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ABSTRACT  

 

Edwards-Hudson, Natalie D., Instructional Equity: Leveraging Universal 
Design for Learning to Address the Barrier of Race. Doctor of Education 
(Executive Educational Leadership), May 2022, Houston Baptist University, 
Houston, Texas. 

 
 

The purpose of this study was to examine the perceptions of educators’ views of social 

justice as they participate in instructional planning and design using the Universal Design 

for Learning (UDL) framework. The UDL framework, which is focused on removing 

barriers to learning and offering an equitable learning environment for all, was used as a 

lens to consider the impact of racial differences in classrooms. The participants in this 

study were self-identified as educators with UDL experience and who also have a 

familiarity with social justice issues that impact the education of students due to the 

barrier of race. This research study included data collection of responses obtained using 

the Learning to Teach for Social Justice Beliefs Scale (LTSJ-B) developed by the survey 

team of Boston College Teachers for a New Era Project.  

Keywords: universal design for learning, social justice, race, equity 
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CHAPTER I: INTRODUCTION 

Learning environments in K-12 schools are rarely homogenous. School 

demographics are rapidly changing, and so are the dynamics of neighborhoods and 

school populations. Banks (2004) predicted that our nation's school demographics would 

continue to increase in representation for students of color, and, by 2020, over half the 

student population would be students of color (Banks, 2004; Wegenke & Shen, 2005). At 

that time, teacher certification programs and schools heeded the warnings of research and 

implemented diversity and sensitivity training programs that focused on recognizing and 

calling alert to discriminatory practices (Haupu, 2014).  

Those trainings were essential in the hopes of ending racism in schools; however, 

the early diversity trainings were typically geared toward tolerance of other races and 

colorblind ideologies (Vaughn, 2002). This thinking-frame allowed maintenance of the 

existing beliefs of White privilege and continued possessive investment in Whiteness 

(Lipsitz, 2006). As a result, minimal attention has been afforded to race consciousness, 

educational staff’s beliefs, mindsets, and attitudes that directly impact the traditions and 

customary social conditions for students of color (Jayakumar & Adamian, 2017). This 

lack of attention is evident in racialized injustices such as achievement gaps between 

racial groups and exclusionary disciplinary practices that remove students of color from 

the learning environment five times more than their White counterparts for similar 

offenses (Morris & Perry, 2016). 

Public education in the United States has not adequately addressed African 

American students’ needs despite years of interventions that have been touted as 

solutions to address the achievement gap. Scholars emphasize that improving education 
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effectively must include preparing educators for socioeconomic, cultural, racial, and 

ethnic diversity in the K-12 classroom setting (Howard, 2003, 2019; Ladson-Billings, 

2000; Ladson-Billings & Tate, 1995; Milner et al., 2003; Sleeter, 1992; Smith-Maddox, 

& Solórzano, 2002).  

Researchers Noguera and Wing (2006) maintained that space and opportunity for 

conversations about race are critical for educators to improve teacher-student 

relationships, reflect personally, and discuss institutional racism. Teachers’ biased 

perceptions of students are often not acknowledged due to a lack of professional 

development in the area of cultural diversity (Garrett, 2017; McMillan-Quilantan, 2016). 

In this first chapter, the researcher presents a brief overview of the proposed study 

pertaining to a) the study’s background; b) statement of the problem; c) statement of the 

purpose and significance; d) research questions; e) definitions of terms; f) theoretical 

framework; g) limitations; h) delimitations; i) assumptions; and j) organization of the 

remaining chapters of the study. 

Background of the Study 

Professional development has historically focused on teachers' instructional skills, 

performance, and state-mandated requirements to guarantee optimal learning experiences 

(Darling-Hammond et al., 2009). The passage of Brown v. Board of Education (1954) 

desegregated U.S. public schools and provided non-White students access to education in 

hopes that education would eliminate racism (Artiles & Kozleski, 2007; Smith & 

Kozleski, 2005). Today, there is a national spotlight on social injustices against 

minorities that cannot be ignored, demonstrating a need for professional development that 

includes conversations about race in addition to the traditional teacher training and 
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development requirements (Ladson-Billings, 1994, 2000; Miller-Kleinhenz  et al., 2021; 

National Association of School Psychologists [NASP, 2021]). 

Desegregation in schools has presented challenges for communities for years. 

Some school leaders and community members did not openly embrace the change. In 

fact, Smith and Kozleski (2005) argued that desegregated schools influenced the White 

flight from public academia’s educational system. At this point, schools needed academic 

critical care. Race became synonymous with the level at which students were believed to 

perform academically, lending itself to more significant segregation problems in 

education (Annamma et al., 2013; Connor & Ferri, 2005; Sleeter, 2010). 

Consequently, this distressing acts of prejudgment and unethical practices 

eventually led to misidentified and exaggerated student disabilities such as mental 

retardation, now known as intellectual disabilities (Morgan et al., 2017). This resulted in 

overpopulated African American students in special education, and a stigma that 

indicated learning was not possible (Annamma et al., 2013; Reid & Knight, 2006; 

Sleeter, 2010). Conversely, White students with disabilities were labeled in a manner that 

would not leave them isolated and marginalized (Annamma et al., 2013; Reid & Knight, 

2006; Sleeter, 2010).  

The U.S. educational system was structured to fit the perspectives of Whiteness-

defined by Gillborn (2015) as “a set of assumptions, beliefs, and practices that place the 

interests and perspectives of White people at the center of what is considered normal” (p. 

278). Maintaining this barrier makes it difficult for many White educators to have the 

level of empathy necessary to put themselves in the position of a Black or non-White 

student (Gillborn, 2015).  
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A well-planned learning environment utilizing the Universal Design for Learning 

(UDL) framework considers overcoming all barriers to academic achievement (Center for 

Applied Special Technology [CAST], 2018). UDL can decrease obstacles in the 

educational environment using a structured curriculum designed to improve instructional 

accessibility for marginalized learners (CAST, 2018; Edyburn, 2010; Meyer et al., 2014). 

Statement of the Problem 

Teachers have limited efficacy in removing hindrances that surround race and 

racialized disparities in the learning environment. This lack of effectiveness is due to 

limited discourse in professional learnings on racial consciousness and cultural identity 

(Berry & Candis, 2013). Education professional development is not currently structured 

to facilitate conversations about race, so many facilitators do not have race talks or 

culture conversations on the impact of racial identity on the learning environment.  

Multiracial identity is crucial to this study as it addresses what it means to have a 

racially diverse classroom in which teachers understand such diversity. Teachers may 

consider themselves informed in working with racially diverse populations, but many 

continue to oppress students because they are not fully conscious how they approach 

racially diverse students from a deficit perspective (Kohli et al., 2017). This avoidance 

leads to continued uninformed bias and further marginalizes students of color (Mayfield, 

2019). Race is a variable that plays a significant role in classroom culture. Planning for 

removing this barrier requires honest dialogue and a willingness to lean into discomfort if 

inequities are to be dismantled (Haupu, 2014). 
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Statement of the Purpose and Significance 

This study examines the perceptions of educators’ views of social justice as they 

participate in instructional planning and design using the (UDL) framework. UDL, which 

is focused on removing barriers to learning and offering an equitable learning 

environment for all, was used as a lens to consider the impact of racial diversity in K-12 

classrooms. Perceptions of the educators were measured using the Learning to Teach for 

Social Justice-Beliefs (LTSJ-B) Scale developed by the survey team of the Boston 

College Teachers for a New Era (Enterline et al., 2008; Ludlow et al., 2008).  

Nationally, there has been an increased awareness of and attention to racism and 

racial injustices in the United States. This study is significant because the dialogue can no 

longer be ignored. These daily conversations about events in our communities impact all 

students and thus affect what happens in those students’ learning environments. 

Participants in this study were sourced from two social media platforms, Facebook and 

Instagram, via snowball sampling (Kirchherr & Charles, 2018). The experienced 

educators who volunteered indicated an understanding of the UDL principles and were 

familiar with education’s social justice and equity issues.  

Research Questions 

RQ1: What are educators' perceptions of social justice as it relates to designing 

equitable learning environments?  

RQ2: What are educators' perceptions of the importance of racial consciousness 

and equity in the classroom? 

RQ3: What are educators' perceptions of how to remove barriers in an effort to 

create an equitable learning environment?  



 
 

 

 

6 

Definition of Key Terms 

For this study, the following terms and definitions guided the research: 

Accommodations: An accommodation is defined as a change in how testing or 

classroom work is administered that does not substantially alter what the testing or 

assignment measures; eleven appropriate accommodations are made to level the playing 

field in the identified skill deficit area (Wright & Wright, 2009). 

Colorblindness: The term colorblind suggests that race is unimportant and should 

not be considered (Worthington et al., 2008). 

Cultural Responsiveness: "Using asset-based knowledge of various racial/ethnic 

cultures, views, and experiences and incorporating them into teaching and learning to 

strengthen and enrich the school system and the community at large" (Baltimore County 

Public Schools, 2020, p. 1). 

Teacher Efficacy: Teacher self-efficacy (TSE) refers to a teacher's belief in their 

ability to perform actions and tasks necessary to successfully do a specific teaching task 

in education (Tschannen-Moran et al., 1998). 

Equity: Equity ensures justice for all students, regardless of race, in educational 

opportunities. Equity is not equality but rather a lack of bias, giving each student the 

chance to excel in school (Colorado Children's Campaign, 2022). 

Implicit Bias: Implicit biases are the attitudes or prejudices that impact our 

awareness, behavior, unconsciously" (Staats, 2015). 

Inclusion: Inclusion is teaching children with disabilities with adequate aids and 

resources in the same classroom as non-disabled peers. Inclusive students can receive 
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instruction from both a general education teacher and a special education teacher 

(McMillan, 2008). 

Privilege: Privilege is a right or advantage given to some people and not others. 

Race: “Race” is a socially constructed characterization of individuals based on 

skin color and culture (Singleton & Linton, 2014, pp. 58–65).  

Racial Microaggressions: Racial microaggressions are generally characterized as 

subtle threats, low expectations, disregard, brief and daily verbal remarks, indignities of 

actions and environment, deliberate or unintentional (Meeks, 2010). 

Racism: Racism, according to Courageous Conversation About Race, is any act 

that even unwittingly tolerates, accepts, or reinforces racially unequal opportunities or 

outcomes for children to learn and thrive (Singleton & Linton, 2014, pp. 58–65). 

Students of Color: Individuals who have roots in one or more of the following 

racial or ethnic groups and identify as persons of color: African, Latino or Hispanic, 

Asian, South Asian, Native American, Middle Eastern, Pacific Islander (Losen & 

Martinez, 2013). 

Systemic Racism: Systemic racism is a social framework intended to grant 

members of ethnic groups deemed to be the minority differential access to facilities, 

benefits, and privileges (Feagin, 2014). 

Theoretical Framework 

Bandura's (1977) Social Learning Theory (SLT) is a useful theoretical lens for 

viewing the practice of using the UDL guidelines to guide this study. SLT asserted that 

observations, demonstrations, and social imitations are foundational to acquiring 

knowledge (Bandura, 1977, 2016; Bandura & Walters, 1963). UDL offers flexibility and 
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customization through strategic planning for inevitable learning environment barriers, 

notably within the 21st century culturally and racially diverse K-12 classrooms (Bell, 

2016). There is no magic bullet to meet every students’ learning variances. Use of 

Bandura’s (1977) SLT incorporated with the tenets of UDL is critical to moving from a 

one-size-fits-all learning environment toward a genuine differentiated one (Evmenova, 

2018). Through social learning and the UDL model, differentiated instruction is a valid 

solution to adapting classroom activities to each student’s learning disparity (Bandura, 

1977, 2016; CAST, 2018) .  

Bandura and Walters (1963) discovered that new behavioral patterns might be 

learned by direct exposure or by studying others’ behaviors in a social learning 

environment. Bandura (1977, 2016) furthermore found that environmental activities, 

apart from those that are intrinsically aversive, have little impact on a child's affect or 

behavior during their early stages of growth and development.  

Bandura (1977, 2016) asserted that children quickly learn which activities have 

predictive importance for directing their actions in daily life through direct and indirect 

experiences. Children continually establish and modify their aspirations as they endeavor 

for achievement; they also exploit the role of their self-efficacy beliefs as they undergo 

this process (Bandura, 1991, 2013; Bandura & Locke, 2003; Vancouver, 2000). In fact, 

UDL practices embrace Bandura's (1977, 2016) assumptions and confirm that prime 

learning opportunities should be strategically planned for by using flexible student 

workgroups that encourage positive social interactions leading to improved engagement 

and increased work completion (Rao & Currie-Ruben, 2016). Moreover, learning occurs 
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across contents and activities, multiple times daily, and in various settings throughout the 

school and classroom. 

UDL was designed to remove obstacles to learning and extend access to people 

with disabilities. CAST (2018), a nonprofit research and development organization, 

works to broaden learning opportunities for all people, including those with disabilities 

(Edyburn, 2010). The foundation of UDL informs that classrooms naturally contain 

racially and culturally diverse students as well as unique students with disabilities 

(Burgstahler, 2015; Burgstahler & Cory, 2008; Rose et al., 2008). When the instruction 

and instructional setting are designed to meet the needs of those students needing 

individual support, all students benefit. Furthermore, UDL supports teachers’ efforts to 

resolve the challenge of diversity by offering versatile teaching tools, strategies, and 

practices that direct the creation and production of inclusive curricula for all learners 

(CAST, 2018; Edyburn, 2010; Rao et al., 2014). 

The cognitive components of Bandura’s original SLT regarded learning that is 

affected by behavioral and environmental factors occurring in moments of observing 

others during social interactions. Additionally, Bandura’s Social Cognitive Theory (SCT) 

(1989, 1991, 1994), originating from SLT, posits that while individuals do learn from 

watching and modeling others in their environment, learning is contingent on the role of 

cognitions in determining individuals’ behaviors (Bandura, 1989, 1991, 1994). Both SLT 

and SCT demonstrate that the nature of an individual’s environment contributes to how 

they behave and learn.  

Various human behavior theories combine cognitive psychology with behavior 

modification principles (Bandura, 1974, 1977, 1989; Chaiklin, 2003; Gardner, 1973; 
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Neisser, 1967; Skinner, 1953; Vygotskij, 1978). Implementing the UDL framework in 

classrooms extends moments of behavioral observations that occur by way of SLT and 

links research on cognition and the brain’s neural pathways to inform teachers’ planning 

decisions. As such, UDL offers multiple means of content representation and considers 

various manners of student expression (CAST, 2018).  

These multiple approaches to the representation of content and multiple options 

for student expression enhance pro-social interactions between all students and ensure 

that they can learn from one another, from their teachers, and support staff (Bandura, 

1977; Rao & Currie-Ruben, 2016). Through self-reflective investigations, students learn 

from one another via the social learning theory pathways (CAST, 2018). 

This study examined educators’ perceptions and their ability to develop culturally 

responsive instruction to meet the needs of every student's cultural identity by utilizing a 

UDL lens. The Learning to Teach for Social Justice-Beliefs (LTSJ-B) Scale, developed 

by the survey team of the Boston College Teachers for a New Era (Ludlow et al., 2008), 

measures the components of the educators’ perceptions on gaining access to adequate 

discussions and professional development about race, and equity in the design of 

educational settings.  

The UDL model provides multiple means of engagement to ensure that all 

students can equitably participate in social learning situations and thereby increase their 

self-efficacy beliefs (Bandura, 2013). UDL also provides opportunities for various means 

of representation, action, and expression, allowing learners to demonstrate their learning 

in meaningful ways and connect with other learners.  
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Limitations 

Limitations in research are matters and occurrences that arise in the study which 

are out of the researcher's control. While this study presents some significant implications 

for the application of encouraging conversations about race within a UDL framework, 

there are some limitations. The limitations of the study include the following: 

1. The survey used is a self-evaluation of educators’ perspectives with experience 

in lesson design, a general understanding of Universal Design for Learning 

(UDL), and an understanding of the impact of social justice issues on 

education. 

2. The sample of participants sourced from snowball sampling through social 

media may not represent the general population of educators. 

3. The researcher has previous knowledge and training in Universal Design for 

Learning (UDL) and Courageous Conversations about Race (CCAR). As a 

special education specialist employed at an Educational Service Center in 

Southeast Texas, the researcher has facilitated professional development for 

educators related to both UDL and CCAR.  

Delimitations 

Delimitations of a study are characteristics that result from the limitations 

included in the scope of the study and are designated by the researcher using conscious 

elimination and inclusion choices (Leedy et al., 2019; Simon & Goes, 2018. 

Delimitations of this study included the following: 

1. Participants in this study were recruited from two social media platforms via 

snowball sampling. The experienced educators who volunteered indicated an 
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understanding of Universal Design for Learning (UDL) principles and were 

familiar with education’s social justice and equity issues. Facebook and 

Instagram social media platforms were used. The technique allowed the 

researcher to reach a specifically trained group of participants, which would 

otherwise be hard to find in a reasonable amount of time.  

2. The survey used in this study was a self-report measure, and no observable 

practices were examined. 

Assumptions 

Four general assumptions of this study were: 

1. The survey used in this study was valid for the purpose intended; 

2. The participants understood the survey and responded objectively and honestly; 

3. Interpretation of the collected data reflected what participants intended; and 

4. Researcher bias did not interfere with the outcomes of the study. 

Chapter I Summary 

This study is organized into five chapters. Chapter I included an introduction, the 

background of the study, a statement of the problem, a statement of the purpose and 

significance, the research questions, definitions of terms, the theoretical framework, and 

the study’s limitations, delimitations, and assumptions.  

In Chapter II, the researcher provides a review of the literature, including a) an 

introduction; b) the historical background on segregation and desegregation in schools; c) 

systemic racism in education; d) universal design for learning; e) the intersectionality of 

UDL and equity; and f) a summary.  
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In Chapter III, the researcher describes the methodology used in this study. The 

sections in the methodology chapter include research design, context and setting, 

participants, instrumentation, reliability and validity, data collection, researcher bias, and 

data analysis. Chapter IV describes the collected descriptive data analysis and results for 

this case study. The chapter includes information on the results addressing the three 

research questions. Chapter V contains a summary of the purpose statement, a discussion 

of the findings, conclusions, implications, and future recommendations. 
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CHAPTER II: REVIEW OF LITERATURE 

In recent years, a proposed solution to leveling equity within the education 

landscape includes delivering a learning environment that connects with all contexts, 

improving learning and participation, promoting student performance, and changing 

program designs and teacher growth by coaching (Choi et al., 2017; Sailor, 2015). As a 

result, the conversation has shifted to the curriculum but has neglected to address equity 

and race in education in part because of the common misconception and belief that 

Brown v. Board of Education (1954) abolished racism in education. This quantitative 

study examined the perceptions of educators’ about social justice as they relate to 

instructional planning and design using the UDL framework.  

Historical Background on Segregation and Desegregation in Schools 

The works of W. E. B. DuBois and Black activists were the catalysts that 

provoked a change in the miseducation of African Americans. The party known as the 

Niagara Movement contributed to the founding of the National Association for the 

Advancement of Colored People (NAACP), a racially diverse group committed to 

addressing segregation and discrimination (Brown et al., 2007). Black and White 

children, especially in the southern public schools, could not attend school together 

lawfully in the United States. The courts supported this division. The 1896 Supreme 

Court case in Plessy v. Ferguson ruled in favor of "separate but equal" facilities 

(Butchart, 2007). 

Black students were underserved in separate schools and were not provided the 

same quality of education as Whites under the "separate but equal" ruling, and this would 

persist until 1954. For example, Blacks were provided substandard educators who were 
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unqualified to teach, there was a lack of resources, and transportation was minimally 

supplied compared to such services afforded to Whites (Williams, 2005). Separate but 

Equal was not working favorably for Blacks and went unchallenged until 1954, the onset 

of the case of Brown v. Board of Education of Topeka, Kansas (Kirk, 2007). 

Consequently, five different lawsuits were filed and challenged separately in Topeka, 

Kansas, to address the issue regarding education (Whitman, 1993). In public schools, all 

five cases were brought under the Brown name and disputed the constitutionality of 

"separate but equal" (Whitman, 1993). 

In the Brown decision, the courts set out to abolish segregated school districts 

throughout the United States. On May 17, 1954, the U.S. Supreme Court passed one of 

the most significant rulings in education (Brown et al., 2007). A unanimous vote of 9-0 

opinion in the Brown v. Board of Education (1954) was the first formal government 

acknowledgment of oppression, unequal inner workings of racialization, and school 

discrimination (Lamkin, 2016). Desegregation plans were severely stalled due to the fact 

that most communities were in favor of maintaining segregation. This was despite the 

Brown ruling responsible for devising and implementing a sound desegregation plan 

(Bean, 2017). Appropriate school timelines and proper procedures to allow access to all 

students were not a priority. Therefore, the issue of desegregation was law, yet delayed 

(Bean, 2017). 

The Brown v. Board of Education II decision was released one year later, in 1955, 

to remedy this situation. Under Brown II, the Supreme Court ruled that under the 

direction of federal district courts, desegregation would take effect at a "deliberate speed" 

(Brown v. Board of Education II, 1955, pp. 301). According to Orfield and Eaton (1996), 
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school leaders did not uphold the deliberate pace decision; some schools were segregated 

for another decade before desegregation laws were thoroughly followed. In fact, 99% of 

Southern Black students still had to attend segregated schools until 1964, when the Civil 

Rights Act was passed and provided the leverage pro-desegregation activists needed. 

School districts were forced to begin aggressively incorporating students of all races or 

risk losing federal funds (Orfield, 2014). The mandate for rapid desegregation from the 

federal government did little to remedy the Eurocentric views that are perpetuated by the 

curricula that generally focuses on European history.  Eurocentrism occurs when non- 

European societies are ignored and/ or ignored (Utt, 2018).  

Grant and Gillespie’s (1993) list of ten biases pervaded the U.S. educational 

system and exposed how biases have monopolized books, materials, and school curricula 

since the beginning of education in America. These biases leave little to no room for free 

expression and creativity. Both inadvertently and unintentionally, these prejudices foster 

the supremacy of a single vision and negate the achievements rendered worldwide by 

different communities. The ten biases were:  

1. Bias by omission: Selecting information that reflects credit on only one group, 

frequently the writer’s or speaker’s group. 

2. Bias by defamation: Calling attention to faults of people of color or minorities 

rather than virtues, misrepresenting their nature. 

3. Bias by disparagement: Denying or belittling the contribution of minorities to 

mainstream culture. 

4. Bias by cumulative implication: Constantly creating the impression that only 

one group is responsible for positive development. 
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5. Bias by (lack of) validity: Failing to ensure that information about issues is 

accurate and unambiguous. 

6. Bias by inertia: The perpetuation of legends and half-truths that promote 

nationalism by failure to keep abreast of current scholarship. 

7. Bias by obliteration: Ignoring significant aspects of the history of Indigenous 

people. Indigenous peoples have a special relation to and sustainability skills 

for life on traditional land. 

8. Bias by disembodiment: Referring in a causal and depersonalized way to a 

group of people. 

9. Bias by (lack of) concreteness: Dealing with a race or group in generalizations 

that apply shortcomings, or positive characteristics, of one individual to the 

group. To be concrete, the material must be factual, objective, and realistic. 

10. Bias by (lack of) comprehensiveness and balance: The failure to mention all 

relevant facts that may help form student opinion. 

 

This list reflects prejudice, bias, and injustice against minorities. However, this can be 

avoided in schools because teachers who are culturally aware through instructional 

coaching and development have been found to create safer learning spaces for students of 

color and marginalized communities. 

Race as a Social Construct 

Nations have benefitted enormously from hate, division, and the myth of race; 

therefore, studies on differences in intelligence between individuals and classes, 

especially on differences in sex and race, often create contention and harsh criticism 

among researchers who study them. In fact, 30 years of research from Rushton and 
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Jensen was accused of being pseudoscience because race was considered an artificial 

social construction (Tate & Audette, 2001). In North America, the concept of race arose 

from unfavorable material conditions as a systemic way of culturally analyzing and 

perceiving reality (Gravlee, 2009). Race categorizing then led to racial bigotry rooted in 

social, political, and economic systems (Harris, 1964).  

Race was a concept intended for simple purposes but has been complicated by 

society. Society assigned people to racial groups based on artificial features such as hair, 

skin color, texture, and facial characteristics (Appiah & Gutmann, 1996). Moreover, 

researchers found no genetic racial markers, and ethnic recognition was not chosen 

willingly or biologically-established (Appiah & Gutmann, 1996). Consequently, ages of 

inequality, mistreatment, and hate have been built on unsubstantiated theories, biases, and 

beliefs. 

These fundamental principles of race have been debunked and criticized on moral 

grounds (Malik, 1996). According to science, the implication that society can be 

separated using outer appearances to define classes of people has been proven as a futile 

measure (Appiah & Gutmann, 1996). Regrettably, decades of injustice, unfair treatment, 

and discrimination have been founded on groundless prejudices (Appiah & Gutmann, 

1996). Subsequently, race disparities historically identified were reconditioned, and the 

ideas of pluralism offered an apology for racial inequality and portrayed them as the 

natural result of cultural differences (Malik, 1996). These practices of categorization led 

to the idea of “whiteness.” Whiteness, which is more than an identity category, is a 

position of power created and upheld through the caste systems of colonialism, slavery, 
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segregation, and oppression (Nichols, 2010). Whiteness is not a myth, nor is it immune 

from affecting the field of education.  

Systemic Racism in Education and Institutions 

The reluctant admission that the United States is a discriminatory nation and that 

bigotry is profoundly rooted in U.S. society's structures and practices have been 

significant and uncomfortable to explore (House, 1999). In the United States, what has 

always been a very challenging issue to explore has been bigotry's nature. African 

inferiority was not built on confirmed or biological certainty; instead, it was built on skin 

color and used by some Europeans to support the idea of enslavement for socioeconomic 

convenience. Enslaving Africans was accepted by Europeans because it was 

economically convenient (Derenoncourt, 2018). 

African Americans have seen significant progress after separate but equal in 

education was ruled unconstitutional by the Supreme Court; however, more work needs 

to be done (Diamond, 2006; Diamond & Spillane, 2016; Hannah-Jones, 2014; Walters, 

2001). According to Farkas (2003), on average, African American, Latino, and Native 

American children begin school with lower academic speaking, reading, and early math 

skills. They have less exposure to general knowledge than White and Asian American 

children. This is partly due to minorities not being granted access to education for 

hundreds of years after Whites. Even afterward, the poorest quality of the education 

permitted was deplorable compared to the White population. The educational 

assessments between African American and White students’ accomplishments and 

performance contradict the importance of equity in education. 
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The overwhelming majority of students, parents, school and district officials, and 

community members unintentionally upheld systemic biases against non-Whites by 

endorsing and accepting written guidelines, procedures, legislation, standards, and 

traditions. In Texas, for example, the structured injustice of a property tax-based school 

funding program still exists today. Funding based on property values unfairly favors 

wealthier communities to the detriment of poorer communities (Semuels, 2016).  

[H]igh-poverty districts spend 15.6 percent less per student than low-poverty 

districts do … [which] … can irreparably damage a child’s future, especially for 

kids from poor families. A 20 percent increase in per-pupil spending a year for 

poor children can lead to an additional year of completed education, 25 percent 

higher earnings, and a 20-percentage-point reduction in the incidence of poverty 

in adulthood (Semuels, 2016, para. 8). 

White parents, educators, school or district officials seldom challenge written 

guidelines, procedures, regulations, expectations, and customs since these policies exist 

to help White children. In fact, African American parents were viewed as disruptive 

when challenging policies or written rules (Bell et al., 2016; Brayboy et al., 2007; House, 

1999; Owens, 2018). These parents were ridiculed for not wanting to follow the rules and 

policies established for the benefit of all students. A closer examination of those rules 

clearly illustrated an intent to “severely disadvantage minorities” (House, 1999, p. 2). 

Several factors play an integral role in institutional racism and disparities, such as 

environment, culture, and individual. White privilege and racism are structural and 

organizational, yet they function at institutional levels to promote individual behaviors 



 
 

 

 

21 

and environmental factors (Ferber, 2012; Harper, 2009; Harper & Davis, 2012; Iverson & 

Jaggers, 2015; Patton et al., 2007; Singer, 2005). 

According to Bell et al. (2016), when Whites are incapable of acknowledging the 

existence of internalized dominance, it “takes their group’s social advantage status as 

normal and deserved, rather than recognizing how it has been conferred through a 

racialized system of inequalities” (Bell et al., 2016). Racial inequalities create social 

inequalities, creating educational disparities that lead to achievement gaps and 

miseducated outcomes in vulnerable communities. 

The undertones of implicit biases and systemic racism have partly been 

responsible for the ongoing disenfranchisement in education and the achievement gap 

between African American and White students (Howard, 2019; Weir, 2016). Thus, 

researchers have explored the achievement gap for years, but closing it has not happened. 

Consequently, African American children enter schools less equipped than White 

students. Researchers determined that early experiences in a child’s life affect their 

academic performance (Rouse et al., 2005). Hence, educators must understand the 

background and culture of the diverse demographics of their class. How schools invest 

money will theoretically influence inequalities in results, so it is necessary to recognize 

the behavioral and academic skills that children bring with them (Rouse et al., 2005). 

Understanding Race-Related Stress 

Studies on racial inequality and mental well-being have increased as racial 

injustices have become more public and prevalent. It is well-known that racial inequality 

and prejudice impact well-being (Williams & Mohammed, 2013). Bonilla-Silva (1997) 

described racism as an organized structure focused on recognizing and classifying 
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societal classes into races, including children. Data indicates that discrimination is 

harmful early in childhood and negatively impacts children's mental health at an early 

age. For example, a study conducted by Priest et al. (2013) examined the literature on 

childhood and adolescent discrimination. These researchers discovered 461 outcomes 

where discrimination was found to worsen mental health (e.g., nervousness and anxiety 

symptoms) in 76% of the outcomes studied.  

These studies have found that children are not exempt from the effects of racism. 

In fact, Brody et al. (2006) reported that 714 Black pre-adolescents aged 10–12 

experienced discrimination three times within the five years of the study’s duration. The 

study found that discrimination was linked with behavioral problems and depressive 

symptoms, with a stronger association between boys' discrimination and behavioral 

problems (Brody et al., 2006).  

Additionally, the study noted that parental experiences with discrimination could 

also negatively impact the child (Brody et al., 2006). Gibbons et al. (2014) found that 

anxiety and depression were prevalent in Black youth linked to parental racial 

discrimination, irrespective of the child's experiences of racial discrimination. Murry et 

al. (2011) agreed and reported that if the mothers of 10 and 11-year-old children 

experienced racial discrimination, their health and parenting satisfaction was negatively 

affected. The trickle-down effect of discrimination shows up in some cases as a "lack of 

parental support" in schools.  

Another longitudinal study in the U.K. (Bécares et al., 2015) investigated the 

areas of race-related discrimination that impact minority mothers and reported findings in 

four domains in which children are affected emotionally and socially: a) conduct, b) peer 
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problems, c) emotional symptoms, and d) hyperactivity. The emotional well-being of 

parents and their children was associated with and adversely influenced by racial 

discrimination. 

The Reality of Disproportionality: Special Education and African American 

Population 

A result of the African American and White performance disparity is the over-

identification of African American students in special education. This is primarily 

attributed to the academic requirements of African American students not being 

adequately addressed by general teaching methods and services. According to Gravois 

and Rosenfield’s (2006) study, the placement issue applies to a large category of students 

represented at a pace distinct from the general population. Furthermore, when students 

are over- or under-represented compared to a specific group with their presence in the 

general population, a disproportionate representation is assumed (Gravois & Rosenfield, 

2006). 

In special education, the over-representation of African American students and 

students of color is a significant problem. Within special education, students of African 

American descent are more likely to be classified as having an intellectual disabilities 

(ID) or emotional disturbances (ED) than their White peers (Morgan, 2020; Patton, 

1998). In fact, there is a massive racial disparity concerning the number of students who 

are placed in and are able to exit special education. In some states, the difference is as 

high as five times as many as Whites males and White females exit special education 

services and return to general education compared to African American males and 

females (Maryland State Department of Education, 2016). 
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Data indicated that African American students are reported to be unsuccessful in 

special education programs after interventions have been put in place compared to White 

students (Morgan, 2020). These students are said to need ongoing special services. 

Special education will result in students seeking inadequate academic assistance and 

resources by stigmatizing students as disabled when they actually are not. It produces a 

misleading perception of these students' intelligence and academic potential (NEA, 2007; 

Schifter et al., 2019). Per Schifter et al. (2019), 

students from low-income families are more often identified in more subjective 

disability categories, and that once identified as such, students from low-income 

families are more often placed in substantially separate classrooms where 

expectations for success tend to be lower, education outcomes tend to be worse, 

and stigma associated with special education is higher (para. 8). 

Likewise, Harry and Klingner (2006) contended that lowering standards minimizes 

educational and post-secondary opportunities and expectations. Moreover, the effects of 

educational disproportionality extend beyond the years of K-12 and cause racial 

inequities and injustices (Harry & Klingner, 2006; Losen & Orfield, 2005). 

The consequences of these placements are not often considered when teachers are 

disconnected from the community and do not understand minority students. A teacher 

who does not recognize a student’s background and culture will see them as a problem or, 

worse, “disabled.” Patton (1998) stated: “When cultural backgrounds of students and 

teachers are incongruent, it may result in interpersonal misunderstandings, which may 

have consequences for special education placement” (p. 7).  
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A teacher’s inability or unwillingness to learn about a student’s culture impacts 

many other areas of the student’s learning experience. Culture should be a part of the 

curriculum and professional development for teachers. U.S. public-schools continue to let 

down Blacks and other people of color (National Center for Educational Statistics 

[NCES], 2018). Students of color are hindered by a lack of access to all the hopes and 

opportunities that education provides (Howard, 2019).  

The Achievement Gap 

A joint effort between secondary and post-secondary institutions is the Advanced 

Placement (AP) Program, allowing students to take freshman college-level courses while 

still in high school (Tannenbaum & Wylie, 2008; The Education Trust, 2017). The 

number of Black students enrolled in AP courses is nominal compared to White 

population. The disparity in the achievement gap has been described as “the differences 

between the test scores of minority and low-income students and the test scores of their 

White and Asian peers” (NEA, 2014, p. 1).  

The Ford Foundation created the AP program after observing top high school 

students were studying the same material as entry-level college students (McCammon, 

2020). Consequently, the foundation created curricula materials to fit the needs of these 

students in the form of the AP program in 1951. Administration of the AP program was 

transferred in 1955 to the College Board (McCammon, 2020).  

The record had been established that an academically enhanced experience in 

high school increases the potential for students to be ready for and graduate from college 

(Barnett, 2016; Lane et al., 2020). Studies have shown that Black students continue to be 
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underrepresented in specialized academic programs such as AP courses (DOE, 2014; 

Havis, 2015; The Education Trust, 2020).  

For example, during the academic year 2011-2102, about 14% of all public high 

school seniors enrolled in AP programs were Black, representing approximately 7% of 

the total AP examinee population (DOE, 2014). Moreover, the success of Black students 

on AP assessments remained well below that of White students. Nationwide, the mean 

AP score for White students was more than 1 point higher, at 2.97, whereas for Blacks, it 

was 1.91. These results indicated that Black students’ scores were at least a full letter 

grade below those of the average White student (The Journal of Blacks in Higher 

Education, 2009). 

Though times have changed, including an evolution toward open enrollment into 

AP courses, the results and academic scores indicate the achievement disparity persists. 

In 2014, Black students made up 14.5% of the high school population and only 9% of the 

AP population, while White students represented 58% of the high school population and 

56% of the AP population (Francis et al., 2019). Nonetheless, granting access for more 

Black students to enroll in AP courses will position those students better for success post-

high school and lower the achievement gap that commonly exists and endures. 

White privilege and access are just as prevalent in education as in society. The No 

Child Left Behind Act (2001) assured that all children would have the highest education 

possible. However, that assurance has not be borne out in the United States for African 

Americans and Latino students. Johnson and Kritsonis (2006) found that students of color 

from low-income backgrounds continued to be left out of advanced academic classes, 

consequently causing a significant disadvantage. In fact, even when an African American 
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student shows academic skills comparable to their White peers, they are still less likely to 

be placed in advanced courses. This exclusion causes an escalating problem because 

students who take AP courses in high school become eligible to receive and earn college 

credits. Many African American students have neither been introduced to the education 

required to be competitive in college nor have they been exposed to the value of being 

academically qualified for rigorous college coursework (Lane et al., 2020). Black and 

minority students are unlikely to be equipped with the necessary skills and knowledge for 

post-secondary education (Venezia & Jaeger, 2013). Moreover, many Black students are 

unaware they lack post-secondary academic skills until they arrive to college and find 

themselves unprepared to succeed (Conley, 2012). 

Today, educators and education officials are more informed, have access to more 

technologies, and have become comfortable with a range of teaching methodologies but 

have not been able to transform the tide of educational inequality into waves of 

intellectual equality. This has left some scholars investigating the systemic motive and 

intent. Redfield and Nance (2016) contended, “The school-to-prison pipeline - the 

metaphor encompassing the various issues in our education system that result in students 

leaving school and becoming involved in the criminal justice system” (p. 14) as evidence 

of these motives. African American students only make up about 16% of the student 

population across the United States. However, they represent over one-third of students 

who receive an in-school suspension, out-of-school suspension, and expulsion (Redfield 

& Nance, 2016). The removal of students from the educational setting causes a ripple 

effect of underachievement in academics. Kena et al. (2016) reported, “the gap in reading 

in 12th grade as of 2015 has even widened among Whites and Black since 1992 to the 
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tune of 30 points” and that “the 4th and 8th mathematics scores are trending along the 

same lines as the reading scores” (p. 146). These results indicated Blacks were still at a 

disadvantage partly due to access, systemic racism, and White privilege, which create an 

accessibility issue. 

Instructional Practices and Professional Development Universal Design for 

Learning (UDL) 

How students think, learn, and understand has been explored and provided as 

training for scholars and educators by researchers in neuroscience (Rose et al., 2014). 

Founded in 1984, Universal Design for Learning (UDL) is an educational framework 

aimed to recognize the need for diversity in learning styles and varied individual 

strengths by addressing all students through multiple means (CAST, 2018; Subban, 

2006). These principles are based on research in cognitive neuroscience and promote the 

development of flexible learning environments and spaces that accommodate individual 

learning differences (CAST, 2018; Chang et al., 2021; McCandliss & Toomarian, 2020; 

Romanovič, 1973). 

UDL includes a set of principles that provide teachers with a structure to develop 

instructions to meet the diverse needs of all learners. These approaches include 

expression, action, and engagement. Students’ learning styles are complex and vary from 

student to student, and the proponents of UDL acknowledge the different skills, learning 

styles, and preferences (Rose & Meyer, 2007; Rose et al., 2008). 

Universal Design for Learning (UDL) follows three principles: 

1. Multiple means of engagement (affective network) - Looks at a learner’s 

attention and ways to engage the learner, 
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2. Multiple means of representation (recognition network) - focuses on how 

learners have differences in how they perceive, understand, and process 

information, and 

3. Multiple means of expression (strategic network) - how learners navigate the 

learning environment and produce a product to express what they have learned. 

 

In the 1980s, Mace coined the term Universal Design (UD) to define universally 

accessible products and architectural spaces (Bowe, 2000; Rose et al., 2008). Before this 

concept, architects and planners seldom considered the needs of people with disabilities 

resulting in obstacles in consumer goods and buildings, making them unavailable to 

many people. For example, mobility ramps for wheelchair users in public places and 

buildings were not required for businesses (Rose et al., 2008).  

Finally, the Americans With Disabilities Act (ADA) (1990) was enacted, and U.S. 

government buildings began to shift toward being more accessible for disabled 

individuals. The ADA requires that public facilities be updated for usability. 

Accessibility stairs, elevators, and larger doorways have been applied to most civic 

structures to support people with disabilities (ADA, 1990). 
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Figure 1. The Three Principles of UDL. 
Note: The Three Principles of UDL. Adapted from: National Center on Universal Design for Learning: The Three Principles of UDL 
(Israel et al., 2017). 

 

As the concept of Universal Design grew, people discovered that it benefitted and 

enhanced usability for everyone, not just the needs of people with disabilities (Rose & 

Meyer, 2007; Rose et al., 2008). This concept inspired the education industry to develop 

the Universal Design for Learning framework (UDL). The theory of Universal Design 

(UD) was applied to the educational context on the basis of universal concepts that 

influenced architectural design, and the word learning was introduced, translating 

universal design into the universal design for learning (CAST, 2018). UDL aims to 
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provide flexible instruction, curriculum, and materials and ensures that all students have 

an equitable opportunity to learn. UDL offers various frameworks and models for 

learning to enhance curriculum accessibility and improve the educational environment, 

which includes Universal Design of Instruction (UDI) and Universal Instructional Design 

(UID) (Rao et al., 2014). See Table 1. 

Table 1. 
Education Models of Universal Design and Principles. 

Model Principles 

Universal Instruction Design 

(Higbee & Goff, 2008) 

 

 

a. Establishing welcoming classrooms 

b. Determining critical components of the course 

c. Clearly expressing goals and expectations 

d. Providing constructive feedback in a timely manner 

e. Exploring the usage of natural learning support, like 

technologies 

f. Designing instructional approaches that take into 

consideration various modes of learning, abilities, 

forms of understanding, and prior experience and 

context information 

g. Creating several opportunities for learners to display 

their knowledge. 

h. Promoting interaction among and between faculty 

and students 

 

Universal Design of Instruction (UDI) 

(Burgstahler, 2015) 

 

a. Classroom environment 

b. Engagement 

c. Physical surroundings and services 

d. Methods of delivering instruction 

e. Technology, information, and resources 

f. Feedback 

g. Evaluations 

h. Accommodations 
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Model Principles 

 

Universal Design for Learning (UDL) 

(CAST, 2018) 

a. Principle I: Provide multiple means of Engagement 

b. Principle II: Provide multiple means of 

Representation 

c. Principle III: Provide multiple means of 

Expression/Action 
Note: Education Models of Universal Design and Principles (Rao et al., 2014) 
 

Cognitive neuroscience justified the need for UDL in 1984 (CAST, 2018). 

Researchers discovered the differences in how people understand, become inspired, and 

navigate learning concepts (Cytowic, 1997; Romanovič, 1973). However, obstacles to 

accessibility ensued; one of the first organizations to introduce the concept of universal 

design to education was CAST (2018), a non-profit research and development agency 

that aimed to improve learning opportunities for all people, including those with 

disabilities (Edyburn, 2010). This design was intended to reduce barriers to learning for 

all learners (Rao et al., 2014; Roberts et al., 2011). 

The premise behind UDL was that the classroom naturally contained students of 

different backgrounds and skills, including students with disabilities. The UDL model 

supported the efforts of teachers to resolve the challenge of diversity by offering versatile 

teaching tools, strategies, and practices that directed the creation and production of 

inclusive curricula for all learners (CAST, 2018; Edyburn, 2010; Rao et al., 2014). Race 

was not considered a factor of diversity in any of the UDL models until 2011 (Rao et al., 

2014). In fact, researchers argued that UD had been helpful to all users in the 

architectural world. Thus, UDL in the classroom would benefit all students, particularly 

those with disabilities and those with different and varying abilities, to develop 
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awareness, skills, and enthusiasm for learning. With this notion, the UDL model was 

quickly integrated into the K-12 classroom systems (McGuire et al., 2006). 

The Learning Approach and Principles of Universal Design for Learning 

According to the CAST (2018), UDL is a framework for supplying teachers with 

a range of ways to reach and involve students in course materials to encourage students to 

demonstrate their understanding of the content. This allows students to reinforce their 

strengths and learn from a place of talent and skills rather than from a position of 

weakness. It also signifies an understanding that not all learners understand and 

comprehend the same way and provides flexibility. Rose and Meyer (2006) suggested 

that approaching instruction and curriculum in this way creates benefits for all learners. 

This paradigm change created curriculum and instruction shifts that influenced 

ideas about teaching, learning, and designing curricula. Rose et al. (2000) argued that 

beliefs about teaching and learning had shifted in four critical ways:  

1. Adjustments are extended to all pupils with learner deficiencies, not just people 

with disabilities;  

2. By integrating a range of resources, both interactive and web-based, instead of 

only a single document, curriculum materials become more diverse, diverse 

and expansive;  

3. Educators are starting to see students with disabilities as sharing a role in a 

learner continuum rather than having a separate and distinct community; and  

4. From an emphasis on repairing students to fit within the standard system and 

handle it, teachers turn their teaching target into an educational goal that 
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focuses on fixing the system. It adapts to the student's individual academic 

needs. 

Understanding the instructional components and principles of UDL is essential to 

integrate the principles successfully and practice them with fidelity and confidence. There 

is a great value and importance in having versatile expectations and introducing UDL to 

access curriculum learning. This helps educators implement the three instructional 

principles of UDL (a) multiple means of representation; (b) multiple means of action and 

expression; and (c) multiple means of engagement (CAST, 2018). Table 2 provides an 

overview of the UDL principles, guidelines, and descriptors. 

Table 2. 
Universal Design for Learning. 

Principles and Guidelines Description 

Principle I: Provide Multiple Means of 
Representation 
 

Guideline 1: Provide options for perception 
 
 
Guideline 2: Provide options for language, 
mathematical expressions, or symbols 
 
 
 
 
Guideline 3: Provide options for 
comprehension 

 
 
 
 
 
 
 
 
 
 

 
 
 
Provide content and materials in multiple formats, 
including physical, symbolic, and linguistic. 
 
Provide content and resources in a range of media, 
such as (audio, visual, tactile). 
 
Clarify vocabulary, mathematical terms, or symbols 
with alternate or multiple interpretations of scaffolds. 
 
Build on or supply background knowledge, emphasize 
important ideas. 
 
Provide students with several and varying chances to 
display their knowledge and skills. 
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Principles and Guidelines Description 

Principle II: Provide Multiple Means of Action and 
Expression 
 

Guideline 4: Provide options for physical 
action 
 
 
Guideline 5: Provide options for expression 
and communication 
 
 
 
Guideline 6: Provide options for executive 
functions 

 
 
 
 
 
 
Principle III: Provide Multiple Means of 
Engagement 
 

Guideline 7: Provide options for recruiting  
interest 

 
Guideline 8: Provide options for sustaining 
effort and persistence 

 
Guideline 9: Provide options for 
self- regulation 

 

 
 
 
Using diverse and creative methods for students to 
communicate physically using educational resources. 
 
 
Provide students with multiple media, tools, resources, 
and formats to display their knowledge and 
understanding of a subject. 
 
 
Promote students’ goals, development, planning, 
resource management, and progress monitoring. 
 
Provide students with many and varied opportunities to 
build and retain interest in a subject, as well as to track 
their growth of skills and knowledge. 
 
 
Offer appropriate learning experiences with authentic 
ways to create choices for students. 
 
Develop notifications and systems, vary the degree 
of need for tasks, and encourage collaboration. 
 
Promoting self-reflection, providing ways for learners 
to track their self-awareness and academic growth. 
 

 

An early discovery of UDL was the barriers some learners and teachers would 

encounter when considering the UDL approach. To facilitate integration, scholars such as 

Kavale and Forness (2000) established and examined roadblocks teachers might 

experience in deploying constructive and coordinated processes. Student support, 

resources, and interventions are more likely to succeed with a strong foundation; 

however, barriers often accompany even the greatest ideas. The following barriers were 
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identified: a) problematic student behaviors; b) teachers attributed the failure to student 

limitations instead of the school's failure in their learning needs, and c) a lack of 

sufficient collaboration time. 

Teacher Barriers to Creating Equitable Learning Environments 

Teachers’ hidden beliefs and attitudes have been found to be a barrier to the 

adoption of UDL practices and strategies. Moreover, scholars have established teacher 

attitudes to inclusion as a critical factor in fostering inclusion performance (Cook et al., 

1999; Van Reusen et al., 2000). On the other hand, literature has found that teachers with 

experience working with students with disabilities are more open and accepting of 

inclusion than educators without such specialized experience (McMillan, 2008; Taylor et 

al., 1997).  

Researchers have identified some of the most common teacher barriers in creating 

equitable learning environments:  

1. Inflexible teachers refusing to accept research-based instructional practices 

such as UDL (Kotter, n.d.), 

2. Dependence on traditional curriculum methods. For example, teachers 

traditionally depended on whole group instruction and materials such as 

textbooks, worksheets, and pencils (Rose & Meyer, 2007); 

3. Insufficient opportunities for students to display comprehension and 

understanding. For instance, written responses and multiple-choice 

assessments are commonly used (Hitchcock et al., 2002); 

4. The average student the curriculum is designed for does not exist (Hitchcock et 

al., 2002; Jackson & Harper, 2005); and 
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5. School professionals have been provided limited support and training to 

successfully implement UDL (Anstead, 2016; Hehir, 2009). 

 

Teacher lack of self-efficacy beliefs is often overlooked as a potential barrier to 

why educators do not feel comfortable implementing particular practices and strategies in 

the classroom or even teaching particular students (Bandura, 2013; Kohli et al., 2017; 

Nevenglosky et al., 2019; Schmidt, 2017). However, self-efficacy beliefs have been 

identified as both contextual and content-related (Tschannen-Moran et al., 1998). “A 

teacher may feel very competent in one area of study or when working with one kind of 

student and feel less able in other subjects or with different students” (Tschannen-Moran 

et al., 1998, p. 215). 

This normal fluctuation in efficacy includes a teacher’s racial consciousness. 

Educator preparedness programs often neglect opportunities to address racial 

consciousness considering teachers’ other complex challenges. These factors include 

grade-level content, class size, and teacher preparation time. “Efficacy levels can 

fluctuate significantly and self-efficacy beliefs have been shown to impact instruction” 

(Schmidt, 2017, p. 36). 

Self-efficacy studies researching the relationship between professional 

development and increased self-rated efficacy skills show a positive correlation (Yoo, 

2016). Considering these findings, it is logical to examine the effects of professional 

development on teacher efficacy. While studies address and confirm the need for 

continuous professional development opportunities for teachers to increase their efficacy 

levels steadily, there is little empirical research on the general educator's self-efficacy 

experience within the inclusive general education class related to instructional strategies. 
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Teacher self-efficacy is typically measured and examined by researchers in three 

broad categories. The research links highly efficacious teachers with positive attributes 

such as being thoroughly engaging, goal-oriented, and patient with struggling students 

(Yoo, 2016). There is no surprise that proper teacher training, professional development, 

and exposure to the modeling of exemplars lead to a more positive sense of personal 

teaching capabilities.  

In 2016, Yoo explored the effect of professional development on teacher self-

efficacy ratings. The “Teacher Sense of Efficacy Scale” (TSES), developed by 

Tschannen-Moran and Woolfolk Hoy (2001), was used to assess the teachers’ sense of 

efficacy. The instrument was given to 148 teachers twice - before enrollment in an online 

professional development course and again post-completion of the course (Yoo, 2016).  

ANOVA analysis of the results confirmed that professional development 

positively impacts a teachers’ self-efficacy ratings. When professional development is 

well-structured, it encourages teachers to master the curriculum, develop instructional 

skills, and optimize student success. Moreover, when instructional coaching is effective, 

teachers can measure their students’ performance and discuss improvements expected in 

teaching and learning (Darling-Hammond et al., 2009; Norwood, 2013). 

Educators who do not understand the student population and cannot connect with 

diverse learners create more significant learning barriers for students. Students with 

diverse backgrounds can face obstacles in accessing content if their mutual experiences 

are limited and not culturally shared. Harbour et al. (2006) suggested that there is no way 

to deliver or transfer adequate knowledge to all students as the process of learning, and 

learners’ needs and their styles are ever-changing.  
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To assist with the learner’s needs and lessen the potential of barriers, researchers 

have suggested that educational policies like Response to Intervention (RTI) be 

integrated and used to support the implementation of UDL (Hehir, 2009). If educators 

recognize student academic needs prior to student failure by consistently assessing and 

delivering constructive interventions, students are more likely to succeed. 

Universal Design for Learning and Equity 

Access to education does not guarantee equity. Marginalization and 

disenfranchisement are still an issue in education. The UDL framework was designed to 

remove barriers to learning, create learning opportunities, and enhance the curriculum 

(CAST, 2018; Edyburn, 2010; Meyer et al., 2014). Because learning is not a “one size fits 

all,” the UDL model and framework have been scrutinized by researchers in the past. 

Researchers argue that when essential factors such as demographics are not considered in 

the UDL approach, the achievement gap can never be resolved. Race is a significant 

factor in economic growth, and an equity-based approach to UDL must start with 

participant demographics. This factor was observed in Ok et al.’s (2016) study. 

Ok et al.’s (2016) study found that community outreach, class initiatives, and 

mentoring programs were beneficial for addressing the achievement gap for African 

American males. Additionally, decreasing criminal justice initiatives and engaging with 

different races reduces racial biases, which is the most effective way to impact racial 

injustices and inequities (Chetty et al., 2018). Several models of teaching UDL have been 

proposed to teachers and staff professionals to provide support and training that will help 

educators meet the needs of diverse learners. Frattura and Capper (2015) suggested 

Universal Design for Learning (UDL) through a Co-planning and Co-serving™ Teams 
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model to ensure that school professionals successfully reach a variety of learners (Capper 

& Frattura, 2009; Frattura & Capper, 2007, 2015; Theoharris, 2009). 

Universal Design for Learning (UDL) and Culturally Responsive Teaching 

Universal Design for Learning (UDL) provided educators with a framework and 

model that addresses students learning styles through differentiation. The principles do 

not consider race and how cultural differences impact learning experiences, which are 

academic disadvantages to students of color and increase the disparity. Two pedagogical 

frameworks have been designed to meet the needs of students of color and reduce the 

barriers (DeCuir-Gunby et al., 2009; Steele, 2010). Both UDL and Culturally Responsive 

Teaching examine aspects of teaching practices and identify where teachers are lowering 

the standards, providing a teacher-centered class, and providing few opportunities for 

students of color to engage in higher-order thinking and reasoning.  

In studies by DeCuir-Gunby et al. (2009) and Steele (2010), disengaged students, 

weak school attendance, and increased dropout rates were identified as consequences of 

reduced academic standards. In a study by Doran (2015), student engagement with the 

curriculum was directly correlated to student educational outcomes. The balance of 

challenge and support was proven effective. UDL and Culturally Responsive Teaching 

are structured models that guide educators to proactively consider instructional methods 

that should improve student participation and learning. For example, educators perceive 

the variations between students as abilities rather than weaknesses (Edyburn, 2010; 

Moore & Neal, 2007). Identifying the misconceptions beforehand will help students have 

a greater possibility of academic achievement. 
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The principles of the UDL model and Culturally Responsive Teaching overlap in 

many vital areas. For example, according to Hammond (2015), both models advise 

educators to “follow guidelines using multiple means of engagement, which reduces 

threats and distractions from the learning environment” (p. 37). This information is 

beneficial for several reasons, but chief among them is that students learn best when the 

environment feels safe (Prashanti & Ramnarayan, 2020). McCandliss and Toomarian 

inform that  

nascent research is bringing together two different worlds: the rapidly progressing 

field of developmental cognitive neuroscience, which studies how brains change 

during learning … and the complex domain of schools, teachers, and curricula, 

which shape and support the learning (2020, para. 3).  

Furthermore, the brain response adapts when students are less stressed, can focus, and 

remember information. Stress and anxiety can limit the delicate balance of the various 

learning and memory brain systems (Vogel & Schwabe, 2016; Whiting et al., 2021).  

Parsons (2005) reported that when teachers feel threatened or students feel 

vulnerable, teachers may lower the standards, especially for students of color and 

socioeconomically disadvantaged. This practice is not useful, nor does it create a safe 

environment. In fact, it creates more disparity and widens the achievement gap. In 2016, 

the DOE reported that 82% of teachers are White, only 2% of teachers are African 

American males, and often minority students do not feel safe in schools. DeCuir-Gunby 

et al. (2011) stated, “Developing this sense of belonging becomes difficult for African 

Americans since the school context has a history of racial discrimination that has 

contributed to the achievement gap” (p. 3). 
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Scholars in education have mistakenly suggested that Universal Design for 

Learning and Culturally Responsive teaching are “great teaching” (Edyburn, 2010; 

Ladson-Billings &Tate, 1995). However, both models require educators to know and 

understand students individually, including their background knowledge and cultural 

experiences. Furthermore, this would lead to instruction designed to meet the learners’ 

unique learning needs. The awareness of such details is referred to as “mindfulness.” 

Mindfulness is commonly known as the “quality of attention given to the moment, a 

person, or situation” (Kabat-Zinn, 2010). In this sense, mindfulness is the knowledge of 

students’ strengths and abilities, backgrounds, skills, cultures, and preferences. Villegas 

and Lucas (2002) pointed out that instead of seeing students of color as a disadvantage to 

classrooms nationwide, teachers should be trained in and guided by the practices of 

Universal Design for Learning and Culturally Responsive Teaching to look at the 

advantages of their students' diversity. 

Pedagogy That Supports Teacher Collaboration, UDL, and Addresses Equity 

Teachers have always been responsible for whether or not students are successful 

on state exams, but teachers are not adequately trained to assist minority students with 

evolving multilingual or learning needs (Fillmore & Snow, 2000; Klingner et al., 2008; 

Tomlinson & McTighe, 2006). Moreover, student skills, background needs, and language 

barriers are often unsupported due to the lack of teacher professional development 

(Fillmore & Snow, 2000). Instead, a pullout model is commonly used to assist students 

needing help provided by the Special Education Department and English as a Second 

Language team. This model encompasses separating students from the main class and 

grouping students in small intervention groups to use more differentiated classroom 
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strategies (Meyer & Rose, 2000; Tatum, 2011). Small group learning attempts to address 

all learners’ needs each who learn differently because all brains learn differently. 

However, the teacher’s responsibility is to connect with and support the learner by 

meeting the student achievement requirements (Hitchcock et al., 2002; Meyer & Rose, 

2000). 

Norman (2013) noted the unrealistic expectations educators commonly faced and 

refuted the belief that instruction can meet all students' needs unless the curriculum is 

designed and created with marginalized students' cultures and backgrounds taken into 

consideration. These barriers are often silent but can build loud walls, so teacher 

awareness is vital. Additionally, teachers need to realize that encouraging the 

marginalization of student identities in the classroom will create obstacles to learning, 

whether due to needs related to the community, language, modes of learning, or skills 

(Hitchcock et al., 2002; Jiménez & Graf, 2008; Orkwis & McLane, 1998). 

Instructional coaching has been stated as more effective than professional 

development due to the ongoing support. When expectations, testing, or teaching policies 

shift, teachers must change teaching methods and goals and radically alter the schools’ 

work atmosphere with each new reform (Lassonde et al., 2008; Norwood, 2013). 

Professional development has long been a part of school reform and key in creating 

change in education. However, few professional development trainings have impacted a 

sustainable level in a way that transfers from one administration to another. During 

planning, neuroscience has become “top of mind” for many educators as research shows 

the differences in each individual’s brain and how the human brain evolves as one learns. 

This has underscored the need for a diversified instructional approach to learning, such as 
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UDL, rather than a traditional approach (Hitchcock et al., 2002; Meo, 2008; Meyer & 

Rose, 2000; Norman, 2013). 

The UDL was designed to meet the needs of multiple learning styles, languages, 

many learning needs, and barriers to academic access within the classroom. However, it 

should be noted that the teacher must know more than the content to meet students' 

needs. Darling-Hammond et al. (2005) emphasized teachers' need to create learning 

environments responsive to students' needs and integrate routines while remaining 

flexible. Teachers need to have critical skills that will allow them to broker equity in class 

and build a community, identify, and acknowledge when inequitable actions take place in 

society (Kosnik & Beck, 2009). Classrooms must be cared for like "learning 

communities," and teachers need strategies to effectively facilitate learning communities 

rather than managing students (Darling-Hammond et al., 2005; Gay, 2018; Kosnik & 

Beck, 2009). 

Tharp et al. (2000) revealed the need for a strategy with two main components: a) 

a set of pedagogical skills that can include fair access to educational resources that 

benefit all children in each class when applied with consistency by a classroom teacher, 

and b) an approach to professional development that encourages teachers to establish 

efficient applications of equity in each class. Moreover, Kappler-Hewitt and Weckstein 

(2012) suggested that instead of layering practices onto previously-designed instructional 

materials, differentiated, responsive, and relevant strategies must be integrated within the 

instructional design. 

The Intersectionality of Universal Design for Learning and Equity 
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The proposed equity-based approach has been overlooked and met with 

resistance, but researchers have insisted on the needs of minority students garnering the 

same urgency as White students. UDL's equity-based methodology includes: 

1. The first factor uses intersectionality from Black feminism and critical race 

theory (CRT) to render demographic data challenging to understand 

(Crenshaw, 1989). 

2. The second dimension of UDL's equity strategy supports expanding initiatives 

to reflect the diversity of education staff. The UDL policy has been 

incorporated into several institutions due to the Higher Education Opportunity 

Act (DOE, 2008), the Every Student Succeeds Act (ESSA, 2015), and the 

National Education Technology Plan. Workplace diversity in education is an 

issue that has caused structural barriers for disadvantaged learners, and the 

failure rate of the usage of UDL with this population will persist under these 

guidelines. 

3. The third component of an equity-based approach transfers the implementation 

processes from teacher-center designs to participatory designs to ensure that 

UDL does not reproduce a historical knowledge of disadvantaged learning 

environments (Simonsen et al., 2011). 

Culturally Responsive Instructional Strategies (CRIS) 

Education disparities persist because many teachers do not understand the value 

of culturally responsive instructional strategies (CRIS). In one study conducted in urban 

high school literacy classrooms, literacy teachers struggled with implementing CRIS 

(Love-Kelly, 2020). The researcher noted that the “percentage of students who passed 
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standard tests on the local level, the inconsistency of literacy teachers who used and 

recognized the benefits of CRIS in instruction created potential obstacles in educational 

practices” (Love-Kelly, 2020, p. 4). Teacher rejection of CRIS ranged from doubts of 

validity in CRIS to unclear objectives.  

Additionally, teachers were expected to design curricula that would meet the 

needs of high-poverty students and impart the knowledge and skills needed in the 21st 

century (Bell, 2016; Gamson et al., 2015). Inflexible teachers with rigid beliefs that lack 

adaptability find it challenging to succeed under CRIS’s framework because it is a whole-

child approach which informs that within each school and in each community, children 

deserve to be healthy, safe, engaged, supported, and challenged (Slade & Griffith, 2013).  

Conversely, on a professional level, people thought that standard curricula 

guidelines were too versatile for learners in urban literacy and often generated obstacles 

instead of benefits for the students (Conley, 2012). Culturally sensitive teaching started 

by promoting the student’s cultural heritage and focusing on the child. It was always 

about the child, and another key element, according to Gay (2013), was focusing on the 

curriculum and learning strategies for diverse learners. Gay (2018) found that culturally 

responsive classrooms and guidelines were valuable and reinforced in urban areas 

(Powell et al., 2016). CRIS was more than just a way of teaching. It was a way of 

connecting with the student and yourself as a teacher. The usage of CRIS allowed the 

educator to be self-reflective (Kelly et al., 2021). Observable components of CRIS that 

can be seen in instructional practices are: 

1. Validation - classroom activities that affirm students' cultural identities; 
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2. Comprehensive - classroom activities use learning materials that recognize 

cultural differences and similarities; 

3. Multidimensional - instructional activities teach students about the world 

around them and the diversity that exists; 

4. Empowerment - instructional practices facilitate positive connections between 

students, their families, the community, and their school; 

5. Transformation - instructional practices encourage students to think 

objectively, challenge them to aspire toward success as determined by their 

ability; and 

6. Multifaceted Instruction - instructional practices that help make judgments 

about students' skills and accomplishments using objective assessment tools 

(Gay, 2018). (()) 

Similar to CRIS, a culturally responsive pedagogy (CRP) inspires students and 

challenges them to cultivate skills as they construct meaning from their perceptions and 

understanding via personal cultural references (Ladson-Billings & Tate, 1995). CRP 

allows students to take ownership of their learning and demonstrate high levels of 

understanding from their perceptions and experiences as authentic learners (Bartolome, 

1994; Ladson-Billings, 2014). Integrating a variety of cultural components, such as 

heritage, in learning activities is effective and connects with learners (Howard, 2003, 

2019; Sleeter, 1992).  

CRP has recently gained popularity in academia and is also known as culturally 

responsive instruction (Cole et al., 2016). Table 3 shows the five essential components 

used in identifying cultural relevancy (Gay, 2018). The use of culturally relevant 
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elements have been fundamental in creating positive change in diversely populated 

classrooms. 

Table 3. 
Culturally Responsive Instructional Strategies. 

Key Components 

It acknowledges the legitimacy of the cultural heritage of different ethnic groups, both as legacies 
that affect students’ dispositions, attitudes, and approaches to learning and as worthy content to be 
taught in the formal curriculum. 
 
It builds bridges of meaningfulness between home and school experiences as well as between 
academic abstractions and lived sociocultural realities. 
 
It uses a wide variety of instructional strategies connected to different learning styles. 
 
It uses a wide variety of instructional strategies connected to different learning styles. 
 
It incorporates multicultural information, resources, and materials in all the subjects and skills 
routinely taught in schools. 

Note: Cultural Relevance Checklist Excerpted from Gay (2018) p. 29. 

 

According to Gay (2018), these five key components describe the process of 

being culturally relevant. When culturally responsive strategies are practiced with 

fidelity, students can connect with the instruction personally and understand more deeply. 

Culturally sensitive educators embrace the following qualities and activities (Hsiao, 

2015; Ladson-Billings, 2014): 

Culturally Responsive Teacher Checklist 

• They are socio-culturally conscious. 

• They are favorably disposed to diversity. 

• They participate in the process of challenging internal biases. 

• They see themselves as cultural brokers in educational institutions. 
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• They know about the lives of their students. 

• They identify students’ needs. 

• They communicate with students and parents. 

• They design instruction to draw on students’ strengths and address their needs. 

• They design and implement curricula creating a caring and supporting setting. 

• They deliver culturally responsive instruction. 

• They enrich students’ diverse cultures. 

Equity- and race-focused coaching for educational professionals includes several 

strategies, instructional practices, and programs utilizing CRP (DeCuir-Gunby et al., 

2009; Howard, 2003, 2019; Samuels, 2019). CRP inspires students and challenges them 

to cultivate skills and draw meaning from their perceptions and understanding by using 

their cultural references (Ladson-Billings & Tate, 1995). CRP further allows students to 

take ownership of their learning and demonstrate high levels of understanding through 

their unique perceptions as they experience authentic learning (Ashbrook, 2021; 

Bartolome, 1994). Authentic learning is an instructional approach that allows students to 

explore, discuss, and meaningfully construct concepts and relationships in contexts that 

involve real-world problems and projects that are relevant to the learner (Ballard, 2019; 

Donovan, et al., 1999; Mims, 2003).  

In the context of CRP, integrating cultural components - such as heritage (Sleeter, 

2010) - into the curriculum and learning activities was effective and connected with 

learners (Howard, 2019). CRP (also known as culturally responsive instruction [CRI]) 

has gained popularity in academia (Cole et al., 2016). However, Elliott and Schiff (2001) 

claim that instructor prejudice and bias, both latent or intentional, affect teaching 
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practices, curriculum, and evaluation, strengthening racial performance inequalities 

throughout U.S. public schools.  

Elliott and Schiff purported that “Only by transforming teachers’ attitudes and 

developing culturally sensitive and relevant ways to interact with and instruct students 

will we see the changes we want in student learning and close achievement gaps” (2001, 

p. 39). It was noted that teacher workshops did little to address teacher beliefs and 

attitudes about racial disparities. Critical race theory (CRT) highlights the fact that the 

topics of race and cultural diversity are significant in all facets of U.S. society, including 

education (Gillborn, 2015; Ladson-Billings et al., 2021). White teachers must first 

experience critical self-reflection before racial grievances and gaps can be addressed in 

the classroom (Denevi & Pastan, 2006). 

Instructional Coaching and Student Achievement 

When professional development is well structured, it encourages teachers to 

master the curriculum, develop instructional skills, and optimize student success. 

Moreover, teachers can measure their own performance and that of their students to 

discuss the improvements expected in teaching and learning when instructional coaching 

is effective (Darling-Hammond et al., 2009). Schools and districts commonly use 

instructional coaching to support teachers and increase student performance and 

outcomes. Barkley (2010) found that coaching is essential to being a successful educator. 

Coaching motivates teachers and equips them with skills to communicate and lead, and it 

increases their love of teaching, which in turn inspires students. 
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Transformational Coaching Practices 

Sweeney (2013) found that the absence of connection and the teachers’ inability 

to follow through to meet students' individual needs is why traditional professional 

development is ineffective. On the other hand, instructional coaching has been found to 

be more successful because it is continuous and integrated with the practical work of 

teaching. Esteves (2019) noted that information and guidance on instructional best 

practices are updated approximately every two years, so educators must stay abreast of 

trends and changes. 

Joyce and Showers’ (1982) seminal research remains a decisive investigation into 

the potential of coaching within the practice of teaching. These researchers demonstrated 

that the typical form of teacher professional development trainings, limited to once or 

twice per school year, initiated less than 20% of newly-taught practices being merged 

within the classroom setting. On the other hand, Joyce and Showers found that 

professional training for teachers strengthened by regular follow-up coaching led to 

almost 90% of teachers carrying out newly-learned practices. 

An earlier review of research on teacher training (Joyce & Showers, 1981) had 

suggested that many teacher development activities were based on an untested conjecture 

that teachers’ professional development would intuitively result in changes in teacher 

behavior. Those changes could eventually impact students’ behaviors and benefit their 

academic outcomes. Joyce and Showers contended that this belief was unjustified, not 

because teachers are flawed learners, but rather because the substance of most teacher 

professional development was noted as being “skimpy” (1981, p. 6). 
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Thus, there is a need for teacher training, coaching, and development throughout 

the school year (Darling-Hammond et al., 2017; Joyce & Showers, 1981, 1982; Wood et 

al., 2016). Research and existing literature inform of the beneficial outcomes for the 

teacher who is willing to learn (Bates & Morgan, 2018; Eastern Washington University, 

2018). Instructional coaching provides an additional layer of support that traditional 

professional development may not offer. Joyce and Showers (2002) argued that adding an 

instructional coach to support the practical phase of a teacher’s professional development 

dramatically increased the acquisition of knowledge and skills ready to be merged into 

practice. 

Research maintains there are two major ways to link peer coaching school 

achievement improvement (Joyce & Showers, 2002). One method involves establishing 

small peer coaching teams comprised of all school faculty, including administration and 

other staff. One more process strives to transfer the emphasis to focus on team planning. 

These approaches are unique since most peer coaching models focus on conferences, 

observations, and reflective post-trainings solely among educators. 

Shifts in the school environment and long-term effects can result from 

instructional coaching and enhancements in instructional practices. School administrators 

must also understand it would be appropriate to adjust coaching systems over time. A 

district that starts with a teacher-centered model will shift to a student-centered model 

after teachers have successfully adopted the desired initiative. A successful coaching 

program where teaching is seen as a means of professional development and not a 

method to correct an instructor's training will contribute to a supportive community. 
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Moreover, when teachers feel supported, heard, and seen, change and transformation 

occur. 

Transformational coaching allows coaches and coachees to engage in capacity-

building sessions to cultivate a shift in thoughts, feelings, and behaviors around an issue. 

Hawkins and Smith (2010) found that transformational coaching occurs in clearly-

defined stages. The beginning stages focus on shifting a coachee’s base context and 

understanding of a coachee’s convictions, attitudes, and visceral reactions to pertinent 

issues (Hawkins & Smith, 2010). Transformational coaching comprises several vital 

components that make it a successful coaching model. A few key elements include: 

1. Shifting the meaning scheme. During the coaching session, the opportunity to 

support participants improves their 'meaning structures' (specific views, 

behaviors, and emotional reactions), contributing to a 'perspective 

transformation' for the individual (Hawkins, 2010). In part, our transformative 

coaching paradigm is focused on the insights of who articulated the procedures 

by which adults improve and modify their habits (Mezirow, 1991); 

2. Working on multiple levels at the same time. This requires the coach to attend 

to the coachee on numerous topics, including the physically visible or 

involuntary responses and emotionally-charged elements that occur within the 

sessions (Hawkins & Smith, 2010); 

3. Shift in the room. Transformational coaching requires the impasses to be 

addressed directly in sessions. The coach engages the coachee in a progressive 

push toward a transformation of perspective; thus, a mindful shift occurs 

within a session (Hawkins & Smith, 2010); and 
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4. Four levels of engagement. Coaches use four levels of engagement to link the 

theories and understanding of appropriate responses. The model's use allows 

the coach to discern between data-based information, patterns of behavior, or 

emotionally driven presumptions (Hawkins & Smith, 2010). 

Hawkins and Smith (2010) found that in transformational coaching, a long-

standing change only occurred when coaches help coachees recognize that their feelings 

and emotional responses are internal discourse that drives their assumptions. Moreover, it 

is essential to frame the coaching sessions by asking the question ‘why?’ When the coach 

asks why the session centers on the intentions of the session on understanding ‘why’ and 

does not attempt to change the coachee’s emotional responses but guides them in 

awareness-building skills. 

Transformational coaching requires a contract or agreement between the coach 

and coachee that implies trust and an understanding that the first order of business 

addresses and changes existing characteristics. For this reason, transformational coaching 

could be perceived as invasive and presumptive without the initial agreement of extensive 

exploration and willingness to create a profound shift in their ways of thinking (Hawkins 

& Smith, 2010; Norwood, 2013).  

Darling-Hammond et al. (2009) emphasized that to enhance teacher skills and 

instill a better sense of self-efficacy, most teachers need a significant amount of 

professional development in a specific field. However, most traditional professional 

development opportunities in the United States are much shorter than what is required to 

provide for growth in teaching practices. In fact, Joyce and Showers (1981) postulated 

that instructional coaching plays a crucial role in increasing teachers’ possibilities to 



 
 

 

 

55 

bring newly learned expertise to the classroom. Instructional coaching can help teachers 

strengthen instruction and gain a sense of self-efficacy as an educator. Their study 

showed that teachers who were part of this type of professional development, often 

known as instructional peer coaching, directly affected student success. 

Joyce and Showers (2002) found that the instructor and the instructional mentor 

partner together and work through a coaching cycle in a teaching period to understand the 

students' target goals and how to obtain those results. In teachers and students, 

instructional coaches that offer high-quality interventions see progress. The interventions 

include: 

1. Conducting individual or small group sessions to decide how to best 

communicate with an instructor to resolve their most pressing issues. 

2. Using teaching manuals, checklists, and other tools to guide teachers. 

3. Collaborative planning for teachers to assess when and how an action will be 

implemented 

4. Preparing materials for teachers prior to instruction 

5. Demonstrating instructional practices in teachers’ classrooms 

6. Observing teachers using interventions and providing feedback and input 

(Joyce & Showers, 2002). 

 

Educational coaching was described by Neufeld and Roper (2003) as an 

opportunity to help teachers achieve a higher degree of self-efficacy. More thoroughly, 

regularly, and reliably, teachers contribute their learning as instructional coaching moves 

professional education into direct teaching to strengthen particular places that the 

instructor will require. Teachers also reinforce their willingness to represent and boost the 
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self-efficacy of their craft through instructional coaching. According to studies, this type 

of teacher development has been beneficial. For example, research by Shidler (2008) 

indicated that there is not always a positive correlation between expanded time and better 

academic performance for an educational instructor. 

The researcher, however, said it is necessary to note that teaching coaching has 

been shown to strengthen teaching activities and student achievement. Having teaching 

coaching a priority in the professional growth of teachers will boost teacher output and 

student results. 

Coaching models are evolving in today’s professional world. A leadership 

development model is used to help individuals become more knowledgeable in one or 

more aspects of their professional lives. Instructional coaching occurs while teachers are 

full-time workers providing on-site professional development (Knight, 2009). Similarly, 

cognitive coaching is one of today's schools' widely used coaching models. Cognitive 

coaching points out an essential framework for strengthening professional staff learning 

and outlines valuable communication and relationship-building strategies that coaches 

may use. 

Conversing About Race: Courageous Conversations About Race (CCAR) 

A study conducted by Singleton and Linton (2014) found an alarming disparity 

between students of color and White students in academic achievement. Singleton and 

Linton disaggregated quantitative data, explored the student performance and outcomes, 

and determined that race was linked to the students' success in the data. Consequently, 

schools and institutions became interested in conversations addressing race from this 

understanding. The need to discuss the main components that connect the discrepancy in 
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student academic performance with the disparity in teachers’ racial awareness became a 

priority. Quantitative data was used in addition to standardized test qualitative data. A 

racial achievement gap was aggregated by students of color’s racial identities, all ranking 

substantially below White students (Asberry, 2007; Singleton & Linton, 2014). 

As racial injustices increase globally, more researchers have begun to examine the 

CCAR compass. For example, one qualitative research study conducted by Haupu (2014) 

used Singleton and Linton’s (2014) CCAR compass to investigate the beliefs and 

perceptions of educators and administrators regarding conversations about race and 

equity. In a study at one K-8 school district in Oregon, Haupu (2014) examined 

administrators' and educators' perceptions through pilot interviews, personal interviews, 

and small groups. The study found that racial awareness increases and relationships are 

positively affected when educators are equipped with professional development that 

addresses race and equity within the educational environment and with the students 

(Haupu, 2014). 

Being open and willing to dialogue about race starts a new paradigm shift. It 

creates the possibility for healing to occur on an "overdue wound," one that has been 

traumatized repeatedly. In a way that creates mutual value, interaction, and partnerships, 

interactions provide a portal to change beliefs and behaviors regarding race. West (1993) 

admitted that “race is a visible catalyst and not the underlying cause” of many of the 

problems in our educational institutions (p. 4).  

Therefore, educators must have conversations in the learning environment that 

speak to these issues through leadership, structure, support, and courage. Educators need 

to examine obstacles and deficiencies within the curriculum model and instruction 
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instead of objectifying students as “broken” or disabled. In defining specific targets, 

instructors should recognize possible challenges students will have before achieving the 

target (Rao & Meo, 2016). Identifying the misconceptions beforehand will help students 

have a greater possibility of academic success. 

Singleton and Linton (2014) argued that conversations are needed “to begin 

addressing this racial gap—intentionally, explicitly, and comprehensively” (Singleton & 

Linton, 2014, p. 2). Race and equity should not be isolated. It is a part of teaching 

(Asberry, 2007). Singleton and Linton used the following main viewpoints to support 

their ideals: 

1. The most critical element in the fight for student success is race. 

2. Educators should become anti-racist and contest oppression. 

3. Meeting the needs of students of color is a part of being an effective teacher, 

not a diversity workshop. 

 

A noted weakness in this approach was the slow pace at which people became 

aware of inherent racial unconsciousness. The fact that this approach will take time was 

considered one disadvantage. Additionally, CCAR does not allow participants to go 

through the stages at their own pace, which delays the healing and reflection process 

(Asberry, 2007). The inability and freedom to move at an independent pace may cause 

participants to feel marginalized, especially individuals who are comfortable discussing 

race. 

According to Asberry (2007), the practices designed by Singleton and Linton 

committed to a scaffolding approach to race conversations by beginning with a basic 

strategy and increasing the depth and richness of information to expand the four 
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agreements of the CCAR. People process racial information as a "courageous 

conversation compass,” and it is designed to include social (doing), emotional (feeling), 

moral (believing), and intellectual (thinking) knowledge base" (Singleton & Linton, 

2014, pp. 135–139). The Courageous Conversation Mindset Compass (Figure 2) includes 

Moral (believing with soul), Intellectual (thinking with the head), Emotional (feeling with 

the heart), and Relational (acting with the hands and feet). The CCAR tool, which is 

referred to as a compass, helps participants “know where they are personally as well as to 

understand the place from which others’ contributions come; the result is an expansion 

and deepening of beliefs and opinions for all participants” (Singleton, 2015, p. 145). 

                 
             Figure 2. Courageous Conversations About Race Compass. 
                   Note. Pictorial of Courageous Conversations About Race Compass (Singleton, 2015).  

 

The desired outcome of using the agreements, conditions, and the CCAR tool - 

referred to as a compass - is to deconstruct misconceptions and unconscious biases 

regarding students of color (Singleton, 2015). The four agreements are as follows:  
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Four Agreements of Courageous Conversations About Race 

• Stay engaged: staying engaged means “remaining morally, emotionally, 

intellectually, and socially involved in the dialogue” (Singleton, 2015, p. 27). 

• Experience discomfort: Discomfort is inevitable, especially in conversations 

about race, and participants commit to bringing issues into the open. Talking 

about these issues does not create divisiveness. The divisiveness already exists 

in society and our schools. Conversing through discomfort can bring healing 

and change. Speak your truth: Be open about your thoughts and feelings and 

not what you think others want to hear. 

• Expect/Accept Non-closure: Be curious and do not rush to quick solutions, 

especially about racial understanding, which requires ongoing dialogue (pp. 

58–65). 

Six Conditions of Courageous Conversation About Race 

1. Focus on personal, local, and immediate; 

2. Isolate race; 

3. Normalize social construction and multiple perspectives; 

4. Monitor agreements, perspectives, conditions, and establish parameters; 

5. Use a “working definition” for race; and 

6. Examine the presence and role of “Whiteness.” 

 

Courageous conversations are dialogues in which members are dedicated to 

communicating with authenticity, open-mindedness, and vulnerability, listening deeply to 

appreciate the experience of each other and maintaining the conversation when it gets 
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uncomfortable or diverted (Singleton & Linton, 2014). The CCAR tool, referred to as 

compass, was created to help understand how we each process and engage with 

information about race. It is a way to understand one another's opinions and beliefs. 

According to the CCAR tool, referred to as a compass, there are four ways that 

people deal with race: emotionally, intellectually, morally, and socially (Singleton & 

Linton, 2014). It is imperative for instructional coaches to understand when biases arise 

in professional situations, such as diversity training. This awareness is a skill that has to 

be developed and can be beneficial. It allows one to be aware, practice mindfulness, and 

discuss “thorny” topics. Singleton (2015) suggested instead of seeing ourselves as 

disconnected and separated from the rest of the universe, we start to reconcile with others 

and humanity.  

Kincheloe and Steinberg (1998) found that how we shape meaning - including 

biases - is directly influenced by who we are and how our views have been affected by 

prevailing beliefs, ideological prejudices, cultural rituals, and other perspectives. 

Singleton (2015) further suggested that awareness of these influences leads to deeper 

engagement through open dialogue: ‘‘Engag[ing] those who won’t talk … [s]ustains the 

conversation when it gets uncomfortable or diverted … [and] deepens the conversation to 

the point where authentic understanding and meaningful action occur’’ (p. 26).  

Singleton (2015) further argued that the four agreements are necessary for having 

difficult discussions: a) stay engaged, b) expect to experience discomfort, c) speak your 

truth, and d) expect and accept a lack of closure (p. 28). Being with “what is” while it is 

uncomfortable is a part of the practice of mindfulness, and it is instrumental in having 

difficult conversations. It is entirely possible to attend training, engage in challenging 
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discussions, and disagree with another’s shared perspective shared without becoming 

angered. This awareness and the ability to communicate in this way will open the 

possibilities for new pathways for learning from one another. 

Conversations about the Black race have ranged from limited to nonexistent in 

professional development, and Whiteness is mentioned even less due to White fragility. 

For this reason, Singleton and Linton (2014) provided a set of applicable skills allowing 

leaders to work toward the “real, comprehensive, cognitive, and intellectual foundations 

of understanding” (p. 2). Using six similar skills: getting personal, maintaining the 

emphasis on race problems, involving different ethnic viewpoints, keeping all at the 

table, knowing the past and meaning of race, and tackling Whiteness issues, the 

researchers feel that educational leaders would not only be able to tackle these issues but 

would allow for other discussions that have been silenced because of the truth (Singleton 

& Linton, 2014). Society will not see a significant shift until race, White privilege, and 

racial inequalities are openly addressed. Singleton’s CCAR compass (2015) is a tool to 

initiate the dialogue. 

Microaggressions 

Microaggressions are often subtle, insidious, and not talked about in professional 

development educational settings. Microaggression is a term coined by a Harvard 

University professor, Chester M. Pierce, in 1970. Microaggressions are the “everyday 

verbal, nonverbal environmental slights, snubs, or insults, whether intentional or 

unintentional, that communicate hostile, derogatory or negative messages toward people 

of color” (Sue, 2010, p. 235). Racial microaggressions are different from overt forms of 

racism. These microaggressions are often meted out in the form of subtle insults, both 



 
 

 

 

63 

verbal and nonverbal, directed toward people of color. According to Kohli and Solórzano 

(2012), microaggressions have a “layered” and “cumulative” nature that take their toll on 

people of color because while in isolation, they may not have much meaning or impact, 

taken together as repeated slights they have a profound effect (p. 447). Focusing more 

closely on microaggressions, Levine et al. (2014) investigated the relationship between 

discrimination and social anxiety disorders. They found that “everyday discrimination,” 

defined as “consistent, less overt forms of intolerance (e.g., being treated with less 

respect),” predicted the presentation of social anxiety more than overt and significant 

incidents of discrimination (p. 224). Everyday discrimination has been found to impact 

children and adolescents in educational settings. 

Microaggressions in Educational Settings 

Microaggressions often go unnoticed but play a significant role in negatively 

influencing school children. According to Suárez-Orozco et al. (2015), microaggressions 

in educational settings create “invalidating and hostile learning experiences” (p. 151). 

Numerous studies have shown that racial discrimination at school harms students’ mental 

health and academic performance (Allen et al., 2013; Budhwani et al., 2015; Chavous et 

al., 2008; Donovan et al., 2012; Huynh & Fuligni, 2010; Levine et al., 2014). 

Understanding microaggressions can be challenging for children and adolescents 

to process mentally and work through, especially in school. Huynh and Fuligni (2010) 

found that discrimination was linked to lower grade point averages, self-esteem, and 

more depressive symptoms, anxiety, and physical complaints in a study of 12th-grade 

Latin American and Asian American students. The meaning of a child’s world is 

continually being constructed by their experiences and influences. Tatum (2007, 2021) 



 
 

 

 

64 

posited individuals teach what they have been taught and thoughtful self-appraisals of 

biases and prejudices of parents are transmitted to their children. 

The idea of White power and White privilege is frightening and confusing to 

many White teachers. Teachers often view it from a personal perspective. However, 

Vinnik (2015) confirmed that “White dominance and White privilege” in the American 

educational system are deeply rooted (p. 2). Fear should not influence our need to engage 

in dialogue. Typically, educators have not examined and discussed race in their schools 

because they fear not knowing how to go about this process correctly (Singleton, 2015). 

As a socially construed concept, race “continues to be one of the most divisive constructs 

in our schools and society” (Howard & Denning del Rosario, 2000, p. 127). Apfelbaum et 

al. (2012) stated, “numerous people are concerned about being labeled racist leaving 

them unsure if they should talk about race” (p. 205).  

Being uncomfortable with race is not new in education or the United States. 

Talking about that discomfort is not new but has become arcane. Feistritzer (2011) stated 

that 84% or more of the U.S. teachers are White and female. This contrast of teacher 

uniformity versus student diversity poses a problem concerning making connections and 

a teacher’s ability to understand and teach from a personal and professional perspective. 

Ladson-Billings (2006) argued, “Teachers feel ill-prepared or incapable of meeting the 

educational needs of students of color” (p. 230). 

The Impact of Racialized Climates on Instructional Environments 

Times are rapidly changing, and so are the demographics of the United States, 

which dramatically changes the demographics of classrooms. Researchers suggested that 

the election of President Barack Obama in 2008 played a critical role in the need to 
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quantify and better understand the effects of discrimination and racism and the impact 

racism has on mental health (Brown et al., 2021; Cramer, 2020; Williams, 2018). Parker 

(2016) conveyed how the Obama election led to the rise of the Tea Party movement, a 

political party associated with racist rhetoric; the  belief among society that racism had 

been abolished was clearly disproven.  

As observed by Cramer (2020), a  “newer, symbolic form of racism has been 

conceptualized as a set of attitudes acquired through socialization, as perceptions that 

people teach to each other through interpersonal interaction and learn through education, 

mass media, religious institutions, and other important sources of communication” (p. 

154). Furthermore, efforts to discuss racism were met with agitation from Whites 

(DiAngelo, 2020). Since their own race is not often discussed within White communities, 

race is often considered to be related to “other” people, such as minorities, coining the 

term white fragility (Tatum, 2021). 

A study conducted by Costello (2016) that included 2,000 kindergarten teachers 

through grade 12 found that more than half suggested there had been a rise in some of 

their students in the usage of insults, name-calling, and hostile comments toward refugees 

and minorities since the presidential campaign started for Donald Trump in June of 2015. 

Many students in these targeted communities were scared and concerned about the future 

(Costello, 2016). African American children whose families have lived in the United 

States for decades, for instance, expressed nervousness about a return to slavery and 

being sent back to Africa or placed into camps (Costello, 2016). Furthermore, Ujifusa 

(2021) reported an increase in hate crimes and harassment within K-12 schools. This 

author stated  
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Hate crimes, in particular, which frequently involve students targeted based on 

their race, national origin, or sexual orientation, increased by an estimated 81 

percent in K-12 public schools between the 2015-16 and 2017-18 school years, 

the two most recent school years for which the Government Accountability Office 

gathered such data (Ujifusa, 2021, para. 2). 

In the larger society, this type of targeted animosity has led to elevated levels of anxiety 

and tension, and discrimination is “positively associated with measures of depression and 

anxiety symptoms and psychological distress” (Williams, 2018, p. 3).  

In January 2017, a nationwide study conducted by the American Psychological 

Association (APA) revealed that two-thirds of the adults in the United States stated they 

were stressed regarding their future. In addition, the APA (2017) reported that 69% of 

Blacks, 57% of Asians, 56% of Hispanics, and 42% of non-Hispanic Whites indicated 

that the 2016 presidential election result was a “very significant or somewhat significant” 

cause of stress. This study demonstrated that the effects of hate and racism could no 

longer be ignored, and effective educators understand the harm of practicing avoidance. 

Awareness is a skill that can be taught with instructional coaching through race and 

equity coaching. Literature also shows leadership is a key to making a difference in 

providing equity-based instructional practices for teachers (Darling-Hammond, 2017). 

Learning to Teach for Social Justice – Beliefs Scale 

Enterline et al. (2008) developed the Learning to Teach for Social Justice-Beliefs 

(LTSJ-B) scale, which was evaluated using the Rasch Item Response Theory (IRT) 

model (Enterline et al., 2008; Ludlow et al., 2008). This scale was developed in response 

to the political demand for transparency and appraisal of teacher training services 
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showing concrete results and the movement toward social justice education for 

prospective teachers. The developmental scale research was conducted as part of a 

broader survey sequence at Boston College's (BC) Lynch School of Education (LSOE), 

clearly stating its commitment to social justice. 

The LTSJ-B scale is a 12-item survey (SJI, SJII, etc.) with a Likert scale response 

(1 = Strongly Disagree, 2 = Disagree, 3 = Uncertain, 4 = Agree, and 5 = Strongly Agree). 

Enterline et al. (2008) examined shifts in attitudes about social justice education over 

time in various communities. Each item addressed teacher candidates' and beginning 

teachers' attitudes, goals, and opinions about teaching and their plans for teaching and 

anticipated career paths, sense of preparedness, and reported classroom activities and 

strategies. The scale was intended to assess values and viewpoints, not the whole 

philosophy of learning to educate for social justice, academics, experiences, relationships, 

pedagogical skills, support, or student learning outcomes. The reliability of this scale was 

provided in Ludlow et al. (2008). See Table 4.  
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Table 4. 
Positively and Negatively Worded Items on the LTSJ-B Scale. 
 Positively Worded  Negatively Worded 

Social Justice (SJ) 
Item 

SJ1 A critical part of learning to 
be a teacher is examining one's 
own attitudes and beliefs about 
race, class, gender, disabilities, 
and sexual orientation 
 
SJ2 Issues related to racism and 
inequity should be openly 
discussed in the classroom. 
 
SJ4 Good teaching incorporates 
diverse cultures and experiences 
into classroom lessons and 
discussions. 
 
SJ7 Part of the responsibilities of 
the teacher Is to challenge school 
arrangements that maintain 
societal inequities. 
 
SJ8 Teachers should teach 
students to think critically about 
government positions and actions. 
 
 

 SJ3 For the most part, covering multicultural 
topics is only relevant to certain subject areas, 
such as social studies and literature. 
 
SJ5 The most important goal in working with 
immigrant children and English language learners 
is that they assimilate into American society. 
 
SJ6 It's reasonable for teachers to have lower 
classroom expectations for students who don't 
speak English as their first language. 
 
SJ9 Economically disadvantaged students have 
more to gain in 
schools because they bring less to the classroom. 
 
SJ10 Although teachers have to appreciate 
diversity, it's not their job to change society. 
 
SJ11 Whether students succeed in school depends 
primarily on how hard they work. 
 
SJ12 Realistically, the job of a teacher is to 
prepare students for the lives they are likely to 
lead.  
 

Note. Learning to Teach for Social Justice Beliefs (LTSJ-B) Survey (Enterline et al., 2008; Ludlow et al., 2008) 
 

 

The negative response precluded students from responding in a socially desirable 

way. Positively-worded items were those that the researchers believed would be 

straightforward and simple to support (Enterline et al., 2008). 
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Bandura’s Social Learning Theory 

The practice of Universal Design for Learning, which is focused on removing 

barriers to learning by planning and designing equitable learning environments for all, is 

supported by the tenets of social learning theory (SLT) (Bandura, 1977; Bandura & 

Walters, 1963). SLT is a framework that links knowledge acquisition to pro-social 

interactions and opportunities to observe others within the learning and social 

environments. Bandura (1977) asserted that knowledge is acquired when information is 

organically analyzed. Learning takes place, and insight is gained. 

Traditional education is based on the cognitive processing of symbols such as 

written and spoken language, mental processing, and two types of expectations: outcome 

expectations and efficacy expectations (Bandura, 1977). Activity outcomes, according to 

Bandura, are contingent on a few factors. The author stated: 

An outcome expectancy is defined as a person's estimate that a given behavior will 

lead to certain desired outcomes. An efficacy expectation is the conviction that one 

can successfully execute the behavior required to produce the outcomes. Outcome 

and efficacy expectations are differentiated, because individuals can believe that a 

particular course of action will produce certain outcomes, but if they entertain 

serious doubts about whether they can perform the necessary activities, such 

information does not influence their behavior (p. 193). 

Chapter II Summary 

Chapter II explored the history of race and racism in public education, social 

learning theory, Universal Design for Learning, teacher efficacy, and instructional 

coaching models. This quantitative study aimed to examine the educators’ views of social 
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justice as they participate in instructional planning and design using the Universal Design 

for Learning (UDL) framework.  

The researcher has provided a) an historical background on segregation and 

desegregation in schools; b) the current status of systemic racism in the United States, (c) 

support for the purpose of the study, d) identified the gap in instructional practices and 

professional development, and e) identified equity and race-based coaching strategies that 

address the problem.  

In Chapter III, the researcher describes the methodology used in this study. The 

sections in the methodology chapter include research design, context and setting, 

participants, instrumentation, reliability and validity, data collection, researcher bias, and 

data analysis. 

 



 
 

 

 

71 

CHAPTER III: METHODOLOGY  

Purpose 

The purpose of this quantitative study was to examine the perceptions of 

educators’ views of social justice as they participated in instructional planning and design 

using the Universal Design for Learning (UDL) framework. UDL, which is focused on 

removing barriers to learning and offering an equitable learning environment for all, was 

used as a lens to consider the impact of racial differences in classrooms. Perceptions were 

measured using the Learning to Teach for Social Justice-Beliefs (LTSJ-B) Scale 

developed by a research team at the Boston College Teachers for a New Era (Enterline et 

al., 2008; Ludlow et al., 2008). The LTSJ-B scale measured the components of educators’ 

perceptions about social justice and equity concerning instructional design in K-12 

educational settings. This chapter details the methodology used in this current study, 

including the research design, selection of participants, context and setting, 

instrumentation, data collection, and data analysis. 

Research Design 

Investigating the social justice beliefs of experienced educators allowed the 

researcher to investigate the correlations and variances in those beliefs. The quantitative 

data collected from the survey further allowed the researcher to gather necessary data to 

address the research questions. The LTSJ-B Scale was used as this current study’s 

instrument for data collection. The scale created was by The Boston College Teachers for 

New Era Evidence Team (BC-TNE ET). The BC-TNE ET  surveyed teacher candidates 

about their commitment to socially just teaching (Enterline et al., 2008; Ludlow et al., 

2008).  
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The LTSJ-B Scale was used multiple times to survey teacher candidates during a 

2004 study - before beginning initial teacher preparation courses, at the end of each 

program year, and after their first three years of teaching. The teachers underwent various 

courses rooted in social justice theory and practice through their undergraduate training 

program. The study measured a change in beliefs over time. For purposes of this study, 

the researcher used the LTSJ-B Scale to investigate social justice beliefs and socially just 

practices among different groups of educators. 

Research Questions 

RQ1: What are educators’ perceptions of social justice as it relates to designing 

equitable learning environments?  

RQ2: What are educators’ perceptions of the importance of racial consciousness 

and equity in the classroom? 

RQ3: What are educators’ perceptions of how to remove barriers in an effort to 

create an equitable learning environment?  

Participants 

The participants were recruited via snowball sampling wherein word-of-mouth 

about the study increased awareness and participation (Glonti & Hren, 2018; Kirchherr & 

Charles, 2018).The snowball sampling technique allowed the researcher to reach a 

specifically trained group of participants, which would otherwise be hard to find in a 

reasonable amount of time. A participation flyer (see Appendix A) was shared on two 

social media platforms, Facebook and Instagram. Potential participants were asked to 

participate via an anonymous survey. These individuals responded to statements from the 

LTSJ-B Scale via the surveymonkey.com online survey platform, ensuring that their 
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identities remained anonymous. The flyer included three methods for potential 

participants to gain direct access to the surveymonkey.com page to access the researcher 

survey. The participants were asked to either take a picture of a QR code and take the 

survey via a smartphone, click a hyperlink to the survey opening it in a new browser, or 

copy and paste the survey link into a browser.  

Each participant in this study was asked three questions to verify eligibility to 

participate: 

1. Are you familiar with the principles of Universal Design for Learning?  

2. Do you have experience in K-12 instructional design?  

3. Are you familiar with social justice issues and equity issues that occur within 

education?  

 

In answering yes to these questions, the participants assured they met the criterion of 

being educators who understood the principles of Universal Design for Learning (UDL), 

and were familiar with social justice and equity issues that impact the field of education.  

Overall, there were 164 survey respondents. Fifty-five (55) participants did not 

meet the inclusion criteria because they answered “no” to at least one of the three 

screening questions and were, thus, excluded. Ultimately, 109 respondents were included 

in this research study. The largest subgroup of participants (39.4%) was in the 40-49 

years age category (n=43), followed by the 50-59 years age group (n=32, 29.4%). 

Twenty-two (20.2%) participants were 30-39 years of age. Nine (8.3%) participants were 

over 60 years, and three (2.8%) were 20-29 years old.  

The sample consisted of 48.6% Black or African American participants (n=53), 

and 47.7% (n=52) were White or Caucasian, while the remaining 3.6% of participants 
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were Native American (n=1), Unknown (n=2), and one participant did not indicate race. 

For purposes of this study, the results focus on responses from the Black or African 

American participants (n=53) and the White or Caucasian participants (n=52) due to the 

inadequate responses from the other races that could be selected.  

Instrumentation 

This research study includes data collection from responses obtained using the 

(LTSJ-B) Scale developed by the research team at Boston College, Teachers for a New 

Era Project. The survey includes 12 statements on a 5-point rating scale (1 = Strongly 

Disagree, 2 = Disagree, 3 = Uncertain, 4 = Agree, 5 = Strongly Agree) (see Appendix C).  

Some items were positively worded, and others were negatively worded. 

“Participants are expected to agree with items 1, 2, 4, 7, and 8 and disagree with items 3, 

5, 6, 9, 10, 11, and 12” (Ludlow et al., 2008). The items that respondents were expected 

to disagree with were reverse-scored (“R”) for higher scores (e.g., closer to 5) to 

correspond to a more substantial commitment to teaching for social justice. Once the 

items were coded in the appropriate direction, a higher total score corresponded to a 

higher level of commitment to teaching for social justice (Ludlow et al., 2008).  

Reliability and Validity 

In 2004, The LTSJ-B scale was created and piloted by researchers at Boston 

College who were able to limit a list of 200 social justice items to 25 (Enterline et al., 

2008; Ludlow et al., 2008). The survey was later narrowed down to 12 items. The LTSJ-

B scale was designed with Rasch modeling principles, which account for the participant’s 

response and the pre-designed difficulty ranking of the item (Ludlow et al., 2008). The 

LTSJ-B Scale separates socially just teaching into six core components: “teachers’ 
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knowledge, skill, and interpretive frameworks; teachers’ beliefs, attitudes, and values; 

classroom practice and pedagogy; community participation; teachers’ learning inquiry 

communities; and promoting pupils’ academic, social emotional, and civic learning” (p. 

195). The LTSJ-B scale analysis yielded a Cronbach’s alpha score of .77, indicating a 

moderate internal consistency. 

Data Collection 

Ethical considerations for this study included the anonymity of participants’ 

identities. The participants were recruited via snowball sampling, which allowed for 

outsourced recruitment through individuals forwarding the recruitment request to others. 

A flyer was shared on two social media platforms, Facebook and Instagram, to reach 

potential participants. The flyer encouraged educators to participate in an anonymous 

survey where they would be responding to questions from the LTSJ-B Scale via the 

surveymonkey.com online survey platform. The use of the surveymonkey.com website 

ensured that the survey participants remained anonymous.  

The flyer included three methods for the participants to gain direct access to the 

survey. The participants could either take a picture of a QR code to take the survey via a 

smartphone, click a hyperlinked web address found on the flyer, or copy and paste the 

survey link into a new browser window. The snowball sampling technique allowed the 

researcher to reach a specifically trained group of participants, which would otherwise be 

hard to find in a reasonable amount of time (()) .  

Each participant in this study was asked three questions to qualify for the study 

based on the inclusion criteria to participate: They needed to be educators, they were 

required understand the principles of Universal Design for Learning (UDL), and be 
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familiar with social justice and equity issues that impact the field of education. 

Participating in the anonymous survey served as participant consent for participation.  

The participants' responses will be kept for a minimum of two years after the 

completion of this research project and will remain anonymous. Houston Baptist 

University’s policy requires all research data to be stored for a minimum of two years. 

However, the researcher may need to keep the data for a more extended period depending 

on other agreements or laws. Three copies of the data will remain safe and secured on at 

least two types of storage media. One of the copies will be kept offsite; the others will be 

turned into the Houston Baptist University Center for Research and Doctoral Studies 

(CRDS), where they will be kept for a minimum of two years and a maximum of five 

years. 

Data Analysis 

According to Bogdan and Biklen (2006), “Analysis involves working with data, 

organizing them, breaking them into manageable units, synthesizing, searching for 

patterns, discovering what is important and what is to be learned, and deciding what you 

will tell others” (p. 157). Data were collected using the LTSJ-B survey that the 

participants completed using the online application surveymonkey.com. Data were coded 

by grouping variables in a spreadsheet format and entered into Statistical Package for the 

Social Sciences (SPSS).  

To enable quantitative analysis of the data, Likert items were scored following the 

LTSJ-B Scale guidelines (Ludlow et al., 2008). Scores were calculated directly for 

positively worded items, while negatively worded items were reverse-coded. The survey 

scores were analyzed as continuous variables, while participants’ characteristics were 
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analyzed as nominal variables. After the data were entered, frequencies and percentages 

were reported for nominal variables, while means and standard deviations were reported 

for continuous variables. After reverse coding of negatively worded items, item-specific 

scores were summed to derive a total score. The total scores were compared by age and 

race using the analysis of variance (ANOVA) procedure. Once completed, the educators’ 

LTSJ-B Scale scores were examined to understand their beliefs and teaching practices.  

Researcher Bias 

Heath (1997) found that researchers must be clear about their potential biases for 

stakeholders to decide what they think about the presented data. This researcher is 

employed as an education specialist in the Special Education Department at an 

Educational Service Center in Southeast Texas. This role has required the researcher to 

train on UDL and facilitate professional development sessions centered on race and 

equity. The researcher was careful not to insert her feelings about her personal 

experiences into the analysis.  

Chapter III Summary 

This study explored perceptions of educators’ on race and social justice-focused 

instructional planning utilizing the UDL framework. The participants in this study have 

experience in lesson design and a general understanding of UDL principles. Data were 

collected via responses obtained using the instrument known as the LTSJ-B Scale, 

developed by the survey team at Boston College, Teachers for a New Era Project. The 

survey included 12 statements on a 5-point rating scale. One hundred nine (109) 

respondents were included in the analysis. To enable quantitative analysis of the data, 

Likert items were scored following guidelines provided for the LTSJ-B. Scores were 
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calculated directly for positively worded items, while negatively worded items were 

reverse-coded. The survey scores were analyzed as continuous variables, while 

participants’ characteristics were analyzed as nominal variables. 
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CHAPTER IV: RESULTS 

This quantitative research study was carried out to investigate the three research 

questions posed in order to understand educators’ perceptions of social justice as it relates 

to designing equitable learning environments. The study also gauged the importance of 

racial consciousness and equity in the K-12 classroom. Additionally, this study was 

conducted to understand how educators perceive barriers to an equitable learning 

environment. The Learning to Teach for Social Justice Beliefs (LTSJ-B) Survey was used 

to address the research questions. The survey included 12 statements analyzed on a Likert 

scale (see Appendix C). 

Overall, 164 survey respondents were recruited via the snowball sampling 

technique on social media (Sadler et al., 2010). Fifty-five participants did not meet the 

inclusion criteria because they answered “no” to the screening questions and were 

excluded. Therefore, 109 respondents were included in the analysis. Likert items were 

scored following the LTSJ-B Scale guidelines to enable quantitative data analysis. Scores 

were calculated directly for positively-worded items, while negatively-worded items were 

reverse-coded. The survey scores were analyzed as continuous variables, while 

participants’ characteristics were analyzed as nominal variables.  

The largest subgroup of participants (39.4%) was in the 40-49 years age category 

(n=43), followed by the 50-59 years age group (n=32, 29.4%). Twenty-two (20.2%) 

participants were 30-39 years of age. Nine (8.3%) participants were over 60 years, and 

three (2.8%) were 20-29 years old. The sample consisted of 48.6% Black or African 

American participants (n=53), and 47.7% (n=52) were White or Caucasian, while the 

remaining 3.6% of participants were Native American (n=1), Unknown (n=2), and one 
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participant did not indicate race. Due to the small number of native American and 

Unknown participants, Total Scores and comparisons by race will include Black or 

African American and White or Caucasian participants. Frequencies and percentages 

were reported for nominal variables, while means and standard deviations were reported 

for continuous variables. After reverse coding of negatively-worded items, item-specific 

scores were summed to derive a total score. The total scores were compared by age and 

race using the analysis of variance (ANOVA) procedure. Participants’ characteristics are 

presented in Table 5. 

Table 5.  
Participant Characteristics. 

Characteristic / Age (Years) # Of Participants /Frequency (%) 

20-29 3 (2.8%) 

30-39 22 (20.2%) 

40-49 43 (39.4%) 

50-59 32 (29.4%) 

Over 60 9 (8.3%) 

 
Ethnicity 

 

Black or African American 53 (48.6%) 

Native American Indian or Alaska Native 1 (0.9%) 

Unknown 2 (1.8%) 

White or Caucasian 52 (47.7%) 

Missing 1 (0.9%) 
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The distribution of total scores by age group is presented in Table 6. While 50–

59-year-olds had the highest total score on average (mean 51.7, SD 5.5), there was no 

significant difference between the age groups in the total scores, as indicated by the p-

value of < .05 (p = 0.43). The youngest age group had the lowest total score (mean = 

48.0), and the 50-59 years age group had the highest total score (mean = 51.7). There was 

no significant major effect in the mean total scores.  

Table 6.  
Distribution of Total Score by Age. 
Mean Total 
Score 

Age 20-29 30-39 40-49 50-59 >60 p-value 

N 
 

3 22 43 32 9 0.43 

Total Score, 
Mean (SD) 

 48.0 (5.6) 49.8 (6.0) 49.5 (7.0) 51.7 (5.5) 48.1 (4.6)  

 

The distribution of total scores by race is presented in Table 7. White respondents 

had the highest total score on average (mean = 52.0), while the two participants of an 

unknown race had a mean total score of 50.0, and African American respondents had a 

mean total score of 50.1. There was no significant major effect between the categories in 

mean total score (p = 0.97).  

Table 7.  
Distribution of Total Score by Race 

Mean 
Total 
Score 

Race Black or 
African 
American 

Native 
American 
Indian or 
Alaska Native 

Unknown  White or 
Caucasian 

p-value 

N 
 

53 1 2 52 
 

Total 
Score, 
Mean 
(SD) 

 50.1 (6.5) 51.0 (NA) 50.0 (6.1) 52.0 (8.5) 0.97 
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Research Question 1 

RQ1. What are educators' perceptions of social justice as it relates to designing 

equitable learning environments? 

 Each survey item on the LTSJ-B Scale required the participants to indicate their 

beliefs on social justice and societal inequities related to K-12 classroom instruction. The 

educators who participated were able to respond to each item with their level of belief in 

each specific LTSJ-B Scale item. The possible responses on the Likert scale were 

strongly disagree, disagree, uncertain, agree, and strongly agree. Each research question 

was addressed by one or more of the 12 survey items from the LTSJ-B Scale. Research 

question one was addressed by elements in items Q1, Q3, Q4, Q5, Q7, Q8, and Q10.  

Q1. “An important part of learning to be a teacher is examining one’s own 

attitudes and beliefs about race, class, gender, and disabilities.” 

This positively-worded item included elements related to beliefs on race, a 

teacher’s perception of responsibilities for instructional design, and socially just teaching. 

While 75.23% of participants strongly agreed with question one, 17.43% agreed, 

indicating a strong belief in the understanding that race and equity cannot be ignored in 

the instructional environment. Nonetheless, 4.59% strongly disagreed, 1.83% disagreed, 

and .92% of participants were uncertain. The responses to Q1 did not differ significantly 

by the respondents’ race. 74% of Black or African American participants Strongly 

Agreed, and 77% of White or Caucasian Strongly Agreed. Figure 3 displays the results of 

item one.  
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Question 1“An important part of learning to be a teacher is examining one’s own 

attitudes and beliefs about race, class, gender, and disabilities.”  

 

 

 
 
 
 
 
 
 
 

Figure 3. Bar Graph of Q1 Responses. 

 

Q3. “For the most part, covering multicultural topics is only relevant to certain 

subject areas, such as social studies and literature.”  

This LTSJ-B Scale item is negatively-worded and was reverse-scored. Requiring 

teachers to limit multicultural teachings to certain subjects may be more simplistic and 

favorable. It allows teachers to remain comfortable and not extend learning opportunities 

in areas where they may feel less efficacious. Teacher efficacy levels will fluctuate 

significantly, and these beliefs will impact instruction (Schmidt, 2017, p. 36). This 

determination of teachers' self-efficacy beliefs is supported by the findings. In this study, 

44.95% strongly agreed with this item, 37.61% agreed, 3.67% were uncertain, 8.26% 

disagreed, and 5.50% strongly disagreed. While 22% of African American respondents 

strongly disagreed or disagreed with Q3, 6% of White respondents strongly disagreed or 

disagreed. 
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Q3. “For the most part, covering multicultural topics is only relevant to certain subject 

areas, such as social studies and literature.”  

 
Figure 4. Bar Graph of Q3 Responses. 

 

Q4. “Good teaching incorporates diverse cultures and experiences into classroom 

lessons and discussions.”  

Question 4 is a positively-worded statement with diversity and multicultural 

themes. Overall, 82.57% of participants strongly agreed, and 17.43% agreed. This high 

indication of strongly agree and agree from participants denotes a high level of self-

directed responsibility to include a variety of cultures and experiences in lesson design. 

The principles of UDL acknowledge that the classroom is naturally comprised of students 

of diverse backgrounds and skills. The educators’ endorsement of this item from the 

LTSJ-B Scale also validates the UDL model supporting the efforts of teachers to resolve 

the challenge of diversity by offering versatile teaching tools, strategies, and practices 

that direct the creation and production of inclusive curricula for all learners (CAST, 2018; 

Edyburn, 2010; Rao et al., 2014). Zero participants disagreed with this item at any level; 
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neither were any participants uncertain of this item. However, 89% of African American 

and 79% of White participants responded as strongly agreed.  

 

Q4. “Good teaching incorporates diverse cultures and experiences into classroom 

lessons and discussions.”  

 
Figure 5. Bar Graph of Q4 Responses. 
 

Q5. “The most important goal in working with African American children and 

English language learners is that they assimilate into American society.”  

This statement is negatively-worded and was reverse-scored. A response 

indicating strongly disagree with this item was scored the highest, and 2.75% of 

respondents strongly disagreed, compared to 39.45% who strongly agreed, 36.7% who 

agreed, and 12.84% of respondents were uncertain.  

While 6% of African American respondents strongly disagreed and 9% 

disagreed, 0% of White respondents strongly disagreed, and 8% disagreed. Educators 

need to examine obstacles and deficiencies within the curriculum models and instruction 
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instead of objectifying students as broken or disabled (Rao & Meo, 2016). Figure 6 

displays the results of question 5.  

 

Q5. “The most important goal in working with African American children and English 

language learners is that they assimilate into American society.”  

 
Figure 6. Bar Graph of Q5 Responses. 

 
 

Q7 “Part of the responsibilities of the teacher is to challenge school arrangements 

that maintain societal inequities.”  

Teacher responsibilities as an instructional leader in the quest for social justice 

was the theme of question 7. Overall, 48.62% of participants strongly agreed with this 

item, and 38.53% agreed. These percentages indicated that the majority of the 109 

participants believed that a teacher’s responsibilities extended to advocacy and mediator 

of equity for all students.  

Responses by race revealed no significant major effect. 85% of African 

Americans strongly agreed, and 58% of White or Caucasian participants strongly agreed. 

School culture plays a crucial role in student success (Bayar & Karaduman, 2021; Hoy et 

al., 2019). A healthy school climate creates a safe environment where teachers and 
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students are willing to take more risks in learning tasks. Parsons (2005) reported that 

when teachers feel threatened or students feel threatened, some teachers lower the 

standards, especially for students of color and those socioeconomically disadvantaged. 

Figure 7 displays the results of Q7.  

 

Q7 “Part of the responsibilities of the teacher is to challenge school arrangements that 

maintain societal inequities.” 

 
Figure 7. Bar Graph of Q7 Responses. 
 

 

Q8 states that “Teachers should teach students to think critically about 

government positions and actions.”  

Critical thinking and higher-order reasoning skills are required in classrooms 

nationwide, no matter the subject (Murawski, 2014). This allows students to take 

ownership of their learning and demonstrate high levels of understanding of their 

perceptions as they experience authentic learning (Ballard, 2019; Bartolome, 1994). 

Authentic learning empowers students to transfer knowledge and skills learned in the 
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classroom into their everyday lives outside of school, thus making the value of learning 

much more important to them (Mims, 2003).  

Overall, 54.13% strongly agreed, 33.94% agreed, 7.34% were uncertain, 3.67% 

disagreed, and 0.92% strongly disagreed. Responses were similar by race. 53% of Black 

or African Americans and 46% of White or Caucasian participants strongly agreed.  

 

Q8. “Teachers should teach students to think critically about government positions and 

actions.”  

 
Figure 8. Bar Graph of Q8 Responses. 
 

Q10. “Although teachers have to appreciate diversity, it’s not their job to change 

society.” 

Only 1.83% of participants who responded strongly disagreed with this survey 

item. A little over 9% of participants disagreed, 6.42% were uncertain, and a combined 

82.57% either agreed or strongly agreed. While 17% strongly disagreed or disagreed 

among African American respondents, 6% strongly disagreed or agreed among White 

respondents.  
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Strongly disagreeing and disagreeing indicated a higher commitment to socially-

just teaching per the reverse-score rules of the negatively-worded survey items. In studies 

by DeCuir-Gunby et al. (2011) and Steele (2010), disengaged students, weak school 

attendance, and increased dropout rates were identified as consequences of reduced 

academic standards. These results do not indicate a need for teachers to challenge every 

system. However, it encourages teachers to consider all students’ needs within existing 

K-12 school systems. Figure 9 displays the results of question 10.  

 

Q10. “Although teachers have to appreciate diversity, it’s not their job to change 

society.” 

 
Figure 9. Bar Graph of Q10 Responses. 
 

Research Question 2  

RQ2. “What are educators' perceptions of the importance of racial 

consciousness and equity in the classroom?” This second research question queries 

educators’ beliefs regarding race, racism, and biases uncompromisingly. Race is 

relatively new to UDL principles, as race was not considered a diversity factor in any 
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UDL models until 2011 (Rao et al., 2014). Three items from the LTSJ-B survey 

address research question two concerning race. Those items were Q1, Q2, and Q5. 

Items Q1 and Q2 were positively-worded.  

Q1 states, “An important part of learning to be a teacher is examining one’s own 

attitudes and beliefs about race, class, gender, and disabilities.” While 75.23% of 

participants strongly agreed with question one, 17.43% agreed, only 4.59% strongly 

disagreed, 1.83% disagreed, and .92% were uncertain (see Figure 3). Teachers’ biased 

perceptions of students are often overlooked due to a lack of professional development in 

this area (Garrett, 2017; Tanguay et al., 2018). However, scholars emphasize that 

improving education effectively must include preparing educators for socioeconomic 

diversity, cultural, racial, and ethnicity in the classroom setting (Howard, 2003, 2019; 

Ladson-Billings, 2000; Ladson-Billings & Tate, 1995; Milner et al., 2003; Sleeter, 1992; 

Smith-Maddox, & Solórzano, 2002). 

Q2. “Issues related to racism and inequity should be openly discussed in the 

classroom.” While 43.12% of participants strongly agreed with this statement, 35.78% 

agreed, 19.27% were uncertain, and 1.83% disagreed. Question 2 had the most extensive 

spread when scores were compared by race. African American participants strongly 

agreed, and 34% agreed. 40% of White or Caucasian participants strongly agreed, and 

38% of White or Caucasian participants agreed. These findings highlight that educators 

acknowledge that race is a variable that plays a significant role in classroom culture 

(Figlio, 2017). Removing this barrier requires honest dialogue and a willingness to lean 

into discomfort if inequities are to be dismantled (Haupu, 2014).  
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Q2. “Issues related to racism and inequity should be openly discussed in the classroom.”  

 

 
Figure 10. Bar Graph of Q2 Responses. 

 

Q5. “The most important goal in working with African American children and 

English language learners is that they assimilate into American society.”  

A response indicating strongly disagree with this item was scored the highest. 

Only 2.75% of respondents strongly disagreed compared to 39.45% who strongly agreed 

and 36.7% who agreed. Additionally, 12.84% of respondents were uncertain. While 6% 

of African American respondents strongly disagreed and 9% disagreed, 0% of White 

respondents strongly disagreed, and 8% disagreed (see Figure 6). The exploration of race 

and racism in Research Question 2 highlights the urgent need for attention to race 

consciousness. This mindfulness of race and diversity includes the beliefs, mindsets, and 

attitudes of school staff who directly impact the traditions and customary social 

conditions for students of color (Jayakumar & Adamian, 2017).  
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Research Question 3 

RQ 3 asks: “What are educators' perceptions of how to remove barriers in an 

effort to create an equitable learning environment?”  

Teachers’ hidden beliefs and attitudes have been found to be a barrier to the 

adoption of UDL practices and strategies. (Cook et al., 1999; Van Reusen et al., 2000). 

Items 6, 9, 11, and 12 address this research question (Q6, Q9, Q11, and Q12). The four 

items (Q6, Q9, Q11, and Q12) from the LTSJ-B Scale that addressed RQ3 were all 

negatively-worded and reverse-scored. The UDL framework is designed to remove 

barriers in three areas: engagement, representation, and action and expression. These 

questions probed the respondent educators on their beliefs on student effort versus 

teacher expectations. 

Q6. “It’s reasonable for teachers to have lower classroom expectations for some 

students.”  

Only 92% of respondents strongly disagreed with Q6, and 5.50% disagreed. 

Overall, 91.74% of respondents believed that lowering expectations is allowable for some 

students. While 85% of African American respondents strongly agreed with this item, 

only 58% of White respondents strongly agreed. These results indicate a need for 

extensive training and support of educators to remove barriers. Training would include 

ways for students to shore up their strengths and learn from a place of talent and skills 

rather than learning from a position of weakness (CAST, 2018). Not all learners 

understand and comprehend the same way, and UDL provides flexibility. Diversity is 

honored in UDL by offering versatile teaching tools, strategies, and practices that direct 
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the creation and production of inclusive curricula for all learners (CAST, 2018; Edyburn, 

2010; Rao et al., 2014). Figure 11 displays the results of item 6. 

Q6. “It’s reasonable for teachers to have lower classroom expectations for some 

students.”  

 
Figure 11. Bar Graph of Q6 Responses 
 

Q9. “Economically disadvantaged students have more to gain in schools because 

they bring less to the classroom.”  

This negatively-worded item probes an educator’s beliefs on student effort, 

strengths, and capabilities. While 48.62% strongly agreed, 33.03% agreed, 13.76% were 

uncertain, and only 4.58% of the participants strongly disagreed or disagreed. Figure 12 

displays the results of question 9.  
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Q9. “Economically disadvantaged students have more to gain in schools because they 

bring less to the classroom.”  

 
Figure 12. Bar Graph of Q9 Responses.  

 

Ludlow et al. (2008) designed the statements on the LTSJ-B Scale to increase in 

difficulty, with items 11 and 12 being the most difficult to answer and negatively-

worded.  

Q11. “Whether students succeed in school depends primarily on how hard they 

work.”  

Although 2.75% of participants were uncertain, only 3.67% strongly disagreed 

with this item, and 18.35% disagreed. These results indicate that 22% of educators 

understand that student engagement with the curriculum is not directly correlated to 

student outcomes (Doran, 2015). The UDL framework encourages resourceful and 

creative curriculum planning decisions, such as offering multiple means of content 

representation and student expression to present students with lessons free of barriers 

(CAST, 2018). This means that effective lesson planning, not student effort is paramount. 

Reactions to this negatively-worded item were similar by race. An endorsement of 
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strongly disagree was awarded the highest points, and only 2% of Black or African 

American and 2% of White or Caucasians strongly disagreed. Nineteen percent (19%) of 

Black or African American and White or Caucasian participants disagreed with this 

statement.  

Training and development programs on UDL principles are still warranted, as 

indicated by most participants’ responses - 49.54% and 25.69% (62.26% total) - who 

agreed or strongly agreed. School professionals have been provided limited support and 

training to successfully implement UDL (Anstead, 2016; Hehir, 2009). Figure 13 displays 

the results of item 11.  

 

Q11. “Whether students succeed in school depends primarily on how hard they work.” 

 
Figure 13. Bar Graph of Q11 Responses. 
 

 
Q12. “Realistically, the job of a teacher is to prepare students for the lives they are 

likely to lead.”  

According to Ludlow et al. (2008), question 12 was the most difficult to endorse 

due to its negative wording. Participants were expected to strongly disagree with the 
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question. Participants responded as follows: 13.76% strongly disagreed, 28.44% 

disagreed, 8.26% were uncertain, 30.28% agreed, and 19.27% strongly agreed. 

Responses compared by race revealed a bimodal distribution response as indicative by 

the two distinct statistical peaks in Figure 14. Nineteen percent (19%) of African 

American or Black participants strongly disagreed, and 26% of African Americans 

disagreed. 10% of White or Caucasian participants strongly disagreed, and 33% 

disagreed. Figure 14 displays responses to question 12.  

 
Q12. “Realistically, the job of a teacher is to prepare students for the lives they are likely 

to lead.”  

 
Figure 14. Bar Graph of Q12 Responses. 
 
 

Item-Specific Scores on Learning to Teach for Social Justice-Beliefs Scale  

Item 4 (Good teaching incorporates diverse cultures and experiences into 

classroom lessons and discussions) had the highest item-specific score on average (mean 

4.8, SD 0.4), implying that respondents agreed most strongly with this statement. The 

lowest item-specific score on average (mean 3.1, SD 1.4) was in Item 12 (Realistically, 
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the job of a teacher is to prepare students for the lives they are likely to lead), suggesting 

that respondents disagreed most strongly with this statement. The total score had a mean 

value of 50.06 (SD 6.19) out of a possible total score of 60. The mean (SD) and median 

(IQR) of item-specific scores are presented in Table 8. 

 

Table 8.  
Distribution of Item-Specific Scores. 

Item Mean SD Median IQR 

Q1 4.6 1 5 5,5 

Q2 4.2 0.8 4 4,5 

Q3 4.1 1.1 4 4,6 

Q4 4.8 0.4 5 5,5 

Q5 4 1.1 4 4,5 

Q6 4.6 0.9 5 4,5 

Q7 4.3 0.9 4 4,5 

Q8 4.4 0.8 5 4,5 

Q9 4.2 0.9 4 4,5 

Q10 4.1 1 4 4,5 

Q11 3.8 1.1 4 4,5 

Q12 3.1 1.4 3 2,4 

Notes: Q1. An important part of learning to be a teacher is examining one’s own attitudes and beliefs about race, class, gender, and 
disabilities Q2. Issues related to racism and inequity should be openly discussed in the classroom Q3. For the most part, covering 
multicultural topics is only relevant to certain subject areas, such as social studies and literature Q4. Good teaching incorporates 
diverse cultures and experiences into classroom lessons and discussions Q5. The most important goal in working with African 
American children and English language learners is that they assimilate into American society Q6. It’s reasonable for teachers to 
have lower classroom expectations for some students Q7. Part of the responsibilities of the teacher is to challenge school 
arrangements that maintain societal inequities Q8. A teacher should teach students to think critically about government positions and 
actions Q9. Economically disadvantaged students have more to gain in schools because they bring less to the classroom Q10. 
Although teachers have to appreciate diversity, it’s not their job to change society Q11. Whether students succeed in school depends 
primarily on how hard they work Q12. Realistically, the position of a teacher is to prepare students for the lives they are likely to lead. 
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Frequencies of Survey Responses by Race  

The survey response frequencies are presented in Table 9 by race. Responses on 

most items were similar between African American and White respondents. The sample 

included one Native American respondent, and two respondents’ races were Unknown. 

Due to the sample size, responses could not be compared for those racial categories. 

There were no significant major effects in the reactions of the Black and White 

participants. In fact, for all 12 items on the LTSJ-B Scale, Black and White participants’ 

answers reflected the same or very similar beliefs.  

Table 9.  
Summary of Item-Specific Scores by Race. 
 

Selected 
Choice 

Black or African 
American 

Native American 
Indian or Alaska Native 

Unknown White or 
Caucasian 

Number 
 

53 1 2 52 

      

Q1 1 3 (6%) 0 (0%) 0 (0%) 2 (4%) 
 

2 2 (4%) 0 (0%) 0 (0%) 0 (0%) 
 

3 0 (0%) 0 (0%) 1 (50%) 0 (0%) 
 

4 9 (17%) 0 (0%) 0 (0%) 10 (19%) 
 

5 39 (74%) 1 (100%) 1 (50%) 40 (77%) 

Q2 2 1 (2%) 0 (0%) 0 (0%) 1 (2%) 
 

3 9 (17%) 0 (0%) 1 (50%) 10 (19%) 
 

4 18 (34%) 1 (100%) 0 (0%) 20 (38%) 
 

5 25 (47%) 0 (0%) 1 (50%) 21 (40%) 

Q3 1 6 (11%) 0 (0%) 0 (0%) 0 (0%) 
 

2 6 (11%) 0 (0%) 0 (0%) 3 (6%) 
 

3 0 (0%) 0 (0%) 0 (0%) 4 (8%) 
 

4 17 (32%) 1 (100%) 1 (50%) 21 (40%) 
 

5 24 (45%) 0 (0%) 1 (50%) 24 (46%) 
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Selected 
Choice 

Black or African 
American 

Native American 
Indian or Alaska Native 

Unknown White or 
Caucasian 

Q4 4 6 (11%) 1 (100%) 0 (0%) 11 (21%) 
 

5 47 (89%) 0 (0%) 2 (100%) 41 (79%) 

      

Q5 1 3 (6%) 0 (0%) 0 (0%) 0 (0%) 
 

2 5 (9%) 0 (0%) 0 (0%) 4 (8%) 
 

3 5 (9%) 0 (0%) 0 (0%) 9 (17%) 
 

4 15 (28%) 0 (0%) 1 (50%) 23 (44%) 

 5 25 (47%) 1 (100%) 1 (50%) 16 (31%) 

Q6 1 0 (0%) 0 (0%) 0 (0%) 1 (2%) 
 

2 2 (4%) 0 (0%) 0 (0%) 4 (8%) 
 

3 0 (0%) 0 (0%) 0 (0%) 2 (4%) 
 

4 6 (11%) 0 (0%) 1 (50%) 15 (29%) 
 

5 45 (85%) 1 (100%) 1 (50%) 30 (58%) 

Q7 1 2 (4%) 0 (0%) 0 (0%) 1 (2%) 
 

2 1 (2%) 0 (0%) 0 (0%) 3 (6%) 
 

3 4 (8%) 0 (0%) 0 (0%) 3 (6%) 
 

4 18 (34%) 1 (100%) 1 (50%) 21 (40%) 
 

5 28 (53%) 0 (0%) 1 (50%) 24 (46%) 

Q8 1 1 (2%) 0 (0%) 0 (0%) 0 (0%) 
 

2 1 (2%) 0 (0%) 0 (0%) 3 (6%) 
 

3 4 (8%) 0 (0%) 0 (0%) 4 (8%) 
 

4 17 (32%) 1 (100%) 1 (50%) 17 (33%) 
 

5 30 (57%) 0 (0%) 1 (50%) 28 (54%) 

Q9 1 2 (4%) 0 (0%) 0 (0%) 0 (0%) 
 

2 1 (2%) 0 (0%) 0 (0%) 2 (4%) 
 

3 7 (13%) 0 (0%) 0 (0%) 8 (15%) 
 

4 9 (17%) 1 (100%) 1 (50%) 24 (46%) 
 

5 34 (64%) 0 (0%) 1 (50%) 18 (35%) 
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Selected 
Choice 

Black or African 
American 

Native American 
Indian or Alaska Native 

Unknown White or 
Caucasian 

Q10 1 2 (4%) 0 (0%) 0 (0%) 0 (0%) 
 

2 7 (13%) 0 (0%) 0 (0%) 3 (6%) 
 

3 2 (4%) 0 (0%) 0 (0%) 5 (10%) 
 

4 23 (43%) 1 (100%) 1 (50%) 25 (48%) 
 

5 19 (36%) 0 (0%) 1 (50%) 19 (37%) 

Q11 1 2 (4%) 0 (0%) 0 (0%) 2 (4%) 
 

2 10 (19%) 0 (0%) 0 (0%) 10 (19%) 
 

3 2 (4%) 0 (0%) 0 (0%) 1 (2%) 
 

4 26 (49%) 1 (100%) 2 (100%) 25 (48%) 
 

5 13 (25%) 0 (0%) 0 (0%) 14 (27%) 

Q12 1 10 (19%) 0 (0%) 0 (0%) 5 (10%) 
 

2 14 (26%) 0 (0%) 0 (0%) 17 (33%) 
 

3 4 (8%) 0 (0%) 1 (50%) 4 (8%) 
 

4 14 (26%) 1 (100%) 1 (50%) 16 (31%) 
 

5 11 (21%) 0 (0%) 0 (0%) 10 (19%) 

Notes: Q1. An important part of learning to be a teacher is examining one’s own attitudes and beliefs about race, class, gender, and 
disabilities Q2. Issues related to racism and inequity should be openly discussed in the classroom Q3. For the most part, covering 
multicultural topics is only relevant to certain subject areas, such as social studies and literature Q4. Good teaching incorporates 
diverse cultures and experiences into classroom lessons and discussions Q5. The most important goal in working with African 
American children and English language learners is that they assimilate into American society Q6. It’s reasonable for teachers to 
have lower classroom expectations for some students Q7. Part of the responsibilities of the teacher is to challenge school 
arrangements that maintain societal inequities Q8. Teachers should teach students to think critically about government positions and 
actions Q9. Economically disadvantaged students have more to gain in schools because they bring less to the classroom Q10. 
Although teachers have to appreciate diversity, it’s not their job to change society Q11. Whether students succeed in school depends 
primarily on how hard they work Q12. Realistically, the position of a teacher is to prepare students for the lives they are likely to lead        

 

Chapter IV Summary 

This chapter contains the collected descriptive data analysis and results for this 

quantitative study. The chapter included information on the results for all three research 

questions. Chapter V consists of a summary of the purpose statement, a discussion of the 

findings, conclusions, implications, and future recommendations.  
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CHAPTER V: DISCUSSION, IMPLICATIONS, RECOMMENDATIONS  

This final chapter contains a discussion of the study with an overview of the 

purpose and significance. A detailed discussion of the findings, conclusions, future 

recommendations, and implications is included. The research questions explored in this 

study were:  

RQ1: What are educators' perceptions of social justice as it relates to designing 

equitable learning environments?  

RQ2: What are educators' perceptions of the importance of racial consciousness 

and equity in the classroom? 

RQ3: What are educators' perceptions of how to remove barriers in an effort to 

create an equitable learning environment?  

 

The problem statement for this quantitative study noted that educators have 

limited efficacy in removing barriers that surround race and racialized disparities in the 

learning environment. This limitation is due to inadequate discourse presented in 

professional learnings on racial consciousness and cultural identity (Berry & Candis, 

2013) . This intentional avoidance leads to a persistent unconscious bias and continued 

marginalization of students of color (Mayfield, 2019). Race, in fact, is a variable that 

plays a significant role in classroom culture. Ultimately, decreasing and eliminating this 

barrier requires honest dialogue and a willingness to experience discomfort (Haupu, 

2014).  

This quantitative study aimed to examine educators’ views of social justice. It 

further investigated educators’ perceptions of culturally responsive lesson design 

responsibilities. The Universal Design for Learning (UDL) framework - which is focused 
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on removing barriers to learning and offering an equitable learning environment for all - 

was used as a lens to assist the researcher in considering the impact of teacher 

perceptions of racial differences and the effect of race within their classrooms. Educators’ 

perceptions were measured using the Learning to Teach for Social Justice-Beliefs (LTSJ-

B) Scale developed by the survey team of the Boston College Teachers for a New Era 

(Enterline et al., 2008; Ludlow et al., 2008). The results of this study will be shared with 

the Center for Applied Special Technology (CAST), a nonprofit education research and 

development organization that created the UDL framework and its guidelines (CAST, 

2018). 

Study Results and Discussion  

Findings from the instrument used in this case study allowed for understanding 

complex thoughts on race, racism, societal norms, and culturally responsive teaching. 

Each research question allowed for an intense glimpse of the considerations necessary for 

socially-just instructional design to consider students of all races. The results from this 

study were extensively categorized by participant age in Chapter IV.  

In addition, aggregation of the data by race was provided to present a glimpse of 

how the participants’ race played a role in the responses. However, the researcher took 

careful considerations to primarily discuss results within Chapter IV in a manner that did 

not focus on results by race.  

This study aimed to bridge the academic gap between different races. The results 

of this study reflect authentic educational settings where individuals of all races work 

together with one goal of meeting the needs of every student despite race.   
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Research Question 1 (RQ 1)  

RQ 1 asked: “What are educators' perceptions of social justice as it relates to 

designing equitable learning environments?” Founded in 1984, UDL is rooted in 

cognitive neuroscience, focusing on engaging multiple brain networks (Balta et al., 2021; 

Rose et al., 2014). As an educational framework, UDL aims to recognize the need to 

incorporate diversity in learning styles and acknowledge individual student strengths. 

This commitment can be achieved by addressing students through multiple means of 

engagement, expression, and action. The framework further promotes the development of 

flexible learning environments and learning spaces that accommodate diverse learning 

approaches.  

The researcher used the Learning to Teach for Social Justice-Beliefs (LTSJ-B) 

Scale (Enterline et al., 2008; Ludlow et al., 2008) due to its suitable design that separates 

socially just teaching into six core components:  

1. Teachers' knowledge, skill, and interpretive frameworks;  

2. Teachers' beliefs, attitudes, and values;  

3. Classroom practice and pedagogy;  

4. Community participation;  

5. Teachers' learning inquiry communities; and  

6. Promoting pupils’ academic, social, emotional, and civic learning (Ludlow et 

al., 2008).  

The educators who participated in this current study were asked to respond to 

each item of the LTSJ-B Scale with their degree of belief in the item. The possible 

responses to the Likert items were strongly disagree, disagree, uncertain, agree, and 
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strongly agree. Findings revealed a significant need for educators to critically examine 

their attitudes and beliefs. The majority of the participants believed (more than 75% 

strongly agreeing and approximately 17% agreeing) that the instructional leader is 

primarily responsible for designing equitable learning for all students, and the 

consideration of the design begins with one’s self. While approximately 5% strongly 

disagreed, almost 2% disagreed, and less than 1% of participants were uncertain.  

The LTSJ-B Scale also considered educator efficacy concerning multicultural 

teaching. This research showed that teacher efficacy levels fluctuated significantly 

according to their beliefs. These belief levels impact efficacy - also known as beliefs in 

competency - and can significantly impact classroom instruction (Schmidt, 2017). Almost 

45% of participants in this current study strongly agreed with this item, and 

approximately 38% agreed. Only approximately 4% were uncertain, and about 8% 

disagreed, with 5.50% strongly disagreeing.  

Additionally, almost 83% of participants strongly agreed, and about 17% agreed 

(nearly 100%) that constructive and beneficial teaching should incorporate cultural 

diversity and experiences. The majority of participants indicating a strongly agree or 

agree reaction showed a high level of teacher responsibility to consider the diversity of 

their student populations in their lesson designs. Concerning educators’ roles in 

dismantling societal inequities, nearly 49% strongly agreed, and almost 39% agreed - 

almost 90% in all - that “it is part of a teacher’s responsibility to challenge school 

arrangements that maintain societal inequities” (LTSJ-B Scale, Item #12).  
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Research Question 2 (RQ 2) 

RQ 2 asked: “What are educators' perceptions of the importance of racial 

consciousness and equity in the classroom?” Whereas in earlier UDL models, race was 

not considered a factor of diversity, in 2011, the UDL models included race (Rao et al., 

2014). A study conducted by Singleton and Linton (2014) found an alarming disparity 

between students of color and White students in academic achievement. A subsequent 

study by Haupu (2014) found that increases in racial awareness and relationships were 

positively affected when educators are equipped with professional development that 

addresses race and equity within the educational environment and with their students 

(Haupu, 2014).  

The researcher in this case study wanted to discover if educators considered the 

understanding of racial consciousness critical in the design of mutually equitable lessons. 

Three items from the LTSJ-B Scale inquire about race. Those items were Q1, Q2, and 

Q5. Approximately 75% of participants strongly agreed with Q1, “An important part of 

learning to be a teacher is examining one’s own attitudes and beliefs about race, class, 

gender, and disabilities.” In addition, about 17% agreed, whereas almost 5% strongly 

disagreed, nearly 2% disagreed, and less than 1% of participants were uncertain. Thus, 

more than 90% of participants were committed to this statement related to considering 

diversity and racial equity in the design of classroom curricula. 

However, when participants were posed with Q2, “Issues related to racism and 

inequity should be openly discussed in the classroom,” there was a significant drop in 

agreement. Only 43% of participants strongly agreed with this statement, compared to 

the majority who agreed that a teacher's beliefs about race impact learning. For Q2, 
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almost 36% agreed, while nearly 19% were uncertain, and just 2% disagreed. This case 

study highlights an urgent need for educators to overcome uncomfortable feelings that 

accompany discussions of race to aid in dismantling divisive constructs that undoubtedly 

exist in U.S. schools (Howard & Denning del Rosario, 2000).  

Apfelbaum et al. (2012) stated: “numerous people are concerned about being 

labeled racist leaving them unsure if they should talk about race” (p. 205). Being 

uncomfortable with race is not new in education or the United States; however, few 

people understand the importance of talking about that discomfort. Race, racial diversity, 

and racial awareness are knowledge and skills that can be taught with instructional 

coaching through specific and targeted coaching. Effective leadership is a key to making 

a difference in providing equity-based instructional practices for teachers (Darling-

Hammond, 2017). 

Research Question 3 (RQ 3) 

RQ3 asked: “What are educators’ perceptions of how to remove barriers in an 

effort to create an equitable learning environment?” The third research question urged 

participants to consider their role in creating equity in their respective learning 

environments. The four items (Q6, Q9, Q11, and Q12) from the LTSJ-B Scale that 

addressed RQ3 were all negatively-worded and reverse-scored. The negative wording 

made it less likely that participants would choose the most socially-appropriate answer 

(Enterline et al., 2008; Ludlow et al., 2008).  

The results indicated a strong need for teacher training on UDL and the versatile 

teaching strategies and practices that provide flexibility and thus promote diversity 

(CAST, 2018; Edyburn, 2010; Rao et al., 2014). When asked Q6 from the LTSJ-B Scale, 
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“It’s reasonable for teachers to have lower classroom expectations for some students,” 

less than 1% of respondents strongly disagreed, and 5.50% disagreed. Significantly, 

almost 92% of respondents believed that lowering expectations is allowable for some 

students.  

Similarly, Q9 stated: “Economically disadvantaged students have more to gain in 

schools because they bring less to the classroom.” This negatively-worded item probed 

into an educator’s beliefs on student effort, strengths, and capabilities. While almost 49% 

strongly agreed, and about 33% agreed, approximately 14% were uncertain, and only 

4.58% of the participants scored the highest points available by selecting strongly 

disagree or disagree.  

Reactions to Q12, considered the most challenging item to answer (Ludlow et al., 

2008), were bimodal. Item 12 stated: “Realistically, the job of a teacher is to prepare 

students for the lives they are likely to lead.” Participants reacted to this statement as 

follows: almost 14% strongly disagreed, and about 28% disagreed; 8% were uncertain, 

while 30% agreed, and nearly 20% strongly agreed. Once reverse-scored, the results 

indicated that about 50% of the participants in this study held preconceived notions of 

what particular students are capable of doing or not doing. Villegas and Lucas (2002) 

highlighted that instead of seeing students of color as being at an academic disadvantage, 

teachers need guidance to look at the advantages their students’ diversity bring to the 

classroom. 

Summary of Results 

In assimilating the results of this study, this researcher observed there are 

numerous opportunities for professional training of K-12 teachers to aid in constructively 
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engaging in racially inclusive classrooms. Teachers must be exposed to and engage in 

explorations of racial literacy and understand the impact race has on their inclusive 

instructional design and practice. Furthermore, teachers should understand the racial and 

inequitable U.S. history before inclusive learning can genuinely influence their practice 

(Darling-Hammond, 2017; Simmons, 2019). Teachers in the 21st century can honestly 

build teaching competence by becoming aware of their own biases and educating 

themselves on K-12 institutional historical and present-day obstacles (CAST, 2018; Bell, 

2016). Using culturally responsive pedagogical practices and incorporating UDL 

procedures (CAST, 2018) are two ways of achieving this goal (Kieran & Anderson, 

2019; Samuels, 2019; Villegas & Lucas, 2002). 

Alignment to Theoretical Framework  

UDL and Bandura's Social Learning theory inform that prime learning 

opportunities should be strategically planned for using flexible student workgroups that 

encourage positive social interactions, leading to improved engagement and increased 

work completion (Rao & Currie-Ruben, 2016). UDL requires the development of 

multiple learning options for students. Every student’s pathway to learning should be 

considered during the lesson planning phases. This is no different for the barrier of race.  

As the teacher introduces content, deliberations and reflections for increased 

flexibility surrounding the content should be considered. Such considerations include 

allowing for multiple engagement practices and means of representation of the content as 

well as providing various opportunities for students to express their learning. The 

classroom culture then transforms into one of flexibility and low-threat, enhancing pro-

social interactions between all students. This aids in ensuring all students can learn from 
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one another, from their teachers, and from other classroom support staff (Rao & Currie-

Ruben, 2016). The social learning environment is enhanced by utilizing the principles of 

UDL.  

Bandura and Walters’ (1963) Social Learning Theory (SLT) asserted that new 

behavior patterns might be learned by direct exposure to and observing others’ actions in 

a social learning environment. Bandura (2013) stressed that children quickly learn which 

activities have predictive importance for directing their acts in daily life through direct 

and indirect experiences. In fact, UDL practices increase the chances for learning across 

contents and activities, multiple times daily, and in various settings throughout the 

classroom and school.  

Limitations 

Like all studies, this study had inherent limitations. The following limitations 

were possible weaknesses in this study, although the researcher tried to minimize their 

impact. The limitations of this study included the following:  

1.  The survey used is a self-evaluation of educators’ perspectives with 

experience in lesson design, a general understanding of UDL, and an 

understanding of the impact of social justice issues on education. Each 

participant was required to answer three questions to meet the participation 

requirements. Of the 164 responses, only 109 participants met the inclusion 

criteria.  

2.  The sample of participants, sourced by snowball sampling through social 

media, may not represent the general population of educators. Snowball 

sampling via social media allowed access to a large group of participants in a 
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short span of time. Participants could access the participation link through two 

online platforms: Facebook and Instagram.  

3. The researcher has previous knowledge and training in UDL and Courageous 

Conversations about Race (CCAR). As a special education specialist employed 

at an Educational Service Center in Southeast Texas, the researcher has 

provided professional development to educators related to both UDL and 

CCAR.  

Delimitations 

Delimitations of a study, also known as research study boundaries, are those 

characteristics that arise from the limitations in the scope of the study. The researcher 

defined delimitations through conscious exclusionary and inclusionary decisions made 

during the development of the study (Ross & Bibler Zaidi, 2019). Delimitations of this 

study included the following: 

1. Participants in this study were sourced from two social media platforms via 

snowball sampling. The experienced educators who volunteered indicated an 

understanding of Universal Design for Learning (UDL) principles and were 

familiar with social justice issues and equity issues that occur within the field 

of education. Facebook and Instagram social media platforms were used and 

allowed the researcher to reach a specifically trained group of participants, 

which would otherwise have been hard to find in a reasonable amount of time.  

2. The survey used in this study was a self-report measure, and no observable 

practices were examined. 
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Implications 

Findings from this case study highlighted the need for professional development 

and instructional coaching for educators to encourage pro-social and productive 

conversations about race to impact instructional design. The findings also demonstrated 

the need for leaders to act in developing educators to discontinue the tradition of ignoring 

the root causes of race differences in the classroom and school settings. Until school 

administrators acknowledge this need for training, educators will continue to allow the 

personal and professional experience to shape their understanding, which has the 

potential to harm students academically and socially. Findings might also help improve 

communication between administrative teams, teachers, students, and parents. Regardless 

of the pathway, educators’ are charged with understanding social justice language and 

leading a socially just agenda to meet the need of all students (Cochran-Smith et al., 

2010). The results of this study will be shared with CAST, the educational development 

organization that created the Universal Design for Learning framework and the UDL 

guidelines. The UDL Rising to Equity initiative is currently in the research and 

development stages of updating the UDL guidelines to include strategies to address 

systemic barriers that result in inequitable learning opportunities (CAST, 2018). 

Future Research Recommendations 

Future research could be dedicated to increasing educators’ capacity to speak 

fluently about race. The Courageous Conversations About Race (CCAR) protocol is an 

option discussed in Chapter II. The CCAR tool, which is referred to as a compass, helps 

participants “know where they are personally as well as to understand the place from 



 
 

 

 

112 

which others’ contributions come; the result is an expansion and deepening of beliefs and 

opinions for all participants” (Singleton, 2015, p. 145).  

Further research could also be conducted with a group of educators where the 

LTSJ-B Scale could be given to assess the commitment to socially just teaching prior to 

CCAR training. Follow-up interviews and an open-ended survey could allow participants 

to debrief on their efficacy levels post CCAR training. Researchers at Boston University 

designed the LTSJ-B Scale to identify and compare the differences in social justice 

beliefs of pre-service and experienced teachers (Enterline et al., 2008; Ludlow et al., 

2008).  

Future research could also include examining the dynamics between novice and 

experienced administrators. School administrators play an undeniable role in the culture 

and climate of the schools they lead. They are also responsible for the procurement of 

professional development for their staff. Further research could be replicated with 

administrators in areas of socially-just teaching practices. Shifts in the school 

environment and long-term effects on access to academic content for all students can 

result from proper professional development and enhancements in UDL instructional 

practices and socially just teaching.  

This study had an initial total of 164 responses from individuals willing to 

participate in the full LTSJ-B survey. The data analysis informed this researcher that 55 

individuals did not meet the educator-related inclusion criteria questions. Therefore, the 

sample used for this study was the 109 remaining participants who met the inclusion 

criteria. Future research might consider investigating the responses of the 55 participants 

on whom this researcher did not report. Studies of those participants could reveal their 
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views on social justice issues and their impact on learning from the vantage point of non-

educators.  

Summary 

As an African American educational leader, the researcher has personal 

experiences of being treated differently in the educational setting. This study removed 

this unique aspect and showed that with proper training, exposure, and knowledge, most 

experienced educators want a healthy classroom culture to include race consciousness. 

However, a transformation begins with some uncomfortable dialogue until familiarity 

and fluency for conversations surrounding race are developed. This study shows 

educational leaders how UDL can be leveraged as a tool to understand all students better. 

Offering opportunities for all students to receive content in multiple ways creates a low-

threat environment in which students are willing to take risks as they acquire new 

learning. Furthermore, such an environment offers every student unique ways to express 

their learning achievements while disrupting barriers to learning, including those that 

racial differences can cause. 
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APPENDIX C 

 
Learning to Teach for Social Justice Beliefs (LTSJ-B) Survey 
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