scores and 

culturally responsive classroom management self-efficacy scores? 

• Research Question 2: Is there an association between teacher race and privilege scores? 

• Research Question 3: Is there an association between teacher demographics and 

culturally responsive classroom management self-efficacy scores? 

o Research Question 3A: Is there an association between teacher work experience 

and culturally responsive classroom management self-efficacy scores? 

o Research Question 3B: Is there an association between teacher age and culturally 

responsive classroom management self-efficacy scores?  

o Research Question 3C: Is there an association between teacher race/ethnic 

background and culturally responsive classroom management self-efficacy 

scores? 
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o Research Question 3D: Is there an association between teacher educational 

background and culturally responsive classroom management self-efficacy 

scores? 

o Research Question 3E: Is there an association between educational sites and 

culturally responsive classroom management self-efficacy scores? 

• Research Question 4: What are preschool teachers’ perceptions of culturally responsive 

classroom management? 

• Research Question 5: What are preschool teachers’ perceptions of the value of culturally 

responsive classroom management in the classroom? 

• Research Question 6: What educational and personal preparation have preschool teachers 

received regarding culturally responsive classroom management? 
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Chapter 2. Literature Review 

This chapter will define and review existing literature on culturally responsive classroom 

management self-efficacy (CRCMSE). The chapter will provide rationale for successfully 

implementing culturally responsive classroom management strategies with high self-efficacy 

evaluation in today’s classrooms. The current teacher population is often unprepared to teach the 

growing diverse student population thus specifically leaving African American students 

(particularly males) falling further behind academically, underrepresented in academically gifted 

classes, and overrepresented in office discipline referrals, special education classes, out-of-

school suspensions, and expulsions (Sheets, 1996; Turner, 2016; Ware, 2017; Williams, 2023)  

Gaias et al. (2019) found that students who were highly engaged in their academic 

learning and classroom environments felt important, maintained positive relationships with 

teachers, were more likely to attend school, be less disruptive in the classrooms, and graduate 

from high school. Ongoing research is imperative to support the idea that culturally responsive 

classroom management is essential for providing an equitable education for all students. 

Culturally responsive teaching strategies, including culturally responsive classroom 

management, have been identified as “change agents” in closing the achievement and discipline 

gaps between students (Cruz et al., 2020; Farinde-Wu et al., 2017). 

Theoretical Framework 

Self-efficacy is a concept developed from Bandura’s social cognitive theory. Bandura 

(1997) states that learning takes place in a social atmosphere between interactions inclusive of 

internal personal, behavioral, and environmental exchanging factors.  Self-efficacy is an internal 

factor that positively affects human behavior (Bandura & Walters, 1977). Self-efficacy is the 



24 

 

belief one has in one’s personal ability to successfully navigate through different situations 

(Bandura & Walters, 1977). 

Bandura’s Self-Efficacy Theory 

 Personal self-efficacy beliefs guide and direct how an individual approaches a task. A 

person with high self-efficacy beliefs in performing specific tasks will not be deterred from 

attempting and/or completing a task. The person believes in their skills and knowledge to know 

they can complete the task (Bandura & Walters, 1977). Self-efficacy beliefs are not fixed abilities 

but are beliefs/abilities that are developed through specific domains (Bandura & Walters1977). 

Self-efficacy is developed from four areas of information:  

(1) Mastery experiences (failure or successful completion of actual task) described as 

successful accomplishment of tasks; this is the most influential source that feeds personal self-

efficacy.  

(2) Vicarious experience (role model, I can do it if they can) is observing someone with 

the same capabilities you have succeeding at a task.  

(3) Verbal persuasion (pep talk) occurs when you are encouraged to continue because 

someone believes in you; it feeds personal self-efficacy beliefs.  

(4) Physiological and emotional states (anticipated scope of personal anxiety and 

emotional feeling attached to task) where people will judge their self-efficacy based on how they 

physically react in complicated situations (Bandura & Walters, 1977). Figure 1 is a visual 

presentation of Bandura’s self-efficacy theory.                                        
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Figure 1 

Bandura’s Self-Efficacy Theory 

 

Teacher self-efficacy is defined as an individual teacher’s personal belief/self-confidence 

in their ability to successfully plan, implement, and execute specific teaching tasks. Repeated 

mastery is the largest builder of self-efficacy. When a teacher masters a task, they get a big boost 

to their self-efficacy; the teacher is confident that they can perform the task (Tschannen-Moran & 

Woolfolk, 2002).  

 Self-efficacy beliefs are systems that are active; they are developed and learned through 

specific tasks and situations privy to an individual person (Bandura, 1997; Tschannen-Moran & 

Woolfolk, 2002). In the present study, a culturally responsive teaching self-efficacy scale will be 

utilized to measure current practicing preschool teachers’ evaluation of self-efficacy in 

implementing culturally responsive teaching and classroom management. 

Culturally Responsive Teaching  

Culturally responsive teaching is a set of teaching practices that are built on students’ 

culturally diverse backgrounds while teaching and learning take place (Cruz et al., 2020). In a 

culturally responsive classroom effective teaching occurs when culturally supported learning 

experiences and the cultural strengths students bring to school are promoted, nurtured, identified, 

and employed to stimulate student achievement (Leithwood, 2021; Mitchell, 2009; Rogers & 
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Renard, 1999;). Cruz et al. (2020) describe culturally responsive teaching strategies as teaching 

practices that build on students’ diverse backgrounds simultaneously while learning is occurring. 

Culturally responsive teaching strategies employ a culturally responsive pedagogy 

approach that includes students’ personal experiences; personal learning styles; cultural and prior 

knowledge to channel teaching-learning processes (curriculum & instruction); incorporate 

students’ cultural orientation to develop equitable and compatible learning environments 

(classroom management); various opportunities and platforms to demonstrate learning 

(assessments); and providing students with skills and knowledge to succeed in society without 

losing cultural identity, native language, or cultural connection (cultural enrichment & 

competence) (Ladson-Billings, 1995). 

Major Principles of Culturally Responsive Teaching 

 Ladson-Billings (1995) states three major principles of culturally responsive teaching: 

(1) All students are expected to be academically and behaviorally successful. Academic and 

behavioral expectations are set high for all students, and all students are supported academically 

and behaviorally to obtain set expectations; (2) All students develop and/or maintain personal 

cultural identities. Students must maintain cultural integrity; they should be allowed to be 

themselves and not forced to conform to being or acting “White”; (3) Cultivating critical 

awareness in students with regards to societal norms. Students should achieve academically, 

behaviorally, and socially through their cultural background. Students should be encouraged to 

challenge ideas they feel are unfair and/or wrong. 

Asa Hilliard, an African American researcher, redefined the academic gap. Hillard stated 

that when looking through cultural lenses at the academic gap, one should look at what teachers 

expect from Black students for example, and what Black students can achieve (Jamison, 2020). 
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The academic gap, according to Hilliard, relies heavily on what expectation teachers set for 

students with regards to the actuality of what Black students can achieve. Gregory et al. (2010) 

suggest disparities in discipline strategies contribute to the academic gap between White students 

and Black and Hispanic students. Minority students are two to three times more likely to receive 

exclusionary discipline than White students, creating a discipline gap (Ware, 2017; Monore, 

2005). The discipline gap removes minority students from the learning environment creating an 

academic gap. 

Culturally Responsive Classroom Management 

Classroom management is a struggle for many preschool teachers, and it is especially 

stressful when teachers lack understanding of culturally diverse students. Teachers often 

misinterpret actions of minority students as aggressive or misbehaving when these behaviors are 

appropriate when viewed through cultural lenses. For example, a White middle-class teacher 

received her first teaching job in an urban school with majority Black students. Her first day at 

the school she observed Black males “jawing” (verbally exchanging comments about or to each 

other) and interpreted it as an aggressive argument. She was confused when the African 

American female principal reprimanded her and not the students (Weinstein et al., 2004).  In this 

example, the teacher entered a strange, totally opposite cultural experience than what she was 

accustomed to, leaving her culturally unprepared to properly know the difference between the 

verbal exchanges. 

Classroom environments are instrumental tools in teaching students. Classroom 

environments should be safe, secure, promote student learning, and development of positive self-

concept. Research indicates when students, regardless of socioeconomic status and/or race, are 

actively engaged in classroom learning, misbehaviors are decreased and academics are increased 
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(Klem & Connell, 2004). Culturally responsive classroom management and teaching happen in 

these environments. Culturally responsive classroom management dismisses the idea of 

behaviorism in favor of a perspective that accentuates the significance of self-regulation, 

community building and social decision making.  

Weinstein et al. (2004) identified five essential parts of culturally responsive classroom 

management: (1) recognize individual ethnocentrism (privilege) and biases; (2) gain knowledge 

of students’ cultural backgrounds; (3) look at the whole picture of our educational system; 

understand the social, political, and economic aspects of the system; (4) motivation, ability, and 

willingness to utilize CRCM; and (5) intentional commitment to building caring education 

communities.  

Five Essential Elements of Culturally Responsive Classroom Management 

Recognition of Individual Ethnocentrism and Biases. Multicultural competence is 

explicitly dependent upon an individual’s personal motives, beliefs, biases, values and 

assumptions regarding human behavior. However, the majority of White teachers are confused 

when asked about how they (themselves) have been affected by their European American 

identity. These teachers have experienced what Banks (2019) calls “cultural encapsulation” and 

are ignorant to the privilege of their whiteness or racial identity. These teachers are convinced 

that the White, European, cultural norms are neutral, fair, universal and conducive to everyone; 

these teachers believe that the classroom structures, programs, and discipline plans are normal 

and right (Weinstein et al., 2004). 

 It is essential that teachers explore their “Whiteness,” the many interpretations of “White 

privilege” and their White history. White teachers need to accept and understand the advantage 

given to them, and the emphasis “Whiteness” places on their individual achievement, 
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independence and overall success. It is imperative that teachers are aware of their personal 

cultural biases; ownership and awareness of these biases lessens the misinterpretation of 

behaviors by culturally diverse students thus allowing teachers to discipline and treat all students 

in a more equitable way. In summary all teachers should be aware of their individual 

unconscious assumptions and biases in order to treat all students in an equitable way.   

Knowledge of Students’ Cultural Background. The importance of cultural privilege as 

discussed above is a necessary component of CRCM, but it is not adequate by itself to empower 

European American teachers to be effective in CRCM strategies. 

 Gay (2010) articulates teachers need to understand diverse cultural heritages, how they 

distinguish behaviors as well as how they acknowledge/celebrate accomplishments, and their 

moral rules (e.g., etiquette, respect, obedience, and ethics). Teachers need to understand what is 

valued in other cultures, what standards must be met to be considered an achievement, 

preconceived social taboos, different motivators, and learning and communications styles for 

different ethnic groups. All of these aforementioned personal effects should be immersed into 

teaching and managing classroom behavior of students. 

Awareness of the Broader Social, Economic and Political Context. It is imperative 

that all teachers recognize and understand that discriminatory practices are normalized in many 

institutions in America, and education is no different. We must all understand that diversity in 

race, gender, socioeconomic status, language background and sexual orientation are linked to 

power/success. We must acknowledge that public school structure and practices (e.g., rigid 

tracking, the unbalanced distribution of resources, standardized testing) are empowering and 

promoting the privilege of a select group of students while marginalizing, placing at a 

disadvantage, and segregating other students (Weinstein et al., 2004). 
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 When looking at classroom management we must take the time to closely examine the 

policies, procedures, and practices that are currently in place. We need to determine if these 

current practices are supporting and reinforcing institutionalized discrimination. Educators must 

look at the overall trend: who is being disciplined most often (African-American males) and 

what behaviors require disciplinary actions. For example, Lipman (as cited in Nieto, 2000) noted 

than an African male received 10 days of in school suspension (ISS) for wearing one of his 

coverall snaps undone, noting that this is a stylish custom for African Americans, while 

Caucasian students received zero punishment for wearing holes cut in the thigh of their pants 

which is a stylish custom for Caucasian students. 

Educators need to reexamine the narrative of student resistance. Sleeping in class is an 

example of student resistance; however, educators need to distinguish if sleep is an expression of 

voice or not. Campbell et al. (1996) suggested that acting out is a way for students to feel some 

control in a system where they feel oppressed. Valenzuela (2005) proposes that “physical and 

emotional withdrawal from schooling is symptomatic of students’ rejection” of a system that 

they feel dismisses or ignores their language, culture, and community. In summary, schools that 

diminish resources from minority students can lead to their academic failures. 

Ability and Willingness to Use Culturally Appropriate Management Strategies. 

Teachers are challenged to reflect on classroom management strategies which promote unequal 

access to learning in the classroom. These reflections and conversations are uncomfortable but 

necessary; teachers must begin to look at classroom management tasks through “cultural lenses”. 

 Teachers are considered to have three challenges that prevent them from understanding 

cultural diversity. The first challenge is how do teachers monitor their own personal behavior in 

terms of equitable treatment (Nieto, 2000). Some questions teachers should ask and reflect upon 
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are: “Do I chastise some students more than others? Do we recommend harsher punishments 

(e.g., corporal punishment, out-of-school suspensions) for African American students versus 

Caucasian students (e.g., in-school suspensions, time out in the classroom)? Do we use 

hairstyles, clothing, and other stereotypes to judge student character, academic progress and/or 

predict behaviors?  

Second teachers should question their assumptions of “what works” in classroom 

management; they should also compare what works to the mismatches of diverse students’ 

cultural backgrounds. For example, two African American students “jawing” (friendly exchange 

of insults/comments) that look like arguing, or Chinese American students chastised for their 

quietness and unwillingness to share out loud in class because their parents have instructed them 

to be quiet and listen to learn from the teachers. 

Lastly, we should consider when it is appropriate to accommodate students’ cultural 

background and when students must make mutual accommodations. Mutual accommodations are 

defined as accommodation when teachers accept and build upon the student’s language and 

culture while equipping students and their families to function within the school culture in 

crucial areas needed for academic progress and order. For example, students who do not value 

competition can be put in collaborative groups to complete assignments and lessen misbehaviors.  
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Commitment to Building Caring Classroom Communities. Classroom management 

and order in the classroom will come only if all parties agree to cooperate (Doyle, 1986). Sheets 

(1996) reminds educators that students are not just passive recipients of teachers’ actions; 

instead, students will influence classroom actions as much as classroom interactions influence 

the student. Student reactions to teacher rules and commands depend largely on student 

perception of teacher caring; if the student feels the teacher does not care for them, the reaction 

may be to ignore the rules. When students feel care from their teachers the response will likely 

be positive; students will cooperate and comply when asked to complete a task. 

 Previous research has focused on how competent teachers were within their subject 

matter and their pedagogy. Sheets (1996) introduced “culturally responsive” discipline. The 

ultimate purpose of this “culturally responsive” discipline is to move away from the controlling 

teacher discipline strategy and into a teacher-created discipline strategy that fosters caring and 

nurturing relations with students. Culturally responsive is grounded in cooperation, 

collaboration, and the mutual return of care. A caring teacher is the foundation for effective 

teaching, learning and positive behavior in a classroom. The lack of a caring teacher produces 

inequities in education opportunities and achievement outcomes for diverse students (Gay, 

2000). Students are most motivated when they conceive that teacher believe in them, care for 

them personally and educationally; they are more likely to comply with teachers they feel respect 

and care for them (Brown, 2001; Jasmi & Hin, 2014; Miller & Mills, 2019; Rogers & Renard, 

1999). Perception of teacher caring is crucial to the success of students from diverse, racial and 

ethnic backgrounds; for many though, these relationships remain strained, tense and abusive. 

Students of color continue to feel that their teachers do not understand their perspectives, do not 
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accept them as individuals, and disrespect their cultural backgrounds on a consistent basis 

(Nieto, 2000; Sheetz, 1996). 

The commonality for culturally responsive teaching strategies and/or culturally 

responsive classroom management is based on obtaining knowledge and understanding of the 

diverse cultures of your students. Our classroom teachers must be willing to intentionally seek 

and understand knowledge about their students’ and families’ cultural backgrounds, beliefs, 

customs, and norms. 

Most of America’s school teachers are White, female, and European Americans who do 

not fully understand the behaviors of their students, how they react to certain behaviors, how 

they interpret different behaviors and how they interact with minority students as reported in 

research studies. (Gershenson & Lindsay, 2021; Hambacher & Ginn, 2021; LaSalle et al., 2020). 

This teacher population develops biases toward students who are culturally and linguistically 

diverse from themselves based on misperceptions and stereotypes (DeCastro-Ambrosetti, 2011; 

Dell’Angelo, 2016; Gershenson & Lindsay, 2021). For example, an African American student 

who is reprimanded for “talking back” (giving a response that is not warranted) to their teacher; 

the student may be putting up a defense mechanism for their friends to see that they are not weak 

and cannot be pushed around by a Caucasian female (Milner et al., 2018).  

Due in part to culturally insensitive, unprepared White teachers, students of color, 

especially African American and Hispanic males, are at a higher risk for out-of-school 

suspensions, expulsions, written discipline referrals, referral to special education, and 

identification as having emotional and behavioral disorders (Skiba, 2011; Wilkerson & 

Ramsieer, 2021). 
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Haberman (1995) explained “Whatever the reasons for children’s behavior—whether 

poverty, personality, a handicapping condition, a dysfunctional home, or an abusive 

environment—classroom teachers are responsible for managing children, seeing that they work 

together in a confined space for long periods, and ensuring that they learn” (p. 22). Haberman 

(1995) challenges every teacher to identify the real problem for misbehaviors and work 

diligently to manage the behaviors because no child can learn in a chaotic environment. 

Wlodkowski and Ginsberg (1995) stated, “Any educational or training system that ignores the 

history or perspective of its learners or does not attempt to adjust its teaching practices to benefit 

all its learners is contributing to inequality of opportunity” (p. 26). 

Teacher turnover rate in urban schools is higher than suburban schools. Teachers 

constantly leave the urban school systems, especially schools located in the inner city, because 

they are unprepared to teach these low socioeconomic, migrant, and minority students. Most 

teachers are Caucasian, middle class females who are uncomfortable and unprepared to teach the 

culturally diverse student population in the urban school settings (Crosby et al., 1999). The 

conspicuous challenge is to first convince preservice teachers to teach in an urban school setting 

and the next challenge is to train these teachers how to correctly respond to these students’ needs 

and cultural and ethnic characteristics (Brown, 2004). 

Components of Culturally Responsive Classroom Management 

Culturally responsive classroom management has many different components that range 

from choosing the appropriate curriculum to consistent communication. Effective cultural 

classroom management utilizes research-based pedagogical processes in addition to responding 

appropriately to the social, ethnic, cultural, emotional, and cognitive needs of all students 

(Brown, 2004). 
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Research shows that there are specific attitudes and processes that urban children need 

included in their classroom management plan (1) caring attitudes, (2) established assertiveness 

and authority, (3) established consistent communication processes, (4) and demanding effort.  

Caring Attitudes. Urban school children and adolescents yearn for a strong, trusting and 

“loving” relationship from their teacher. Urban children are more likely to need a “loving” 

relationship at school than suburban children (Brown, 2001). The need for a caring attitude from 

their teacher for these children comes from the lack of attention, understanding, nurturance, and 

supervision. The children described in the text above have feelings of alienation, they struggled 

with identity development too and lastly, they have unhealthy communication processes with the 

adults in their home (Dryfoos, 1998). 

 Ladson-Billings (1995) characterized an effective classroom learning environment for 

African American students as a psychological safe place for these students to feel comfortable 

and supported. The most effective teacher for urban students shows warmth and prioritizes the 

teacher-student relationship as an avenue for personal growth (Gordon, 2005). 

 Wilson and Corbett (2001) conducted extensive interviews with 150 middle grade 

students from six different schools in Philadelphia. During their research they found one 

common, continuous phenomenon: the relationship between the inner-city student and their 

teacher. Howard and Terry (2001) interviewed elementary students; he asked the students’ their 

perception of culturally responsive strategies utilized at their school. These students revealed 

they preferred teachers who cultivated a loving, caring, relationship with their students and 

established a family-community classroom environment. Research states that urban teachers 

need to establish assertiveness and require respect for authority in the classroom. Urban 

classroom environments must have clearly-stated and established expectations, excuses are not 
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allowed, and inappropriate behaviors are dealt with immediately (Delpit, 1995; Wilson & 

Corbett, 2001). Moral authority rests on parents’ and students’ perception that the teacher is 

knowledgeable of the subject matter, competent in pedagogy and committed to helping all 

students succeed in school and life (Brown, 2004).  

Delpit (1995) noted that urban children respond more favorably to direct verbal 

commands than suburban or rural children who respond more favorably to indirect verbal 

commands. Urban students may not respond to indirect commands because they are more 

familiar with direct commands from their parents. Indirect commands do not resemble a law, 

rules, or explicit directive to urban students. Teachers perceive urban students as being 

uncooperative, disrespectful, and insubordinate when students ignore a command they have been 

given; however, students innocently fail to adhere to the command because it was not a directive. 

Urban students are accustomed to directives being given by an authority figure and with explicit 

directions (Delpit, 1995). 

Established Consistent Communication Processes. Creating a positive learning 

environment requires intentionality and attentiveness to the teacher student interactions. 

Landson-Billings (1995) reported that the 8th grade students she interviewed noticed verbal and 

nonverbal communication. Ladson-Billings (1995) asked a random sample of 8th grade 

students“what do you like about your teacher?” Some of the responses were: “she listens to us”, 

“she respects us”, “she looks us in the eyes when she is talking to us” and “she smiles at us”. 

Demanded Effort. Urban, minority students, specifically African American and 

Hispanic students perceived teachers who assertively pressure students to complete their 

classwork, pay attention and improve academically were teachers who cared for them (Brown, 
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1991; Howard, 2011). An elementary school student stated that a good teacher creates a learning 

environment where all students can reach their highest academic level (Howard, 2011). 

 Culturally responsive classroom management is connected to a teacher’s capability to 

successfully utilize culturally responsive curricular materials and instructional processes. In 

2004, Brown conducted a qualitative study using 13 urban teachers who taught grades K-12. He 

used extensive interviews to determine if the teachers’ behavior plans aligned with researched 

culturally responsive classroom management processes.  

 The participants were selected based upon personal knowledge of their teaching 

effectiveness or recommendations from colleagues. The participants were from seven different 

states across the United States. The teachers were from diverse ethnic backgrounds, with an 

average of 16 years teaching experience, and the teachers taught in low socioeconomic, urban 

schools. 

 Brown (2004) developed an interview guide with 34 questions to assess how teachers 

successfully managed their classrooms. Some questions related to classroom management were: 

“How do interact with your students?”, “How would you describe your management style?” and 

“What works well with your students?” 

 Brown (2004) found five themes for successful classroom management evolve from this 

research (1) teachers should pay attention to developing personal relationships with students 

inclusive of mutual respect, (2) all learning communities should be created with care, (3) 

establish consistent communication processes, (4) teachers teaching with assertiveness and 

clearly stated expectations, and (5) establish business-like learning environments.  
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Culturally Responsive Classroom Management Self-Efficacy 

 Classroom management continues to be an issue in early childhood education. These 

notable trends are referred to as the discipline gap; as the discipline gap widens, the academic 

gap grows larger simultaneously. The major contributing factor to the widening academic and 

discipline gaps is teachers who are ill prepared to teach the growing diverse population of 

students (Gay, 2010; Weinstein et al., 2004). African American students are often punished for 

participating in misbehaviors, but when you use cultural lenses to look at the behavior, it is 

normal; teachers often misinterpret cultural behaviors for misbehaviors (Weinstein et al., 2004).  

Siwatu et al. (2017) conducted a research study using the Teacher Self-Efficacy Scale 

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

the Culturally Responsive Teaching Self-Efficacy Scale (CRTSE) to measure preservice and in-

service teachers’ self-efficacy in culturally responsive teaching and classroom management 

tasks. The participants were 380 preservice and in-service teachers from North Carolina and 

Texas. There were 236 females and 139 males.  Preservice and in-service teachers held high self-

efficacious skills and were more comfortable with teaching students how to work in groups and 

clearly communicate classroom policies. They held lower self-efficacy in the ability to use 

culturally responsive classroom management to manage a defiant child and communicate with 

parents who do not speak English. The one limitation to this study was the lack of diverse 

participants; most of the participants were White. 

Good classroom management is the key element to reducing disruptions in the classroom 

setting. Classroom disruptions are a major stress factor for the classroom teacher. Disruptions 

and student misbehaviors are detrimental to all students in a classroom. Classroom disruptions 
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impede learning for all students, threaten positive student-teacher relationships, and could lead to 

emotional exhaustion for the teacher (Wettstein et al. 2021). 

Wettstein et al. (2021) focused on how teacher’s self-efficacy beliefs and emotional 

stability influenced teacher and student perceptions of classroom management, teacher student 

relationship and classroom disruptions. The participants in the questionnaire study were 1,290, 

5th and 6th students, their class (82), and subject (82) teachers. The students and teachers 

completed questionnaires to access classroom management, classroom disruptions and student 

teacher relationships.  

Class teachers are like homeroom teachers, and subject teachers teach specific academic 

subjects, for example a math teacher. This study found that class teachers with high emotional 

stability and self-efficacy beliefs reported a more positive evaluation, when compared to 

students’ evaluation, of classroom management skills and teacher student relationships, however, 

they were more negative when relating to perception of student disruptive behavior. Both student 

and subject teachers with high self-efficacy beliefs reported a positive perception of classroom 

characteristics (Wettstein et al. 2021). 

How to Become Culturally Responsive Classroom Managers 

 A classroom teacher must have access to quality training, professional development, and 

meaningful interaction with culturally responsive pedagogy to become a competent, successful 

culturally responsive teacher. Additionally, to acquire CRT knowledge teachers must develop 

personal critical consciousness through preparation programs that allow opportunities to interact 

with authentic examples and realistic situations. It is essential to realize that failure to develop 

critical consciousness can potentially lead to validation and continuation of deficit beliefs about 

student and their families (Gay & Kirkland, 2003; Nadelson et al., 2016). Teachers must be 
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intentional when developing critical consciousness; it is often difficult to practice self-reflection 

needed to develop critical consciousness. Teachers must know their own cultural and ethnic 

values and how they influence teaching; it is imperative that teachers know their personal biases 

and truths (Gay & Kirkland, 2003) before they can understand their students’ cultural/ethnic 

backgrounds. 

Privilege 

Definition of Privilege 

 Black et al. (2007) found five authors who agreed upon the definition of privilege. Their 

definition has five core components to comprise the concept of privilege: (1) Privilege is not an 

advantage that is common or universal; it is a special advantage; (2) Privilege is given and not 

earned or brought by an individual’s effort; it is not worked for; (3) Privilege is an entitlement or 

right that is based on one’s status or rank; (4) Privilege is often exercised, enjoyed and practiced 

by specific persons causing detriment to others; (5) Finally, privilege is a status that individuals 

are often oblivious to owning; they are privileged and are unaware (Black et al., 2007). 

It is estimated that by the year 2050 the public-school population will be majority 

minority (i.e., the largest percentage of students will be from minority ethnic backgrounds). The 

increase in diverse students is a mismatch for the teacher population which is 82% White (IES, 

2020). White privilege has been a growing topic in the field of education because of the lack of 

minority teachers. Privilege has been defined as unearned benefits enjoyed by an elite or certain 

group of people (Schumacher-Martinez & Proctor, 2020).  

 It is imperative to understand how racism infiltrates all entities (political, educational) in 

America’s past and present to fully comprehend the imbalance of power between the races in 

America. Race and privilege residing in an educational system together is detrimental to the 
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academic and behavior outcomes of African American students. Many White individuals inside 

educational systems become defensive when you identify “privilege” within certain educational 

policies, procedures, curriculum, and systems level practice (Schumacher-Martinez & Proctor, 

2020). 

 Educators must disrupt and dismantle the present educational system that identifies 

students of color as different because they are not White. The assumption that “White” students 

are normal, and all other students are not normal is an idea that needs to be addressed and 

dismantled. One way to accomplish this task is by engaging in conversations about why privilege 

is only available to some people. Who has privilege in America? What does it mean to have 

privilege? These conversations are uncomfortable for some “White” people because many people 

prefer to think we live in a post-racial America free of racism, but racism still exist in America. 

White people are uncomfortable with discussing racism, so these conversations are silenced, 

allowing the topic to continue to fester and grow throughout each entity, including education in 

America (Schmacher-Martinez & Proctor, 2020).  

Dismantling Privilege 

Americans must discuss racism, dismantle present educational practices in our schools, 

and rebuild and replace these practices with interventions and solutions that provide an equitable 

education for all students and their families (McFeeters, 2019; Schauer, 2018; Witherspoon et al., 

2022). America needs to begin this process by receiving consultation about “privilege,” more 

specifically “White privilege”. 

 Brown v. Board of Education, 1954 took place almost 70 years ago. Brown v. Board of 

Education was a desegregation order, dismantling the idea that schools could be separate but 

equal. The order was enacted to provide an equitable education for all children. In 2023, the US 
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still struggles with providing all children an equitable public education. Minority students 

continue to face barriers preventing them from obtaining an education in the US (Peters, 2019). 

 It is no accident that minority students in the US still struggle with academic success 

because our educational system is rooted in White privilege and is designed for White students to 

be academically successful. This same educational system is designed for the academic failure of 

minority students demonstrated by a lack of motivation and commitment to change the narrative 

for these students. Schools serving minority students often face obstacles such as overcrowded 

classes; low yearly budgets; lack of high-quality courses; lack of access to advance placement 

classes; and lower quality library resources, extracurricular activities, etc. Schools serving 

minority students have higher teacher turnover rates due to poorly prepared teachers entering 

classrooms with culturally diverse students. Our public-school system does not provide an 

equitable education to all students and reflects a lack of willingness or commitment to affect 

change for the betterment of our minority students (Gay & Kirkland, 2003; Peters, 2019). 

White Privilege 

 White privilege and White supremacy are often used interchangeably; and both leave a 

bad taste in the overwhelmingly White-dominated field of education. Educators often neglect to 

have any conversations that use the phrases “White privilege” and “White supremacy”, but the 

avoidance of these conversations result in a misunderstanding of critical concepts like the actions 

and socialization of educators. White privilege is the benefit that White people gain from racism, 

the privilege is often automatic and not earned (Battey & Leyva, 2016), White supremacy is “the 

maintenance of the dominant position that produces White privilege”. White privilege can take 

place in systematic processes such as the educational system. The overrepresentation of White 

educators in our school system helps to substantiate a system of White supremacy that values the 
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cultural norms and education of White students over Black students but rejects any opportunities 

to adopt or incorporate any new cultural norms representative of diverse students (LaSalle et al., 

2020). 

LaSalle et al. (2020) conducted research to examine any discrepancies between student-

teacher racial composition at the school level and the impact it had on minority students’ 

perception of school connectedness and cultural acceptance.  

Participants included 360,653 high school students and 32,323 school personnel across a 

southeastern state in the US. The participants completed the Georgia Student Health Survey 2nd, 

online during the months of October and February. There was a mandated 75% completion rate 

by the state of Georgia. Students had to obtain parent consent, and student and personnel could 

withdraw from the study at any time before or during administration of the survey. 

The Georgia School Climate Scale (GSCS) consisted of 38 items using a Likert Scale 

ranging from 1 (Strongly Disagree)-4 (Strongly Agree). The subscales used in this study were 

School Connectedness and Cultural Acceptance. 

White students’ (as well as Asian, Latinx, and other students) cultural acceptance 

increased with more White teachers in proportion to White students. However, there was no 

change in African American students’ perception of cultural acceptance when there were more 

White teachers. White students perceived higher school connectedness when White teachers’ 

population was higher than the White student population, but White students reported lower 

school connectedness when there were more minorities enrolled in their school. African 

American and Asian students reported a higher school connectedness when there were more 

minorities enrolled in their school. Students who identified as “other” reported lower school 

connectedness than White students (LaSalle et al., 2020). 
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Figure 3  

Power Analysis 

 

Phase I - Sample 

 The sample for this study included preschool teachers who were currently employed in a 

Head Start, public or private educational setting in the United States of America. A total of 551 

preschool teachers completed the survey. Of them, 78 had vital missing data and were removed 

for primary analyses. This resulted in a final total of 473 participants. The participants had 

diverse years of work experience, came from various age groups, diverse racial/ethnic 

backgrounds, educational backgrounds and three different educational sites. The researcher did 

not use sex as a demographic because preschool teachers are majority female. Table 1 presents 

more detailed information about the study participants. 

Table 1  

Descriptive Statistics for Survey Participants 

Independent Variable M SD N % 

Years of Experience (Range = 1-36 years) 8.62 7.01   

Age (Range = 19-63 years) 33.46 9.40   

Racial/Ethnic Background     

White   201 42.5 

Black   120 25.4 
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Asian   37 7.8 

Hispanic   24 5.1 

Multiracial   60 12.7 

Native American   29 6.1 

Pacific Islander   2 .4 

     

Educational Background     

Less than High School   26 5.5 

High School   124 26.2 

Associate Degree   97 20.5 

Bachelor’s Degree   154 32.6 

Master’s Degree   60 12.7 

Doctorate    12 2.5 

     

Educational Site     

Head Start   143 30.2 

Public Preschool   256 54.1 

Private Preschool   74 15.6 

 

Phase I - Measures 

Culturally Responsive Classroom Management Self-Efficacy (CRCMSE) Scale 

The researcher received permission from K. Siwatu to use his Culturally Responsive 

Classroom Management Self-Efficacy (CRCMSE) scale before utilizing it for the present study 

(Appendix A).  

The CRCMSE scale (Siwatu, 2017) was used to obtain information pertaining to current 

preschool teachers’ self-efficacy to perform specific classroom management tasks that are 

associated with culturally responsive practices (Appendix B). The scale consists of 35 items 

measured on a scale ranging from 0 (not confident at all) to 100 (completely confident); (e.g., “I 

am able to address students’ behaviors with the knowledge that acceptable school behaviors may 

not match those that are acceptable within a student’s home culture”). The researcher ran the 

Cronbach’s α to test for internal consistency of the questions used on the current scale; the 
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Cronbach’s α was .996, therefore, the researcher felt confident of the internal consistency of the 

survey questions.  

Privilege Test  

The Privilege Test (McIntosh, 1990) was utilized to elicit information from preschool 

teachers pertaining to their privilege in today’s society (Appendix C). The test consisted of 27 

questions in which participants are asked to answer “yes” or “no” to statements that reflect 

privilege (e.g., “I can be in the company of my race most of the time [e.g., school, shopping, 

restaurants, movies, etc.]”). The researcher chose to reword one of the questions to provide 

clarity for the participants by substituting the word “cut” with “style” on question eight (“I can 

go any hairdresser and be sure that they can style my hair”). The researcher ran the Cronbach’s α 

to test for internal consistency of the questions used on the current scale. The Cronbach’s α for 

this scale was .890, therefore, the researcher felt confident of the internal consistency of the 

survey questions.   

Phase I - Procedures  

The researcher began to recruit preschool teachers from all educational sites immediately 

following IRB approval from East Tennessee State University. (For the Recruitment Letter, see 

Appendix D). The researcher reached out to Head Start Education Managers and Team Leaders 

(list received from former coworkers) to obtain email address for participants from Head Start 

facilities; the researcher reached out to directors of private day cares via phone and email obtain 

from telephone books and social media; and the public-school teachers’ email addresses were 

obtained through school websites and teacher web pages. The researcher utilized teacher 

friends/relatives to obtain email addresses of their coworkers.  All participants were currently 

working in a preschool classroom and lived in various states across the United States.   



51 

 

The researcher transferred the CRCMSE scale and the Privilege Test to Qualtrics, to 

develop the online survey. The researcher sent the survey link to personal email addresses she 

received from previous conferences, jobs, and school websites, and posted the survey link in 

several professional early childhood groups on social media (Appendix E). The teachers were 

asked demographical questions (Appendix F) before completing the CRCMSE scale and lastly 

completing the Privilege Test. The estimated time to complete the survey was 30-45 minutes, and 

all participants were invited to enter a drawing for a $50-gift card. The survey remained open for 

two weeks; a reminder was sent out to extend for another week. After 3 weeks the researcher 

closed the survey. 

Phase II - Sample 

A total of 317 from the Phase I sample agreed to participate in Phase II of the 

research. The researcher created an Excel sheet, and potential participants were sorted by 

educational site and CRCMSE mean scores.  The mean CRCSME score for each of these groups 

was computed: Public (M = 2208); Head Start (M = 2345); and Private (M = 2708). One 

participant above the mean and one participant below the mean was chosen for each site, for a 

total of 6 participants.  

Phase II - Measure 

A semi-structured interview (Appendix G) was used to interview the participants. There 

were seven open-ended questions that guided the interviews. Creswell (2009) states that an 

interview protocol must include instructions to ensure standard procedures are followed by all 

interviewees. A semi-structured interview allows the researcher to understand different 

perspectives and gain insight about the research; it is useful for providing deeper understanding 

of personal perceptions, explanations, feelings, ideas and thoughts (Adams, 2010).  The 
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interview protocol included seven prewritten open-ended questions from the Culturally 

Responsive Teaching Self-efficacy (CRTSE) scale. The Cronbach’s α for the scale =. 96 (Siwatu, 

2007), therefore, the researcher felt confident of the internal consistency of the interview 

questions. The researcher chose to add one question to the interview for all participants: the 

researcher asked if participants had anything that they would like to add to their interview 

answers. 

The questions probed deeper for a better understanding of interviewees’ personal 

perceptions of culturally responsive classroom management strategies, educational preparedness 

for CRCM strategies, cultural awareness, and personal belief of value and benefits of CRCM. 

The protocol was followed with all six respondents; however, the probing questions varied 

among the participants. 

Phase II - Procedures 

Once the researcher chose six willing participants, she sent a link via email. The email 

included a Qualtrics link with a welcome letter (Appendix H) and a copy of the interview 

questions for the participants to preview and answer. All participants were assigned an alias. The 

7 open-ended interview questions (Siwatu, 2007) were transferred to Qualtrics as an open-ended 

online survey. The link was sent to the 6 participants’ email addresses. Participants completed the 

online survey, and a follow-up Zoom interview was scheduled. The participants took a poll of the 

best time to compete the Zoom interview, and the interview was scheduled. The interview lasted 

approximately 45 minutes, and the participant and researcher were the only people present to 

provide confidentiality. 

The researcher transcribed notes from the Zoom recording and returned the notes to 

individual participants via email for validation of true and spoken words (member checking). 



53 

 

Once the member check had been completed the researcher made all changes, if any, and 

returned it one more time to all participants for validation of true and spoken words. The 

researcher then examined the data for common themes throughout the interviews. The researcher 

sent her analysis to a colleague (previously approved by IRB) via email to check for validity and 

reliability. The colleague examined the researchers’ analysis and was asked to create common 

themes too. The researcher and her colleague had two interviews via Zoom to compare, discuss, 

and ultimately come to an agreement of the common themes. The researcher and her colleague 

decided on four major themes: (1) culturally responsive classroom self-efficacious beliefs, (2) 

perceptions of culturally responsive classroom management, (3) preparedness for culturally 

responsive classroom management, and (4) teacher’s perception of the value of culturally 

responsive classroom management. 
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Chapter 4. Results 

Research Questions  

The present research study utilized an exploratory mixed methods design framework to 

explore if preschool teachers’ privilege scores, teacher demographics (years of experience, age, 

race and educational background) and/or educational site had an association with individual 

teachers’ culturally responsive classroom management self-efficacy scores. The researcher also 

explored the association between privilege scores and race. The researcher used Pearson’s 

correlations to answer questions 1, 3A and 3B. The researcher chose to choose one-way analysis 

of variance (ANOVA) and post hoc tests to answer research questions 2, 3C, 3D and 3E. After 

consultation with a university statistician, the researcher chose to use an ANOVA to analyze the 

previously stated research questions because this study was exploratory, and the ANOVA tests 

combined with the post hoc tests offered more information for the researcher to explore. The 

study also explored preschool teachers’ culturally responsive classroom self-efficacious beliefs, 

preparedness for culturally responsive classroom management, and perceptions of culturally 

responsive classroom management and the value of culturally responsive classroom 

management. 

Six research questions guided this research: 

• Research Question 1: Is there an association between teacher privilege scores and 

culturally responsive classroom management self-efficacy scores? 

• Research Question 2: Is there an association between teacher race and privilege scores? 

• Research Question 3: Is there an association between teacher demographics and 

culturally responsive classroom management self-efficacy scores? 
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o Research Question 3A: Is there an association between teacher work experience 

and culturally responsive classroom management self-efficacy scores? 

o Research Question 3B: Is there an association between teacher age and culturally 

responsive classroom management self-efficacy scores?  

o Research Question 3C: Is there an association between teacher race/ethnic 

background and culturally responsive classroom management self-efficacy 

scores? 

o Research Question 3D: Is there an association between teacher educational 

background and culturally responsive classroom management self-efficacy 

scores? 

o Research Question 3E: Is there an association between educational sites and 

culturally responsive classroom management self-efficacy scores? 

• Research Question 4: What are preschool teachers’ perceptions of culturally responsive 

classroom management? 

• Research Question 5: What are preschool teachers’ perceptions of the value of culturally 

responsive classroom management in the classroom? 

• Research Question 6: What educational and personal preparation have preschool teachers 

received regarding culturally responsive classroom management? 

Phase I - Survey Data Results 

In Phase I of the research, quantitative data was collected using a survey. The Culturally 

Responsive Classroom Management Scale was used to measure teacher self-efficacious beliefs 

when executing culturally responsive classroom management practices and the Privilege Test 
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was given to measure teacher privilege. The researcher uploaded all participants’ responses into 

Statistical Package for the Social Sciences (SPSS) for statistical testing.  

Sample 

There were 551 total respondents to the online survey. The researcher chose to exclude 

78 participants from the study because the participants did not complete both the CRCMSE scale 

and the Privilege test. This resulted in 473 total participants for the quantitative data analysis. 

Association Between Teachers’ Privilege Scores and Culturally Responsive Classroom 

Management Self-Efficacy Scores 

Research Question 1: Is there an association between teacher privilege scores and culturally 

responsive classroom management self-efficacy scores? 

 A Pearson correlation coefficient was computed to measure the linear association 

between teacher culturally responsive classroom management self-efficacy scores and teacher 

privilege scores. The results of the correlational analyses presented in Table 2 indicated that there 

was a significant, negative correlation between teacher privilege scores and teacher culturally 

responsive classroom management self-efficacy scores. A teacher with a higher privilege score 

will score lower on their CRMSE scale.  

Table 2 

Correlations Between CRCMSE and Privilege Scores (N = 473) 

 

 

CRCMSE scores Privilege scores 

CRCMSE scores -- -.171*** 

Privilege Test  -.171*** -- 

***p < .000 

 

Association Between Teacher Race/Ethnic Background and Teacher Privilege Scores 

Research Question 2: Is there an association between teacher race and privilege scores? 
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 A one-way ANOVA was performed to explore the association between teacher race/ethnic 

background and teacher privilege scores. The one-way ANOVA revealed a statistically 

significant difference in teacher privilege scores race; F(6, 466) = 30.80, p < .001.  

 A Levene test for homogeneity of variances was conducted, and homogeneity could not 

be assumed. Therefore, a Dunnett’s C post hoc test was utilized and revealed that there was a 

significant difference in privilege scores among races/ethnic background. Table 3 represents the 

post hoc results for race/ethnicity and privilege scores. 

Table 3 

One-Way ANOVA Race by Privilege Scores 

Race /Ethnic Background n M SD Post Hoc Results 

White                      (a) 201 23.63 4.28 a>b>c>d=e=f 

Black                       (b) 120 17.31 4.75 b<a=c=d<e<f 

Asian                       (c) 37 17.16 5.65 c<a=b=d<e<f 

Hispanic                  (d) 24 17.79 5.46                    d<a=b=c=e<f 

Native American     (e) 29 21.28 4.74 e=a>b>c=d=f 

Multiracial               (f) 60 23.53 5.44 f=a>b>c>d=e 

        

 

Whites report the highest privilege score and Asians the lowest. Whites reported 

statistically significantly higher privilege scores than Blacks, Asians, and Hispanics. No 

difference was found between White, Native American, or Multiracial privilege scores. 

 Blacks report statistical significantly lower privilege scores than White, Hispanic, Native 

American, and Multiracial privilege scores. No difference was found between Black, Asian, or 

Hispanic privilege scores. 

Asians report statistically significantly lower privilege scores than White, Native 

American, and Multiracial groups. No difference was found between Asian, Black, or Hispanic, 

privilege scores. 
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Hispanics report statistically significantly lower privilege scores than White and 

Multiracial participants. No difference was found between Hispanic, Black, Asian, or Native 

American privilege scores. 

Native Americans report statistically significant higher privilege scores than Black and 

Asian participants. No difference was found between Native American, White, Hispanic, or 

Multiracial privilege scores. 

The Multiracial group has statistically significantly higher privilege scores than Blacks, 

Asians, and Hispanics. No difference was found between Multiracial, White, or Native American 

privilege scores.  

Association Between Teacher Work Experience and CRCMSE Scores 

Research Question 3A: Is there an association between teacher work experience and culturally 

responsive classroom management self-efficacy scores? 

A Pearson correlation coefficient was performed to measure the relationship between 

teacher work experience and culturally responsive classroom management self-efficacy scores. 

Results presented in Table 4 indicated that there was a negative significant correlation between 

teacher work experience and culturally responsive classroom management self-efficacy scores. A 

teacher with more work experience had lower classroom management self-efficacy scores.  

Table 4  

Correlation Between Teacher Work Experience and CRCMSE Scores 

 

 

Teacher Work Experience CRCMSE Scores 

Teacher Work Experience -- -.240** 

CRMSE Scores  -.240** -- 

**Correlation is significant at the 0.01 level 
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Association Between Age and CRCMSE Scores 

Research Questions 3B: Is there a significant relationship between teacher age and culturally 

responsive classroom management self-efficacy scores?  

 A Pearson correlation coefficient was performed to measure the relationship between 

teachers’ age and teacher culturally responsive classroom management self-efficacy scores. The 

results of the correlational analyses presented in Table 5 indicated that there was not a significant 

correlation between teacher age and teacher culturally responsive classroom management self-

efficacy scores. 

Table 5 

Correlation Between Age and CRCMSE Scores 

 

 

Teacher’s Age CRCMSE Scores 

Teacher’s Age -- -.024 

CRMSE Scores  -.024 -- 

 

 

Association Between Race and CRCMSE Scores 

Research Question 3C: Is there an association between teacher race/ethnic background and 

culturally responsive classroom management self-efficacy scores? 

 A one-way ANOVA was performed to explore the association between teacher race/ethnic 

background and CRCMSE. The one-way ANOVA revealed a statistically significant difference in 

teacher race/ethnic and CRCMSE scores; F(6, 466) = 5.72, p < .001. 

 A Levene test for homogeneity of variances was conducted, and homogeneity could not 

be assumed. Therefore, Dunnett’s C post hoc test was utilized and revealed that there was a 

significant difference in CRCMSE scores. Table 6 represents the post hoc results for 

race/ethnicity and CRCMSE scores. 
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Table 6  

One-Way ANOVA: Race and CRCMSE Scores 

Race /Ethnic 

Background 

n M SD Post Hoc Results 

White                       (a) 201 2402.24 532.25 a<b=c=d=e=f 

Black                        (b) 120 2627.44 593.64 b>a=c=d=e>f 

Asian                        (c) 37 2409.81 451.23 c=a=b=d=e=f 

Hispanic                   (d) 24 2442.13 449.71 d=a=b=c=e=f 

Native American      (e) 29 2411.72 488.14 e=a=b=c=d=f 

Multiracial                (f) 60 2123.88 658.99 f=a<b=c=d=e 

 

Black reports the highest CRCMSE scores and Multiracial reports the lowest. White 

reports a statistically significantly lower CRCMSE score than Black. No difference was found 

between White, Asian, Hispanic, Native American, and Multiracial scores.  

 Black reports a statistically significantly higher CRCMSE score than White and 

Multiracial. No difference was found between Black, Asian, Hispanic, and Native American 

scores.  

 Asian reports no difference between White, Black, Hispanic, and Native American, and 

Multiracial CRCMSE scores.  

 Hispanic reports no difference between White, Black, Asian, Native American, and 

Multiracial CRCMSE scores. 

 Native American reports no difference between White, Black, Asian, and Multiracial 

CRCMSE scores. 

 Multiracial reports a statistically significantly lower CRCMSE score than Black. There 

was no difference found between Multiracial, White, Asian, Hispanic, and Native American 

scores. 
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Association Between Teacher Educational Background and Teacher CRCMSE Scores 

Research Question 3D: Is there an association between educational background and culturally 

responsive classroom management self-efficacy scores? 

A one-way ANOVA was performed to explore the association between teacher 

educational background and teacher CRCMSE scores. The one-way ANOVA revealed a 

statistically significant difference in teacher educational background and CRCMSE scores; F(5, 

467) =12.13, p < .001. 

 A Levene test for homogeneity of variances was conducted, and homogeneity could not 

be assumed. Therefore, Dunnett’s C post hoc test was utilized and revealed that there was a 

significant difference in CRCMSE scores. Table 7 represents the post hoc results for teacher 

educational background and CRCMSE scores. 

Table 7  

One-Way ANOVA: Educational Background and CRCMSE Scores 

Educational Background     n M SD Post Hoc Results 

Less than high school, certificate  (a) 26 2779.58 621.45 a>b=c=d=e=f 

High School/GED                         (b)        124 2220.59 562.83 b<a=c=d<e<f 

Associate Degree                          (c) 97 2403.08 563.02 c=a=b=d=<e<f 

Bachelor’s Degree                        (d)        154 2385.75 571.15 d=a=b=c<e>f 

Master’s Degree                           (e)        60 2750.88 339.74 e=a>b>c>d=f 

Doctorate                                      (f)              12 2886.00 141.50 f=a>b>c<d=e 

 

Teachers who graduated high school/GED scored the lowest on CRCMSE scores while 

teachers who have a master’s degree had the highest CRCMSE scores. Teachers who had less 

than a high school education/certificate had statistically significantly higher CRCMSE scores 

than teachers with a high school education. No difference was found between teachers with less 

than a high school education/certificate and teachers with an associate, bachelor’s, master’s, and 

doctorate degree.  
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 Teachers who had a high school education/GED had statistically significantly lower 

CRCMSE scores than teachers with less than a high school education/certificate, master’s, and 

doctorate degree. No difference was found between teachers with a high school education/GED 

and teachers with associate and bachelor’s degrees. 

 Teachers who have an associate degree had statistically lower CRCMSE scores than 

teachers with a master’s and doctorate degree. No differences were found between teachers with 

an associate degree and teachers with less than high school/certificate, high school/GED, and 

bachelor’s degree. 

Teachers with a bachelor’s degree had statistically significantly higher CRCMSE scores 

than teachers with a doctorate degree; however, teachers with a master’s degree had statistically 

significantly higher CRCMSE scores than teachers with a bachelor’s degree. No difference was 

found between teachers with a bachelor’s degree and teachers with less than a high 

school/certificate, high school/GED, and associate degree. 

Teachers with a master’s degree had statistically significantly higher CRCMSE scores 

than teachers with high school/GED, associate, and bachelor’s degrees. No significant difference 

was found between teachers with a master’s degree and teachers with less than a high 

school/certificate, and doctorate degree.  

Teachers with a doctorate degree had statistically significantly higher CRCMSE scores 

than teachers with high school and associate degree; but teachers with a doctorate degree had 

statistically significantly lower scores than teachers with a bachelor’s degree. No significant 

difference was found between teachers with a doctorate degree and teachers with less than high 

school/certificate and master’s degree. 
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Association Between Teachers at Different Educational Sites and Culturally Responsive 

Classroom Management Self-Efficacy Scores 

Research Question 3E: Is there an association between preschool teachers at different 

educational sites and culturally responsive classroom management self-efficacy scores?  

A one-way ANOVA was performed to explore the association between preschool teachers 

at different educational sites and CRCMSE scores. The one-way ANOVA revealed a statistically 

significant difference in teachers at different educational sites and CRCMSE scores; F(2, 470) = 

9.79, p < .001. 

 A Levene test for homogeneity of variances was conducted, and homogeneity could not 

be assumed. Therefore, Dunnett’s C post hoc test was utilized and revealed that there was a 

significant difference in CRCMSE scores. Table 8 represents the post hoc results for educational 

site and CRCMSE scores. 

Table 8  

One-Way ANOVA: Educational Site by CRCMSE Scores 

Educational Site n M SD Post Hoc Results 

Head Start  (a) 143 2503.31 592.31 a>b=c 

Public         (b) 258 2327.66 558.30 b<a<c 

Private        (c) 74 2621.03 449.32 c=a>b 

 

Preschool teachers at private educational sites report the highest CRCMSE scores while 

preschool teachers at public educational sites report the lowest CRCMSE scores. Head Start 

preschool teachers’ CRCMSE scores were statistically significantly higher than public school 

preschool teachers. There was no difference found between Head Start preschool teachers and 

private preschool teachers’ CRCMSE scores. 
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 Preschool teachers at public educational sites had CRCMSE scores that were statistically 

significantly lower than Head Start and private educational site preschool teachers. 

 Preschool teachers at private educational sites had CRCMSE scores that were statistically 

significantly higher than public educational site preschool teachers. There was no significant 

difference found in CRCMSE scores between private preschool teachers and Head Start 

preschool teachers. 

 In summary, the quantitative data showed several significant associations. A negative 

significant association was found between the CRCMSE scores and privilege scores, indicating 

that teachers with higher privilege scores will have lower CRCMSE scores. The data revealed 

that race had a significant association with privilege scores; the White race had the highest 

privilege scores while the Asian race had the lowest privilege scores. The data indicated a 

significant negative association between teacher work experience and CRCMSE scores 

indicating a more experienced teacher will have a lower CRCMSE scores. Race/ethnic 

background showed a significant association with CRCMSE scores: data indicated that the Black 

race had the highest CRCMSE scores, and the multiracial group had the lowest CRCMSE scores. 

A significant association was found between CRCMSE scores and educational background. It 

indicated that preschool teachers with a doctorate degree held the highest CRCMSE scores and 

teachers with a high school diploma/GED held the lowest CRCMSE scores. Data also showed a 

significant association between CRCMSE scores and educational site: teachers at private 

educational sites held the highest CRCMSE scores followed by Head Start and lastly the public 

educational sites held the lowest CRCMSE scores. 
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Phase II - Interview Data Analysis 

 A semi-structured interview was used to gather data in Phase II of the study. The primary 

researcher used content analysis to analyze the interviewees’ responses. The researcher used 

content analysis to read through all responses and analyze any trends and repeated phrases to 

create themes. Content analysis is a great technique for the researcher to conduct meaningful 

coding and categorizing of the data (Stemler, 2001) 

Characteristics of Interview Participants 

 A total of six preschool teachers completed the interview. Two participants were used 

according to their educational site. The researcher also used individual CRCMSE scores, race, 

and education; the researcher chose to disregard individual privilege scores as a demographic 

due to the lack of diversity of privilege scores in the study and to allow for a more diverse group 

of participants.  

Table 9  

Characteristics of Preschool Teacher Interviewees 

Alias Educational 

Site 

Race Education CRCMSE 

Score 

Privilege 

Score 

Caroline Private White Doctorate 2887 52 

Sharon Private  Black Master’s  2123 43 

Susie Head Start White Associate  1962 50 

Tessa  Head Start Black Bachelor’s  3143 36 

Stella  Public  Multicultural Master’s  3027 51 

Georgia Public  Black Bachelor’s 2197            33 

 

Major Category 1: Perceptions of Culturally Responsive Classroom Management 

 Culturally responsive classroom management is rooted in classroom management which 

is inclusive of all culturally and linguistic population of students (Weinstein, 2004). The six 

interviewees were asked their perception of culturally responsive classroom management; most 
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of the teachers had little to no knowledge of culturally responsive classroom management. Susan 

indicated that she “had never heard of it” at all. All participants indicated that they thought 

culturally responsive classroom management was inclusive of all children, their cultures, 

experiences and all the uniqueness they brought into the classroom. Georgia felt strongly that 

students should be in a classroom where they “felt safe and valued regardless of their cultural 

backgrounds.” The learning environment should be accommodating and equitable for all 

students; the environment should be designed for all children to succeed academically, socially, 

and behaviorally. Teachers should be culturally aware and knowledgeable of all students’ 

customs, traditions, and home life. Table 10 displays more specific perceptions of culturally 

responsive classroom management. 

Table 10  

Perception of Culturally Responsive Classroom Management 

Alias Educational Site What is your perception of culturally 

responsive classroom management? 

Caroline Private “The culture experiences, and family 

traditions that each child brings to the 

school environment that is shared in the 

classrooms.” 

 

Sharon Private “Important diversity and culture brought to 

the learning environment and family 

structure.”  

 “I keep it simple and develop relationships 

with children as my primary tool to guide 

their learning.” 

 

Susie Head Start “I have never heard of it.” 
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Tessa Head Start “My understanding is that all children are 

smart, and they all can be taught regardless 

of the color of their skin, where and how they 

are being raised.” 

 

Stella  Public “Classroom culture and practices should 

reflect the diverse culture, background and 

experiences of students.” 

 

Georgia Public “I believe all children should be in a 

classroom where they feel safe and 

important regardless of their different 

cultural backgrounds.” 

 

Subcategory: Teaching the Whole Child. The preschool teachers were asked to reflect 

on the whole child. All preschool teachers indicated that it is important to understand the whole 

child to effectively teach and discipline your students. Teachers should take time to understand 

and become knowledgeable about each students’ cultural background to successfully teach and 

discipline students. Georgia stated it is “very important if you want a child to grow and succeed.” 

She continues to say that “you have to be able to reach that child mentally, emotionally, as well 

as educationally.” Susie demonstrates how she teaches the whole child in her classroom; she 

said, “it is very important,” and she admits “it is not an easy task.” She said, “I used many 

websites and done a lot of research.” She also says “she used communication boards and a 

translator two times a week” to break down the language barriers in her classroom. 

 Tessa stated, “I think it is the most important thing to teach the whole child including the 

family; parents/guardians are part of the education of their children.” Caroline expressed that 

“parents are a child’s primary teacher.” Caroline said, “I make sure that families know that they 

are respected and are partners in contributing to their child in my classroom.”  
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 All teachers understand that teaching (academically and behaviorally) the whole child is 

inclusive of the child’s identity, cultural background, customs, and family life.  

Major Category: Culturally Responsive Classroom Management Self-Efficacious Beliefs  

  All preschool teachers took the CRCMSE scale in Phase I of the research. The range of 

the CRCMSE scale is 0 (not confident at all) to 100 (completely confident) with a possible 

overall score of 3500, and the median score of 1,750. Self-efficacy has an impact on an 

individual’s motivation, efforts, goals, and persistence in successfully completing tasks (Bourne 

& Kelley, 2021). Five of the participants felt somewhat confident with their self-efficacy scores. 

One participant, Susan, stated that she did not feel confident with her score on the CRCMSE 

scale. Susan stated that she thought she “did okay” but often “felt lost at times.” Table 11 

provides more detailed information about the different preschool teachers’ self-efficacious 

beliefs regarding implementation of culturally responsive classroom management. That 

combined data from Phases I and II show that the majority of preschool teachers are approaching 

somewhat confident or moderately confident.  

Table 11  

Participants’ Self-Efficacious CRCM Beliefs 

Alias Phase I 

CRCMSE 

Scores 

Educational 

Site 

Describe your level of confidence in 

implementing culturally responsive classroom 

management in your classroom?   

Caroline 2887 Private “I feel somewhat confident and open to learning 

more.” 
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Sharon 2123 Private “I am pretty confident with my self-efficacy 

scores in classroom management.”  

“It is somewhat easier to implement CRCMSE 

strategies in my classroom.”  

“I feel that I need more information, training, 

and exposure to feel very confident.” 

 

Susie 1962 Head Start “I think I did ok with CRMSE scale.” 

 “I felt lost at times.” 

 

Tessa 3143 Head Start “I feel very high and secure with implementing 

CRCM. Total/correct implementation will be 

difficult in a Head Start classroom.”  

“I think I did very well on the scale; however, 

there is always room for improvement.” 

 

Stella 3027 Public  “I did well on the CRCMSE scale.”  

“I am confident that I can implement CRCM in 

my classroom.” 

 

Georgia  2197 Public “I feel confident in implementing culturally 

responsive classroom management.”  

“Although I feel like I have a lot to learn and 

learning always continues.” 

“I’m confident in my learning and growth in 

these practices as well.” 

 

All teachers were asked how valuable they felt culturally responsive classroom 

management strategies’ implementation, education, and professional development would be to 

themselves and their students. All teachers felt that culturally responsive classroom management 

strategies are beneficial for students. Caroline states, “we need more diverse professors to guide 

and teach in this subject area.” The researcher asked her to explain her position, and she states, “I 

have had only one teacher who was not of my race (White) throughout my education, and it is 



70 

 

time for a change” and finishes up with “we cannot teach better if we don’t have diverse role 

models to reflect the diverse cultures of the children in our classrooms.” Sharon also stated that 

she had recognized that “my co-teachers do not treat children with respect, especially those who 

do not speak English in the program that I currently work in” which indicates to her that 

“teachers of all cultures and levels of experience need professional development.” She stated that 

“the CRCMSE scale and other resources should be offered to all teachers; those who consider 

themselves experts as well as the brand-new teachers.”  Finally, Sharon states, “we all can do 

better when we know where the gaps are and how to more appropriately teach children with 

diversity in mind, abilities and experiences.” All teachers noted how valuable CRCM would be 

in the classroom for the teachers and students; Caroline and Sharon shared more specific views 

as stated above. 

Subcategory: Cultural Awareness. All participants were asked about their personal 

experiences with other cultures and races: their personal cultural awareness. The overall theme 

indicated they had interactions with other races and took knowledge from personal interactions 

and experiences. Table 12 represents more detailed information about personal cultural 

awareness. 
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Table 12  

Cultural Awareness of Interviewees 

Alias Race Describe any personal 

experiences/interactions with 

other culture/races. 

Caroline White “I have lived in diverse 

places and have intentionally 

expanded my relationships 

with people who do not look 

like me.” 

“I have traveled around the 

world to reduce personal 

biases.” 

“These experiences have 

allowed me to see the 

importance of including 

families and their ideology in 

my lesson planning.” 

“Learning from other 

cultures has increased my 

awareness and shared 

humanity.” 

 

Sharon Black “My coworkers are from 

Asia, Mexico and the U.S.A.” 

 “I do speak with co-workers 

about how all students are to 

be treated equally.” 

“The children I serve and 

participate in my program 

are from all over the world 

and country; I support 

diversity and honor people 

for who they are.” 
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Susan White “I have taught children from 

China, Mexico, and Russia.” 

“I have some different race 

coworkers, but I do not have 

any of my team.”  

“I do not have many 

interactions with different 

race people because they do 

not live or work near me.” 

 

Tessa Black “I am an African American 

woman myself. I supervise 

mostly women who do not 

look like me.” 

“I have taught Hispanic 

children in my classroom.”  

“I interact with the families 

through family activities, 

telephone, and personal 

conversations.” 

Stella  Bi-Racial “Growing up in a bi-racial 

family gave me privy to 

interact with two different 

races from birth.” 

“I learned all customs from 

both families and made it 

easy to interact with people 

who did not look like me.” 

“I attended a Historically 

Black College (HBCU) which 

enhanced my ability to 

interact with diverse 

population of experiences.” 

“I teach in school that is 

predominantly minority 

population, and I learn daily 

but my college experience 

and upbringing make it easy 

to learn, adapt and motivate 



73 

 

me to be the best teacher for 

all my students.” 

 

Georgia Black “I am an African American 

female, and I have Black 

children who are friends 

with people of all races 

Chinese, Hispanic Bi-

Racial etc.” 

“I have learned through 

interactions with the 

diverse families with my 

children.”  

“We teach and learn about 

the different 

customs/traditions.” 

“I did not attend school in 

the Johnson City area, and 

I am shocked at the lack of 

diversity in the school 

staff.”  

“My personal educational 

journey supports my idea 

that cultural awareness is 

obtainable with the right 

intention.” 
 

 

Subcategory: Education Preparedness for Culturally Responsive Classroom 

Management. Most of the preschool teachers felt somewhat confident in their culturally 

responsive classroom management scores; however, only two teachers had educational courses 

pertaining to culturally responsive classroom management. Stella noted that she grew up in a 

mixed-race family, and her experience at an historically Black university (HBCU) was one of her 

“best learning experiences in her life, the interactions between the diverse populations gave her 

some of the best lessons” which prepared her to implement culturally responsive classroom 

management strategies in her classroom. Georgia stated, “I had to take classes that taught 
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different things about different cultures that will allow you to make children from that culture 

feel welcomed and loved in the classroom.” Georgia conducted three Zoom meetings with 

individuals from three different ethnic backgrounds which provided her with knowledge of three 

different ethnic backgrounds. The other participants stated that they had not had an educational 

course that was relevant to diversity, ethnicity, or cultural backgrounds. Tessa stated that “she 

had not had any training on classroom management.” Table 13 represents more detailed 

responses concerning teacher preparation education for culturally responsive classroom 

management.  

Table 13  

Teacher Education Preparation for CRCM 

Alias Education  Please describe any experiences of culturally 

responsive classroom management during your 

teacher preparation/program courses. 

 

Caroline Doctorate “None!”  

“My professors had no idea about this subject 

other than generic information.” 

“I have learned through teaching experiences and 

by having an open mind.” 

“More diverse professors to guide and teach in this 

subject area are needed.” 

 

Sharon Master’s “I have never had anything specific in college or 

professional development.” 

 

Susie Associate “None!” 

Tessa  Bachelor’s “I did not have any classes in classroom 

management.” 

“And none pertaining to culturally responsive 

practices in the classroom.” 
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Stella  Master’s “Most of my core classes included culturally 

responsive practices, ranging from classroom 

management, differentiation, and implementation 

of curriculum.” 

“Many of our projects included Universal Design 

for Learning for Social Emotional Learning and 

culturally responsive imbedded lessons.” 

 

Georgia Bachelor’s “I took classes that taught different things about 

different cultures that will allow me to make 

children from that culture feel welcomed and loved 

in the classroom.” 

 

Subcategory: Receptiveness of Professional Development for Culturally Responsive 

Classroom Management. Most preschool teachers had not experienced professional 

development which related to culturally responsive classroom management. Stella had the most 

experience with culturally responsive classroom management. Stella stated that “it is a part of 

her daily practice.” Stella continues to say, “I teach a large diversity of students, so honoring 

these practices are essential to teach each student so they feel respected, save and valued in my 

classroom.” All participants had a receptive attitude toward culturally responsive classroom 

management and desired to learn more about culturally responsive classroom management 

through professional development, educational courses, and other learning activities. Table 14 

represents more detailed accounts of the need and receptiveness for professional development 

and more educational courses regarding culturally responsive classroom management.  
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Table 14 

Receptiveness of Professional Growth and Education Courses Regarding CRCM 

Alias Educational Site How interested are you in learning more about 

culturally responsive classroom management?  

Caroline Private “I am eager to learn more.” Professional learning is 

important to help develop myself and skills as an 

effective teacher.” 

 

Sharon  Private “Teachers of all cultures and levels of experience need 

culturally responsive classroom management 

professional development.”  

“I am personally interested in learning more.” 

 

Susie  Head Start “Very interested.” 

 

Tessa Head Start “Extremely interested I believe all children have a 

right to a fair and equitable education.”  

“Discipline has to be given without regard to race 

color or socioeconomics.” 

 

Stella  Public “I am always willing to learn more.” 

 

Georgia Public “I am interested in learning more.” 

  

In summary, Phase II data shows that White teachers had higher privilege scores and 

lower CRCMSE scores while Black teachers had lower privilege scores and higher CRCMSE 

scores. All of the participants recognized the value of utilizing culturally responsive classroom 

management for the students. Two of the preschool teachers stated that they had some 

educational preparedness in culturally responsive practices; most of the participants had no 

educational preparedness at all in culturally responsive practices. Most of the preschool teachers 

perceived culturally responsive classroom management inclusive of all children (holistic) and 
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their customs and traditions. All participants were willing to learn, train and attend professional 

development regarding culturally responsive classroom management to improve academics and 

behavior for all students.  

 This chapter presented both quantitative and qualitative data findings. In Phase I, a 

survey was utilized to measure the associations between privilege scores, teacher demographics 

and culturally responsive classroom management self-efficacy score. The survey was also used 

to measure the relationship between race and privilege scores as well as to identify participants 

for Phase II of the study. Quantitative results were employed to choose participants in Phase II. 

The quantitative results were merged with the qualitative results to elaborate, explain and support 

the quantitative results. Further discussion of the integration of the data will occur in Chapter 5. 
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Chapter 5. Discussion 

The present majority teacher population (i.e., Caucasian, middle class, and monolingual  

female) often displays a lack of preparation and knowledge to successfully implement culturally 

responsive classroom management in their classrooms. The purpose of this study was to explore 

teacher self-efficacy regarding culturally responsive classroom management strategies. This 

study investigated whether teacher demographics and privilege have an association with 

teachers’ culturally responsive self-efficacy scores. This collective data can be used to inform 

professional development, teacher preparation programs, policies, and procedures to include 

culturally responsive classroom management strategies to better prepare teachers for the growing 

diverse student population. The data will also reveal teachers’ strengths, weaknesses and allow 

individuals to self-reflect on how to become a culturally responsive teacher. School systems can 

use the data to support practicing teachers on how to develop and adopt culturally responsive 

classroom management practices in school environments, creating safe learning environments 

where misbehavior is minimized, all children are thriving academically, and becoming 

successful productive citizens in society. 

 An important role of teachers is the expectation to inspire all students to learn while 

managing behaviors in their individual classrooms; teachers are challenged to perform these 

tasks in a culturally responsive way (Bottiani et al., 2018; Hussar & Bailey, 2019). It is essential 

that teachers manage and teach in a culturally responsive manner; this is a solution to creating an 

overall classroom climate leading to student success for all students. Culturally responsive 

teaching and classroom management continues to be a difficult task for many teachers to 

accomplish. In previous studies, teachers reported that they feel unprepared to teach in diverse 

classrooms (Hussar & Bailey, 2019; Weinstein et al., 2003).  
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 Teaching is difficult and becomes more challenging within diverse classrooms. Many 

preschool teachers feel untrained to teach in the increasingly culturally diverse classroom. 

Teachers feel unprepared despite their college coursework and professional trainings and/or 

development (Salerno& Kibler, 2013; Schauer, 2018). Current studies predict that the minority 

student population is increasing and will eventually become the majority of the student 

population in the nation by 2035, however, America’s teacher population continues to be 

dominated by White, middle class, monolingual females (Gay, 2002; Hussar & Bailey, 2019). 

This demographic discrepancy between teachers and students generates obstacles that must be 

addressed immediately within the educational sector. Every culture creates their own unique 

definitions and expectations of what is deemed “appropriate” and “inappropriate behaviors” thus 

creating strife between teachers and the diverse student population (Gay, 2018; Muñiz, 2019, 

Siwatu et al., 2017). 

 While the demographics of the public student population continues to be more culturally 

diverse and is expected to increase more in the next eight years, America continues to employ 

majority Caucasian teachers (IES, 2020). Many Caucasian teachers continue to lack the skill set 

or resources to effectively teach the growing population of culturally diverse students, resulting 

in a decrease in student achievement while increasing student discipline (Boner & Jiang, 2018). 

It is imperative to recognize that research indicates that culturally competent teachers who 

embrace culturally responsive teaching and classroom management strategies result in an 

increase in academics and a decrease in the discipline gap (Bonner et al., 2018; Herzik, 2015). 

 Sadly, current data continues to show that students of color, more specifically Black 

males, continue to be disciplined more harshly and held to lower academic expectations than 

their Caucasian peers. This alienates students from minority backgrounds, creating large 
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discipline and academic disparities in the classrooms (Ladson-Billing, 2006; Taylor & Wendt, 

2023). Consequently, it is imperative to produce teachers equipped with knowledge, beliefs, 

skills, and motivation to effectively teach and discipline these culturally diverse students (Banks, 

2019; Taylor & Wendt, 2023). 

 The purpose of this exploratory mixed-methods study was to explore the association 

between preschool teachers’ privilege scores, teacher demographics, and teachers’ culturally 

responsive classroom management self-efficacy scores. The study also explored the association 

between race and privilege scores. Lastly, the study explored perceptions, obstacles, cultural 

awareness, motivation and educational preparation for culturally responsive classroom 

management.  

Association of Preschool Teachers’ Privilege Scores with CRCMSE Scores 

 The first question in the current research was to explore if teacher privilege scores were 

associated with how teachers evaluated their culturally responsive classroom management self-

efficacy. The integration of survey and interview data in this study revealed that preschool 

teachers possess different levels of privilege and CRCMSE scores. The current survey showed a 

significant negative correlation between privilege scores and CRCMSE scores indicating that 

teachers with high privilege scores have lower CRCMSE scores. The interviewees’ responses 

support that the teachers who held higher privilege scores were less likely to feel self-efficacious 

in their culturally responsive classroom management tasks. The more privileged preschool 

teachers stated they did “okay,” and one admitted to “being confused” when taking the 

CRCMSE scale.  

 These findings could help explain the large academic and discipline gaps that exist within 

our early childhood educational systems.  Siwatu (2017) defines culturally responsive classroom 
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management self-efficacy as the individual’s belief pertaining to their personal ability to execute 

culturally responsive classroom management successfully. Self-efficacy is a key component in 

culturally responsive classroom management. Studies show teacher self-efficacy allows 

individuals to reflect on personal ideologies and values (norms); these teachers are more likely to 

show equity and unbiased behavior regarding student discipline and classroom management 

(Peters et al., 2014; Reinke et al., 2013). Research also shows that teachers with high self-

efficacious beliefs are more successful at motivating students to display behavior that is on task 

(Dell’Angelo, 2016; Gordon, 2001). Teachers who held lower levels of classroom management 

self-efficacy were linked to using more negative consequences and punishments to change 

student behavior (Gordon, 2001). Current research conducted showed a strong relationship 

between teacher usage of culturally responsive classroom management practices and student 

engagement in classroom activities (Gaias et al., 2019). The researchers found that meaningful 

engagement and participation in a non-White classroom is extremely important. Teachers with 

high self-efficacy scores in culturally responsive classroom management are more effective in 

promoting student engagement and participation in class as well as effectively using culturally 

responsive classroom management in their classroom (Siwatu et al., 2017).  

Association Between Race and Privilege Scores 

 There was a significant relationship between teacher privilege scores and culturally 

responsive classroom self-efficacy scores. The current data shows that preschool teachers with 

high privilege scores tend to have lower culturally responsive classroom management scores; 

therefore, the research explored the association between race and privilege scores. The current 

data from the survey showed that White preschool teachers held the highest privilege scores, 
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followed by multiracial preschool teachers in a close second place; it also showed that the Asian 

race held the lowest privilege scores while Blacks were just above the Asian race.  

 Privilege is defined by McIntosh (2001) as an unseen and unearned package of assets that 

a group of people use daily. Applebaum (2008) defines privilege as benefits that are taken for 

granted by a population of people, and they are ignorant of these benefits. She continues to say 

that the privileged population believe their benefits are available to everyone, and they do not 

understand that all populations do not have privy to their unearned benefits.  

 The White privileged population is often unaware and oblivious to their privilege and the 

benefits that come with having white skin; however, people of color are painfully aware of the 

mismatch of power within American institutions. White privilege has been considered the other 

side of racism. Many White people criticize racist acts but do not take responsibility for their 

privilege that supports these acts. These acts and the denial of the impact of privilege keep the 

people of color feeling like second class citizens in all institutions in America, including 

education (McIntosh, 2001).  

 A research study was conducted to examine how children first learned about races. The 

children were asked to think back to their childhood to remember how they learned about being a 

different race. Minority adults (African Americans, Koreans, Chinese, and Latino) held vivid 

memories of how they learned about racial identity. Many had painful memories; these children 

remembered they were invited to visit with friends only to find out they could not return because 

of their skin color. Minority girls remember they played with blond, long-haired, Caucasian dolls 

who look the opposite of them. On the contrary, White adults, when asked how they learned 

about being a different race often drew a blank, had no idea, and could not remember a time 
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when they realized they were White. Several of these individuals explained for them being White 

was the norm; the norm for everyone everywhere (Rothenberg, 2008).  

 Privilege continues to infiltrate American institutions for many reasons: (1) 

colorblindness - the refusal to see race and accept privilege as a reality. It is a blindness that is 

taught to White people; people who accept this idea truly believe they have earned these benefits 

(privilege) they possess, and race is not a meaningful classification for people (Gordon, 2005); 

(2) “not knowing” - the dominant group has been taught not to be informed and have a blind eye 

to the chaos caused by unjust institutions across America. The ignorance combined with blind 

vision allows the dominant group to continue to escape the consequences of unjust systems 

compared to the marginalized group while maintaining they are good people (Applebaum, 2008; 

McIntosh, 2018); (3) whitewashing - the procedure of denying race while promoting the 

Caucasian culture. Whitewashing takes place mainly in workplaces; whitewashing maintains the 

White culture as the dominant culture in workplaces (e.g., schools, state, and local political 

offices, etc.). Whitewashing becomes very powerful through hiring, firing, and promoting in the 

workplace; it allows the dominant group to be in control; and (4) White complicity - includes 

unconscious negative beliefs and attitudes (biases) against minority groups as well as the concept 

that White people benefit from racism while minority groups are marginalized. The philosophy 

of White complicity suggests that the privileged population should not shy away from hard 

conversations about their privilege but choose to participate in these discussions; there is hope 

that relationships can be established between the privileged and unprivileged. These 

conversations could help resolve the unjust systems that exists in today’s American society 

(Applebaum, 2008). 
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Association Between Teacher Demographics and CRCMSE Scores 

Association Between Teacher Work Experience and CRCMSE Scores 

 Teacher work experience showed a negative significant association on teacher CRCMSE 

scores, indicating more experienced teachers had lower culturally responsive classroom 

management self-efficacy scores. In the present study the more experienced teachers reported 

lower culturally responsive classroom management self-efficacy suggesting that the more 

experienced a teacher is the less confidence she has in culturally responsive classroom 

management self-efficacy. In 1999 Ballenger found very similar results when he studied an 

experienced teacher who lacked confidence in teaching her four-year old class of Haitian 

students. The teacher found that her normal classroom management skills were creating 

unorderly and unsafe environments for her students. She observed her fellow Haitian teachers 

who did not experience any classroom management issues and realized that she was the problem.  

 In the present study upon personal reflection participants realized that it is imperative that 

teachers learn about how to respond to every student in their classroom with the respect that they 

each bring from their homes. The teachers felt that there was a great need for implementing 

culturally responsive classroom management for all students to be successful. 

Association Between Age and CRCMSE Scores 

 There was not a significant association between teachers’ age and culturally responsive 

classroom management self-efficacy scores. It is not shocking that age is not a factor associated 

with preschool teachers’ culturally responsive classroom management self-efficacy scores 

because “privilege” is taught and established at an early age (DiAngelo, 2020; McFeeters, 2019). 
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Association Between Race and CRCMSE  

 There was a statistically significant difference in CRCMSE scores between races. The 

Black teachers had the highest CRCMSE score while the Multiracial teachers scored the lowest 

with the White teachers next in place. It is not shocking that the Black teachers have the highest 

CRCMSE scores, and there are large discipline disparities in America’s public schools, 

beginning in preschool. The demographics of students in America’s schools are approximately 

40% minority. One in five students live in poverty, and almost 10% are English Language 

Learners (ELL), but close to 90% of the teaching force remains Caucasian (Bottani & Gregory, 

2018; Garrett, 2009; Gordon, 2005). This “cultural mismatch” continues to intensify classroom 

management hardships in our American school system (Garrett, 2009). 

Association Between Teacher Educational Background and Teacher CRCMSE Scores 

 Surprisingly teachers who graduated high school/GED had lower CRCMSE scores than 

teachers who had less than a high school education/certificate; the preschool teachers with the 

least education did not have the lowest CRCMSE scores. Preschool teachers with a master’s 

degree held higher CRCMSE scores than those who held a doctorate degree. In general, 

however, the more education people had, the higher their CRCMSE scores were. It should also 

be noted that those with the least education (less than high school) and those with the most 

education (doctorate) accounted for less than 10% combined of total sample.  

Association Between Teachers at Head Start, Public and Private Preschools 

 The current research explored preschool teachers from three educational sites: Head Start, 

public and private preschools. Private preschool teachers held the highest CRCMSE scores while 

the teachers in public school held the lowest CRCMSE scores. Private preschool interviewees 

stated that as a private preschool teacher it is “much easier” to implement the classroom 
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management strategies you choose to use, while public school teachers reported their discretion 

is silenced due to policies and regulations.  

Teacher Perception of Culturally Responsive Classroom Management 

 The majority of the participants in this study perceived culturally responsive classroom 

management as inclusive of students’ personal cultural background, values and experiences. 

Georgia, a Black public preschool teacher, stated that it is a place where children feel safe and 

important. Tessa, a Black Head Start preschool teacher, stated that “all children are smart and 

can be taught regardless of the color of their skin where and how they are being raised.” 

Caroline, a White private preschool teacher, stated “the culture experiences and family traditions 

that each child brings to her classroom,” and Susie, a White preschool teacher in Head Start 

stated that she had never heard of the concept. Most of these statements give hope to a better 

perception and understanding of culturally responsive classroom management; Black and White 

teachers have an idea of CRCM as being inclusive of the whole child.  

 The follow-up question to the above questions was how do you teach the “whole child”? 

The answers again were inclusive of the child’s identity, cultural background, customs, norms 

and family life. Susie who “had never heard of culturally responsive classroom management” 

stated that it is important to her to teach the whole child, and although it is “not an easy task” she 

used websites, conducted research, used communication boards and had an interpreter come into 

her room two times a week to work with her students/families who did not speak English. 

Georgia expressed the importance of “reaching children mentally, emotionally and 

educationally”; she stated this is success.  
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Self-Efficacious Culturally Responsive Classroom Management Beliefs 

 Bandura (1977) states that self-efficacy is the belief one has in one’s ability to complete a 

task successfully. All the participants felt they were somewhat confident in their CRCMSE 

scores. Susie, a White Head Start teacher, admitted that she felt lost at times during the 

completion of the scale. The participants all felt confident but admittedly needed more 

educational courses and professional development to be the better.  

Cultural Awareness 

 One of the key elements of becoming culturally responsive classroom managers is 

knowing your own identity (Siwatu et al., 2017; Weinstein et al., 2004). The participants were 

asked about their cultural awareness. All participants felt they had learned from their interactions 

with people of other races. Caroline has lived and traveled many places arming her with 

experiences to better understand other cultures. Interestingly Sharon, a Black preschool teacher, 

reveals that “she speaks with co-workers about treating all students fairly” because she has 

witnessed her coworkers treated non-speaking English students unfairly. Stella, a Multiracial 

public-school teacher expresses that attending an historically Black college (HBCU) was the best 

preparation she could have for teaching in her majority-minority classroom. 

Education Preparation for Culturally Responsive Classroom Management 

 Classroom management is essential to be a successful teacher. Culturally responsive 

classroom management is a complex concept for all teachers but is exceptionally difficult for 

new teachers (Ateh & Ryan, 2023). Despite the importance of culturally responsive classroom 

management many teachers enter the class without the skills and knowledge to successfully 

manage a classroom. Classroom management extends further than establishing rules, rewards, 

and penalties to control student behavior. Classroom management is a combination of effective 
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teaching, restorative justice, and a safe and caring environment for students to grow 

academically (Milner et al., 2019). Research shows that classroom management is an important 

factor in academic success; however, teachers enter the classroom daily unprepared to manage 

classrooms successfully (Ateh & Ryan, 2023). 

 Two of the participants in the study had classes relating to culturally responsive 

classroom strategies in the classroom. Stella, a Multiracial public preschool teacher, stated that 

the majority of her classes taught culturally responsive classroom management and her projects 

included universal design for learning (UDL) for social emotional learning and culturally 

responsive embedded lessons. Georgia, a Black public preschool teacher, noted that she had 

classes that taught her different ideas about other cultures that she could incorporate into her 

classroom to make all students feel welcome and valued. The other participants stated that they 

had not been taught culturally responsive teaching strategies, Caroline, a White private preschool 

teacher, stated her professors had no idea about culturally responsive practices, and she said she 

felt that she would have benefitted from having professors and teachers who did not look and 

think like her. Tessa stated that she had not had any classes pertaining to classroom management. 

Sadly, this is why research must be done to show the importance of implementing culturally 

responsive teaching and classroom management strategies. 

Receptiveness of Professional Development for Culturally Responsive Classroom Management 

 The final question for the interviewees was how receptive are you to receiving 

professional development and educational courses regarding culturally responsive classroom 

management? All participants stated that they would be receptive to participating in professional 

development to increase their knowledge of culturally responsive classroom management. They 

felt that culturally responsive classroom management is valuable given the increasing diversity in 
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the classroom. The teachers expressed excitement and willingness to be better for the children. 

Tessa summed her thoughts up by stating, “All children have a right to a fair and equitable 

education. Discipline has to be given without regard to race, color or socioeconomics”. 

Implications of the Study 

 This study uncovered some uncomfortable truths about America’s educational systems 

and society. The study exposed that teachers’ race had an impact on culturally responsive 

classroom management self-efficacy and privilege scores. White preschool teachers had the 

highest privilege scores but the lowest culturally responsive classroom management scores. 

Black students are more likely to experience exclusionary discipline such as out-of-school 

suspensions, office discipline referrals and in-school suspensions than their White peers (Lozen 

& Martinez, 2020). Current research has reported that teachers who utilize knowledge of student 

culture to design, engage and discipline students experience less misbehavior and more 

engagement in instruction (Bottani et al., 2017).  

In addition, this study found that race impacted privilege scores. Privilege is unearned 

benefits to a group of individuals; these benefits are detrimental to other groups of individuals 

(McIntosh, 2011). This study shows that the color of your skin dictates privileged and non-

privileged individuals. White preschool teachers held the highest privilege scores but the lowest 

CRCMSE scores. The majority of the teachers in America are privileged, monolingual, 

Caucasian females who are often uncomfortable having conversations about race with students 

or adults. It is imperative that teachers receive support to become self-efficacious in utilizing 

culturally responsive classroom management strategies. Culturally responsive classroom 

management is a solution to addressing racial discipline disparities. 
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 The data from this study showed that the more experience a teacher had, the lower their 

culturally responsive classroom management self-efficacy scores. The majority of the 

interviewees said that all teachers experienced and unexperienced needed more 

training/education on culturally responsive classroom management. One teacher stated she “had 

never heard of it” referring to culturally responsive classroom management, and she stated “I 

was confused” while completing the scale. Not surprisingly, age had no association with 

culturally responsive classroom management scores in this study. Privilege is instilled as the 

norm at a very early age; it is unspoken and unexposed (Weinstein et al., 2004). 

 The race of the teacher in this study was associated with CRCMSE scores. Black teachers 

reported the highest CRCMSE scores. Multiracial and White teachers reported the lowest 

CRCMSE scores. The lack of Black teachers in our school system is detrimental to all students. 

Our school systems are full of privileged, White, monolingual, females placing our minority 

students at a higher risk for harsher discipline (Losen & Martinez, 2020). 

 Additionally, this research revealed that education has an association with culturally 

responsive classroom management scores. Teachers who had a high school diploma had the 

lowest CRCMSE scores, surprisingly lower than teachers that had lower than a high school 

education/certificate. The teachers who had a master’s degree had the highest CRCMSE scores. 

This study showed that more education does not automatically make one self-efficacious in 

culturally responsive classroom management.  

 This research study showed that private preschool teachers had higher self-efficacy 

scores, and Sharon stated, “it is easier to implement culturally responsive classroom management 

self-efficacy in my facility because I am the boss.” Public school preschool teachers scored the 

lowest, possibly because they have to follow tight policies and procedures.  
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 Lastly this research revealed that some teachers do not have a clue about culturally 

responsive classroom management and have realized that it is important to be informed about 

students’ and families’ cultural backgrounds to successfully teach all students. The participants 

in this study expressed the need to diversify teachers in educational systems so that all children 

can see themselves represented. The teacher preparation programs need to focus on culturally 

responsive teaching and classroom management strategies. These teachers realize the value of 

culturally responsive teaching and classroom management strategies; therefore, they are eager to 

learn, grow, and become better at culturally responsive classroom management to reduce 

discipline and academic disparities. They realize the importance of providing an equitable and 

fair education to all students. 

Limitations of the Study 

There are four limitations to the current research study. First the quantitative data was 

self-reported information; therefore, the participants may have answered the questions based on 

societal beliefs instead of their honest beliefs (Creswell, 2015). Second, the majority of the 

participants in this study were privileged, White, monolingual females limiting the ability to 

generalize the results. Third, some groups of participants were small in comparison to other 

groups (i.e., three Asian teacher, six doctorate degrees) as well as unequal representation of some 

groups. Lastly, research studies on privilege are limited because this is a very uncomfortable 

subject, and many people choose to ignore this topic; culturally responsive classroom 

management self-efficacy has limited research and assessment tools. 

Future Research 

  America’s school system should take a closer look at individual privilege and the influence 

it has on teacher classroom management. The current teacher population is dominated by White, 
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privileged, monolingual, females while our student population is increasing in diversity. Ths 

mismatch between teachers and students is producing minority students (especially Black males) 

who are being overrepresented in exclusionary discipline practices and special education classes 

(Losen & Martinez, 2020). It is imperative to research solutions to the increasing number of 

racial disparities in academics and disciplines. Research should be conducted to develop 

instruments to measure teacher privilege and culturally responsive teaching and classroom 

management strategies.  

  More research needs to be conducted on teacher race and privilege regarding classroom 

management practices. Privilege and race are two conversations that American institutions often 

choose to ignore because it causes White people to feel uncomfortable, embarrassed, and often 

puts them in a defensive state of mind (McIntosh, 2000). They often give excuses that they can’t 

help what their ancestors did; slavery wasn’t that bad; it happened in the past so why should we 

talk about it now; if White children are educated about slavery and the wrongdoing their 

ancestors exercised is exposed, their feelings will be hurt, etc. Intentional research needs to be 

conducted to create curriculum and discipline strategies where all children can succeed. Teacher 

race and privilege should be the focus of research, especially the role these factors play in racial 

discipline disparities. 

  Racial disparities in discipline have been in existence for decades; much research has 

documented the disparities and the contributing factors. However, research providing support for 

teacher self-efficacy in successful interventions (culturally responsive classroom management) 

remains inadequate and sparse (Bottani et al., 2018). Research needs to focus on creating more 

professional development, training, and support for practicing teachers to create more intentional 

culturally responsive classroom management strategies into their classroom. 
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  The diversity mismatch between teachers and students results in an ongoing conflict 

between teachers and students. Teachers lack understanding related to cultural behaviors; 

students of color are often punished for less serious crimes and more harshly for crimes 

committed by their White peers (Delpit, 2006; Gay, 2010). Preservice teachers are informed of 

the growing diversity in the classroom; however, they have different perceptions of the influence 

student diversity has on classroom management (Kwok, 2020) Current teacher preparation 

programs lack the necessary education to produce teachers who are prepared to teach in a diverse 

classroom; therefore, research needs to be devoted to developing teacher preparation programs 

that produce teachers who are well prepared to teach and manage all students in their classroom 

equitably.   

  There is a shortage of minority teachers in America’s public-school systems, specifically 

African American teachers, which is detrimental to all students (Campoli, 2017). Studies have 

been conducted and consistently show that students are punished inappropriately by teachers 

who do not understand their cultural behaviors. Minority teachers would reduce this 

misunderstanding and continue to be positive role models for students of color (Gregory et al., 

2010; Gregory & Weinstein, 2018). Research needs to be devoted to the development of hiring 

practices that will bring in more diverse teachers for our school systems. 

  There has been a continued concern for inequitable policies and procedures in our school 

for many decades. In 1970, inequitable policies, practices, and procedures were at the center of 

“the effective school movement” (Leithwood, 2021). Much research is needed to aid in 

developing educational policies, practices and procedures which are beneficial to all students, 

more specifically students of color who are most often negatively impacted by these policies, 

practices, and procedures. 
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Conclusion 

Equity in education for all students requires the dismantling of the unequitable system 

that has existed for many years; this system continues to produce disparities in academics and 

discipline (Blackstein et al., 2016) between students beginning in early childhood. Years of 

research past and present provides evidence that there are inequalities in education and society 

that are based on race, culture, and socioeconomic status (Banks, 2013). Despite the research, 

educational policies and practices fail to address the systematic racism and discrimination within 

the school system (Bishop & Noguera, 2019). Educational policies must address the 

discrimination Black and low-income students consistently encounter (Bishop & Noguera, 

2019). All educators must be intentional and understand the academic achievement, student 

placement, and discipline disparities of students of color in their perspective school systems 

(Bishop & Noguera, 2019). 

 The current study explored the association that privilege had on culturally responsive 

classroom management scores and what association race had to privilege. The results are not 

surprising: White teachers held the highest privilege scores but held significantly lower 

CRCMSE scores while Black teachers held lower privilege scores but held the highest CRCMSE 

scores. The study also explored teacher demographics associated with CRCMSE scores. The 

results revealed that years of experience, race, educational background, and educational site had 

an association with CRCMSE scores. Age was the only demographic variable that did not have 

an association with CRCMSE scores. 

 Culturally responsive classrooms are a change agent (Garrett, 2009) to the discipline 

disparities in schools, but the majority of classroom teachers today are not self-efficacious in 

culturally responsive classroom management continuing to create discipline and academic 

disparities. 
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 Overall, we must take an extensive look at our educators, their beliefs, customs, and 

ideas. It is imperative that we change the narrative of the educational system by demanding that 

culturally responsive teaching and classroom management strategies be utilized in the classroom. 

It is important that we develop teachers who are prepared to teach and manage more diverse 

students. America will need to investigate who is hired in the classroom to teach diverse 

students. We must be advocates for change to create an educational system that is equitable and 

accessible for every student. 
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Appendix B: Culturally Responsive Classroom Management Self-Efficacy Scale 

Directions: Rate how confident you are in your ability to successfully accomplish each of the 
tasks listed below. Each task is related to teaching. Please rate your degree of confidence by 
recording a number from 0 (no confidence at all) to 100 (completely confident). Remember that 
you may use any number between 0 and 100. 

 

 

 

 

# Rate I am able to: 

1  address students’ behaviors with the knowledge that acceptable school behaviors 

may not match those that are acceptable within a student’s home culture. 

2  use culturally responsive discipline practices to alter the behavior of a student who 

is being defiant 

3  create a learning environment that conveys respect for the cultures of all students 

in my classroom. 

4  my knowledge of students’ cultural backgrounds to create a culturally compatible 

learning environment. 

5  establish high behavioral expectations that encourage students to produce high-

quality work 

6  clearly communicate classroom policies to students of different cultural 

backgrounds. 

7  structure the learning environment so that all students feel like a valued member of 

the learning community 

8  use what I know about my students’ cultural background to develop an effective 

learning environment 

9  encourage all students to work together on classroom tasks, when appropriate 

10  design the classroom in a wat that communicates respect for diversity 

11  use strategies that will hold all students accountable for producing high quality 

work 

12  able to address inappropriate behavior without relying on traditional methods of 

discipline such as office referrals. 

 

 

No 

confidence 

at all 

  Moderately 

confident 

  Completely 

confident 

0 10 20 30 40 50 60 70 80 90 100 
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# Rate I am able to: 

13  critically analyze students’ classroom behavior from a cross-cultural perspective. 

14  modify lesson plans so that students remain actively engaged throughout the entire 

class period or lesson 

15  redirect students’ behavior without the use of coercive means (e.g., consequences 

or verbal reprimand). 

16  restructure the curriculum so that every child can succeed, regardless of their 

academic history 

17  communicate with students using expressions that are familiar to them. 

18  personalize the classroom so that it is reflective of the cultural background of my 

students. 

19  establish routines for carrying out of specific classroom tasks. 

20  design activities that require students to work together toward a common academic 

goal. 

21  modify the curriculum to allow students to work in groups. 

22  teach students to work together 

23  critically access whether a particular behavior constitutes misbehavior. 

24  teach children self-management strategies (e.g., deep breathing, count to ten) that 

will assist them to regulating their classroom behavior. 

25  develop a partnership with parents from diverse cultural and linguistic 

backgrounds. 

26  establish two-way communication with non-English speaking parents. 

27  communicate with students’ parents whose primary language is not English. 

28  use culturally appropriate methods to relate to parents from culturally and 

linguistically diverse backgrounds 

29  model classroom routines for English Language Learners. 

30  explain classroom rules so that they are easily understood by English Language 

Learners. 

31  modify aspects of the classroom so that it matches aspects of students’ home 

culture. 

32  implement an intervention that minimizes a conflict that occurs when a students’ 

culturally based behavior is not consistent with school norms. 

No 
confidence 
at all 

  Moderately 
confident 

  Completely 
confident 

0 10 20 30 40 50 60 70 80 90 100 
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33  develop an effective classroom management plan based on my understanding of 

students’ family backgrounds. 

34  manage situations in which students are defiant. 

35  prevent disruptions by recognizing potential causes for misbehavior. 
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Appendix C: Privilege Test  

Directions: First read all the descriptions in the box below that applies to your identity. Next 

answer yes or no to each question. Finally tally your score at the endo of the exercise. Please 

answer each question as honestly as possible.  

 

# Question Yes No 

1 I can be in the company of people of my race most of the time 

(e.g., school, shopping, restaurants, movies, etc.) 

  

2 I can be sure that no matter where I move to my neighbors in 

the location will be pleasant or neutral to me. 

  

3 I can turn on the television, open a newspaper and see people 

of my race widely represented. 

  

4 I can go to a museum or art gallery and see people of my race 

widely represented in the objects and artworks. 

  

5 People of my color are included in the story of our nation 

heritage and civilization. 

  

6 I can be sure that my children will be taught a curriculum 

which testifies to the existence of their race. 

  

7 I can go into a shop and easily find food, music, or clothes 

which represent my race or fit with my cultural traditions 

  

8 I can go any hairdresser and be sure that they can style my 

hair. 

  

9 I can count on my skin color not to work against my ability to 

obtain a job for financial stability. 

  

10 I can swear, dress scruffily or not answer letters without 

having people attribute these choices to the bad morals, 

poverty, or illiteracy of my race. 

  

11 I can speak in public to powerful group without putting my 

race on trial. 

  

12 My race will not play a role in my professional growth (e.g., 

promotions, transfers, etc.) 

  

13 I am never asked to speak for my entire racial group.   

14 I can remain oblivious of the language and customs of persons 

of color without feeling any penalty for such oblivion in my 

own culture. 

  

15 I can criticize our government and talk about how much I fear 

its policies and behavior without being seen as a cultural 

outsider. 

  

16 If a police officer stops me, I can be sure I haven’t been 

singled out because of my race. 
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# Question Yes  No 

17 I can be pretty sure that if I ask to talk to “the person in 

charge,” I will be facing a person of my race. 

  

18 I can easily buy books, children’s toys, poster, greeting cards 

or magazines featuring people of my race. 

  

19 As a child I had access to books where the heroes and 

protagonists were the same race or color as me. 

  

20 I can go home from most meetings of organizations I belong to 

feeling somewhat tied in rather than isolated out-of-place 

outnumbered, unheard, held at a distance or feared. 

  

21 I can take a job with an affirmative action employer without 

having co-workers suspect that I got it because of race. 

  

22 I can be sure that the gatekeepers in my life such as my boss 

on my landlord are the same color or race as me. 

  

23 I can be sure that if I need legal or medical help, the color of 

my skin will not work against me. 

  

24 I can choose makeup or bandages in flesh color and have them 

more or less match my skin. 

  

25 Attending elementary, middle, high schools, and universities I 

could be sure that most of my teachers were the same color or 

race as me. 

  

26 I was uncomfortable at times when answering this survey.   

Total    
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Appendix D: Recruitment Letter for Participants 

Dear Participant, 

     My name is Katherine Madison, and I am a doctoral student at East Tennessee State 

University. I am working on my PhD in Early Childhood Education (ECE). In order to finish my 

studies, I need to complete a research project. The title of my research study is “Exploration of 

Teachers’ Self-Efficacy in Culturally Responsive Classroom Management Implementation in 

Preschool Classrooms”. 

    The purpose of this study is to explore how preschool teachers rate their self-confidence (self-

efficacy) about implementation of culturally responsive classroom management strategies in 

their classrooms. For the purpose of this study, a preschool teacher includes head teachers, 

teaching assistants, behavior specialists and all others who administer classroom management 

strategies in a preschool classroom setting. 

      To participate you must be currently working in a Head Start, private childcare/school, or 

public preschool classroom in the United States. The survey should only take 15-20 minutes to 

complete. You will be asked to rate your confidence regarding classroom management strategies. 

You will also be asked to answer yes, or no statements related to privilege. At the end of the 

survey, you will be asked if you are willing to participate in a recorded Zoom interview (Phase II 

of this study). If you agree to participate, you will be asked to answer yes and submit your email 

for future contact. A limited number of people will be chosen for Phase II. If you are chosen and 

agree to participate in Phase II, direct quotations from your interview may be used, but you will 

not be identified by name, and your information will be kept confidential. Interviews will be 

scheduled at your convenience, and you will have the ability to review the transcripts of the 

interview for accuracy and correction. 
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     Since we are using technology, no guarantees can be made about the interception of data sent 

over the internet by any third parties, just like with emails. Qualtrics has security features that 

will be used: IP addresses will not be collected, and SSL encryption software will be used. 

However, your data may be identifiable if you are among the participants that will provide their 

first name and email address for the interview (Phase II) and raffle entry. Although your rights 

and privacy will be maintained, the research records may be looked at by individuals that have 

the legal right to see that information. This may include the ETSU IRB overseeing this research, 

other individuals at the university with the responsibility for ensuring we follow the rules related 

to this research, the federal Office of Human Research Protections (OHRP) that protects 

participants like you, and the research team. All information that can identify you will be 

removed from the data. This data will then be stored for possible use in future research studies. 

We will not ask for additional consent for those studies. 

     Taking part in this study is voluntary. You may decide not to take part in this study. You can 

quit at any time. You may skip any questions you do not want to answer, or you can exit the 

online survey form if you want to stop completely. As a thank you for your time, you will be 

asked if you wish to enter a raffle for a chance to win a $50 gift card. If you answer yes, you will 

be asked to provide your email address for further contact if you happen to be the winner. Each 

participant in Phase II of the research will also receive a $25 gift card as thanks for their time. 

Additionally, this study might be beneficial to Head Start, private and public preschool 

classrooms in increasing successful implementation of culturally responsive classroom 

management. 

     If you have any research-related questions or problems, you may contact me 

(madisonk@etsu.edu; 423-833-7114). I am working on this project together with my Advisor 
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(Dr. Amy Malkus). You may reach her at (malkus@etsu.edu; 410-463-0841). This research is 

being overseen by an Institutional Review Board (IRB). An IRB is a group of people who 

perform independent review of research studies. You may also contact the ETSU IRB at 423- 

439-6054 or IRB@etsu.edu for any issues, questions, or input that you may have about the 

research or your rights as a research participant. 

Sincerely,  

Katherine Madison 

Clicking the I AGREE button below indicates: 

• I have read the above information 

• I agree to volunteer 

• I am at least 18 years old 

• I am physically present in the United States 

• I am currently a teacher in Head Start, public and private school/childcare classrooms in the 

United States of America. 

• I speak English language  
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Appendix E: Invitation to Participate in Survey 

Greetings  
 
My name is Katherine Madison, and I am a doctoral candidate under the direction of Dr. Amy 

Malkus in the Department of Early Childhood Education at East Tennessee State University. I 

am currently working on my dissertation. The research study aims to explore if demographics, 

privilege, and/or self-efficacy evaluation have any impact on the implementation of culturally 

responsive classroom management. 
 

 
Your thoughts and perspectives can make a significant impact, so please consider participating in 

the study. You will be asked to fill out surveys which will take about 20 minutes. By completing 

the survey, you will have a chance to enter a random drawing for a $50 gift card. 
 

 
Please click on the link read the consent form in its entirety. 
 

 
https://etsuclemmer.iad1.qualtrics.com/jfe/form/SV_3m8WKtobjIFeLQ2 
 
Thank You, 
Katherine Madison 
 
 
 
 
 
 
 
 

 

 

 

 

 

 

https://etsuclemmer.iad1.qualtrics.com/jfe/form/SV_3m8WKtobjIFeLQ2
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Appendix F: Demographic Questions 

What is your age? 

How many years have you been in a preschool classroom? 

How would you describe yourself? 

• Caucasian/White 

• African American/Black 

• Asian 

• Hispanic/Latino 

• Native American 

• Multiracial (2 or more races) 

• Pacific Islander 

• Other 

What is the highest degree or level of school you have completed? 

• Less than a high school diploma, Certificate 

• High school diploma or equivalent (e.g., GED) 

• Associate degree (e.g., AA, AS) 

• Bachelor’s degree (e.g., BA, BS) 

• Master’s degree (e.g., MA, MS, M.Ed) 

• Doctorate 

I am preschool teacher in 

• a Head Start classroom 

• in a Public-School System 

• in a Private Childcare Facility/ School 
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Appendix G: Semi-structured Interview Questions 

1. What is your understanding of culturally responsive classroom management self-efficacy 

(CRCMSE)? 

2. Please describe any personal experiences of other cultures and races. 

3. Please describe any experiences of culturally responsive teaching during your teacher 

preparation programs/courses.  

4. How important is it to teach the whole child? 

5. Describe your level of confidence in your ability to effectively implement Culturally 

Response Classroom Management (CRCM) in your classroom? 

6. Please describe your willingness and ability to provide classroom management that is 

culturally responsive to your students. 
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Appendix H: Invitation to Participate in Semi-Structured Interview 

Greetings 

Thank you for completing Phase I or my survey. You indicated that you would be willing 

to participate in Phase II of my survey. You will find the interview questions attached to this 

email. Please feel free to complete the survey. I will follow up with a Zoom interview to review 

your answers and complete the interview process. The Zoom interview should not be longer than 

30-45 minutes. 

Please complete the survey at your earliest convenience. I look forward to getting to 

know you better through the Zoom interview 

 

https://etsuclemmer.iad1.qualtrics.com/jfe/form/SV_3F5XuFYKpr71naC 

 

Kind Regards, 

Katherine H. Madison, M.Ed 

SREB State Doctoral Fellow 

ETSU Early Childhood Education, Doctoral Candidate 

  

https://etsuclemmer.iad1.qualtrics.com/jfe/form/SV_3F5XuFYKpr71naC
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