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Abstract 

The Impact of a Professional Learning Community on the Educational Equity Mindset of High 
School History Teachers 

 
 While efforts to diversify and decolonize history curricula have grown in recent years, 

there is limited research on how to enact effective professional development to implement 

curricular and pedagogical changes in predominantly White, independent schools. The purpose 

of this study was to evaluate the impact of a professional learning community (PLC) on high 

school history teachers’ educational equity mindset. This qualitative study was conducted in an 

independent school setting using semi-structured interviews, researcher notes of PLC sessions, 

and participant reflective journals. The findings of this study indicated that the PLC was 

effective in shifting participants’ educational equity mindsets through discussion and reflection. 

Analysis of the findings showed that purposeful selection of the PLC and the role of the 

facilitator were instrumental in creating an effective environment for shifting educational equity 

mindsets. 
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Glossary 

● Equity- “access to material and human resources in proportion to needs” (Terrell et al., 

2018, p. 22). 

● Educational equity mindset- the way in which teachers process information on students’ 

backgrounds and methodologies on equalizing outcomes to inform their curricular and 

pedagogical practices (Nadelson et al., 2019). 

● Curriculum- the content that is taught and the pedagogical practices used to teach the 

content (Soto, 2015). 

● Professional Learning Community (PLC)- a form of professional development that 

creates and sustains a community of teachers with a shared goal of improving student 

success through continued learning and collaboration (Stoll et al., 2006; DuFour et al., 

2016) 
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Chapter 1: Introduction 
 

Research Problem 

There has been a growing movement among educators to diversify history 

curricula and pedagogy to acknowledge and integrate different perspectives and 

experiences, but until recently, there was limited discussion on how to implement or 

evaluate the effectiveness of equitable history curricula.  History education in the United 

States has often been determined and dominated by those in power with heavy emphasis 

on western traditions (Conrad, 2022; Bang et al., 2012). In the past several decades, many 

researchers have promoted moving away from this practice as it reinforces ideas of the 

superiority of the West to its students and perpetuates preconceived notions of different 

populations by only presenting a single-faceted version of their histories (Fregoso, Bailón 

& De Lissovoy, 2019). Moreover, the centering of Western knowledge and histories can 

lead to loss in engagement for students of color (Zinn, 1995). Ladson-Billings and Tate 

(1995) argued that race “continues to be a significant factor in determining inequity” (p. 

12), especially in schools, advocating for more culturally relevant pedagogy that 

acknowledges, reflects, and validates different groups’ cultures and norms (Ladson-

Billings, 1995; Delpit, 1996). Several scholars and former teachers have spoken to the 

diversification of history curricula. In particular, Loewen (1994) popularized the issue in 

his book, Lies my teacher told me: Everything your American history textbook got wrong, 

which highlighted issues within the dominant narratives presented by textbooks and 

history curricula.  

Proponents of diversifying history curricula argue that it will enable students to be 

more open to differing cultures and perspectives, and that by emancipating or 
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decolonizing the curricula, it will also decolonize their minds. Researchers Lemley & Lee 

(2016) and Savage et. al (2011) have successfully demonstrated the positive impact of 

effective professional development and teacher practices of centering indigenous 

knowledge in history classrooms. However, these changes are being implemented 

sporadically and though there are several equity-focused evaluative tools for English 

Language Arts (ELA), science, technology, engineering, art, and mathematics (STEAM) 

curricula such as the New York University/Steinhardt Culturally Responsive Scorecard 

(Bryan-Gooden, et. al, 2019; Peoples, et. al, 2021), an evaluative tool for social studies or 

history is hard to find. 

The growing paranoia surrounding Critical Race Theory (CRT) has complicated 

the issue as politicization has halted many of these efforts. The recent rise in the 

legislative efforts against CRT (or legislators’ inaccurate understanding of CRT) has 

brought history curricula to the forefront of politics. Several Republican-led states have 

passed legislation banning CRT and its use in schools (Iati, 2021). The governor of 

Virginia elected in 2022, Glenn Youngkin, ran on a campaign focused on CRT and 

signed an executive order on his first day in office banning CRT in public schools 

(Laughland, 2022).  

 Even before the CRT controversy, due to its political nature the history 

curriculum has been one of the least unified curricula in the country. Attempts to create a 

set of national history standards in 1994 sparked political and academic controversy 

(Nash, 1995), drawing parallels to the current debate. While Common Core has standards 

for social studies, a category that encompasses history, ethnic studies, political science, 

sociology, and other humanities-related disciplines, they are within the umbrella of ELA 
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without specific standards for history (Common Core, 2021). Moreover, each state has a 

different set of content standards that influences what is taught and what is not taught in 

the classroom. The National Council for the Social Studies (NCSS) has put forth a 

national set of social studies standards called the C3 Framework, but it does not 

encompass content, nor does it explicitly address diversity or equity (NCSS, 2021). 

Instead, the C3 Framework emphasizes skills that social studies curricula should be 

developing, as evidenced by NCSS’s focus on helping students become “active and 

responsible citizens” (NCSS, 2021, p. 19) and develop “a capacity for gathering and 

evaluating sources” (p. 18). While these goals encourage teachers to foster critical 

thinking skills in their students, the framework avoids any discussion of content and they 

have not been uniformly carried out across the states. 

Furthermore, many independent schools do not follow a set curriculum nor are 

they beholden to the standards set by the state or the federal government. Also, many 

independent schools do not follow the C3 Framework and their curricula are established 

by individual teachers or by a teaching team. In the past several years, independent 

schools have become increasingly aware of their status as predominantly White 

institutions and have started to establish Diversity, Equity, and Inclusion (DEI) positions 

to help make independent schools more inclusive and equitable for their diverse students. 

Thus, while many independent schools are often resistant to change and reinforce 

traditional pedagogical practices, they are also not beholden to state and federal 

standards, allowing them flexibility within their curriculum. Rather than adhering to state 

standards, independent schools undergo an accreditation process every ten years. The 

accrediting agency thoroughly reviews the school curriculum, including the history 
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curriculum. As part of the process, the accrediting agency sends a team to observe classes 

and interview students and faculty. However, there are no clear mandates on what the 

curriculum should include; it is dependent on the accrediting agency. 

Purpose and Research Questions 

This study explores the extent to which history teachers in an independent school 

shifted their educational equity mindsets, if at all. The educational equity mindset 

spectrum, developed by Nadelson et al. (2019), combines many of the ideas set forth by 

culturally relevant, responsive, and sustaining pedagogies (Delpit,1996; Ladson-Billings, 

1995; Gay, 2002; Paris, 2012) to measure where teachers lie in their beliefs and practices 

on equitable pedagogical practices. This equity mindset spectrum was utilized to 

determine the impact of a professional learning community (PLC) on history teachers’ 

mindsets. 

While there is a growing conversation about reforming curricula, there is little 

consensus on how curricula should be reformed and how they should be evaluated. 

Scholars such as Song (2012) argue that a top-down mandate of curriculum reform leads 

teachers to feel like they are not empowered, leading them to avoid implementing 

reforms in their classrooms. Furthermore, curriculum and teacher evaluations can often 

be seen as punitive rather than an opportunity for growth. A PLC is integral to this study 

because it fosters community and encourages collaboration, providing a space for 

teachers to work toward a collective goal (Westheimer, 1996; Edwards, 2012). PLCs 

enable the community to build shared knowledge, forming trust and respect that aid in the 

expansion of the community’s understanding that is based on the unique environment of 

the individual school (Kilpatrick, et al., 2003). Through the process of creating an 
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evaluative framework, the PLC will help the history teacher community reach a shared 

understanding of equity in history curriculum, both in content and pedagogy. In turn, 

teachers may or may not shift their own educational equity mindsets. 

This study answers the question, in what ways do the educational equity 

mindsets of high school history teachers change when engaging in a professional 

learning community (PLC) focused on applying an equity lens to create an evaluation 

framework to examine history curricula and pedagogy, if at all? The following 

subsidiary research questions were evaluated as part of the larger study: 

● How do the participants’ interactions in the PLC shape their educational equity 

mindsets and their understanding of equity in history curricula and pedagogies? 

● How does the process of consensus-building in the PLC impact participants’ 

educational equity mindset and equity in history curricula? 

● How do the participants collectively create and enact a framework to evaluate 

the history curricula and pedagogies they designed through an equity lens? 

● To what extent does their evaluative framework reflect their individual 

educational equity mindsets, if at all? 

Statement of Potential Significance 

 My study sheds light on the use of a PLC as a tool for equitable curricular and 

pedagogical development and aid in the creation of evaluation of history curricula in an 

independent school setting. This bottom-up approach may help other independent schools 

reflect on their diversity, equity, and inclusion (DEI) initiatives for curriculum reform. 

While there is a plethora of literature advocating for culturally responsive, relevant, 

and/or sustaining pedagogy that provides recommendations for equitable practices 
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(Delpit,1996; Ladson-Billings, 1995; Gay, 2002; Paris, 2012), there was limited research 

that focuses specifically on history education (Conrad, 2022). While there has been an 

increase in scholarship around diversifying history curricula, most research is conducted 

in public school settings rather than in independent schools. Furthermore, many schools, 

including the chosen site, continue to utilize traditional, top-down Professional 

Development (PD) models (Leonard & Woodland, 2022) even though they lack many 

features that make for effective training for teachers (Darling-Hammond et al., 2017). 

Research on alternative PD such as PLCs is limited for history curricula (Groot-

Reuvekamp et al., 2018). This study aims to fill these gaps in the literature, many of 

which I will elaborate on in the next chapter. 

Theoretical and Conceptual Framework 

 This study used social constructionism and educational equity mindset as its 

theoretical framework. Social constructionism is defined as meaning-making through 

social interactions with others and the world in a context of creating an intellectual or 

physical product (Crotty, 1998; Papert, 2001). The educational equity mindset, created by 

Nadelson et al. (2019), refers to beliefs around education equity and their impact on 

pedagogical practices. These theories serve as the foundation for the study as the PLC 

serves as a social space in order to establish definitions of equity and to create an 

evaluative framework. The educational equity mindset will be used to evaluate 

participants’ movement on the spectrum throughout the PLC and to analyze the final 

evaluative framework. 

 The study’s conceptual framework built on the theoretical framework by 

establishing the impact of social constructionism on the participants’ equity mindset 



7 
 

through the PLC. The PLC required participants to build consensus and develop a 

framework based on a shared understanding of equity in history curricula. It was 

anticipated that through their work in the PLC participants would foster a stronger 

educational equity mindset, as evidenced by the evaluative framework. 

Summary of the Methodology 

 The study used a qualitative, single-case study design to evaluate the impact of 

PLCs on participants’ educational equity mindset through the creation of an evaluative 

framework. The study’s participants were high school history teachers in an all-boys 

independent school in the mid-Atlantic region. Participants were chosen through 

purposeful sampling to find history teachers in the chosen site. The study was an intrinsic 

case study, meaning that the study was designed for the specific site (Stake, 1995). 

Members of the history department were provided information about the study via email 

over the summer and were invited to participate in the study. Teachers in the study 

participated in PLC sessions over the course of the spring semester. For the study, I 

collected data from semi-structured interviews, participant reflective journals, researcher 

notes, and the evaluative framework. The data were then analyzed holistically with open 

coding and analytic memos (Saldaña, 2021). After the initial stage of coding, axial and 

selecting coding were used to categorize the data. The coding process was adapted based 

on the study’s data. 

Limitations, Delimitations, and Assumptions 

Limitations 

 Due to the single-case study design, this study was unique to the site and not 

generalizable to other contexts. The study was designed with the context of the case and 
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its school culture. Although there may be some transferability to other history 

departments in similar school settings, generalizing the study’s findings to other schools 

is not encouraged. Furthermore, the study analyzed four PLC sessions during one spring 

semester. DuFour et al. (2016) argue that PLCs should be an ongoing process and require 

participation from the entire school. The participants of the study have continued their 

PLC into the next school year as a teaching team, but the study focused on the first four 

sessions. This decision was based on the time constraints of the study and future sessions 

may be studied as further research. Lastly, the use of the evaluative framework was 

limited based on the larger department’s reaction. The participants of the study were key 

members that represented several groups within the history department, but the ultimate 

adoption of the evaluative framework, and its impact on the department as a whole, 

remains to be determined. 

Delimitations 

 This study was delimited to a particular site and a particular group of high school 

history teachers. Though the study measured individuals’ movement on the educational 

equity mindset spectrum, the PLC by its nature necessitates collaboration and cannot be 

an individual exercise. Thus, the unit of analysis was individual and the interventions are 

delimited to one site and a group of history teachers. 

Assumptions 

The study’s conceptual framework made several assumptions. First, participation 

in the PLC would strengthen teachers’ educational equity mindset. Second, the PLC 

would provide the space that teachers need to collectively design an evaluative 

framework.  
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Summary 

 While there is research on culturally relevant, responsive, and sustaining 

pedagogies (Delpit,1996; Ladson-Billings, 1995; Gay, 2002; Paris, 2012), until recently, 

there was limited research on the use of these pedagogies in history education (Conrad, 

2022). Research has expanded in recent years, particularly in the U.K., though most of 

the research has been conducted in public school settings (Moncrieffe et al., 2025).  

Moreover, despite the growing call to reform history curricula, there is limited research 

on how PLCs in particular should be utilized to reform curricula and on how the curricula 

should be evaluated. This study explored the impact of PLCs on high school history 

teachers’ educational equity mindsets through the process of creating an evaluative 

framework with an equity lens. This study focused on a single case in an all-boys 

independent school in the mid-Atlantic region. While the generalizability of this case 

study is limited due to its unique nature, some of the findings may be transferable to 

similar schools in the region and may serve to fill some of the gaps in the literature. 
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Chapter 2:  Review of the Literature 

Introduction 

The purpose of this literature review was to gain a better understanding of the 

research and debates about educational equity and efforts to create and implement 

equitable history curricula. Questions regarding effective implementation of curriculum 

reform led to further research on efficacious professional development and in particular, 

professional learning communities (PLCs). However, there is little research focusing on 

the use of PLCs for designing and/or implementing history curricula. While there are 

empirical studies and scholarship on the application of equitable practices in history 

education, there is limited research on its application in predominantly White, 

independent schools. 

Search Methods 

These databases were used to search the literature: Educational Resources 

Information Center (ERIC), Education Source, and JSTOR. I selected these databases 

because ERIC and Education Source had an inventory of articles that directly related to 

secondary education and curriculum development. I also selected JSTOR because the 

articles available through the database included articles with a history lens. I filtered the 

search to include only peer-reviewed articles written in English. However, international 

articles were not excluded nor was research conducted in higher education. International 

and higher education settings offered ideas and methods that may be applicable to this 

study. Teacher preparation and curriculum development, particularly social 

studies/history curriculum, literature were targeted. 
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The literature review was guided by three constructs: equity, curriculum, and 

professional learning communities. I used several keywords for each construct and used 

combinations of these keywords in my search. The list of keywords was created in part 

through trial and error. I also reviewed the keywords used in relevant articles. From the 

list of results, I screened the titles of the articles to gauge their potential relevance and 

then read the abstracts. All relevant scholarly works and studies were entered into Zotero 

and were organized by topic. 

Table 1  

Keywords for Literature Search 

Construct Keywords 

Equity Equity 
Diversity 
Inclusion 
Culturally responsive pedagogy 
Culturally relevant pedagogy 
Culturally sustaining pedagogy 
Multicultural 
Decolonial 

History Education History 
History Curriculum 
Decolonial theory 

Curriculum Curriculum  
Curriculum development 
Curriculum evaluation 

Professional Learning Community Professional learning community 
 

In my examination of 145 works, I started with the most referenced (or 

foundational) scholarly works for each construct (listed in Table 1). As I read each 

article, I took note of the reference lists to determine the origins of constructs and 
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pedagogical methods, for example culturally responsive pedagogy. The authors most 

often credited for each construct are included in this review. Following, I prioritized 

works that focused on history education and equitable pedagogical practices. However, 

there were several notable gaps in the literature. Nadelson et al. (2019) created the 

educational equity mindset spectrum recently, so I focused on research that evaluated 

elements of the educational equity mindset as there are no studies that utilized the 

Nadelson et al.’s spectrum. While there was literature around English education and 

culturally responsive pedagogy, empirical studies on history education and culturally 

responsive pedagogy are limited. Conrad (2022) identified limitations in research on 

history education and culturally responsive pedagogy. Thus, I included empirical studies 

that informed the original introduction of culturally relevant pedagogy by Ladson-

Billings (1995) as well as a sample of more recent empirical studies that evaluated the 

impact of professional development on advancing culturally responsive pedagogy 

(Savage et al., 2011). Additionally, I focused on specific elements of culturally 

responsive pedagogy such as student-centered learning (Lemley & Lee, 2016).  

Due to these gaps in the literature, I took extra care in reviewing the reference 

lists for each of the articles I originally selected that focused on history education and 

equity or that were related to either history education or equity. I included most of the 

empirical studies that I found that evaluated equitable pedagogical practices in history 

education in this review. Scholarly articles and empirical studies on history education and 

the use of either culturally responsive pedagogy or decolonial theory have increased in 

recent years (Moncrieffe et al., 2025) and have been included in the literature review. In 

addition, I included research on social studies and specific topics such as ethnic studies. 
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Though social studies and history differ, social studies is defined as “the integrated study 

of the social sciences and humanities to promote civic competence” and encompasses 

several disciplines including history and ethnic studies (NCSS, 1992, p. 3). While I 

centered research that specifically studied history education and equity, I included some 

research on social studies and ethnic studies education as elements of studies that were 

relevant to my study. Groot-Reuvekamp et al. (2018) identified a similar gap in the 

literature on professional development in history education. Thus, I included works that 

focused on the use of PLCs to implement curriculum reform as well as the impact of 

PLCs on teachers’ beliefs and practices surrounding equity in the classroom. Ultimately, 

this literature review references over 75 works including 35 empirical studies and 41 

scholarly works.  

Literature Review 

 This study centered on the impact of history teachers’ participation in a PLC 

focused on equity in history education on their educational equity mindsets. In this 

literature review, I define the constructs of equity and mindset that inform Nadelson et 

al.’s (2019) educational equity mindset spectrum as defined in the following section. I 

provide an overview of the pedagogical practices that promote equity such as culturally 

responsive, relevant, and sustaining pedagogies and empirical studies that evaluate their 

effectiveness. I then provide a summary of history education and efforts for equitable 

history curricula. It’s important to note that while these efforts are limited, decolonial 

theory endeavors to change the content and the pedagogical practices in history 

education. To enact these changes, constructive professional development that moves 

away from traditional practices is needed. PLCs have been shown to promote greater 
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buy-in from teachers as they perceive a sense of agency in curriculum reform efforts 

(Song, 2012). Thus, the PLC was the chosen intervention for this study on history 

teachers’ educational equity mindset. 

Educational Equity Mindset 

Educational equity mindset merges the idea of mindset with educational equity, 

establishing a spectrum based on the beliefs and practices that indicate a strong or weak 

equity mindset. In this section, I introduce the constructs of equity and mindset. Then, I 

explain educational equity and the justifications behind the elements of the educational 

equity mindset spectrum. Table 2, found in Appendix A, provides a list of the scholarly 

works and empirical studies focusing on teacher beliefs and mindsets that are reviewed in 

this section. 

Equity 

Equity, in its broadest sense, is defined as “access to material and human 

resources in proportion to needs” (Terrell et al., 2018, p. 22). While this definition seems 

straightforward, Jordan et al. (2010) explains the definition of equity, stating:  

equalizing opportunities and equalizing outcomes are vastly different enterprises. 
What is equitable and fair can be better understood in relationship to other things 
and from within a given context. In other words, perspectives of equity may vary 
among diverse groups and may be linked to culture. Fourth, problems in 
measuring and defining learning using ‘objective’ standards versus cultural 
knowledge or multiple ways of knowing complicates attempts to define equity. 
(p. 147) 
 

Equity and equality are different. Giving everyone the same opportunities, an element of 

equality, does not necessarily mean fairness or yield the same outcome for all 

individuals. Due to the variability in individual experiences and backgrounds, 

individuals’ different needs must be met to produce equal outcomes. 
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Many education scholars and researchers define equity within the context of 

education and teaching. Jordan et al. (2010) define educational equity stating that it “is 

not about providing the same education to all students regardless of race, social class, or 

gender. In fact, because of increasing cultural and linguistic diversity it is advantageous 

to define educational equity in terms of providing knowledge, skills and worldviews 

which would enable social mobility” (p. 148).  In a practical sense, educational equity 

can mean differentiated instruction based on student needs, acknowledging and 

celebrating students’ backgrounds, and ensuring that all students have the resources and 

opportunities as well as the support to achieve success (Delpit, 1995; Ladson-Billings, 

1995). Educational equity also comes from the humanization of people and developing 

the tools and skills for critical thinking (Freire, 1973). For this study, I define 

educational equity as understanding the different backgrounds and needs of students and 

using that knowledge to inform curricula and pedagogy.  

Mindset 

While teachers’ beliefs and perceptions towards equity are fundamental to an 

equity mindset, mindset differs from beliefs in its emphasis on the impact of beliefs on 

action. Mindset is a construct that gained popularity in the field of cognitive psychology 

in the early Twentieth Century. Gollwitzer, a cognitive psychologist, and Bayer (1999) 

articulated that mindset, defined as the “sum total of activated cognitive procedures” (p. 

405), relates to task action. Thus, Gollwitzer and Bayer’s (1999) definition of mindset is 

grounded in the influence of cognition on action. Social psychologists emphasize the 

cognitive process of filtering information and knowledge such as evaluating decision-

making processes or relational processing rather than just the action itself (French, 2016; 
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Benson & Dresdow, 2003; Kray et al., 2006).  

 French (2016), a social psychologist, further developed the understanding of 

mindset, arguing that mindset occurs on a spectrum that shows the extent to which 

individuals process information and act on that information, if at all. The spectrum 

challenges the notion that all actions are equal thereby allowing researchers to gauge the 

degree of action as it relates to the information and beliefs attained by the individual.  

While mindset has different definitions, there continues to be a notable difference 

between mindset and belief. Teacher beliefs are defined as “attitudes, views, ideologies 

or models that teachers hold” (Hachfeld et al., 2011, p. 987). Thus, there is not an 

element of action in its definition, though research has been conducted on the 

implications of beliefs on actions that will be addressed in a later section. Much like 

beliefs, however, Oyserman et al. (2009) discuss how mindsets are shaped by 

individuals’ cultural backgrounds. For example, Western culture and Asian culture differ 

in their emphasis on individualism and collectivism in their respective societies 

(Oyserman et al., 2009).  

For this study, mindset will be defined as the cognitive process of filtering 

information and cultural backgrounds, consciously or subconsciously, to form beliefs that 

impact individual actions, combining both the cognitive psychologist and social 

psychologist definitions.   

Defining Education Equity Mindset 

Educational equity mindset is based on both understanding equity and using 

those concepts to enact equitable practices in the classroom as stated in the above 

section. This study defines educational equity mindset as how teachers process 
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information on both students’ backgrounds and methodologies on equalizing outcomes 

to inform their curricular and pedagogical practices. This definition aligns with Nadelson 

et al.'s (2019) definition of education equity mindset that emphasizes teachers’ beliefs 

and how they are turned into action.  

Nadelson et al. (2019) created an education equity mindset spectrum that reflects 

their belief that teachers' equity mindsets can range from weak to strong. A weak equity 

mindset is characterized as maintaining traditional, hierarchical beliefs and practices that 

ignore the diverse needs of the students.  In contrast, a strong equity mindset is 

characterized as knowing and understanding the diverse needs of students and 

establishing culturally responsive practices in the classroom. 

Figure 1 

The Equity Mindset Spectrum 

 
Note. From “Is Equity on Their Mind? Documenting Teachers’ Education Equity 

Mindset” by L. S. Nadelson, R. G. Miller, N. M. Bang, and B. Walthall, 2019. World 

Journal of Education, 9(5), 26, p. 27 (https://doi.org/10.5430/wje.v9n5p26). 

 

https://doi.org/10.5430/wje.v9n5p26
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In particular, the education equity mindset spectrum refers to culturally 

responsive pedagogy, one of the theoretical foundations of equitable teaching practices. 

Many scholars (Delpit,1996; Ladson-Billings, 1995; Gay, 2002; Paris, 2012) argue that 

to create educational equity, teachers need to establish pedagogical practices that place 

value on students’ diverse cultural experiences. Nadelson et al. (2019) found that while 

scholars and researchers had written about educational equity, there was a gap in the 

literature regarding an educational equity mindset. They adapted Jordan et al.’s (2010) 

definition of equity, defining equity mindset as “involv[ing] beliefs, perceptions, 

behaviors, actions, and thoughts that promote and support equitable education…[and] to 

be the knowledge, beliefs, and dispositions supportive of advocating and working toward 

equitable education for all learners” (p. 27). Thus, they argue that the stronger the 

teacher’s beliefs and dispositions are towards equity, the greater their expression and 

implementation of equitable pedagogical practices. 

Research on Culturally Responsive, Relevant, and Sustaining Pedagogy 

Culturally relevant, culturally responsive, and culturally sustaining pedagogies 

were all introduced as general education approaches to create an equitable classroom for 

students that kept in mind the complexity of equity in schools. Table 3, found in 

Appendix A, presents an overview of the scholarly works and empirical studies presented 

in this section. 

Culturally relevant pedagogy, coined by Ladson-Billings (1995), is a theory of 

pedagogical practice that facilitates student acceptance and affirmation of their cultural 

identity “while developing critical perspectives that challenge inequities that schools (and 

other institutions) perpetuate” (p. 467). Gay (2002) defines culturally responsive 
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pedagogy as “using the cultural characteristics, experiences, and perspectives of 

ethnically diverse students as conduits for teaching them more effectively” (p. 106). She 

argues that culturally responsive teaching is founded on the idea that connecting 

academic knowledge to the students’ experiences will facilitate better learning. Culturally 

sustaining pedagogy simultaneously pushes back and builds on these two theoretical 

practices, arguing that the earlier terminologies do not fully encapsulate the efforts to 

focus on and affirm marginalized cultures (Paris, 2012). Although their definitions differ, 

the essence of these pedagogical approaches center on valuing and legitimating 

nondominant cultures in both content and behavior. 

Culturally responsive, relevant, and sustaining pedagogical practices originated 

from a series of studies focusing on student literacy that concluded that schools and 

instructional practices were more successful when they better match the cultures of the 

students. Au & Jordan’s (1981) mixed-methods case study at a school in Hawaii showed 

that incorporating Hawaiian cultural backgrounds into their teaching helped students 

surpass their predicted levels on standardized testing for reading. These researchers 

evaluated the impact of a year-long new reading program called Kamehameha Early 

Education Program (KEEP) on one class of 30 students’ reading test scores. The students 

in the class that ran the KEEP program performed at the 67th percentile on their reading 

test as compared to their counterparts who scored in the 8th, 15th and 38th percentiles.  

Mohatt & Erickson (1981) conducted a case study in which they evaluated two 

teachers, one Indian and one non-Indian, by observing their participation structures and 

“cultural congruence” in a predominantly Native American classroom (p. 117). After 

observing and reviewing the videotapes of the classes, the researchers found there were 
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noticeably different teaching styles. While both styles were effective in improving 

students’ academic success, the non-Indian teacher’s strategies such as spotlighting 

individual students were at odds with the cultural norms of the students and thus, he 

changed his strategies over the school year to become more culturally responsive. Both 

teachers shifted from teacher-centered to student-centered learning, a practice that is 

highlighted in the educational equity mindset spectrum. This data was then used in 

undergraduate and graduate courses. 28 teachers, counselors, and administrators 

examined the videos and analyzed the impact of implicit, unwritten norms of the 

dominant culture on classroom interactions. This study allowed participants of the course 

to identify and evaluate the ways in which cultural norms impacted speech patterns, 

pedagogical practices such as questioning, and participation norms. The study not only 

presented the impact of culturally responsive teaching, it highlighted the effectiveness of 

teachers engaging in discussions regarding pedagogical practices and how that helped 

turn implicit biases into explicit observations that inform their own practices. 

Ladson-Billings (1992) conducted a six-year case study that affirmed culturally 

relevant pedagogy. Working with eight teachers of various backgrounds who were 

identified by families as effective in a predominantly African-American school in 

northern California, she interviewed each teacher on their teaching philosophies and 

observed the teachers in the classroom, with certain segments recorded on videotape to 

evaluate the successful teachers’ pedagogical practices for African American students. 

While teaching styles varied among the participants, they all legitimized the students’ 

cultures by “making it a frame of reference for all texts… [and] not shy[ing] away from 

issues of race and culture” (p. 316). Ladson-Billings concluded that effective teachers 
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made the students feel appreciated and celebrated as individuals as well as a part of their 

culture. Ladson-Billings (1992) also observed that the teachers used Black English in 

non-instructional settings, modeling code-switching and facilitating students’ access to 

standard English so they could better support students in their educational achievement 

while still demonstrating value of the students’ linguistic styles.  

Savage et al. (2011) conducted a mixed-methods study of over 400 classrooms in 

32 schools in New Zealand to evaluate the implementation of culturally responsive 

pedagogy in classrooms and its impact on 214 Maori students. Teachers working in 

mainstream schools with a high percentage of Maori students were provided research-

based professional development on culturally responsive practices. The researchers 

observed classrooms to analyze their level of implementation of culturally responsive 

pedagogy at 10 schools that have not yet participated in the professional development as 

a baseline comparison (called non-project schools), after two years at 10 other schools 

and after four years at 12 schools. The Maori students were interviewed in 39 focus 

groups in the various sites about their feelings towards learning and school as well as 

their perceptions of their teachers. Schools were rated low, moderate or high in their 

implementation based on classroom observations, focusing on strong learning 

relationships amongst teachers and students, visible learning, and high student 

participation.  

The authors found that implementation varied among classrooms, but project 

schools had higher levels of implementation at 76% in the four-year schools and 74% in 

two-year schools.  Maori students who were interviewed identified changes in teacher 

behavior. Students in high implementation schools remarked on teachers’ efforts to learn 
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Maori vocabulary, stating that the school enabled them to be Maori in the schools and 

teachers valued their cultural identities. These students reported a more positive school 

experience after implementation and in turn, positively affected their academic 

achievement. However, students in some schools also observed that racism continued to 

be prevalent, citing double standards for Maori student behavior compared to students of 

other cultural backgrounds. Savage et al. (2011) concluded that after professional 

development, there continued to be variations in the level of implementation among 

schools and teachers. Despite attempts at implementation, not every school was 

successful in creating culturally responsive environments. Thus, while the professional 

development program was helpful, more interventions were necessary to help schools 

become more culturally responsive environments. 

All of these examples provide great insight into culturally responsive pedagogy, 

but there are few studies conducted in establishing culturally responsive pedagogy in 

predominantly White, independent school classrooms. Milner (2005) investigates 

multicultural education in the context of a predominantly White, public school English 

classroom, which will be addressed in a later section. Nevertheless, these examples of 

culturally responsive pedagogy are critical in understanding the needs of students of 

color and students of marginalized communities, regardless of the demographics of their 

school, as the needs of those students continue to be distinct from their predominantly 

White counterparts. Moreover, culturally responsive pedagogy is meant to be site-

specific to meet the needs of their specific students. Love (2019), who introduced 

Abolitionist Teaching that grew out of culturally responsive pedagogy, argues that 

implementation of these practices should look different from school to school because 
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each school has a unique culture, demographic, and set of needs. 

Research on Student-Centered Learning 

The teachers in Ladson-Billings’s (1992) study embodied student-centered 

learning practices because they built a community in which teachers share the power with 

the students, allowing students to take greater ownership of their learning and 

empowering them to be active participants in the classroom, while continuing to take 

responsibility for their students’ success. These culturally relevant practices challenge the 

traditional practices of the classroom as the teacher’s domain, with students as passive 

learners of information. Thus, the best practices that Ladson-Billings (1992) observed in 

her study such as student-centered learning, informal leadership skills, knowledge of 

students’ backgrounds, and teacher responsibility for student success are explicitly 

acknowledged in Nadelson et al.’s (2019) education equity mindset spectrum. The focus 

on student-centered learning, informal leadership, taking responsibility for the students’ 

success, knowing and understanding the student population, and providing access for all 

are foundational to good educational practices for equity. 

While early literature on culturally relevant, responsive, and sustaining pedagogy 

focused on literacy instruction, scholarly work has expanded, emphasizing the 

importance of implementing these pedagogical practices in all disciplines. Lemley and 

Lee (2016) conducted a qualitative study using surveys, voluntary interviews, and an 

indigenous focus group at a university close to an indigenous reservation. For the context 

of this study, the university endeavors to serve indigenous students by creating programs 

and curricula that increase focus on indigenous perspectives in the Education College. 

The goal of the study was to determine the extent to which the school fostered indigenous 



24 
 

student success. Two hundred and eleven students, staff and faculty participated in the 

survey, 7 volunteers participated in interviews, and six indigenous students participated 

in a focus group. While the college purported to center indigenous perspectives, the 

researchers concluded that in general, its practices reflected more assimilationist policies 

and a lack of understanding of the history and culture of indigenous populations. While 

some of the indigenous students in the focus group pointed to the cultural ignorance of 

the non-indigenous faculty, others who were part of the indigenous cohort program 

facilitated faculty mentorship and validated indigenous culture and language. The cohort 

model in which indigenous students take the class as a group helped to build a 

community and made the faculty more culturally aware, but students who did not 

participate in the program felt isolated and excluded in many of the classes that 

celebrated individualism.  

In this educational study, Lemley and Lee found that students who encountered 

more culturally relevant pedagogical practices performed better academically compared 

to students who were enrolled in courses with more traditional faculty that promoted 

more Western values of individualism that ran counter to indigenous cultures. While the 

college aimed to create a welcoming environment for indigenous students, the students’ 

experiences depended on their knowledge of and involvement in programs that were 

more intentional in creating a culturally responsive curriculum. This study lends credence 

to the value of culturally relevant pedagogy on student success among marginalized 

populations by providing a contrast between the two different groups of students, one 

that did and one that did not experience culturally relevant pedagogy. 

However, one of the primary issues with culturally responsive, relevant, and 
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sustaining pedagogies is the lack of clarity in introducing specific strategies for 

implementation in different curricula (Savage et al., 2011). While there are major themes 

such as student-centered learning, the specific teaching methods vary based on the 

teacher, school, and other contextual factors. Different pedagogical practices founded on 

the principles of culturally responsive pedagogy such as Love’s (2019) abolitionist 

teaching, clarify that teaching practices should be specific to the individual school 

context, rather than promoting specific strategies. Love argues that this more 

individualized approach better aligns with the mission of culturally responsive pedagogy. 

Research on Educational Equity Mindset 

Nadelson et al. (2019) used the educational equity mindset spectrum elements in a 

survey of 452 teachers of various backgrounds teaching in the southern United States, 

most of them K-12 teachers. The survey results were coded and analyzed with responses 

that were less than 90% completed removed from the data set. Overall, the researchers 

found discrepancies in teachers' answers. Some of the answers showed a disconnect 

between their beliefs and their actions. For example, some teachers displayed an 

understanding of equitable practices that were not fully reflected in their self-reporting of 

their pedagogical practices. These results lend credence to the idea that the education 

equity mindset should be on a spectrum. Moreover, while many teachers who participated 

in the survey expressed attributes of the equity mindset, their reflection on their practices 

and the challenges they faced demonstrated that their beliefs did not necessarily align 

with their actions and attitudes. Nadelson et al. (2019) found that the misalignment 

between a teacher’s beliefs and actions may be based on the disconnect between the 

“role” of  teacher and the “work” of a teacher, meaning that teachers may feel like what 
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they want to do and what they have to do in the classroom are not the same (p. 37).  

However, overall, the survey showed that teachers’ beliefs largely aligned with their 

practices on either end of the equity mindset spectrum. This study provided some insight 

into teacher mindset and the connection between beliefs and practices, but the 

methodology of utilizing surveys limits the information to what the teachers report they 

do rather than researchers’ observations of teachers’ interactions with students both in 

and out of the classroom. The research methodology does not effectively reflect the 

educational equity mindset, but its theoretical foundations of the elements of the 

spectrum are sound and relevant to my study. 

Summary 

In summary, educational equity mindset is represented on a spectrum based on the 

definitions of educational equity and mindset. Mindset refers to the cognitive process of 

filtering information and cultural backgrounds, explicitly or implicitly, to form beliefs 

that inform actions. The educational equity mindset refers to the way in which teachers 

process information on both students’ backgrounds and methodologies on equalizing 

outcomes to inform curricular and pedagogical practices. A strong equity mindset is 

characterized as a student-centered learning approach, teachers’ knowing and 

understanding the needs of students, and implementing culturally responsive practices. 

This definition of a strong educational equity mindset is founded on scholarly works on 

culturally responsive, relevant, and sustaining pedagogies that emphasize a student-

centered, informal leadership style that emphasized the value of students’ cultural 

backgrounds (Delpit,1996; Ladson-Billings, 1995; Gay, 2002; Paris, 2012). These 

pedagogies are based on the needs and cultures of the schools. Love (2019) argues that 
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there is no one-size-fits-all method and that individual schools should develop site-

specific methods of implementation. The following section provides an overview of 

history education, equity in history education, and decolonial theory. 

History Education and Equity 

 History education comes with its challenges due to its politicized nature. Despite 

projections of neutrality and objectivity, history curricula, both in content and pedagogy, 

reflect the teachers’ values and “thus reflect particular political, cultural, and 

epistemological orientations, rather than objectivity” (Conrad, 2022, p. 5; Bang et al., 

2012). The traditional history education that many history teachers of today experienced 

and that is largely taught today reinforces coloniality by implicitly advancing Western 

ideas and histories as the height of civilization (Fregoso Bailón & De Lissovoy, 2019). 

This dominance of White knowledge marginalizes students of color and leads to loss in 

engagement (Zinn, 1995). While standards do not explicitly state these aims, Fregoso 

Bailón & De Lissovoy (2019) argue that teachers advance these ideas implicitly in their 

curricula. According to Conrad (2022) the content for history courses in the U.S. as well 

as their teachers’ epistemological knowledge of meaning-making with historical 

knowledge, along with their pedagogical practices are all Western. For example, many 

U.S. history curricula center the political histories of the colonies and marginalize 

indigenous history. The sources and the historiographies often shared in these classrooms 

are based on Western perspectives and ignore or devalue indigenous knowledge (Conrad, 

2022). Thornton’s (1994) review of the history of social studies curriculum highlighted 

the lack of objectivity in history education. He notes that one of the main purposes of 

social studies curricula and history curricula is citizenship transmission. Due to the 
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overreliance on textbooks as well as teachers’ preferences for recitation and lecture, 

social studies curricula, including history curricula, instill and reinforce American values 

in the students that marginalize non-dominant, Western histories.   

Moreover, Marino (2011) argues that the textbooks that history teachers rely on 

are inundated with information that influential political interest groups advocated to 

include while excluding other narratives. While textbooks are not adopted wholesale by 

the teachers, they have influence on sequencing and what content is included in the 

curriculum, mostly stemming from Western epistemologies. These Western 

epistemologies are founded in hierarchy, with teachers as the experts and students as 

passive learners, as reflected in traditional, lecture-style pedagogical practices. Western 

practices often center historiographies by Western scholars as truth rather than one of 

several diverging interpretations, thus preventing critical investigation of history and its 

various interpretations (Thornton, 1994; Freire, 1973). These practices are based on the 

idea that teachers should be and are neutral, unbiased disseminators of information and 

project the notion that curricula are politically neutral, even when they are far from it 

(Pinar, 2004). In reality, the bias is not only in what teachers choose to teach, but what 

they choose to exclude, known as the null curriculum (Flinders et al., 1986).  

Additionally, the history curriculum is one of the least unified curricula in the 

country. While Common Core has standards for the humanities in general, social studies 

standards are grouped within the ELA category and do not exclusively center history 

curricula (Common Core, 2021). Moreover, each state has a different set of content 

standards that influences what is taught and what is not taught in the classroom. The 

National Council for the Social Studies (NCSS) has put forth a national set of social 
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studies standards, but these do not encompass content, nor do they explicitly address 

diversity or equity (NCSS, 2021). The National Standards for History (1996) addresses 

content standards for both U.S. and World History, but states have different content 

standards and independent schools are not beholden to these standards. While countries 

such as the UK have recently adopted a new history curriculum that mandates more 

diversity, there is still little consensus on what that looks like in the classroom and to 

what extent the teachers are receiving training to implement the curriculum (Harris, 2013; 

Harris & Clarke, 2011).  

Equity in History Curricula  

 Researchers such as Denson (2009), Alexander & Weekes-Bernard (2017), and 

Waters & Magliocca (2018) argue the benefits of a more thoughtful approach to 

implementing a diverse history curriculum. Diverse history curricula, depending on the 

program, help to reduce bias (Denson, 2009). Waters & Magliocca (2018) argue that 

even curricula that take an additive approach to including women in history curricula 

help to challenge traditional curricular narratives centered on men. Though there are 

numerous studies on examples of pedagogical practices that move beyond Western 

perspectives for other disciplines such as English (e.g., Au & Jordan, 1981; Ladson-

Billings, 1992; Mohatt & Erickson, 1981; Milner, 2005), there were, until the past 

several years, limited studies focused on history (Conrad, 2022). Recently, there has been 

an increase in studies and scholarship around diversifying history curricula, particularly 

in the UK after more significant changes were introduced in light of the Black Lives 

Matter Movement in 2020 (Burn et al., 2025). Conrad, (2022) argues that history 

curricula with culturally responsive approaches that center multiple perspectives is 
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helpful for teachers and students alike, no matter their background. Student-centered 

learning, a facet of a culturally responsive approach, helps facilitate the movement away 

from the idea of teachers as sages on stages. Embedded in the practice of teacher as the 

expert is the practice of enforcing teacher neutrality and presenting information as 

unbiased. Dozono (2020) refers to this phenomenon as “European identity hidden under a 

White veil of scientific objectivity” (p. 11). Dozono (2020) analyzed the New York State 

framework for global history and geography, evaluating the mandates, terminology, and 

wording that informs the world history curriculum in New York public schools. He 

identified numerous places in which the creators used passive voice and avoided 

articulating European violence, particularly in addressing Western Imperialism. Othering 

of non-dominant historical experiences places non-Western histories in a vacuum rather 

than integral to global dynamics and contexts, undermining their importance while 

portraying those experiences as separate from Western action and encroachment that 

informed many historical events. Thus, Dozono concluded that the seemingly culturally 

neutral curriculum serves to reinforce Western dominance in history and teaching. 

Acknowledging bias and opening the curriculum to reflect the student population opens 

the doors for student-centered learning that encourages wider participation of students in 

a culturally responsive manner by providing students with a greater variety of 

perspectives rather than offering one perspective as fact. 

Multicultural Education and Decolonial Theory are two of the major approaches 

to promoting equity in education and history education. However, some scholars argue 

that multicultural education is oftentimes more additive than transformative. Rather than 

rethinking the entire curriculum, non-Western content is merely added, often with an 
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imbalance of time spent on non-Western histories that implicitly reinforces the idea that 

Western history should be given more time and prominence in the curriculum.  These 

critiques of multicultural education are not always correct. Nieto (2004) argues that 

multicultural education not only includes marginalized content, it refers to inclusive 

pedagogical practices as well. Milner (2005) connects multicultural education with 

culturally relevant pedagogy, but it is within the context of English education. Banks 

(1998) identifies four approaches to multicultural education in which the curriculum, 

including the pedagogy, are addressed: the contributions, additive, transformative, and 

social action approaches. Many of the curricular reforms such as the one in Milner’s 

(2005) study explicitly use social action approaches in which students make decisions on 

social issues and figure out how to take action to address those issues (Banks, 1998). 

These approaches are not solely geared towards ELA curriculum, but Milner (2005) 

applies them in an ELA class context. 

Nonetheless, the existence of the contributions and additive approaches within 

multicultural education, both of which feature multicultural content without any change 

to the pedagogy or structure, is seen as problematic by other scholars (Brayboy, 2005; 

Dion & Dion, 2009). Brayboy (2005) discusses the dangers of additive approaches that 

may emphasize the perceived differences and reinforce ideas of inferiority (Dion & Dion, 

2009). Desai and Sanya (2016) criticize multicultural education as a neoliberal approach 

that centers on capitalism that implicitly teaches students through dominant, Western 

“pedagogical processes governed by neoliberal human capital logics based on cost-

benefit analysis regarding the payoffs of educating certain bodies over others, and 

thereby excluding and neglecting certain bodies” (p. 715). Moreover, they argue that 
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multicultural education “includ[es] violent colonial histories merely as symbolic 

representation, as opposed to encouraging inquiries that distill consequences of 

colonialism and imperialism” (p. 716). While the additive approach exposes students to 

different histories, it falls short of engaging the students to investigate the impact of 

colonialism and imperialism by reinforcing Western ideologies through traditional 

pedagogical practices. Thus, this study will focus on decolonial theory, defined below, 

due to its explicit interlinking of content and pedagogy. 

Research on Decolonial Theory 

Within history education, efforts to create a culturally relevant and responsive 

classroom have developed into pedagogical methodologies founded in decolonial theory. 

Table 4 in Appendix A provides an overview of the scholarly works and empirical 

studies conducted on decolonial theory and its use in classrooms. I elaborate on these 

works in this section. 

 Decolonial Theory, stemming from Fanon’s (1952) scholarly work, emphasized 

that societal infrastructure such as education has been used as a colonial method of 

political control of the colonized, and decolonization as a process must be the unlearning 

of colonization. The theory centers around colonialism that imposes language and 

knowledge systems, relegating histories of the colonized, particularly indigenous history, 

to the margins (Zavala, 2016). Fanon (1952) argued that to shed the colonial biases and 

prejudices ingrained in people, there must be a shedding of the physical as well as the 

psychoanalytical hold of colonization on the colonized. Thus, researchers and scholars of 

Decolonial Theory, unlike multicultural education, emphasize that changing both the 

content and pedagogy in curricula is integral to the theory. 
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Although Decolonial Theory is not exclusive to history education, it tackles a 

fundamental problem of Eurocentrism and the centering of Western educational practices 

that especially plagues history education. Decolonial Theory as a framework focuses on 

centering formerly marginalized curricula and advocates for new pedagogical practices 

that moves away from traditional teacher-student models to a more student-centered 

approach (de los Rios, 2013; Zavala, 2016). Although there are other methods such as 

multicultural education that feature perspectives of marginalized groups, decolonial 

theory focuses on changing the teaching methods as well as the content (Milner, 2005; 

Mignolo, 2017). Thus, while studies on the impact of multicultural education will be 

discussed in later pages because of its relevance in centering marginalized content, 

decolonial theory will be the central focus on creating equitable history curricula. 

Decolonial Pedagogical Methodologies. While many scholars recognize history 

curricula’s lack of objectivity and the implicit centering of Western perspectives 

including questions of historiography, limited research has been conducted to offer new 

pedagogical practices (Conrad, 2022). Conrad conducted a six-month qualitative 

comparative case study of two history teachers working in urban schools with indigenous 

students in public schools on the West Coast. The researcher conducted semi-structured 

interviews with 3 teachers and 14 students, classroom observations, and other data 

sources that were then coded and analyzed. The data revealed that the two teachers 

engaged in three practices: providing context of indigenous knowledge and perspectives, 

critically evaluating Western historiographies and sources, and providing experiential 

learning. However, Conrad found that one of the teachers was more effective in teaching 

unsettling history, noting the reciprocal relationship that the teacher maintained with 
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indigenous communities. Conrad concluded that changing pedagogical practices to 

reflect decolonial theory on its own without engaging with the communities cannot lead 

to students unlearning the legacy of colonization. 

Zavala (2016) suggested a new approach and introduced a pedagogical 

methodology based in decolonial theory that centered three elements: counter-

storytelling, healing, and reclaiming. Zavala (2016) describes counter-storytelling as an 

introduction of marginalized narratives of colonialism, to name and remember in a 

manner inspired by indigenous “restorying” practices that is “integral to [communities] 

reclaiming languages, spaces and identities” (p. 3). The second element, healing, aims to 

counter the psychological trauma by helping students to name the trauma by “providing a 

language that accounts for experiences of oppression that are often internalized as self-

hate and characterized by living in an imbalanced social and spiritual world” (p. 4). 

Lastly, reclaiming is bringing the historical knowledge together with the current cultural 

knowledge that exists in the lived experiences of formerly marginalized communities. 

This pedagogy serves to recenter values and practices away from capitalist notions of 

land and resources as commodities and African epistemologies (Zavala, 2016). African 

land-based epistemologies focus on social processes and environmental conditions, 

emphasizing that culture and worldviews develop from the relationship between people 

and their land (Engel-Di Mauro & Carroll, 2014). 

Fujino et al. (2018) developed a methodology in a collaborative, interdisciplinary 

learning community named the Transformative Pedagogy Project (TPP). Drawing 

heavily from Freire’s (1970) scholarly work that placed education as an important 

method of liberation through which individuals must evaluate and critique the social and 
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structural modes of oppression in our society. In this methodology, TPP uses the cultural, 

gendered, and racial experiences of participants as the roots of student-centered learning 

in which the participants are asked to produce knowledge of marginalized groups. A 

foundational tenet of TPP is the understanding of coloniality not just as a historical event, 

but an ongoing process embedded in our societal structures (Fujino et al., 2018). Rather 

than prioritizing major political leaders, TPP centers on people’s experiences through 

project-based and problem-based learning. The authors started this project in a university 

in Santa Barbara, California, and ran the program for 3 years in between 10-20 week 

sessions. Using pedagogical practices such as the story circle and incorporation of 

scholarly readings, participants connected the readings back to their own experiences. 

According to the authors, as an ongoing practice, the TPP is an emotionally difficult yet 

rewarding endeavor for many students. However, Fujino et al. (2018) did not engage 

with TPP as a research study and did not publish this cited work as such. They instead 

shared their accounts and observations in starting and expanding the TPP and did not 

disclose their methodology in gathering their data or analyzing their findings. Despite 

these limitations, the anecdotal evidence provides insight to how the decolonial theory 

can be translated into pedagogical practice and framing a curriculum. 

Research on the Implementation of Decolonial Theory. A case study by de los 

Ríos (2013) evaluated the implementation of decolonial methods in a year-long 

Chicano/a Studies course in California. He investigated the impact of the course on 35 

11th- and 12th-grade Latiné and Chicano/a students through class discussions, individual 

interviews, and personal communications. de los Ríos himself addressed his own 

Chicano upbringing, which he deliberately and thoughtfully integrates into his teaching. 
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Though he is thoughtful in his data collection, he does not address the limitations of 

interviewing students who are his current students, and it is unclear whether he followed 

up with interviews after they completed the course to ensure the validity of the students’ 

remarks. However, de los Ríos found that through the course students were more 

conscious of and were able to articulate their complex experiences with education and 

oppression. The class allowed the students to investigate “their colonized and 

decolonized sensibilities and to shift into a third space—a decolonial imaginary—that 

encompassed both tensions and possibilities” (p. 71). In doing so, students wrestled with 

and gained the language to vocalize their struggles with their identity, while challenging 

the ways in which schools have ingrained colonialist ideologies and practices into 

students. 

Despite some of the limitations of de los Rios’s study, the curriculum he enacted 

followed roughly the same methodology advanced by Zavala (2016). He provided 

counter-storytelling in his curriculum and used the discussion space for processing and 

healing. By wrestling with their identity and their learned colonialism, the students began 

the process of reclamation. This process, however, is a long process of unlearning 

coloniality that was ingrained in the students through years of schooling (de los Rios, 

2013; Zavala, 2016). 

Decolonial Theory has also expanded to go beyond racial and cultural identity to 

address gender and sexual orientation within various cultures, exposing students to past 

cultural practices that have been marginalized and suppressed through colonization. 

Dozono’s (2017) essay on his experiences with decolonial practices that center 

indigenous gendered systems highlight gender as a contemporary, social construct that 
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originates from European, Western gender expectations. Dozono (2017) uses his own 

experience teaching ninth and twelfth grade predominantly Black and Latino students in 

a Title I school in New York City. In Dozono’s classes, there was thoughtful integration 

of different historical cultural norms such as India’s hijras, a third gender with its own 

complexities, and the muxes of Mexico whose culture and history European colonists 

attempted to erase. Dozono (2017) critiques the exoticization of these differing gender 

practices and discusses the strategies he used as well as the challenges he faced in 

teaching about gender in the context of teaching indigenous history. Along with the 

content, the students were asked to reflect and engage in roundtable discussions, rather 

than listen to a series of lectures. Dozono described issues that arose when a student did 

not have the contextual knowledge to engage with the content. Rather than reprimanding 

the student, Dozono engaged in a one-on-one conversation with the student in which he 

acknowledged the student’s feelings and then challenged those feelings while in a safe 

space. These smaller interactions that allow students to question and personally engage 

are features of student-centered learning. 

Both Dozono and de los Rios acknowledge and contextualize their research with 

their own cultural, gendered backgrounds that informed their respective studies. The 

practice of sharing their own personal stories and connections to the topic breaks away 

from the dominant policy of teachers as neutral and devoid of their own prejudices. 

Moreover, the role of a researcher as separate and unbiased, as well as Dozono’s implicit 

rejection of the traditional way in which studies are presented, highlights the pervasive 

nature of colonization in academia. Furthermore, the psychoanalytic foundation of 

decolonial theory can be seen as promoting an autobiographical analysis of the impact of 
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colonialism on the self before engaging with the students (Fujino et al., 2018; de los 

Rios, 2013). While these essays do not fully follow the traditional research study format 

in providing information on methodology, both Dozono (2017) and de los Rios (2013) 

provide insight to specific ways in which decolonial methodologies can be used in 

history and ethnic studies spaces. 

Research on decolonizing history curricula has grown, particularly in the U.K. 

following the murder of George Floyd in the United States and the rise of the 2020 Black 

Lives Matter Movement.. Though there were efforts to diversify history curricula in 

England prior to that time (Alexander & Weekes-Bernard, 2017), the events in 2020 

spurred a wider movement to decolonize the curriculum (Moncrieffe et al., 2025). 

Lyndon-Cohen (2024) published a case study in the UK in which oral histories were 

utilized to explore LGBTQ+ history and immigration experiences among the British-

Pakistani community. By using oral history archives, the projects challenged Western 

notions that prioritized written sources and utilized methods of counter-storytelling 

suggested by Zavala (2016). Students were also given the opportunity to interview their 

family members, providing them the space to share their personal stories. 

Despite the growing literature and studies conducted around decolonization of the 

history curricula, some educators are concerned that curricular reforms are diversifying 

rather than decolonising curriculum (Cusworth, 2022). Burn et al. (2024) conducted a 

quantitative study in 2019 and 2021 in the UK. Secondary teachers from 286 different 

schools representing a variety of demographics were surveyed. Demographics ranged 

from in-state funding, racial and ethnic make-up, and selectivity. The surveys showed 

promising results, with 98% of participants indicating that they addressed the 
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Transatlantic Slave Trade “in some way” and 81% featured Black and Asian British 

history. However, Burn et al. (2024) acknowledge that indications of diversifying the 

curriculum requires observations and more insight into the teachers’ curricular changes. 

Predominantly White schools were also less likely to include non-European histories 

within their curriculum.  

Cusworth (2022) argues that to decolonize history curricula, teachers should 

implement three approaches to history within the classroom. First, there should be an 

implementation of postcolonial thinking under which there is a reclamation of history 

and agency of subjugated peoples. Second, the content should include the legacy of 

colonization in both countries that were colonized and countries that colonized others. 

Third, classes should challenge ways of thinking by questioning what counts as 

knowledge and how history is constructed to decolonize ways of thinking from those 

imposed by the West. 

Stow & Burton (2024) conducted a qualitative study to evaluate how history 

teachers in Kent are understanding the concept of diversification in the history 

curriculum and how schools are approaching diversification. The researchers selected 10 

participants from 7 schools in Kent to participate in focus group discussions. The 

findings of the study indicated that the participants demonstrated conceptual 

understanding of the elements to consider when developing a diverse curriculum, such as 

the use of multiple perspectives. However, all participants raised concerns about 

tokenism within the history curriculum. Moreover, their schools’ approach and 

commitment to diversifying the history curriculum was largely based on the commitment 

of the senior administration. The participant schools’ curricula indicated various stages of 
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diversification. 

Summary 

 Traditional history curricula have been criticized for their dissemination of 

Western-centric epistemologies and attempts to assimilate students from marginalized 

communities (Fregoso Bailón & De Lissovoy, 2019; Pinar, 2004). While scholars 

advocate for implementing equitable practices in history, there are few studies that focus 

on history curricula and equity (Conrad, 2022). Decolonial theory has emerged as an 

approach to promoting equity in education that requires a change in both pedagogical 

practices and content (Mignolo, 2017). Both Zavala (2016) and Fujino et al. (2018) have 

introduced decolonial methodologies. Empirical studies featuring decolonial 

methodologies that focus on student-centered learning have shown that students are 

engaging and reflecting on their personal history and identity (de los Rios, 2013; Dozono, 

2017). However, there continues to be limited research on this topic in predominantly 

White independent schools and even less research on the use of alternative forms of 

professional development such as professional learning communities for history 

education (Groot-Reuvekamp et al., 2018).  

Professional Learning Communities 

To create a more equitable curriculum, teachers need to evaluate their beliefs 

and practices that were founded on racism, Eurocentrism, and colonialism (Kulago, 

2019; Willinsky, 1998). Most of these types of reforms are conducted through 

professional development (PD), but PD programming also favors traditional models of 

learning (Leonard & Woodland, 2022).  Although extensive research has been 

conducted on creating effective professional development programs, many schools 
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maintain traditional models where teachers are passive learners led by experts, 

reflecting the traditional pedagogical practices used in the classroom.  Top-down 

mandates for reform continue to be the norm, even though they are often met with 

resistance that stem from fear as well as a lack of effective training (Song, 2012; 

Leonard & Woodland, 2022). Thus, non-traditional approaches to professional 

development can not only help to gradually mitigate some of that resistance, they can 

adhere to best practices for professional development. Darling-Hammond et al. (2017) 

vetted and reviewed 35 research studies on best practices for PD, and concluded that 

effective PD programs are content-focused and collaborative, incorporate active 

learning, use models of effective practice, provide coaching, offer feedback and 

reflection, and have sustained duration. 

Professional learning communities (PLCs) are a form of professional 

development rooted in the idea of establishing a space for collaboration and collective 

learning (Westheimer, 1996). In contrast with traditional professional development 

programming, PLCs facilitate a learning environment that is more conducive to teacher 

learning because they facilitate active learning by engaging teachers in dialogue for a 

sustained duration (Leonard & Woodland, 2022). In this section, I will review 

scholarly works and empirical studies (Table 5 in Appendix A) on effective 

professional development and PLCs and their impact on creating equitable classrooms. 

While there are many names for and variations of PLCs, Westheimer (1996) 

articulates five central features: shared beliefs, interaction and participation, 

interdependence, concern for individual and minority views, and meaningful 

relationships. These five central features should work to facilitate a cohesive teacher 
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community. Louis et al. (1996) emphasize that PLCs should move towards five 

elements of practice, some of which overlap with Westheimer’s features. They identify 

shared values, focus on student learning, collaboration, de-privatized practice, and 

reflective dialogue. While these notions of what constitutes a PLC vary, the central 

focus of a PLC is to create shared values among the faculty by fostering a community 

of teachers with a shared goal of improving their students' success. These central tenets 

of a PLC help to create a more sustained capacity for reform and reflection to promote 

student learning (Stoll et al., 2006). 

DuFour et al. (2016) caution that the various interpretations in their 

implementation may dilute the effectiveness of PLCs. For example, PLCs are not 

programs that should have an end date. Rather, they should be an ongoing process to 

instill changes in the school’s culture. Thus, PLCs should consist of the entire school 

community with smaller groups within the PLC that grapple with specific elements of 

change. Simultaneously, the authors argue that starting a PLC requires a thoughtful 

approach that considers the school climate and should gauge key members of the 

community first to ensure a successful introduction. 

Unlike traditional models of professional development, PLCs have been linked 

to teacher empowerment because teachers gain a sense of agency in this more 

collaborative approach to teacher development (Luis, Kruse, & Marks, 1998). This 

increased sense of agency increases teachers’ receptivity to reform curricula and 

policies, making PLCs an effective form of professional development in achieving 

curriculum reform (Song, 2012).  

Louis, Marks, and Kruse (1996) point to several structural and resource-driven conditions 
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that contribute to the effectiveness of PLCs in their scholarly work. Structurally, they 

argue that large schools and increased specialization of faculty can hinder fostering 

relationships and coordination among the faculty. Moreover, the lack of scheduled 

planning time can diminish the effectiveness of PLCs as teachers do not have the time to 

meet with their peers in a meaningful way. PLCs are also more effective when schools 

allow teachers to be part of the decision-making process rather than imposing a top-down 

approach to teacher learning. Among the school leadership, support to both develop and 

sustain PLCs as well as exhibiting an openness to innovation, are fundamental to 

fostering the success of the PLCs. 

 Teacher empowerment does not mean that leaders are disempowered. DuFour and 

DuFour (2006) argue that the emphasis on collaboration must be paired with strong 

leadership to “overcome the inertia of traditional schooling practices [and] to sustain the 

improvement process through the inevitable setbacks that occur along the way” (p. 3). 

Leaders of PLCs should foster collaboration within the group that simultaneously stands 

firm on building and sustaining a culture of commitment to the learning conducted 

through the PLC. 

 Though research on professional learning communities in many subject areas is 

prevalent, there is little research on professional development in history education 

(Groot-Reuvekamp et al., 2018). The research presented in the following sections 

provides insight into the influence of PLCs on teacher beliefs, mindsets, and curriculum 

reform.  

Impact of PLCs on Teacher Beliefs and Receptivity to Reform 
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While little research has been done on PLCs’ direct impact on equity mindset 

(Nadelson et al., 2019), research on PLCs and their influence on teacher beliefs and their 

practice suggest that PLCs can facilitate the transformation of teacher beliefs into 

practice. Given our definition of mindset, these studies lend credence to my study’s focus 

on PLCs to change mindsets. Tam’s (2015) five-year qualitative study of the Chinese 

language department at a progressive school in Hong Kong found their PLC effective 

because it allowed teachers to question teachers’ beliefs and practices through an open 

dialogue with their colleagues and by sharing the multiplicity of perspectives and 

experiences regarding the curriculum. Tam conducted 3 sets of semi-structured 

interviews with 12 teachers, one each at the beginning, middle and end along with 

observations of the PLC meetings, activities, and discussions. In preparation for the PLC, 

the department also reduced the teachers’ workloads to allow time for teachers to engage 

with the PLC and encourage teachers to observe their peers to try out new strategies. Tam 

found that while there was some initial tension, the bottom-up approach of the PLC 

helped teachers feel supported and more committed to their school community, gradually 

transforming the department work culture from “closed, isolated and conservative to 

open, interdependent, and collaborative” (p. 36). In terms of the individual teachers, some 

changed their beliefs and practices while others changed their beliefs but not their 

practices or changed their practices but not their beliefs. However, all the teachers 

changed their mindsets specifically about learning about teaching practices, becoming 

more open to learning in both formal education spaces as well as from colleagues. Most 

of the teachers actively engaged with developing the new curriculum, but three teachers 

changed only their practice and not their beliefs about teachers’ roles as implementers 
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rather than developers. Moreover, some of the teachers perceived themselves to be 

changing their beliefs and practices on certain aspects of the curriculum, but their 

practices did not reflect their changing beliefs. Though not everyone changed both their 

beliefs and practices, the lasting change in their department culture facilitated continued 

growth among the teachers, lending credence to the value of PLCs in shifting teachers’ 

mindsets. 

 Before 2012, there was limited quantitative research conducted on the effect of 

PLCs on teacher empowerment and receptivity to reform (Song, 2012). Song 

conducted a study in mainland China, surveying 1,611 teachers from 32 high schools, 

though it is unclear in what types of schools the study was conducted. The participants 

answered three questionnaires that measured their perceptions of the PLC that they 

participated in, their level of empowerment, and their receptivity to curriculum reform. 

Based on the results, Song found that establishing PLCs increased teachers’ receptivity 

to curriculum reform because they helped teachers manage the changes at school, 

relieving some of their anxiety and mitigating negative experiences. This study also 

found that “establishment of a PLC can be a forward predictor of teachers’ receptivity 

to curriculum reform by way of its impact on teacher empowerment, and subsequently 

on [the] value of reform for teachers” (p. 91).  Song’s findings were corroborated by 

Sargent and Hannum’s (2009) mixed-methods study based in 11 schools in rural 

counties in the Gansu province. They also found that PLCs helped teachers find 

solutions to problems of curriculum reforms, together. Moreover, PLCs distribute the 

risks that come with curriculum reform to a community rather than to one individual, 

alleviating some of the teachers’ anxieties regarding reform (Song, 2012). 
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Research on PLCs and Equity 

Research on the role of PLCs in promoting equity and socio-emotional learning 

has been conducted. Recently, Leonard and Woodland (2022) implemented a 6-year 

study on the impact of PLCs on equity centered around socio-emotional learning in a 

program for digital literacy and computer science that helps to establish the potential 

benefits of using PLCs to increase equity in schools. The research was conducted through 

a CSforall Research Practice Partnership (RPP) program for K-5 teachers in an urban 

school district in the Northeast Region. Keeping in mind the shortcomings of traditional 

PD programs, PLCs were created to transform the beliefs and practices of predominantly 

White teachers working with a racially and economically diverse student population.  

The study implemented several PLCs for over 100 teachers, 5 teacher leaders, 8 

administrators and 4 university personnel. Teachers were placed into PLCs that were 

organized by grade level and they were allotted time to meet with their PLCs. The 

PLCs had a shared purpose with protocols in place to make them more effective. 

Participants in the PLCs engaged in reading scholarly works on culturally relevant 

pedagogy as a foundation for their program. Teacher reflections as well as student 

interviews were conducted to evaluate the effectiveness of the RPP. The study had a 

93% retention rate over three years and received positive feedback. Changes from 

teacher- to student-focused teaching practices as well as subtle but important shifts in 

teachers’ language were observed. Teachers reported feeling more willing to take risks 

and select reading material that better reflected the student population. Teachers also 

observed greater student engagement, particularly among English language learners 

and students in marginalized populations. These observations were confirmed through 
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student interviews. The study found significant commitment to the RPP and observable 

changes in teacher mindsets. However, the researchers did not disclose their full 

research design, nor did they report all the retention rates of the second three years. 

The difference in subject area (computer science versus history) may limit its 

generalizability to my study. Despite the study’s limitations, the themes of 

collaboration and engagement are elements of effective PLCs and will be relevant to 

this study. 

Summary 

 Many schools continue to favor traditional professional development 

programming despite extensive research that states effective PD programs should be 

collaborative, content-focused, sustain in duration, offer feedback and reflection, model 

effective practices, and provide coaching (Leonard & Woodland, 2022; Darling-

Hammond et al., 2017). PLCs are a form of PD that is a sustained space for collaboration 

and collective learning. PLCs emphasize the creation of shared values among the faculty 

to improve students’ success (Stoll et al., 2006). PLCs have been linked to teacher 

empowerment, leading to teachers’ receptivity to reform (Luis, Kruse, & Marks, 1998; 

Song, 2012). Although there is limited research on PD in history education (Groot-

Reuvekamp et al., 2018), there are empirical studies on PLCs’ impact on teachers’ beliefs 

and practices (Tam, 2015). These studies lend credence to the value of PLCs in shifting 

teachers’ beliefs and their practices (Tam, 2015; Song, 2012; Leonard & Woodland, 

2022). 

History Education, Equity Mindset, and PLCs 
 

The literature shows that the educational equity mindset is based on the theories 
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of mindset and educational equity. Popularized by cognitive psychologists like 

Gollwitzer (1990) and adapted by social psychologists (Oyserman, 2009; French, 

2016), mindset is predicated on the idea that our beliefs and cognitive processes of 

understanding, influenced by our cultural backgrounds, influence our actions. While 

there are varying definitions of the construct, this study defines mindset as the filtering 

of information to inform beliefs and the impact of those thoughts and beliefs on 

individual action. The educational equity mindset, created by Nadelson et al. (2019) 

places equity mindset on a spectrum. It draws on ideas such as culturally responsive 

teaching, student-centered learning, and knowing the students’ needs (Figure 1). 

Nadelson et al. only recently introduced their educational equity mindset spectrum, 

limiting the amount of research conducted using this framework. However, the 

educational equity mindset spectrum is grounded in a large body of research of best 

beliefs and practices of culturally relevant, responsive, and sustaining pedagogy, 

measuring the progress of individuals in their beliefs and the alignment of their 

pedagogical practices with those beliefs. Findings from numerous qualitative empirical 

studies on culturally responsive pedagogy (Au & Jordan, 1981; Mohatt & Erickson, 

1981; Ladson-Billings, 1992; Lemley & Lee, 2016) demonstrate the positive impact of 

student-centered learning practices, understanding student populations, and informal 

leadership on student success, all of which are tenets of a strong educational equity 

mindset.  

Decolonial theory is an approach that promotes equity, particularly in history 

education, by changing both the content and pedagogical practices used in history 

curricula (Mignolo, 2017). The theory emphasizes the reclamation of formerly 
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marginalized curricula both in content and pedagogy, advocating for a more student-

centered approach that challenges the traditional teacher-student dynamic (Zavala, 

2016). These pedagogical practices broadly align with culturally responsive pedagogy 

by advocating for a more student-centered approach (de los Rios, 2013; Zavala, 2016). 

Researchers have primarily used qualitative case study designs, conducting studies in 

their own classrooms (de los Ríos, 2013; Dozono, 2017). Neither of the studies follow 

the traditional research study format, but they provide insight to the potential of 

decolonial theory in curriculum reform by creating a more student-centered approach 

to history education. 

Efforts to create a more equitable history curriculum necessitate effective 

professional development. However, traditional PD often reflects traditional 

pedagogical practices by using a top-down approach, usually leading to teacher 

resistance (Leonard & Woodland, 2022; Song, 2012). PLCs, a form of professional 

development, establish spaces for collaboration and consensus-building that build more 

capacity for reform and reflection (Westheimer, 1996; Stoll et al., 2006). Although 

DuFour et al. (2016) emphasize that PLCs should encompass the entire school rather 

than just smaller groups, they also contend that its implementation should vary 

according to the specific needs of each school.  

The literature reveals that while there is ongoing research on equity and PLCs, 

there is a gap in the literature regarding the use of equitable pedagogical practices in 

history education and the use of PLCs to advance curriculum reform in history 

education (Conrad, 2022; Groot-Reuvekamp et al., 2018). While I presented several 

empirical studies of equitable curricular approaches in both historical content and 
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pedagogical practices, research on the use of PLCs to engage in discussions of equity 

in history curricula are limited (Groot-Reuvekamp et al., 2018). This study contributes 

to the scholarship by filling this gap in the literature as it aims to study the impact of 

history teachers’ engagement in a PLC on their educational equity mindset. Curricular 

reform is often met with resistance (Song, 2012). The study site’s history department 

has already resisted curricular reform initiatives (explained in chapter 4), so the PLC 

helped to alleviate teacher concerns by providing a collaborative space with an explicit 

goal of creating a framework for evaluating history curricula and pedagogy through an 

equity lens rather than teachers engaging in curricular reform themselves. Over the 

course of the PLC, I evaluated the degree to which individuals changed their mindsets 

based on their participation in discussions during the PLC and their responses in their 

final interviews. In turn, the study aims to examine the extent to which their 

engagement with the PLC transforms their educational equity mindset, if at all. 

Theoretical Framework 
 

The theoretical framework for this study merged constructionism and 

educational equity mindset. Social constructionism is the foundation for the study as it 

aims to evaluate the impact, or lack thereof, of the participants’ construction of 

meaning around equity and history curricula as a group. The educational equity 

mindset spectrum serves to measure the participants’ progress or lack of progress in 

their beliefs and practices surrounding equity throughout the PLC. Since I have 

described and addressed the theory as well as the empirical studies centering 

educational equity mindset in a previous section, I focus on constructionism and 

briefly summarize educational equity mindset below. 
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Social Constructionism 
 

This study was grounded in constructionism and social constructionism. Crotty 

(1998) defines constructionism as the position that “all knowledge, and therefore all 

meaningful reality as such, is contingent upon human practices, being constructed in and 

out of interaction between human beings and their world, developed and transmitted 

within an essentially social context” (p. 42). Constructionism rejects the idea that there is 

an objective truth because people construct meaning in different ways through their 

interactions with the world. As this study aims to gain insight to teachers’ mindsets, 

perceptions of history curricula, and equitable history curricula, constructionism is an 

appropriate epistemological position. Thus, the teachers’ constructions of equity and 

equity in history curricula is the central focus of this study.  

Constructionism grows out of constructivist theory. Piaget originally used this 

theory as a framework to better understand how individuals construct knowledge in 

various stages of development (Ackerman, 2001). Constructionism builds on 

constructivism by adding the context in which individuals engage in the construction of 

something, intellectual or physical (Papert, 2001). Furthermore, social constructionism is 

the idea that individuals construct meaning in a social context, influenced by others 

around them and the culture with which they engage (Crotty, 1998). Thus, social 

constructionism is an ideal theoretical framework for this study as the participants will 

collaboratively construct an evaluative framework for history curricula with an equity 

lens, taking into account the institutional culture of their school.  

Educational Equity Mindset 

Educational equity mindset is based on the theories of mindset and educational 
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equity. Popularized by cognitive psychologist Gollwitzer (1990) and adapted by social 

psychologists (Oyserman, 2009; French, 2016), mindset is predicated on the idea that 

our beliefs and cognitive processes of understanding, influenced by our cultural 

backgrounds, influence our actions. While there are varying definitions of the 

construct, this study defines mindset as the filtering of information to inform beliefs 

and the impact of those thoughts and beliefs on individual action. The educational 

equity mindset, created by Nadelson et al. (2019) places equity mindset on a spectrum. 

It draws on ideas such as culturally responsive teaching, student-centered learning, and 

knowing the students’ needs (see Figure 1). The framework is grounded in decades of 

research of each element included in the spectrum. For example, the scholarly works 

on culturally relevant, responsive, and sustaining pedagogies by Ladson-Billings 

(1995), Gay (2002), and Paris (2012) inspired many empirical studies on the impact of 

culturally responsive pedagogy on students (Ladson-Billings, 1992; Lemley & Lee, 

2016; Savage et al., 2011) that demonstrate the positive impact the pedagogical 

practices have on students from diverse backgrounds as well as the problems that arise 

when teachers do not enact culturally responsive pedagogical practices. The 

framework will be used to gauge each participant’s movement along the spectrum 

before the PLC and after the PLC intervention. The conceptual framework below 

elaborates on how the equity spectrum framework will be used in the study. 

 
Conceptual Framework 

 This study’s conceptual framework (Figure 2) was grounded in the theoretical 

framework of social constructionism and educational equity mindset with the proposed 

PLC as the intervention in this study. As stated in the sections above, individuals’ 
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construction of knowledge and meaning is guided by their individual background as well 

as the culture with which they engage. These elements inform their place on the 

educational equity mindset. Through the PLC intervention, the participants will engage in 

professional development that moves away from the traditional PD programming that 

they are used to and use consensus-building techniques to define equity and develop an 

evaluative framework for history curricula with an equity lens. It’s anticipated that this 

intervention will encourage the participants to reflect on equity in history curricula and to 

ultimately strengthen their educational equity mindset through the creation of the 

evaluative framework. 

 
Figure 2 
 
Conceptual Framework 

 
This study’s conceptual framework was guided by the theoretical frameworks of social 

constructionism and educational equity mindset. Participants entered the PLC with their 

individual educational equity mindset guided by their cultural background and their 

experiences. Thus, their own experiences informed their understanding of equity. 
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Moreover, the study site’s institutional culture played a major role in the PLC as the 

social interactions and the culture that the participants engage with daily also play a role 

in their understanding of equity. Aligned with social constructionism, teachers 

participating in the PLC established group norms and experienced consensus building 

and they created an evaluative process guided by the literature. Lastly, through 

participation in the PLC focused on equity in history curricula, teachers developed 

stronger equity mindsets. 

Summary 

 This literature review provided an overview of the major constructs of this study: 

equity, history curriculum, and professional learning communities. Nadelson et al. (2019) 

places educational equity mindset on a spectrum guided by existing literature on strong 

equitable beliefs and practices. The elements of a strong equity mindset refer to culturally 

responsive, relevant, and sustaining pedagogy that emphasizes student-centered learning, 

informal leadership, and gaining a better understanding of students and their needs 

(Delpit,1996; Ladson-Billings, 1995; Gay, 2002; Paris, 2012). While there are numerous 

empirical studies on the impact of culturally responsive pedagogy (Au & Jordan, 1981; 

Mohatt & Erickson, 1981; Ladson-Billings, 1992; Savage et al., 2011; Lemley & Lee, 

2016), there was limited research that focuses specifically on history education (Conrad, 

2022) until recent years (Moncrieffe et al., 2025). This issue is exacerbated by the 

criticisms raised about traditional history curricula and its promotion of Western 

epistemologies (Fregoso Bailón & De Lissovoy, 2019; Pinar, 2004). Decolonial theory 

has been promoted as a curricular approach that advocates for history curricula to change 

in both pedagogy and content (Mignolo, 2017). Decolonial methodologies focus on 
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student-centered learning as advocated by culturally responsive pedagogy and invites 

students to engage with their personal identity inside the history classroom (de los Rios, 

2013; Zavala, 2016; Dozono, 2017) However, there continues to be limited research on 

the use of alternative forms of professional development such as professional learning 

communities for history curricula (Groot-Reuvekamp et al., 2018).  

 Despite new methodological approaches for teaching, most schools continue to 

utilize traditional, top-down models for PD to teach the teachers (Leonard & Woodland, 

2022). Thus, the PD programming often does not reflect the reform and top-down 

mandates for curricular reform are often met with resistance due to ineffective training 

(Song, 2012; Leonard & Woodland, 2022). In contrast, PLCs display many of the 

features emphasized by Darling-Hammond et al. (2017). PLCs are collaborative spaces 

that emphasize collective learning, reflection, and by its definition, are sustained in 

duration. Although literature on the use of PLCs on creating equitable history curricula is 

limited, there are empirical studies on the use of PLCs on curriculum reform, on changing 

teacher beliefs, and on establishing equitable practices (Tam, 2015; Song, 2012; Leonard 

& Woodland, 2022). These studies found that participation in PLCs increased teachers’ 

willingness to enact curricular reform and shifted a significant number of teachers’ 

beliefs about pedagogical practices. 

 The study was guided by social constructionism and educational equity mindset. 

Social constructionism was the foundational theoretical framework for the study as 

participants came to the PLC with their own mindsets influenced by their individual 

background as well as the institutional culture of the chosen site. The educational equity 

mindset spectrum served to identify the participants’ educational equity mindset prior to 
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and after the PLC. The PLC reflected social constructionism as teachers were influenced 

by their social interactions within the PLC and they will collectively produce an 

evaluative framework. In Chapter 3, I elaborate on the methodology of this study. 
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Chapter 3: Methods 

Overview 

 The review of the literature in chapter 2 revealed that although there is an 

abundance of research on culturally relevant, responsive, and sustaining pedagogy (Au & 

Jordan, 1981; Mohatt & Erickson, 1981; Ladson-Billings, 1992; Lemley & Lee, 2016), 

there has been limited research on equitable practices in history curricula in the past 

(Conrad, 2022) and even less on the use of PLCs to design and implement the curricula 

(Groot-Reuvekamp et al., 2018). This is especially the case for predominantly White, 

independent school settings as most research has been conducted in public school 

settings. The purpose of this chapter is to provide an overview of the methodology of this 

study focused on the educational equity mindset and the use of PLCs to create an 

evaluative framework for history curricula. It was a qualitative, single-case, embedded 

case study that sought to answer in what ways do the educational equity mindsets of high 

school history teachers change when engaging in a PLC to create an evaluative 

framework applying an equity lens, if at all. The site for the case study was a single-sex, 

all boys independent school in the mid-Atlantic region and the participants were high 

school history teachers. The study was grounded in social constructionism and the 

following data sources were employed: semi-structured interviews, physical artifacts, and 

researcher notes. The data collected was then coded and analyzed holistically, using in 

vivo coding to internalize responses prior to documenting my own thoughts and 

assumptions of the data. The data were organized into categories, and themes will be 

identified through categorization (Saldaña, 2021). 
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Research Question 

This study aimed to answer the question, In what ways do the educational 

equity mindsets of secondary history teachers change when engaging in a professional 

learning community (PLC) focused on applying an equity lens to create an evaluation 

framework to examine history curricula and pedagogy, if at all? To answer this 

question, the following research questions were evaluated as part of the larger study: 

● How do the participants’ interactions in the PLC shape their educational equity 

mindset and their understanding of equity in history curricula and pedagogies? 

● How does the process of the PLC impact their educational equity mindset and 

equity in history curricula? 

● How do the participants collectively create and enact a framework to evaluate 

the history curricula and pedagogies they designed through an equity lens? 

● To what extent does their evaluative framework reflect their individual 

educational equity mindsets, if at all? 

Methodology 

Qualitative research methodology was appropriate for this study because it 

allowed me, as the researcher, to focus on the process rather than solely on the outcome 

(Merriam & Tisdell, 2016). Qualitative research allows researchers to understand 

people’s perspectives and their reasoning behind their actions. Moreover, the inductive 

nature of qualitative research facilitates the identification of themes, concepts, and 

theories (Merriam & Tisdell, 2016). For this study qualitative research was the most 

effective because the study focused on the impact of a PLC on participants’ educational 

equity mindset. The study also necessitated the collaboration of a group of history 
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teachers who have differing perspectives and ideas about history curricula and equity, 

centering on everyone finding a shared understanding of these terms to create the 

evaluative framework. 

Case study methodology in particular was best suited for this study. Merriam and 

Tisdell (2016) define case study as an “in-depth description and analysis of a bounded 

system” (p. 37). While Merriam and Tisdell (2016) address several other definitions of 

case study, they identify the unit of analysis as the defining feature of case study. This 

specific study, for example, focused on one group of high school history teachers to 

create an evaluative framework at a particular institution. This study analyzed high 

school history teachers’ processes as they engaged in this work and provided in-depth 

descriptions. Thus, this study aligned with  Merriam and Tisdell’s (2016) definition of a 

qualitative case study. 

Furthermore, case studies rely on multiple sources of evidence (Yin, 2018), which 

aids in the validity of a study (Cresswell, 2007). Triangulation, or the use of multiple data 

sources, helps to establish a clearer understanding of the phenomenon. Though I clarified 

my biases and subjectivities as recommended by Merriam and Tisdell (2016), additional 

data sources increased the trustworthiness of the study. For this study interviews, 

document analysis and analysis of physical artifacts were utilized. Interviews were 

framed by written curricular documents as were both participant observations. 

Case Study Design 

This study employed a single-case, embedded design. The chosen site has several 

unusual characteristics such as its status as an all-boys independent school in the mid-

Atlantic region, making it a good site for a single-case design (Yin, 2015). The school’s 
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status as a predominantly White institution that struggles with equity and diversity is a 

common dilemma for predominantly White independent schools and a beneficial feature 

for a single-case design (Yin, 2015). This study fit an embedded case study design 

because the study focused on the history department within the school. One feature was 

to keep the history department and the institutional culture in mind during the study as 

suggested by Yin (2015), who emphasizes the potential issue of only looking at the 

subunit without placing it in the context of the site. As the site in this study, the school 

was a vital part of understanding the department and the culture of the school is 

foundational to the interactions and mindsets of the teachers. Thus, the design also 

informed part of my chosen theoretical framework, social constructionism, as it 

emphasized the impact of individual backgrounds and institutional culture on the 

participants’ individual and collective definitions of equity. 

Site Selection 

 This case was an intrinsic case study; it was chosen because of my experience 

working at the site (Stake, 1995). My intimate knowledge of the school culture and the 

dynamics of the history department was beneficial to the study. While this may raise 

questions about bias, many teachers at the school are wary of outside researchers, making 

studies such as this one hard to conduct without first building trust for a long period of 

time. Thus, my status as an insider was important as trust had already been built, 

garnering more enthusiasm for the study at the site. Moreover, my deep understanding of 

the site and the department enabled me to make more substantive interpretations 

throughout the study, a central part of the qualitative research process (Stake, 2015). 
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Despite these advantages, I was careful to not let my subjectivity cloud my interpretations 

and assertions. 

Due to the uncommon features of the school, transferability may be difficult. 

However, many predominantly White, independent schools all over the country are 

grappling with diversity and equity initiatives in various ways (NAIS, n.d.). Therefore, 

the findings of this study may inform efforts in creating equity-informed curriculum 

evaluation processes at other predominantly White independent schools.  

Research Procedures 

The research first centered around the process by which the group of history 

teachers interact with one another to establish a collective understanding of equity and 

history curricula. The second part of the research was to evaluate the impact of the PLC 

on participants’ educational equity mindset. The unit of analysis was the group within the 

larger organization. However, as mentioned above, the group was nested within the 

organization. Therefore, the group was analyzed in the context of the overall organization 

(Yin, 2015). 

Participants  

Purposeful sampling was utilized as it provides a more representative sample of 

the population (Seawright & Gerring, 2008, p. 295). Merriam and Tisdell (2016) state 

that there are two levels of sampling: the case study itself and the participants within the 

case. Since this is an intrinsic case study, the study was designed with the case in mind, 

the reasons for which are stated in the above section (Stake, 1995). Within the site, I 

chose a typical sample that represents teachers working in the history department at the 

school. All the history teachers are White and have been at the school for 10 or more 
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years. Thus, all the potential participants fit within what is considered average teachers 

working at the school in both race and the number of years of experience at the school. 

Three teachers were selected for the study, representing grades nine to twelve.  

Selection Criteria 

Participants were selected so there was at least one representative from the three 

required courses: Modern World History, US History, and Ancient Civilizations. Some 

teachers teach more than one grade level. The age of the teachers varied from 30 to 55. 

Due to the racial demographic of the history department, only White teachers were 

available to participate in the study as I was the only non-White teacher in the 

department. However, teachers varied somewhat in years of teaching experience and 

years teaching history. Most teachers have a master’s degree or higher in history or in 

education. 

Recruiting. The study was announced at history department meetings. I also sent 

an email to the twelve members of the department to provide information about the study. 

As I am their peer and have worked in the same department, I reached out to individual 

teachers who were well-suited for the study. My status as a peer meant that I did not have 

any power to coerce my colleagues into the study, mitigating any issues in that area.  

Confidentiality. Throughout data collection and analysis, teachers were provided 

a pseudonym. All three teachers who voluntarily participated were provided consent 

forms that they signed and returned. All data sources collected were stored on a 

password-protected computer. The record of the pseudonyms was kept confidential and 

stored on a secured platform, GWU Box. All identifiable information in interviews and 

documents were deleted at the conclusion of the dissertation defense process.  
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Structure of the PLC 

Prior to the PLC, each participant engaged in a semi-structured, initial interview. 

The PLC occurred in four 90-minute sessions over the course of several months during 

the spring semester. Each session had a specific focus (See Appendix E). The first session 

centered on establishing norms of a PLC and establishing a group definition of 

educational equity by exploring several scholarly works that define equity and culturally 

relevant, responsive, and sustaining pedagogy including Jordan et al. (2010) and Ladson-

Billings (1995). In preparation for the second session, participants were asked to read and 

evaluate an excerpt from Ladson-Billings (1995). The second session explored the 

literature around history curricula and educational equity and provided time for 

participants to share their pedagogical methods to create an equitable history classroom. 

The second session also introduced discussions surrounding history curricula and equity 

through Conrad (2022) and/or Nieto (2004). In preparation for the third session, 

participants read excerpts from Zavala (2016) that introduced ideas such as decolonial 

theory. The third session focused on the foundations of our evaluative framework by 

engaging in discussions on decolonial theory and what the participants see as the 

elements of an equitable history curriculum. They also explored various evaluative tools 

designed for evaluating equitable practices for ELA curricula and science curricula. 

These tools provided a jumping off point to create our own evaluative framework for 

history curricula. During the fourth session, we finalized our evaluative framework using 

our consensus-building practices. The protocols for each session are included in the 

appendices.  
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Within the PLC, my role was as a facilitator and participant as well as a 

researcher. Instead of observing the PLC as an outsider, I engaged with the participants 

and recorded participant-observation notes. As the facilitator, provided articles for the 

participants to explore different strategies and methods to advance ideas such as 

culturally responsive pedagogy and decolonial theory. In addition, I modeled 

vulnerability to encourage the participants to engage with their ideas and beliefs on 

educational equity.  

Data Collection  

Yin (2018) identifies 6 common sources of evidence in case study research: 

documentation, archival records, interviews, observation, participant-observation, and 

physical artifacts. For this study, interviews, participant observation, documentation, and 

physical artifacts were used for data collection. All data collection was conducted in the 

context of a newly created professional learning community (PLC) that comprised high 

school history teachers at the school site. The following sections outline each of the data 

collection processes.  

Data Sources and Types 

 This study utilized semi-structured interviews at the beginning and end of the 

study, participant reflective journals, and the finished evaluative framework as the main 

data sources for analysis. This section describes the purpose and the process of the data 

collection for each data source. 

Procedures 

One-on-one semi-structured interviews. Case study participants were 

individually interviewed at the beginning and end of the study. The purpose of these 
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individual, semi-structured interviews was to provide insight into the individual views of 

the participants about the study topics (Yin, 2018). The interviews were guided 

conversations to gauge participants’ perspectives on and definitions of equity and history 

curriculum (see Appendix A and D). The initial interview followed the study’s research 

questions, asking participants to define equity and their perspectives on equitable history 

curricula. These questions were delivered in a friendly, unbiased manner to ascertain their 

collective as well as their personal thoughts and feelings (Yin, 2018). Neutrality was 

especially important as the first interview was to gather baseline data on the perspectives 

and definitions of the participants. The final interview was conducted approximately two 

months after the conclusion of the PLC intervention to evaluate the extent to which 

participants’ definitions and perspectives changed over the course of the study and the 

extent to which participants changed their curricula, if at all. The final interview also 

enabled me to hear participant impressions and feelings about the evaluative framework 

and the extent to which they were satisfied with the PLC process. These insights helped 

me analyze the impact of the study on teacher’s mindsets and to reflect on the ways in 

which this study could be improved upon in the future. Interviews were audio-recorded 

and transcribed.  

 Physical Artifact: Participant Reflective Journals. Participants reflected on the 

PLC at the end of each session (see Appendix B). Participants were asked to reflect on 

the following questions: How did you feel about our session and why? Has today’s 

session impacted your thinking about equity in history curriculum? If so, how and in 

what ways? At the end of the last PLC session, participants were asked to reflect on the 

finished evaluative framework. They were asked to reflect on the process holistically and 
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to write how, when presenting the framework, they might justify their choices to the rest 

of the history department and to the School Board. Individual folders were created in Box 

for each participant to complete the reflective journals on their computer. They had the 

option of submitting the reflective journal entries in pen and paper. Scanned copies were 

stored in separate folders for each participant in Box. The original print copies were 

shredded once uploaded to Box. 

 Researcher Notes. At the end of each PLC session, while the participants 

reflected on the PLC, I recorded any observations and thoughts (see Appendix C). I took 

note of any actions or behaviors that may indicate potential shifts in teachers' equity 

mindsets and recorded evidence for those shifts. At the end of the study, I conducted 

member checks so the participants could verify my comments and observations. Because 

the PLC sessions were not recorded, audio or otherwise, the researcher notes served to 

capture my observations of the sessions. Based on my knowledge of the team, I decided 

not to record the PLC sessions. In the past, some of the teachers refused to share their 

vulnerabilities in larger group settings and in virtual Zoom discussions. During 

recruitment, it became clear to me that some teachers were nervous about discussing their 

understanding of equity in history. My study’s focus on changes in mindset hinged on 

participants' willingness to openly discuss their beliefs and practices. 

Document Analysis. By the end of the PLC portion of the study, working 

together, the participants created the outlines of an evaluative process. I evaluated the 

evaluative process through the educational equity mindset spectrum. I analyzed the extent 

to which the framework aligned with elements of the spectrum such as student-centered 

learning and then evaluated the framework holistically. Does this framework align with 
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the spirit of the educational equity mindset? The analysis of the evaluative framework 

helped to illuminate the extent to which the participants shifted their educational equity 

mindset, if at all. The evaluative framework also provided indications of changes in their 

practice as the expectations set by the framework apply to their teaching. 

Data Analysis  

 The data analysis of this study used social constructionism as its theoretical 

framework. The analysis focused on participants’ construction of meaning around 

educational equity and history curriculum before, during and after the PLCs. Coding 

reflected these ideas and measured the participants’ progress or lack of progress in their 

mindsets surrounding equity. 

Interviews 

Holistic analysis of the transcripts of the individual interviews were conducted as 

recommended by Creswell (2013) for case study data analysis. I started with open 

coding, particularly in vivo, along with analytic memos. In vivo coding was chosen 

because it allowed me as the researcher to internalize the responses without jumping to 

my own assumptions and interpretations. However, some of the first level codes utilized 

more holistic codes that summarize participant words more generally (Saldaña, 2021). 

Analytic memos recorded the coding process, reflections on coding and process choices, 

and the themes or patterns found in the data (Saldaña, 2021). Then, axial and/or selective 

coding were utilized in the later stages to identify larger categories (Saldaña, 2021). 

Themes were developed out of the categories identified and were used to interpret the 

findings. This process was adapted based on the evolution of the study. 

Integration of Findings 
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To maintain trustworthiness to improve confidence in my study, I employed 

triangulation, member checks, and researcher reflexivity. Triangulation is the use of 

multiple data sources to increase the validity of a study (Merriam & Tisdell, 2016). The 

data collection instruments of participant reflective journals and the final interview 

helped to triangulate the data. Triangulation reduced bias by ensuring that multiple data 

sources confirmed the findings (Merriam & Tisdell, 2016). In both the final reflective 

journal and the final semi-structured interview, participants were asked similar questions 

about the evaluative framework and their experience in the PLC. While these may not 

have aligned with each other, the use of multiple data sources helped to improve the 

validity of my study. 

Researcher reflexivity was also important in my study to engage in “critical self-

reflection by the researcher regarding assumptions, worldview, biases, theoretical 

orientation, and relationship to the study” (Merriam & Tisdell, 2016, p. 259). Particularly 

because I conducted my study at the school where I work, it was important to be 

transparent and conscious regarding my own biases and subjectivity. To check my own 

subjectivity, I also conducted member checks. Member checks, also called respondent 

validation, require “that you solicit feedback on your preliminary or emerging findings 

from some of the people that you interviewed” (Merriam & Tisdell, p. 246). I conducted 

member checks by showing teachers my interpretations and my findings based on their 

participation. That way, the participants could confirm the extent to which the 

interpretations made sense based on the data collected. It also helped me to check my 

own biases and subjectivity and add to the trustworthiness techniques outlined above. 
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Subjective Statement      

 As a history teacher, I am invested in equity in history curricula. My own personal 

struggles with learning history have played a role in my career projection. As a child, I 

hated the seemingly objective way in which history was taught without acknowledgement 

to race, class, age, ability, etc. I found classes boring, with so many stories that were 

never relevant to my life or my history. It was not until the 10th grade that I had a teacher 

who presented perspectives outside the confines of the Western world. Her emphasis on 

social history and women opened my eyes to the nuances of history and the flaws 

inherent in the way we teach history. My past experiences with history classes reflect the 

research on the importance of equity in history curricula. I am sensitive to the fact that it 

may also create potential biases for my study.  

It is also important to note that this study was conducted in the independent 

school where I have worked for the past six years. I was originally hired by the school to 

help design and teach a new course, the Modern World History course in coordination 

with a teaching team. However, when I arrived, the history department had already 

engaged in heated discussions and negotiations about the scope and sequence of the 

course. I was very clear in my thoughts that while I understood this was a group decision, 

the content outlined by the department was largely Eurocentric and should be changed. 

For the next six years, I worked with the teaching team to gradually transform the 

curriculum, some of which is outlined in chapter four. Pedagogically, I am given free 

reign over my classroom, and I have implemented various methods that encourage 

student-centered learning. I employ methods such as Harkness discussions to emphasize 

student inquiry and critical thinking, investigations through collections of primary 
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sources for students to explore a variety of perspectives of a single event, and project-

based learning methods in certain units. 

I have also developed three senior-level elective courses on Middle Eastern 

history, Indigenous history in North America, and modern Asian history. All courses 

employ a participatory design model in which students help shape the course each year 

based on their interests. Within each course, we address issues of terminology, 

particularly in phrases such as the “Middle East” and “Asia” to frame the larger 

discussion of how these histories are often told within the context of a larger Western 

history. In all my courses, I believe curricular and pedagogical development is a process 

and both need to be continually refined through reflection.  

 I have a working relationship with each of the participants. However, this 

proximity to the school is an important factor in the study because I understand the 

culture of the school and there is mutual trust and respect between the participants and 

myself. Simultaneously, my personal connections to the site may potentially create biases 

in my study. Therefore, triangulation of the data sources and the member checks were 

essential to enhance the validity and trustworthiness of the study. 

Human Participants and Ethics Precautions 

 This study received IRB review and approval because it involved research of 

human subjects. Due to the design of the study and the participants, there was minimal to 

less than minimal risk to the subjects. In advance of the IRB review, a signed permission 

letter from the site, school recruitment materials, informed consent documentation, and 

the study’s data collection tools were all compiled. These materials were submitted as 

part of the study’s IRB application. 
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Summary 

 This study was a qualitative study that used a single-case, embedded case study 

design to evaluate the impact of participating in a PLC to create an evaluative framework 

for history curricula on the educational equity mindset of high school history teachers. 

This study was an intrinsic case study and was designed with the case in mind (Stake, 

1995). The study used purposeful sampling, choosing a typical sample that represents 

average teachers working in the secondary history department at the school. Using data 

collected from semi-structured interviews, participant reflective journals, researcher 

notes, and the evaluative framework, this study evaluated the extent to which 

participants’ educational equity mindset changed during the PLC, if at all. Data analysis 

focused on the participants’ construction of meaning around educational equity and 

history curricula. Holistic analysis was conducted, using open coding and analytic memos 

(Saldaña, 2021). Subsequently, axial and/or selective coding were utilized to identify 

larger categories, with adaptations based on the evolution of the study. 
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Chapter 4: The Case 

Overview 

 The purpose of this chapter is to provide an overview of the study’s research site, 

an All-Boys Institution (ABI), explain the history department’s policies and dynamics, 

provide information on the school’s DEI efforts, and introduce the three history teachers 

who participated in the study.  

Research Problem 

This study aimed to answer the question: In what ways do the educational 

equity mindsets of high school history teachers change when engaging in a 

professional learning community (PLC) focused on applying an equity lens to create 

an evaluation framework to examine history curricula and pedagogy, if at all? To 

answer this question, the following research questions were evaluated as part of the 

larger study: 

● How do the participants’ interactions in the PLC shape their educational equity 

mindset and their understanding of equity in history curricula and pedagogies? 

● How does the process of the PLC impact their educational equity mindset and 

equity in history curricula? 

● How do the participants collectively create and enact a framework to evaluate 

the history curricula and pedagogies they designed through an equity lens? 

● To what extent does their evaluative framework reflect their individual 

educational equity mindsets, if at all? 

Case Study Research Site 



73 
 

 Founded in the early 20th century, ABI is an all-boys school in the mid-Atlantic 

region. With an annual tuition of approximately $56,000 and a $50,000,000 endowment, 

the school has a population of about 700 students from 4th to 12th grade. More than 40% 

of the population are students of color. Students are mostly day students, but the school 

offers a small boarding program consisting of 20-30 upper school students. 

Of the nearly 100 faculty members, 80% hold advanced degrees and the average 

tenure of teachers is 12 years. In comparison to the racial demographics of the students, 

only approximately 10% of the faculty identify as people of color. Most of the faculty are 

cisgendered and the majority identify as male. Most senior administrative leaders are 

White, excepting the Diversity Equity and Inclusion (DEI) Director.  

Teachers are thoroughly entrenched in the school and its community, as 

emphasized in the faculty culture. The roles and responsibilities of teachers are reflected 

in the school’s teacher-coach model. Traditionally, teachers were expected to be present 

in both the academic and sports setting, but the idea has been repurposed to embody the 

expectation that teachers need to be more than teachers and be involved in significant 

ways. However, due to these expectations being verbally stated rather than legally written 

into contracts, there is growing tension among teachers who feel they are contributing 

more than some, who they perceive are skirting their responsibilities. Conversely, there 

are also teachers who feel that they do work behind the scenes that is not often 

acknowledged, resulting in feelings that they are unfairly treated. 

School Culture 

 ABI’s mission statement emphasizes that this school prioritizes character above 

academics and other elements. As an all-boys institution, the school embraces the idea of 
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brotherhood and strives to foster lasting relationships as a community. Throughout the 

school year, students and teachers repeat the phrase “Take the hard right over the easy 

wrong” as a motto for students. The honor council and discipline council, both led by 

teachers and students, embody that sentiment. 

One of the most important traditions at ABI is lunch. Students and teachers have a 

family-style meal every day. Each table is headed by one or two people, mostly faculty 

along with senior student prefects. All the tables are randomly assigned with an even 

number of students in each grade. This tradition highlights the importance of the student-

teacher relationship and emphasizes the idea of the teacher-coach model by instituting a 

time when teachers interact with students outside of the classroom. 

Academic rigor is considered one of the central tenets of the school. The faculty 

prides itself on the challenging curriculum and the high expectations it sets for its 

students. This emphasis aligns with the school’s preference to hire academic experts and 

those with advanced degrees. Academic rigor is combined with the expectation that 

teachers are available to students for individualized support. While familial support is 

encouraged, most faculty prioritize students advocating for themselves to promote 

student agency in academic success. 

Growing questions around masculinity and what is the purpose of an all-boys 

school continue to be a source of reflection at ABI. There has been more motivation to 

integrate socio-emotional learning into the school curriculum. However, these efforts 

have been limited due to the academic demands of the upper school. Due to an emphasis 

on tradition, change happens very slowly at the school. In the competitive independent 

school market in the region, ABI has a strong admissions rate and a waiting list that 
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reinforces their commitment to their traditions and the culture they have built. Thus, 

many teachers and administrators are not motivated to make significant changes. When 

they consider making changes, the school faculty and staff strongly weigh the school 

culture in the decision-making process. 

Professional Development 

There are three major aspects to professional development (PD): the Faculty 

Development Program (FDP), all-school PD programming, and individual professional 

development opportunities. PD can be as extensive as each faculty member chooses. The 

FDP and all-school PD programming are required, but teachers can choose to involve 

themselves in as many or as few individual PD opportunities as desired. PD funds are 

provided by the Dean of Faculty and additional funds are offered by the Parents’ 

Association (PA). After a certain number of years, faculty are eligible for sabbatical leave 

on a summer or semester basis. 

The FDP combines teacher evaluation and professional development. It is a two-

year process headed by the Dean of Faculty and the division principal. All newly hired 

faculty and teachers on a rotating basis undergo the process in which the evaluators 

observe classes and provide feedback, culminating in a written evaluation after the first 

and second year of the program. Teachers are also invited to reflect on and respond to the 

FDP narrative feedback. This narrative feedback program was created to provide a low 

stakes environment where teachers can feel fostered and supported in their pedagogical 

development rather than evaluated. While the FDP program is supposed to provide 

feedback, the teachers being evaluated must be proactive if they want to receive feedback 

after observation as there is no set post-observation protocol. It is unclear which teachers, 
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if any, are in the FDP and there is no set time during which teachers repeat the FDP after 

initial evaluation. Thus, teacher evaluations are minimal, particularly after the first two 

years at the school. 

The all-school PD programming is regularly scheduled throughout the school year 

and usually follows a traditional PD model set largely by the Dean of Faculty with input 

from other senior administrators. The PD consists of a mix of all-school training sessions 

as well as division-specific work. The September PD days usually address sexual 

harassment in the workplace and other legally required trainings. On occasion, the faculty 

raise issues such as the rise of AI generative tools. These topics are usually addressed 

within smaller groups like departments, with varying levels of focus and success. Over 

the past two years, PD training has incorporated new ideas and methods into their PD 

programs. For example, in 2023, they introduced reflective, small group exercises for 

teachers to support each other on building relationships with their students. These 

initiatives have some elements of reflective practices that resemble features of PLCs. 

However, these initiatives are not always sustained in their programming as time is not 

provided to continue these programs throughout the year. 

Individual PD funding is also offered through the Dean of Faculty. Funding 

ranges are opaque, but funding of up to $2,000 per person has been offered by the Dean 

of Faculty. In addition, the Parents’ Association (PA) offers grants to teachers that 

support a variety of initiatives such as new technology and PD. The application process 

for PD funding is informal, usually with a short blurb provided via email that explains the 

reason for the request for funding and how it could improve student learning. Funding is 
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almost always granted to faculty, and they are expected to share their newfound 

knowledge with the rest of the school community. 

Diversity, Equity, and Inclusion at ABI 

As an all-boys environment, the school has been grappling with toxic masculinity, 

especially since the hearings in 2018 that brought forth allegations of sexual assault 

during Supreme Court Associate Justice Kavanaugh’s confirmation process. Kavanaugh 

had attended an all-boys school. The Kavanaugh hearings raised concerns about if and 

how ABI addressed toxic masculinity and issues of consent. Many of the younger female 

faculty members have noted the disparity between the students’ treatment and respect of 

female teachers and their treatment and respect of their male counterparts. While this 

issue has been brought up multiple times in meetings, it has never been addressed by any 

of the senior administrative staff. 

As a traditional school founded in the early 1900’s, the school is also struggling 

with their status as a predominantly White institution. While the student demographics 

have shifted dramatically since 1964 with the introduction of the first African American 

student, the teacher demographics have largely remained mostly White, with most 

teachers employing traditional pedagogical methods. Moreover, due to the school’s 

valuation of advanced degrees, most teachers have experience in academia and have little 

to no background in pedagogy, other than their own experience. 

In recent years, the administration has voiced concerns regarding the growing cost 

of tuition and its impact on socioeconomic diversity among the students in the school. 

While civil servants and middle-income families were able to send their children to ABI 

in the past, the steady rise in tuition in the last two decades has made the cost too 
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prohibitive for many. At ABI, around 30% of students qualify for financial aid, indicating 

that the majority of students come from families that are able to pay the full tuition. 

Fundraising efforts have started to shift to try to increase the endowment to offer better 

financial aid for middle- and low-income families. All scholarships are need-based. The 

school does not officially recruit student athletes. All students who apply to the school 

must meet academic requirements. 

In the wake of the murder of George Floyd in May 2020, when a black man was 

murdered by a White police officer, the school hastened the start of DEI initiatives such 

as affinity groups for students. In the past, several faculty members resisted the creation 

of affinity groups, stating that it was exclusionary to the other students. The rollout of 

these initiatives was deliberately planned with past disagreement in mind, with particular 

attention paid to frame them in ABI history and tradition. The rollout presentation was 

led by long-standing faculty of color and former school alumni, and in light of George 

Floyd, many recognized the need for safe spaces for students of color. 

For the past four years, DEI programming has expanded for both students and 

faculty. Students participate in the Equity Board, compete in elections to serve as student 

facilitators of affinity groups, and attend events such as the annual Student Diversity 

Leadership Conference. While there is a DEI committee for faculty and opportunities to 

attend the People of Color Conference, fewer faculty participated in the past year, even 

though these opportunities are paid for by the school. 

DEI-focused professional development programming increased after George 

Floyd, but a gradual feeling of “DEI fatigue” has set in amongst the faculty. It is unclear 

whether this is due to their dissatisfaction with DEI programming, a rejection of DEI 
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work, or a rejection of the DEI Director’s leadership. There is a conservative faction of 

the faculty who have actively resisted DEI work and have shared their distaste for DEI 

with their students. Another section of teachers are moderate, well-meaning teachers who 

choose to take on a more passive role. While they do not actively resist DEI 

programming, they do not feel that this is imperative. There are many teachers at ABI 

who understand the need for DEI, but they struggle with how the research applies to a 

predominantly White, all-boys independent school. Some teachers have provided 

feedback that they would like to see DEI-centered professional development that 

considers the school culture and the school’s unique needs. 

History Department 

The history department at ABI is unique among the departments as several 

members of the senior administration are also members of the department. These 

members include the head of school, associate head of school, the head of upper school, 

and one former head of upper school. The department also includes a former department 

chair, a director of a summer program, a former associate dean of faculty, and two grade 

level deans. 

The chair of the department balances the needs and opinions of many of these 

senior members of the school through his gentle leadership style and his practice of 

building consensus among the department. As an alumnus of the school and a long-time 

faculty member, he has earned the trust of the department and this enables him to lead the 

department with a large number of faculty who are his bosses. The department has built 

informal processes for building consensus. The process usually starts with an issue and/or 

proposal, reasoning for the proposal, and ample time to discuss the proposal and work 
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through the various perspectives and pitfalls of the proposal. While some proposals take 

longer to consider than others, the department collectively works through the issues and 

creates a reasonable compromise that people can support or, agree to not defy. 

History Curricula 

 The secondary history curriculum shifted significantly in 2019 to include a new 

modern world history course for 10th grade students and provide a wider array of history 

courses for 12th grade students. The graduation requirements for history coursework 

expanded from 2.5 years to 3 years. Advanced Placement (AP) courses were no longer 

offered, following independent school trends to move away from AP testing and provide 

more in-depth courses with an emphasis on skills. Prior to the changes made in 2019, 

students took a world history course after their completion of U.S. history and could opt 

to take European history instead of world history. History courses for 12th grade students 

now include a new honors history program and courses such as Modern Middle Eastern 

History, Global 1960’s, the World at War, and Introduction to the Renaissance. 

 These changes were made to address the findings from the school’s internal 

curriculum audit conducted in 2018, though the audit was cut short due to unrelated 

emerging controversies within the school and the retirement of the former headmaster. 

The curriculum audit pointed to a lack of cohesion in the scope and sequence as students 

took U.S. history prior to world history. This sequence created problems as U.S. history 

students did not have a global lens through which they could contextualize U.S. history. 

Moreover, a lack of a year-long history class during 10th grade created issues of 

discontinuity and teachers noticed a regression in students’ historical thinking and writing 

skills. 
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The history department was one of the only departments to follow through with 

proposed changes. The modern world history curriculum was agreed upon through 

negotiation and consensus-building in departmental meetings. Although a new history 

teacher was hired to help develop the curriculum, the scope and sequence of the course 

was decided prior to her arrival without her knowledge. The broad outline of the course 

curriculum was driven by the desire to appease two factions within the history 

department, one group who regarded European history as fundamental and another group 

who wanted to move away from a Eurocentric format. Thus, the first iteration of the 

modern world history course had a more Eurocentric curriculum, with the first semester 

focused on Europe, and the second semester focused on the rest of the world. 

 While the history department has made significant changes to their scope and 

sequence for 10th and 12th grades, their 7th, 8th, 9th, and 11th grade curricula have 

largely stayed the same. The sequence is as follows: 

7th grade- U.S. History to the Civil War 

8th grade- World History from 1900-1945 

9th grade- Cities and Civilizations  

10th grade- Modern World History 

11th grade- U.S. History 

12th grade- Senior Course Electives 

 During the 2020-2021 school year, the Director of DEI started an initiative to 

make the ABI curriculum more inclusive and equitable. The history department was 

chosen as one of the first departments to undergo DEI training. The training, led by the 

DEI Director and me, consisted of four after-school sessions on Zoom. These sessions 
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had inconsistent attendance from the department. Though the sessions were informative, 

they did not provide much time for teachers to assess or reform their curricula. 

Furthermore, there were moments in which teachers became defensive in their 

discussions. For example, when asked to reflect on a part of their curriculum that they see 

as an area for potential diversification and inclusion, only one person answered the 

original question. Other members of the department chose to discuss what they do well in 

diversifying the curriculum, subverting the original question. 

The director’s goal was to provide a start to curriculum reform, but due to the lack 

of sustained duration, no further work on reforming the curricula was completed. 

Moreover, while the workshops helped in encouraging diversifying the content, there was 

no conversation in evaluating our pedagogical practices within the curriculum. The 

failure of these workshops may have also been a result of the timing. These workshops 

took place during our transition from remote to hybrid learning. While teachers were 

open to change and reform, their focus was on how to be effective for both remote and in-

person learners. 

 The department underwent a full assessment of its scope and sequence from 2021 

to 2023 due to our reaccreditation process. During our evaluation of the current scope and 

sequence and the state of the curricula in each grade, most of the faculty were content 

with the diversity of the courses and the department, excepting the two faculty members 

of color. Thus, there is little motivation to reimagine the curricula nor to evaluate the 

curricula through a DEI lens. Due to the emphasis on academic expertise over 

pedagogical knowledge, many faculty members worry that reforming the curricula 

through a DEI lens means that the academic rigor of the classes would be diminished. 
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The valuing of academic expertise also means that pedagogy is not seen as relevant in 

these discussions.  

 The push for reforming the curricula has been led by me, the only faculty member 

of color in the history department. While there was one other member of color, they have 

since departed for another institution that they felt was more open and inclusive to 

diversifying the curricula. These conversations have since grown stagnant and many of 

the teachers have entrenched themselves in their original curriculum. Despite resistance, 

one of the most popular sections of the curricula among the students, particularly students 

of color, are those where they see themselves represented or those they define as relevant. 

Internal anonymous surveys conducted by the faculty consistently showed a preference 

for modern histories that have a more global perspective. The surveys also indicated that 

there was a diverse array of needs and preferences in pedagogical practices, reflecting 

DEI approaches that advocate for variety in pedagogical methods in the classroom to 

reach different types of learners. 

Modern World History Course 

 The Modern World History course was created in 2019 and has undergone 

significant transformations since its infancy. At its inception, two factions of the history 

department negotiated the content of the curriculum within the history department. One 

side wanted to maintain a more Europe-centered curriculum and the other wanted a more 

world-centric curriculum. At the end of the meeting, the groups agreed to a scope and 

sequence that highlighted Europe during the first semester and the rest of the world in the 

second. Over the years, the teaching team, composed mainly of two participants in this 
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study, made fundamental changes to the history course content, attempting to move away 

from the Eurocentric positioning that was prescribed during initial negotiations. 

Rather than starting with content from the outset in European history, there was a 

conscious effort to have the focus shift to building foundational skills. Every teacher 

teaching the course focuses on variation of perspectives and bias analyses of sources. On 

the first day, all  the teachers start with an evaluation of world maps and discuss how 

different projections and orientations of maps can instill implicit biases of global 

relationships. The teachers use this as a springboard for activities that encourage students 

to explore bias in both secondary and primary sources. Moreover, the content portion of 

the curriculum has been altered since its inception to provide more balanced attention to 

Asia, the Americas, and Africa. This attempt is not perfect, but the teaching team reflects 

on the course at the end of each semester and spends the summer making improvements 

in source readings, topics, and time allotment for each topic. The teachers start the first 

unit with the Umayyad and Abbasid Caliphates; the Medieval Age and the Renaissance; 

and the Mexica Empire. Over the years, the teaching team has tried to make sure that 

topics are allotted equal amounts of time in the academic calendar. Within historical 

topics, each class explores various perspectives based on gender, class, and religious 

affiliation. When teaching histories of colonization, there is intentional inclusion of 

agency of subjugated peoples. For example, when discussing Spanish colonization of the 

Americas and the attempts of imposing Christianity on indigenous populations, students 

explore the story of the Cult of the Virgin of Guadalupe as an example of 

transculturation, a phenomenon wherein subjugated groups infuse their cultural traditions 

and ideas under the imposition of a new culture by the colonizers. There is an emphasis 
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on the use of primary sources as well as an investigation of historiography and how 

historians’ own contemporary period impacts their arguments and perspectives on 

historical events. Teachers also discuss how some sources, such as those from the oral 

tradition that is favored among several indigenous populations, have historically been 

cast aside and considered illegitimate by Western historians. However, the initial 

negotiations of the course content led teachers to prioritize breadth over depth with the 

understanding that the senior elective courses would allow the students the opportunity to 

deepen their knowledge of topics that caught their interest in the course. 

 A signature unit of the modern world history curriculum is the Palestinian-Israeli 

Conflict, a case study unit that invites students to explore the topic in depth. The course 

emphasizes a variety of perspectives within Palestine and Israel as well as countries in the 

West and neighboring countries in the Middle East. Several teachers assign each student 

a specific perspective to represent throughout the unit, asking them to interpret events 

from their points of view. Some students may take a hardliner stance while others take 

more moderate approaches. Throughout the unit, students critique videos, maps, and 

social media posts by fact checking, identifying misleading statements, and exposing key 

omissions that impact the validity of the argument being delivered. Special care is taken 

to ensure equal class time on perspectives of the conflict from both sides and to provide a 

balanced compilation of media that forces students to critique bias. 

 While the content of the modern world history course has become more diverse 

and less Euro-centric over the past few years, the pedagogical practices vary from teacher 

to teacher. Some teachers employ multiple approaches that emphasize student-centered 

learning. Other teachers focus on more traditional pedagogical practices that, while not 
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considered strictly lecture-based, focus on a call-and-response model of teaching. 

Although pedagogical practices vary, the team is committed to seeing the curriculum as a 

process rather than an end-product. The team reflects on the curriculum annually, with 

teachers taking notes during the year on the units and spending portions of the summer 

discussing the course’s scope and sequence. As an example, teachers expressed 

frustration with the textbook for the course that emphasized a Eurocentric perspective. In 

2023, the members of the team spent the summer gathering secondary and primary 

sources for each unit and eliminated the textbook in favor of a more comprehensive 

collection of sources that better aligned with the goals of the course. Resources are shared 

with new teachers joining the teaching team and special care is taken to discuss how to 

emphasize the overarching goals of the course. The course is, by no means, perfect, but 

the team continues to reflect on the curriculum.  

Participants 

 All three participants of the study are high school history teachers at ABI. They 

have worked together for the past six years and have experience working on the same 

teaching team as Modern World History teachers. All three teachers are White and have 

been teaching for at least ten years. Seasoned veterans of teaching and of ABI, they have 

had varied levels of experience thinking and practicing equity in the classroom and 

beyond. The following section provides a short introduction of the participants and their 

work at ABI. Each participant has been assigned a pseudonym to protect privacy. 

Sarah 

 Sarah is a history teacher and a director of a summer program at ABI. A former 

lawyer and mother of an alumnus, she has been a member of the school community for 
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over a decade. When she decided to leave law, she was hired to help lead a prestigious 

summer program at the school and, in the process, the school approached her about 

teaching in a part-time capacity. Prior to her teaching position, she observed classes of 

veteran teachers for a year, learning pedagogical methods and differing tactics. Sarah has 

taught the 9th grade required course, Cities and Civilizations, the former 12th grade 

course, World History, and the current 10th grade required course, Modern World 

History. In addition to her experience in required courses, she teaches a variety of senior-

level elective courses.  

 As an educator, she is pragmatic and creative. Pedagogically, her goal is to create 

an engaging environment. While her classes employ a more traditional foundation of 

lectures, she creates simulations and projects that foster engagement for different types of 

learners. For example, she asks the students to analyze various videos on the Palestinian-

Israeli Conflict to identify biases, both explicit and implicit. As a teacher who recently 

taught 9th and 10th grade students, her pedagogical practices are more varied than those 

teaching the higher levels.  

 Sarah identifies as a White woman and is aware of her own racial privilege. Her 

history as a woman in the field of law and her experience teaching at this all-boys 

institution make her keenly aware of the gender dynamics in society and at school. 

Moreover, her personal experience with gender helps her to be more aware of equity 

within her classroom and within the school culture than many of her male counterparts. 

Sarah has adopted a mediator role among the faculty. She often offers 

compromises on the content amongst the various perspectives of the faculty in the history 

department, particularly during the discussions surrounding the new modern world 
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history course. Sarah also heads a long-running co-educational club of the school that 

focuses on civil discourse. The club has a conservative president and a liberal president 

who preside over debates on a weekly basis. Within the school community, she is seen as 

a calm, practical voice as she supervises discussions over sensitive and often 

controversial topics. 

Kevin 

 Kevin is a high school history teacher and former grade level dean. He mainly 

teaches the 11th-grade U.S. history course and has fostered the expansion of civics 

education by offering a U.S. government class and sponsoring clubs such as Model 

United Nations. He has worked at ABI for 7 years. Prior to ABI, he was a dean and 

history teacher at an independent school in the mid-Atlantic region as well as an 

international school in England. In recent years, Kevin has taken a step back from his role 

as dean, opting to return to the classroom full time.  

 While Kevin taught Western Civilization in his previous schools, the year of this 

study marks the first year he is teaching the 10th grade Modern World History course in 

its entirety. He holds a wealth of knowledge on European history, but he has not had as 

much experience teaching non-Western history. In addition, the bulk of his students are 

11th and 12th graders, who present different needs and challenges in comparison to his 

new 10th grade students. Though Kevin is open to learning more about equity in the 

classroom, as a White man, he has not had to grapple with race and gender in the same 

ways as Sarah. While he is supportive of the school’s DEI efforts, his teaching style 

continues to be based in a more traditional pedagogical approach. However, he comes to 
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the study and to the Modern World History teaching team with an open mind and an open 

heart. 

Michael 

 Michael is a high school history teacher and the current chair of the history 

department. A beloved and respected teacher, Michael is an alumnus and a strong 

believer in the mission of the school. He created the first iteration of the world history 

course that was formerly taught in the 12th grade. He, along with Sarah, were integral in 

the development of the new 10th grade Modern World History course. In addition to his 

history classes, he spends time in the English department, teaching Ancient Literature and 

Medieval Literature courses to 11th and 12th graders.  

 Michael has been a career educator. He has worked at several rival schools in the 

area prior to returning to ABI. He has a wealth of knowledge and experience, but he 

struggles with technology, often opting not to use the projector and requesting support 

with tools such as Google Drive. However, his historical knowledge, his institutional 

knowledge along with his stellar reputation among both faculty and students make him a 

subtle, powerful force at ABI. 

 Michael identifies as a White man. He is supportive of the school’s DEI efforts, 

but his tendency is towards his expertise, primarily in medieval European history, and he 

prefers a more traditional pedagogical approach based mostly in lectures and discussions. 

However, his long-standing work with Sarah for over a decade and his collaboration on 

the modern world history teaching team for the past 6 years has fostered an expansion of 

historical content and pedagogical approaches. 

Summary 
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 This chapter provided an overview of ABI and its culture. An all-boys institution, 

ABI has a diverse racial population taught by a less diverse faculty. At the time of this 

study, the school is in the midst of grappling with their identity as a private, all-boys 

school and a predominantly White institution in a political and social climate where its 

value is being questioned. While funding for professional development is robust and 

allows for individual opportunities, the school’s PD programming for all faculty lacks 

sustained duration and many of the faculty suffer from “DEI fatigue” after a years-long 

push for more DEI initiatives since 2020. The history department has made significant 

changes in its course offerings since its most recent curriculum audit including a shift in 

its scope and sequence, but efforts to reform existing curricula to be more equitable have 

met resistance.  

The three participants of the study are all high school history teachers and are now 

members of the same modern world history teaching team. While Sarah and Michael had 

helped design the newest iteration of the course, Kevin is relatively new to the course and 

has less experience teaching younger teenage students. Out of the three teachers, Sarah’s 

pedagogical practices are the most varied and she is the most open to new ideas. All three 

participants bring a diversity of knowledge and experience and enter this study at 

different points in their equity mindsets. In Chapter 5, I analyze the results of the study.
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Chapter 5: Results 

Overview 

 The purpose of this chapter is to present and discuss the data and the analysis of the data 

from the dissertation study. Data was collected from initial interviews, four PLC sessions, and 

final interviews that were conducted two months after the PLC sessions.  

 The data collection served to answer the question, In what ways do the educational equity 

mindsets of high school history teachers change when engaging in a professional learning 

community (PLC) focused on applying an equity lens to create an evaluation framework to 

examine history curricula and pedagogy, if at all? The following subsidiary research questions 

were evaluated as part of the larger study: 

● How do the participants’ interactions in the PLC shape their educational equity 

mindsets and their understanding of equity in history curricula and pedagogies? 

● How does the process of consensus-building in the PLC impact participant’s 

educational equity mindset and equity in history curricula? 

● How do the participants collectively create and enact a framework to evaluate the 

history curricula and pedagogies they designed through an equity lens? 

● To what extent does their evaluative framework reflect their individual educational 

equity mindsets, if at all? 

This study was a single-case, embedded study. The school is an independent, all-boys school in 

the mid-Atlantic region. Three teachers participated in the dissertation study. Each teacher 

participated in an initial interview that was audio-recorded and transcribed. I conducted four PLC 

sessions over the course of two months with all three participants, with each participant writing 

reflections at the end of each session. Two months after the end of the four PLC sessions, the 
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participants engaged in a final interview reflecting on their educational equity mindset and the 

impact of the PLC sessions. More information about the site and the participants are available in 

Chapter 4. 

 Over the course of the study, I observed changes in the participants’ educational equity 

mindsets through their participation in the PLCs. It became clear, however, that the participants 

would benefit from continued reflection and group discussion to process the information from 

the PLC sessions. Given the time frame of the study, I decided to prioritize reflective discussions 

and as a result, I was not able to answer all the questions of the study on the evaluative 

framework. Instead, I chose to focus on the first two subsidiary questions:  

● How do the participants’ interactions in the PLC shape their educational equity mindsets 

and their understanding of equity in history curricula and pedagogies? 

● How does the process of consensus-building in the PLC impact participant’s educational 

equity mindset and equity in history curricula? 

The information below explains the findings of the data on the first two questions. While the 

participants did not create an evaluative framework, they discussed and designed the foundations 

of an evaluative process that they felt better reflected the needs and the culture of the school. 

Analysis of the Findings 

 The data from interviews, participant reflections and researcher observation notes from 

the PLC sessions, were all collected and coded. I started with in vivo coding to allow me to help 

internalize the responses. As the coding process progressed, the coding increasingly reflected the 

elements of educational equity mindset and PLCs. I went through a second round of coding 

based on the study’s conceptual framework. The data was coded into smaller subsets that related 

to elements of the educational equity mindset, their thoughts on the professional learning 
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community, and the development of an evaluative framework. New elements that were raised 

organically by the participants were categorized during the second round of coding. In addition, 

attention was paid to data surrounding school culture and the unique needs of the school. Other 

elements of the educational equity mindset were combined to better fit participants’ conceptions 

and discussions of these elements as intertwined. For example, the idea that “all students can 

succeed” went-hand in-hand with the idea of teachers “taking responsibility for student success” 

because the former statement informed the conviction of the latter.  

 

Table 7 

Codebook for Study Data 

 

Aspect of 
Conceptual 
Model 

First Round of Coding Second Round of Coding 

Educational 
Equity 
Mindset 

Weak Mindset 
● Culturally neutral 
● Leadership hierarchy 
● Students responsible for 

student success 
● Resistance 

Strong Mindset 
● Culturally responsive 
● Student-centered learning 
● Informal leadership 
● Takes responsibility for 

student success 
● All students can succeed 

 
● Know and understand 

student populations 
● Access for all 
● Advocates for equity needs 

 
 

Weak Mindset 
● Culturally neutral 
● Leadership hierarchy 
● Students responsible for student 

success 
● Resistance 

Strong Mindset 
● Culturally responsive 
● Student-centered learning + 

Informal leadership 
● Takes responsibility for student 

success because all students can 
succeed 

○ Opportunity vs. outcome 
● Know and understand student 

populations 
○ Individual identity 
○ School culture 
○ gender 

● Advocates for equity needs 
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Factors: 
● Continual growth mindset 
● Building student agency 
● school culture and needs 

○ Gender 
○ Diversity in pop 
○ teachers 

● Equity goals 
● Theory vs. practice 

○ balance 
● Opportunity vs. outcome 
● Outside factors 
● Curr. reform 

Two additional factors 
● Continual growth mindset 
● Building student agency 
● Institutional culture and needs 

○ Feasibility of curricular  
reform 

○ Theory vs. practice 

Professional 
Learning 
Community 

Professional Learning Community 
● Consensus building 
● Defining equity 
● Grapple with research 
● School culture 
● Teacher culture 

Professional Learning Community 
● Consensus building 
● Defining equity 
● Grapple with research 
● Defining SUCCESS 
● Teacher culture 

Evaluative 
Framework 

Evaluative Framework 
● Evaluate other curriculum 

evaluative tools 
● Evaluate viability with 

school culture 
● Evaluate viability with 

educational equity mindset 

Evaluative Framework 
● Evaluate other curriculum 

evaluative tools 
● Evaluate viability with school 

culture 
● Evaluate viability with 

educational equity mindset 
 

 To identify and analyze the shift in their mindsets, I also conducted a side-by-side 

comparison of each participant’s answers in the initial interview with the final interview. 

Through the comparison and the first two rounds of coding, several themes became clear in the 

participants’ responses from the initial interview, the PLCs, to the final interviews. Additionally, 

there were limits to the coding on the evaluative framework as the participants did not finalize 

the evaluative framework. Instead, the participants discussed central elements of their ideal 

evaluative process, to be discussed in a later section in this chapter. 
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Results 

Participants’ Shifts in Educational Equity Mindset 

Finding #1: Participation in the PLC was effective in shifting the participants to a 

stronger educational equity mindset, but the shift varied based on their original position on the 

educational equity mindset spectrum.  

The analysis of the results illuminated each participant’s shift in educational equity 

mindset, but their shifts varied depending on their original educational equity mindset 

represented in the initial interview. During the initial interview process, Sarah answered the 

questions in a way that indicated that she had already thought about educational equity and 

history curricula on a deep level prior to the PLC sessions. Michael showed a moderate 

educational equity mindset, demonstrating awareness of the major tenets of educational equity, 

but was not always sure about how they manifested in the classroom. Kevin showed the least 

comfort with ideas surrounding educational equity during the initial interview. By their final 

interview, participants' answers became more nuanced in different ways. 

Sarah, who displayed the most comfort in speaking about issues of equity during the 

initial interview, displayed more subtle changes and became more confident that her pedagogical 

practices align with educational equity. During her initial interview, she defined educational 

equity in history curricula in this way:  

I guess the way I think of it is, trying to have the student experience capture more 
different perspectives and different ways of looking at things. So that they're not just 
going along a track, looking at things from their own perspective, whether it has to do 
with race or gender or class or sexual orientation or whatever it is, political views that 
they're not just in a single track, but are being challenged to understand the world through 
other people’s eyes.  
 

Her focus on history curricula centered around its content and challenging students to consider 

different perspectives. Sarah’s answers in the initial interview demonstrated a strong preference 
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for creating a more diverse curriculum. Her answer to the same question in the final interview 

became more centered on the pedagogical approaches instead of the content, stating 

I really liked where we ended up, but I'm not going to be able to come up with that exact 
language, but some of the ideas that I remember we focused on. We're really kind of 
trying to open pathways for people and, you know, remove unnecessary hurdles to 
people’s access to what we're doing and to really be thinking about what is our ultimate 
goal in terms of what we're trying to get the students to think about- think critically about, 
think creatively, about like how do we do that? And I still think that that's a really 
important piece of it and for us, the other piece that I thought was really important was a 
commitment on our part to continue to question ourselves and question the way we're 
doing things and circle back on this and not sort of check the box.  
 

Sarah continues to think about the content side of creating an equitable history curriculum, but 

the pedagogical side is now more at the forefront of her mind. While her answer in the initial 

interview focused on her goals of history curricula, her answer in the final interview focused on 

her role in the process of creating educational equity in her classroom. Both content and 

pedagogy are important in educational equity, but there is increased emphasis on taking 

responsibility for student success through pedagogy in addition to content. 

Michael, who indicated a more moderate level of educational equity mindset during the 

initial interview, also displayed subtle changes in his answers, demonstrating a higher level of 

comfort with his answers after participating in the PLC. During his initial interview, Michael 

displayed a comfort level with the idea of equity and educational equity but wrestled with its 

application to curricula and pedagogy. In his response to the statement, “pedagogical practices 

should be modified to be more responsive to student cultures,” he shared a story of a teacher 

creating problems in their misguided attempt to be more culturally responsive by reenacting a 

slave auction in their classroom. His answers illuminated his worries as his desire to be more 

culturally responsive were hampered by fears of problematic interpretations of CRP as well as 
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his fears that an inauthentic approach would undermine the class environment. At the end of the 

first PLC session, he wrote in his reflection 

Today’s discussion reinforces my feeling that we need to be as aware and knowledgeable 
about our students as individuals as we are about our particular disciplines and areas of 
study. Today’s discussion also helped me contemplate that there is no “one size fits all” 
in terms of approach, that as teachers we are constantly tailoring, and that being a part of 
another person’s educational growth is a tremendous opportunity.  
 

Michael’s response indicates that he wants to improve on his teaching practices, but he does not 

always know how to do so. He is coming to the realization that it differs based on the students 

and their needs, demonstrating a more student-centered mindset. 

Kevin, who showed more discomfort in the initial interview, displayed some answers that 

had indicated a weaker educational equity mindset and had elaborated with shorter answers. At 

the time, he struggled with defining equity, saying, “I think equity is about how people perceive 

that it is fair and equal.  Equal is in the word, and equity is more about how people think of as 

fair.” When asked to define educational equity in a history curriculum, he grappled with his 

answer, saying, 

Yea, I don’t know what- I don’t know if I can come to a satisfactory definition of that. 
We're lucky here at our school where we don't have a high number of students, but I think 
One way, yeah, that I would like to define it is if my students feel like they are feeling 
like it is an equitable curriculum. 
 

Throughout his initial interview, Kevin commented that he did not really know how to answer 

these questions. As the most recent member to join the Modern World History team and the 

study, Kevin has had the least amount of exposure to ideas surrounding educational equity and 

equity in history curricula in particular prior to the study. 

Over the course of the PLC sessions, his participation during discussions on educational 

equity increased as he became more familiar with the research and engaged with his fellow 

colleagues. During the first session, he spoke five times, and he gradually increased to speaking 
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over nine times in the last PLC session. Kevin’s reflections after the first PLC session reinforces 

his process of grappling with educational equity and his pedagogical practices. In his first session 

reflection, Kevin wrote 

I liked today’s session. I have to admit that I’ve struggled with thinking about equity, and 
coming up with a good definition of equity in education. At times, I’ve been concerned 
about going in one direction in terms of equity, and revealing some flaws and gaps in my 
own knowledge and my own practices. But the definition we came up with today makes 
me feel good to call myself an educator who is concerned about equity. Our definition 
today has made me think about connections with teaching history. I think, and I hope, 
that I am vulnerable with my students, sharing with them that I don’t know everything, 
and in history, we can’t know everything. But the important thing is that we use what we 
do know to make arguments. And furthermore, to respect each other’s arguments.  
 

Kevin demonstrates his vulnerability in his reflection, admitting to his fears that his contributions 

in the discussions will show gaps in his understanding of equity and expose issues about his 

pedagogical practices. Participating in the PLC sessions seemed to give him more confidence as 

he heard his colleagues share their ideas and practices on educational equity. 

The quality of his participation improved over the PLC sessions as well. During the first 

two sessions, Kevin’s contributions asked specific questions about the definition of educational 

equity, particularly about the idea of student success and the metric by which we measure 

success. During the last two sessions, his questions and comments centered on equity and its 

application to pedagogical practices, as he questioned what culturally responsive pedagogy 

looked like in the classroom or, remarked on how to connect with students by being vulnerable 

about his own shortcomings with the wider class.  In his final interview, he was more 

comfortable with addressing equity or inequity in his curriculum and pedagogical practices, 

stating: 

Equity in history, there's really two ends to it. One is how we treat the individual student 
…But then the trickier part, I think for history people in particular, is material. But I think 
I would define equity in that sense as trying to bring in a wide range of voices. And 
knowing that it's impossible to bring in all voices, right? We can't talk about everything at 
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all times but to acknowledge, you know, even when we are maybe focusing perhaps too 
much on one voice or two voices…and to acknowledge that we have shortcomings. 
 

Kevin’s response in the final interview shows more nuance in his thinking about educational 

equity and how it manifests in his own classroom. In his response, he speaks about the 

“individual student” rather than the class as a whole showing that he is aware of the diversity of 

the student population in the classroom. Moreover, he shows more comfort in showing how he is 

trying to diversify the content of his course while signifying that even within these attempts, 

there will always be limits to its diversity due to time constraints. Kevin is also more willing to 

be vulnerable with his students, demonstrating elements of informal leadership and student-

centered learning by acknowledging that not every student may feel seen or heard through the 

material, but to know and understand the student population enough that he knows to 

acknowledge it. These comments show a significant change in his educational equity mindset 

and illuminates his shift in pedagogical practices.  

During his final interview, he discussed how he would address these changes within the 

first days of school, modifying his opening activity to address the students’ and his own biases 

based on their answers to his “Most iconic American ____” activity. While his awareness has led 

to some changes in his practices, more data is needed on the extent to which he has shifted his 

pedagogical practices and his curricular content throughout the school year. 

Teacher Ownership of Educational Equity. The participants’ definition of educational 

equity indicates their shift to a stronger educational equity mindset as they changed the definition 

from a student-centered definition to articulating the teacher’s responsibility in creating 

conditions to equalize opportunities for student success. A major recurring theme that arose over 

the course of the study was the responsibility of the teacher to pursue continual growth. The shift 

from the original definition shows a growth in their educational equity mindset that centers on 



100 
 

the teachers’ agency and responsibility to make education more equitable in their classroom. 

This shift arose from Sarah’s idea that educational equity should emphasize students’ “focus on 

continual growth and change” and create lifelong learners while recognizing their own 

limitations as shown in the researcher notes described above. This point led to the question of 

how we as educators should instill these values in our students and to the conclusion that in order 

to instill these values, teachers must model that behavior in their own classrooms. During the 

first PLC session, the participants discussed the role of teachers while thinking through their 

definition of educational equity, as shown in the researcher notes: 

Michael: What about “identify and eliminate barriers to entry to give a better opportunity 
to learn and grow to provide meaningful opportunities for each individual student 
Sarah: and teachers should foster that learning to model continual growth.  
Michael: Yes, absolutely. We should have a commitment to question ourselves and be 
open to change 
Sarah: We should be paying attention to learning differences, cultural differences, but 
also where are we not “falling short”  
Kevin: Coming back to lifelong learners- when we enable it, we can provide a wide range 
of opportunities. Question: a kid is fasting, should I just be aware, or should I change 
things for that student? TWE do we make modifications?  
Michael: Yeah, it’s not a one size fits all  
Sarah: build into the classroom, the school  
Michael: knowledge- modeling that we don’t have all the answers  
 

This discussion illuminates the progression from thinking about the desired student outcome to 

how the classroom and the teacher should be instilling this idea of being a “lifelong learner” by 

modeling that themselves. There is also a shift in the discussion from a focus on content to 

dispositions of teachers and students. It also reinforces their reluctance to identify more specific 

goals of educational equity. The idea of a teacher’s continual growth as integral to educational 

equity became a staple in their definition, as evidenced by its inclusion in the finalized definition 

included in an earlier section.  

 With their definition as the foundation for their ideas and practices surrounding equity, 
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the participants developed nuanced understandings of educational equity that were tailored to the 

school environment. The following sections delve deeper into the nuances of their definitions 

through themes of their educational equity mindset, PLCs, and their evaluative framework. 

Defining Educational Equity as a Foundation for the PLC 

Finding #2: Engaging in discussions to define educational equity was an effective 

strategy in shifting participants' educational equity mindset.  

The participants’ work of reaching a consensus on the definition of educational equity 

prompted them to reflect on their teaching practices, think about their curricula, and consider 

their school context. By engaging in this activity at the beginning of every PLC session, their 

definition of educational equity shifted to focus on the teacher’s responsibility in embodying and 

practicing educational equity rather than on the students, indicating a clear shift in their 

educational equity mindset. Their specific school context also informed their goals of 

educational equity, choosing to emphasize opportunities and the value of learning over social 

mobility. 

Over the course of working together in the PLC sessions, the participants came up with 

their own definition of education equity by reading and analyzing Jordan et al. 's (2010) 

definition. During the PLC session, I shared Jordan et al.’s (2010) articulation of educational 

equity:  

equalizing opportunities and equalizing outcomes are vastly different enterprises. What is 
equitable and fair can be better understood in relationship to other things and from within 
a given context. In other words, perspectives of equity may vary among diverse groups 
and may be linked to culture. Fourth, problems in measuring and defining learning using 
‘objective’ standards versus cultural knowledge or multiple ways of knowing 
complicates attempts to define equity…equity is not about providing the same education 
to all students regardless of race, social class, or gender. In fact, because of increasing 
cultural and linguistic diversity it is advantageous to define educational equity in terms of 
providing knowledge, skills and worldviews which would enable social mobility (p. 147-
148) 
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I used this excerpt for three reasons. One, Jordan et al. 's (2010) definition was used as a 

foundation for Nadelson et al. (2019) and their inception of the educational equity mindset 

spectrum. Second, this excerpt helps frame the discussion by showing how Jordan et al. 

considered multiple facets of equity in education by distinguishing opportunities from outcomes, 

culture and what people may think of as “objective,” and providing the same education from 

providing equitable education. Third, I anticipated that the idea of social mobility as the ultimate 

goal would kick start conversations about the goal of education within the specific school 

context. 

The participants in this study agreed with the overarching ideas of this definition, but 

they highlighted several aspects of the definition that did not necessarily align with the school 

context. First, the end goal of social mobility was challenged by all three participants. As a 

predominantly White, all-boys private school, many of the students come from privileged 

backgrounds and are from the upper echelons of society. Participants strongly felt that the 

purpose of sending their children to their school in particular, was more to instill values and 

learning skills rather than just academic success. Second, they feared that though the emphasis 

on social mobility made sense on paper, its implementation in practice could inadvertently lead 

to inequity due to its emphasis on an end-result rather than the process. The participants spent 

time discussing the goal of education, as shown in the researcher notes: 

Michael: The definition emphasizes outcome, but the process is important 
Sarah: For students, access to speakers, new people, new experiences changes and opens 
new avenues of thinking 
Kevin: Yes, a worldview- moral framework, but the ultimate judge is social mobility in 
this definition  
Michael: Upward mobility  
Sarah: narrower definition of equity? Can we even equalize outcomes? I fear the systems 
could be built that on paper sound good but used as an excuse of meritocracy when they 
do fail to advance equity  
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“Eliminating barriers to entry to get a better opportunity to learn and grow” might be 
better, as we identify and eliminate the obstacles  
Michael: I wonder what kind of school or context this author is writing from 
Sarah: Yes, I don’t know if grouping makes sense. We should go kid by kid because this 
sample size at our school is small. Their intersectionality is different from this person’s 
context  
Michael: I have problems with social mobility as the ultimate goal- life of the mind, life 
that is worthwhile And not all succeed while they are in school, but come back later and 
appreciate the skills they learned in school  
Sarah: We should focus on continual growth and change- realizing limitations, but create 
lifelong learners  
 

The notes reveal the nascent stages of an ongoing discussion of our PLC sessions surrounding 

the question, what does success mean? Does that mean educational success in terms of grade? 

What informs our definition of success? How do we define it within our wider community? 

These questions guided the remainder of our PLC sessions as we discussed how knowing and 

understanding our student population can guide our pedagogy. 

School Culture and Educational Equity Mindsets.  

Finding #3 - The school culture as a predominantly White, all-boys, institution with 

significant privilege and an emphasis on civil discourse influenced participants’ educational 

equity mindsets.  

The central factor surrounding the discussion above was the specific school context and 

the needs of students in a predominantly White, all-boys independent school. The excerpted 

researcher notes above show Michael asking about Jordan et al. (2010) and other researchers’ 

research contexts. Much of the research on educational equity centered marginalized 

communities, so the participants grappled with how the definition and, by extension, research 

surrounding educational equity, could or could not translate to a community that, at its core, had 

significant privilege. Although individual students may have differing circumstances based on 

their socioeconomic status, for example, a majority of students come from families that have 



104 
 

economic and social advantages. At ABI, around 30% of students qualify for financial aid, 

indicating that the majority of students come from families that are able to pay the full tuition. As 

the researcher notes indicate, the participants had hesitations about social mobility being the goal 

of educational equity. Michael focused on this issue the most and advocated for emphasizing 

skills, values, and the process of learning over social mobility. Sarah’s points in the discussion 

also point to a fear of overcorrection by equalizing outcomes over equalizing opportunities. She 

articulated her concern that while this idea looks good on paper, equalizing outcomes may be 

detrimental to the student’s learning and could lead to questions about fairness. In the 

participants’ definition shown below, they emphasized opportunities rather than outcomes. 

 These concerns and their specific school context informed their new definition. The 

participants also chose to focus on the responsibilities of the teacher to ensure diversity and 

equity in the classroom, rather than what it looked like in the classroom. Over the four sessions, 

the participants modified the idea of educational equity to the following definition: 

In order to identify and reduce barriers in the classroom and enable the students to engage 
with the wider world so they can learn and grow, teachers should foster that learning by 
modeling continual growth through a commitment to questioning ourselves and our 
methods. Teachers should be authentic and curious, be open to change, thereby providing 
opportunities for all students to achieve success and find meaning in their school 
experience. 
 

They avoided identifying specific student outcomes due to their concerns about the emphasis on 

social mobility, but instead focused on how teachers should embody the idea of continual growth 

and informal leadership within the classroom. The iterative process of refining the definition of 

equity at the beginning of each session helped them to internalize the definition and discuss how 

their curricula reflected the definition of equity. They hesitated to include specifics about how to 

question and change their own methods, ascribing to the notion that each individual class 

population has specific needs that may need to be addressed differently. 
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Teacher Responsibility: Translation of Educational Equity into History Curricula and 

Pedagogical Practices 

Finding #4: The make-up of the participant group in the PLC played a significant role in 

how participants translated their educational equity mindsets into their curricula and pedagogical 

practices, though they chose to focus more on pedagogical practice than on curricular content. 

It was important to have a participant group that had a foundation of trust. Through the 

foundation of trust, having at least one participant in the group with a stronger educational equity 

mindset helped other participants consider new pedagogical methods such as CRP within their 

classrooms. The other participants heard how a trusted peer enacted CRP and considered 

implementation was more attainable and realistic than they once thought. Though there was 

continued resistance to consider sweeping pedagogical and curricular changes, the two 

participants’ mindsets shifted significantly over the course of the PLC. 

Kevin and Michael struggled more than Sarah in translating their ideas of educational 

equity to what it looks like in their own history curriculum, but they benefited from grappling 

with CRP as a group. During their sessions, the participants read and analyzed selected works 

from Ladson-Billings (1995), Milner (2005), and Conrad (2022). The participants understood the 

theory and the purpose behind CRP, but Kevin and Michael questioned how to translate CRP in 

their specific school context. The gaps in the literature identified in chapter 2 became clearer as 

they struggled to identify with these articles. For example, both Ladson-Billings (1995) and 

Conrad (2022) wrote about a study conducted in marginalized communities where the needs of 

the students differed greatly from this study’s school site. Milner (2005) was closer as he wrote 

about multicultural education in a predominantly White school, but the case study followed one 

African American teacher and his work in that school setting. Kevin and Michael questioned 
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how they can have culturally responsive pedagogical approaches and maintain its authenticity as 

White males. This issue came to the forefront during our second PLC session. The participants 

had read Ladson-Billings’s (1995) article on culturally relevant teaching prior to the session that 

identified how a White teacher who was “culturally Black” (p. 161) used culturally relevant 

pedagogical practices. As we focused once more on the definition of educational equity, Michael 

shifted the discussion to the article and its application to his specific context. 

Sarah: Looking at this definition as individual educators, I like the emphasis on process 
rather than a product. I also think that the modern world history team has lived into this 
idea of continuous growth by continuously modifying and improving our curriculum 
(elaborated with our unit on the Palestinian-Israeli Conflict as an example)  
Michael: I had some questions about the reading – the researcher talks about one of the 
educators as a White person as culturally black. What does that mean? I don’t feel like I 
can do that, it wouldn’t be authentic. How does this research translate to someone like 
myself, who is White and is culturally White? 
This feels hard to do as we are not a monolith student body  
For example, equity meaning that one student’s writing skills are not as strong, but I pay 
more attention to the ideas versus the word choice  
Sarah: giving feedback?  
 
Sarah’s contributions in the PLC were crucial in the evolution of Kevin’s and Michael’s 

educational equity mindset in regard to CRP. In the beginning, Kevin and Michael resisted the 

idea of implementing more diverse curricula due to their discomfort in figuring out how to 

reform the content. In this segment of the discussion, Kevin and Michael emphasized the 

students’ individualism rather than understanding how students, particularly students of color, 

may not see the history curriculum as positively as others. While this idea was spawned from 

good intentions and an attempt to avoid clumping students together as a monolithic group, it 

undermined their ability to acknowledge wider problems when considering curricular reform. 

Sarah, on the other hand, tried her best to provide an example of the Palestinian-Israeli Conflict 

that demonstrated that all three participants were already creating spaces in the curriculum to 

increase diversity in the modern world history curriculum. These comments helped to provide 
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them with some confidence that they were already practicing elements of an equitable 

curriculum within their own teaching as a way to encourage them to be even more inclusive 

when considering curricular reform, but Kevin and Michael continued to have trepidation about 

CRP. 

History Curriculum and Educational Equity Mindset. As the participants started to 

solidify their definition of educational equity, they looked to the Modern World History 

curriculum, the class that all participants share in common. As shown in the example above, 

Sarah and the other participants had a positive view of the modern world history curriculum’s 

alignment with educational equity, CRP, and Decolonial Theory. While all shared concerns 

about other history curricula they were responsible for teaching, they felt that the modern world 

history curriculum embodied educational equity. Sarah, in particular, reflected on the curriculum 

through the educational equity lens during the second PLC session, saying, “Looking at this 

definition as individual educators, I like the emphasis on process rather than a product. I also 

think that the modern world history team has lived into this idea of continuous growth by 

continuously modifying and improving our curriculum ” She referred to the yearly process of 

sitting down as a teaching team to reflect on the curriculum and its execution and the subsequent 

work done during the summer to refine and improve the curriculum. Sarah’s example of the 

Palestinian-Israeli Conflict also showed how school culture can be leveraged to bring in difficult, 

controversial histories. The school prides itself on teaching students’ respectful civil discourse, 

and the modern world history team uses that as a foundation and basis for engaging with the 

conflict in a thoughtful manner. 

The participants returned to this idea of continuous improvement as the key to the 

modern world history team success. During their fourth PLC session, they discussed the benefits 
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of the approach, saying 

KEVIN: USH is more divergent in the curriculum  
MICHAEL: MWH team is in lock step, and it also protects teachers from complaints and 
issues-any weak links   
SARAH: teaching MWH was so much easier than cities- so much easier. There is a set 
plan, sharing of ideas. It would be the one I would recommend- we have been better 
because of our collaboration  
MICHAEL: and coming to our decisions collaboratively  
 

The discussion illuminates their thinking in a practical sense of protecting teachers from parent 

and student complaints by providing all students in each grade with a similar curriculum by 

choosing as a team what to teach and what skills to teach center for the students. Though the 

participants continued to think about equity in history curricula, these conversations led the 

participants to focus more on their individual pedagogical practices rather than on the curriculum 

for Modern World History. While Sarah’s example of the unit on the Palestinian-Israeli Conflict 

is a sound one, there continues to be variation among the teachers about the quality of the content 

as well as the range in their pedagogical practices as described in chapter 4.  

The Roles of the Researcher and the Participant with Strong Educational Equity 

Mindset in the PLC. During the second PLC session, the participants explored CRP, 

Multicultural Education, and Decolonial Theory. As the participants read through the major ideas 

and reasoning behind Decolonial Theory, Michael had several questions. In an excerpt of Conrad 

(2022) that provided a background for Decolonial Theory, the author articulated that the 

traditional ideas of best practices were rooted in Western knowledge and epistemology. Conrad 

encouraged the use of a cross-cultural epistemological approach that values both Western and 

non-Western knowledge and epistemology. In response, Michael asked, “What would cross-

cultural versus Western epistemologies even mean?” He continued to say, “There are values and 

benefits of Western knowledge and ideas.” 
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These two comments seemed to indicate a misunderstanding of Decolonial Theory. 

Rather than seeing Decolonial Theory as a way to free teachers from solely using Western 

epistemology, Michael’s comments indicated that he saw it as a rejection of Western knowledge 

and epistemology. As a facilitator, I did not know if his comments were coming from a place of 

resistance or not understanding the central ideas of Decolonial Theory. Internally, I felt frustrated 

and disheartened by these comments, but I decided to address CRP and Decolonial Theory from 

a different angle. 

During the third PLC session, I focused on furthering the discussion of CRP and 

Decolonial Theory by challenging the participants to consider non-majority populations in the 

school. I shifted the conversation to those who did not fit into the majority categorization in 

terms of race, socioeconomic status, learning ability, and other “invisible” identities. During the 

session, I shared an anecdote of students of color who expressed frustration that, with the 

exception of the modern world history curriculum, the upper school history curricula was not 

diverse, making them feel like they were not seen or heard. Below is a snippet of their response 

to the anecdote. 

Kevin: in terms of the definition and student success [referring to their working definition 
of educational equity]- does that encompass feeling seen and heard?  
Michael: Does that mean that they did not feel seen or heard in terms of teaching style? 
Content?  
Sarah: I’m not sure- what about learning differences?  
Michael: I’m a White male teacher, do they even want me to talk about it [more diverse 
curricula]?  
Kevin: Or are we talking about pedagogy? Like group projects vs. Lecture?  
Michael: Or evaluation? Consuming material? I’m not from Germany, but I talk about 
German history, is that bad? 
Sarah: I’m not a dude and most of our history curriculum centers men 
Kevin: Is it okay to acknowledge that [our difference in identity]? 
Sarah: Well, I ask when we start the Persian Empire, does anyone have a history or 
personal connection?  I give them time to share out. I try to introduce the content as best 
as we can  
Michael: I guess teachers constantly questioning themselves is part of the definition  
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Sarah continued the conversation, explaining how the small invitation consistently opens the 

floodgates for students to share their culture and their identity, much of which she is able to 

integrate into her future lessons about the Persian Empire. The discussion also indicates that 

before Sarah shared her example, Kevin and Michael were at a loss about how to handle this 

anecdotal information about their students of color. Their questions, particularly Michael’s 

questions, seemed to become increasingly defensive. Michael’s question of “I am a White male 

teacher- do they even want me to talk about it?” demonstrates discomfort and resistance to the 

idea of implementing more diverse curricula. Michael’s question illuminates the fact that despite 

the available scholarship on diversifying the curriculum and pedagogy to support student inquiry, 

he has not explored that literature. 

Sarah’s response of “I’m not a dude” was initially met with a surprised silence, and it 

opened up the space for Kevin to ask, “Is it okay to acknowledge that [our difference in 

identity]?” In sharing her own small way in which she used her knowledge of the student 

population to make her curriculum more culturally responsive, Sarah shifted the atmosphere of 

the PLC. Although I was tempted to step in to facilitate this conversation and support Sarah’s 

ideas, I realized that having her challenge Michael and Kevin instead was key in garnering buy-

in from Michael and Kevin. The fact that a fellow participant shared examples of CRP also 

helped to foster a sense of camaraderie in developing CRP by indicating that small pedagogical 

changes can still have an impact on different students feeling seen and heard in the classroom. In 

response, both Kevin and Michael felt like they could acknowledge their own limitations and 

voice their questions with more vulnerability.. As the conversation continued, Kevin shared his 

vulnerability:  

Kevin: struggling with the idea of “being seen.” How do you balance the fact that the 
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majority of the students are into sports, versus the lone theatre kid? What do students 
define as being seen?  
Sarah: small class sizes are good  
Michael: I get to know them in the halls, is that enough? 
Sarah: Well, for example, one of my students is a devout Muslim. She was going to Iran, 
so I asked her questions. It wasn’t long, but it was good for the relationship  
Michael: But what does non-western epistemology look like?  
Sarah: I think teaching a balanced curriculum is helpful. Like for teaching the Cold War, 
I spend an equal amount of time providing groundwork for Cuba by itself, and then the 
US. Then I have both countries represented in my project 
 

While there was still some continued resistance, particularly from Michael, questions like how to 

balance differing interests of the various factions in the classroom, Sarah was quick in her 

responses, implicitly challenging the notion that it is a zero sum game, that you can acknowledge 

one individual student’s identity in certain moments and acknowledge others’ identities in 

different situations. 

 This dynamic in the PLC underscores the importance of having at least one participant 

that has a stronger educational equity mindset that employs an equitable approach to curricula 

and pedagogy because they push the other participants to shift their educational equity mindset. 

Sarah’s presence and quick contributions were instrumental in breaking down Kevin’s and 

Michael’s resistance to CRP and Decolonial Theory. She had multiple examples of student-

centered learning, informal leadership, and CRP that illustrated realistic goals and strategies of 

making the curricula and pedagogy more aligned with educational equity. It was also important 

that Sarah is a highly respected teacher among the other participants, so both Kevin and Michael 

considered her ideas seriously, leading to stronger educational equity mindsets. 

 Upon reflection, I had a missed opportunity in this discussion. One potential way in 

which I could have advanced their understanding of CRP and teacher responsibility was to 

advance Sarah’s comment about the Modern World History team and ask the participants, “Why 

do many of these students of color feel seen through the modern world history curriculum?” This 
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type of question might have been better in asking them to think about the positive elements of 

the modern world history curriculum in terms of both content and pedagogy. Then, using the 

elements in question, ask them to think about how other teaching teams that they are a part of 

could adopt some of the same practices. This tactic may have decreased Michael’s defensiveness 

and provided Kevin with an opportunity to think about CRP in US history as well. 

Kevin’s Evolving Views on Teacher Responsibility in Enacting CRP. Comparing the 

initial and final interviews, Kevin’s answers in the final interview reflected a more nuanced 

pedagogical approach. In response to the statement, “All students should be treated the same,” 

his initial interview response was, “Yes.” In comparison, the other two participants asked follow-

up questions, differentiating between the ideas of sameness and equality. However, Kevin took 

the statement at face value. While this does not prove position on the educational equity mindset 

spectrum, it is a strong indicator that he had not been as exposed to some of the central tenets of 

equity prior to the PLC.  

When Kevin was asked to respond to the same statement during his final interview, his 

response was, “Not every student should be treated the same all the time, and the students have 

different needs. You can't ignore those needs or the cultural expressions that we talked about 

earlier. And you can't say you're all going to be this way and want to treat you all exactly the 

same way.” His lack of hesitation in his answer and the way he clarified the diversity in the 

needs of students highlights his heightened awareness of equity in his treatment of students in the 

classroom. 

Michael’s Changing Ideas on His Role as an Educator. Like the other two 

participants, during the final interview process, Michael spoke with more confidence regarding 

student-centered learning and culturally responsive pedagogy. He made this statement in his 
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interview:  

I thought it was kind of like cooking–that teaching is like cooking. Like you got a meal 
plan. And you've got all these different ingredients that are bringing something to the 
table, so to speak and as sort of the cook, you know, I don't control the flavor so much. 
And that's all sort of there. But what I can do is I can sort of try to bring out what's best in 
all of them. So that you know some ingredients need to go into the refrigerator right 
before the meal and some need to be boiled. Some need to be maybe marinated… You're 
constantly keeping your eye on everything and trying to sort of bring out the best and 
make everyone feel like they have an essential part to play in the meal, the meal being the 
learning experience. 
 

Michael also discussed how he shifted his thought process from his original analogy that equated 

teaching to being a conductor in the orchestra. Upon reflection, Michael identified several issues 

with the analogy, one being the hierarchical structure of the conductor that emphasizes formal 

leadership and, at times, a lack of flexibility.  

 Despite shifts in both Kevin’s and Michael’s educational equity mindset, their responses’ 

focus on pedagogy and the teachers’ role in the classroom seem to indicate more willingness to 

shift their pedagogical practices than shifting the curricular content. Neither Kevin nor Michael 

discussed any substantive changes in their curriculum. There may be several factors informing 

their lack of discussion. They may feel that the curriculum, like the modern world history 

curriculum, is diverse enough, but another reason may be that they do not feel that they have a 

strong enough level of expertise with some of the historical content. Another reason may be that 

they may not feel like they are able to make independent decisions regarding the historical 

content without the consensus of their teaching team. Wall’s (2018) longitudinal study on 

teachers’ beliefs indicate that teachers’ experiences of cognitive dissonance led to a shift in 

beliefs and practices. The research suggests that both Kevin and Michael may need to experience 

more cognitive dissonance to further shift their mindsets. 

Evaluative Framework 
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 Finding #5: The participants proposed an evaluative process that resembled a PLC rather 

than an evaluative framework because they found the discussions so helpful. 

Though I anticipated the creation of an evaluative framework as a central way in shifting 

the participants’ educational equity mindset, it became clear that the participants’ discussions 

were foundational to their understanding of educational equity. Thus, I chose to allow the 

participants to continue their discussions rather than cutting it short for the evaluative 

framework. Instead of an evaluative framework, the participants proposed an evaluative process. 

By the end of the discussion, the evaluative process resembled a PLC.  

Although the participants did not create a solidified evaluative framework for history 

curricula due to time constraints, the participants evaluated existing equity-oriented evaluation 

methods and evaluated their school’s Faculty Development Program (FDP). Through this 

process, the participants articulated their ideal evaluative and professional development process. 

They discussed having a peer-based evaluation system, particularly those on the same teaching 

team, so they have a better understanding of the broader curriculum, rather than having an 

administrator randomly observe one day of class.  When discussing the idea of an evaluative 

professional development process, the participants discussed several concerns: 

MICHAEL: I like the peer-to-peer idea  
SARAH: Academic dean is a math teacher, so not reflecting on the curricular aspects 
during evaluation 
MICHAEL: That's the issue- who is evaluating?  
SARAH: Maybe a departmental evaluation?  
MICHAEL: yea, that makes sense- that’s a different goal when creating this kind of 
evaluative process 
SARAH: broader decisions about curriculum are made on a higher level  
MICHAEL: But I do like the FDP program  
SARAH: yes, it’s not a one-size fits all 
… 
SARAH teaching MWH was so much easier than cities- so much easier. There is a set 
plan, sharing of ideas. It would be the one I would recommend- we have been better 
because of our collaboration  
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MICHAEL: and coming to our decisions collaboratively  
SARAH: In other courses, we had to reinvent the class every year  
MICHAEL: Well, when curriculum reform is top down, we don’t know where they’re 
coming from, versus a PLC is colleague to colleague… 
KEVIN: collaboration would be better, to make the school more equitable 
MICHAEL: PLC would be great- these sessions have proven that this is effective  
 

This discussion brought up several issues with existing models of professional development and 

teacher evaluation, but the main issue was that the evaluators do not have knowledge of the 

curriculum as a whole. This issue leads to programs like the FDP only focusing on the pedagogy 

on a given day, rather than thinking about the observation in the context of the overarching 

pedagogical approach and the curricular goals. The participants specifically cited PLCs as a 

potential way in which to conduct these evaluative processes in light of their positive 

participation in the PLCs. 

The conversation continued, solidifying several elements of an evaluative process for 

professional development. The department chair would be involved in the evaluation so they can 

consider how the curriculum fits into the broader high school curriculum, but the participants 

wanted the process to be more like a collaboration so the teacher, with their peers, could assess 

the positive aspects, what is working for them, but brainstorm ideas together for a more effective 

curricular reform. They saw many benefits to this system, one of which being that by changing 

and implementing the curriculum together, they can change together and protect the teachers 

from potential backlash while students and families become more acclimated to the reforms. The 

teaching team would also have the chance to reflect on the reforms during and after 

implementation and make changes as necessary. Thus, the participants suggested that evaluation 

should be done in teaching teams who have deep knowledge of the curriculum the teacher is 

using, so the evaluation takes on a more collaborative process that can suggest and implement 

curricular and pedagogical reforms. 
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Professional Learning Communities  

Finding #6: Participation in the PLC was effective in engaging participants in deeper 

reflection about educational equity and its implications for practice.  

The participants attended and participated in four PLC sessions over the course of the 

spring semester. The teachers occasionally had some reading prior to the sessions and filled out 

reflective journals for the last ten to fifteen minutes of the PLC session. I also took notes during 

the PLC sessions. Prior to data collection, I decided not to audio record the sessions in order to 

make the sessions a safe space for the participants to explore ideas of equity and teaching. 

Kevin’s responses in the final interview demonstrated the impact of the PLC sessions in 

shaping their educational equity mindset. He reflected on his participation in the PLC and his 

progress in discussing educational equity in the final interview, saying,  

My answers are probably longer now because you know our experience together and the 
PLC and hearing from others is giving me more to think about. Of course, it is August 
and school is about to start, right? So, when we met in the spring, we were in the midst of 
things and you know, we can feel differently throughout the year. But, but I think hearing 
others’ views and perhaps like some of the struggles that we had and maybe not 
struggles, but some of those things that we had to think about about, like how to define 
this or do we want to tweak that definition of that, that's getting a little more into the 
ways of thinking about equity. So yeah, I think in general my answers are probably a 
little bit more nuanced. And definitely longer than they would have been . . . how they 
were before. 
 

Kevin came in with the weakest educational equity mindset, but he found participating in the 

PLC enjoyable and fulfilling. His response indicates that the act of listening to other participants 

reflect on equity and educational equity helped him form a better understanding of educational 

equity. Regardless of the potential obstacles for introducing PLCs on a wider scale, Kevin’s 

progress demonstrates the potential impact in using PLCs as a method in discussing educational 

equity in pedagogical practices. 

Finding #7: All three participants enjoyed participating in the PLC sessions and found 
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them to be productive and intellectually rewarding.  

Sarah, who was the most comfortable discussing educational equity from the beginning, 

said,  

It was sort of fun to step out of our usual role like–Oh, what? What day are we going to 
do the test? And you know, how did that work out, et cetera in June? Thinking more 
proactively about, you know, how to do these things. Like so many things like this 
though, it gets a little squishy and you're, like, not really sure exactly, you know which is 
obviously an ongoing conversation and not something that we're going to like figure all 
out in one thing. But I did think it was interesting to take time out to do it… I liked it 
because it was a smaller group that was focused very specifically on how could we 
address this in the context of the classes we teach… maybe it's just the upper school and 
you're focused on that, but you know what equity might look like in a math class or a 
science class or even in English class might look different than it does in history. And so, 
I like having the chance to focus on something that was very specific and not just sort of 
a general [thing]. 
 

Michael was also enthusiastic about participating in the PLC. Though he is the department chair, 

he participated fully in these sessions as a teacher. He also gave us insight into the bureaucratic 

side of curricular reform to discuss its viability. In his final interview, he reflected on the idea of 

the PLC, stating, 

Well, I think anytime you've got, you know, four people who are teaching the same 
subject and can sort of zero in on a particular experience in the classroom instead of 
talking about huge generalities, it's always I think it's always helpful and useful, so in that 
way it's it was better than most. And then just the way it was conducted in terms of, you 
know, having some directed questions and then answers and then times to discuss made it 
very worthwhile so in terms of like, development, I thought it was excellent.  

While he enjoyed the sessions as a whole Michael raised questions about its generalizability. 

During the last PLC session, the three participants reflected on their last sessions and commented 

on how top-down approaches to professional development did not work, especially when it came 

to DEI work. However, though the three participants enjoyed and were used to working together 

as a team, the school culture’s emphasis on teacher autonomy may impede its feasibility as other 

teachers may feel more protective over their curriculum. These potential issues were raised 

during one of the PLC sessions and the other participants agreed, stating that it would need to be 
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framed in particular ways to have buy-in from some of the more resistant faculty. 

Leveraging Participant Relationships in Creating a Safe Space for the PLC 

Finding #8: The PLC created a positive, safe space for participants to engage in 

discussions about equity.  

The participants’ personalities and group dynamics were considered when gathering a 

group of participants for the PLC. I was able to build the PLC on the foundation of trust that was 

built over years of working together. This trust, combined with a school culture that emphasizes 

civil discourse and free speech, enabled a natural process of building consensus, a foundational 

feature of any PLC.  

Due to their experience working together as a team, the participants came to consensus-

building naturally and was a non-issue from the beginning to the end. While Kevin was initially 

apprehensive about participating in the discussions because he was worried about exposing his 

own lack of knowledge, he became more and more comfortable as evidenced by his gradual 

increase in participation. The participants have worked in the same department for 7 years and 

although they have not always worked together as a team, each member had established a 

positive working relationship prior to the discussion and are currently working together on the 

Modern World History teaching team. These positive relationships fostered a welcoming 

working environment, allowing ME to dive into the work more quickly during the PLC sessions. 

These views are evident in some of the participant reflections. In Sarah’s reflection, she writes: 

In many ways, I feel that the MWH has been a PLC (and will continue to be one). But it 
has been really interesting to talk about issues beyond the content, scheduling, and 
assessments…this particular PLC (aka the MWH team) has shaped my teaching and 
curriculum development a lot (and in a very good way).  
 

Her realization that the ways in which we meet and collaborate as a team reflect the central 

tenets of a PLC speaks to the foundation of the participants’ working relationship prior to the 
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study’s PLC sessions. I was able to build on this foundation to jump into a deeper conversation 

on educational equity. 

I also worked to create a safe space. The space for the PLC was a more secluded 

classroom of the school, which has been the main Modern World History classroom. This was a 

purposeful choice to encourage the same camaraderie of the modern world history teaching team 

in the PLC sessions as well. I also chose not to audio record the sessions as she worried that 

might affect the participants’ willingness to be vulnerable during the meetings. Though the 

participants were aware of me taking notes throughout the PLC, the conscious choice of taking 

notes over audio recording was important to encourage the participants to ask questions that they 

may not be comfortable asking. At the end of the third session, Michael wrote, “I feel like we all 

have grown and continue to grow and that’s what is so beautiful about it all–and that is what I 

hope the students see and emulate.” 

By working to maintain a more collaborative environment rather than a top-down 

approach, the participants were able to engage in more fruitful discussions. In his last reflection, 

Michael wrote in his last session reflection, “[It was] a wonderful experience and a reaffirmation 

of the collaborative powers. No administrator could have conducted/directed these sessions with 

such success. We all came to the table and shared, learned, and grew as a result.” The 

collaborative approach of the PLC and the rapport of the group was instrumental to its success. 

Michael’s point is also indicative of the limitations of school culture. The school emphasizes the 

importance of civil discourse and that extends beyond the students. Teachers have been vocal 

about issues during school faculty meetings, even if the comments are met with resistance from 

the administration. The participants may have still felt comfortable voicing their issues and 

sharing their vulnerabilities and having a group that did not have any senior members of the 
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administration made them more open during discussions. 

Summary 

 In this chapter, I presented the analysis of the findings and the results of the study. In 

vivo coding was used and during the second round of coding, I created codes based on the 

elements of the conceptual framework. The data from this study showed growth in all three 

participants’ educational equity mindset. The growth varied, with Kevin showing the biggest 

shift in educational equity mindset, particularly in relation to his role in the classroom and his 

pedagogical practices. Michael also showed growth in his educational equity mindset through his 

increasing comfort level in grappling with CRP and student-centered learning. Although both 

Michael and Kevin still had questions about how to use their knowledge of student populations 

to create content reform, they both demonstrated a significant shift in their mindsets and they 

have taken more ownership of creating educational equity in their classroom through reflection 

and smaller pedagogical changes.  

 All three participants enjoyed the PLC sessions and are looking forward to their 

continued collaboration as a teaching team after the conclusion of the study. They all see PLCs 

as a viable way to discuss educational equity and curricular reform, but concerns based on 

institutional and cultural roadblocks may need to be considered before its implementation. 

Although the participants did not create a solidified evaluative framework, they created 

guidelines that could be a better fit as an evaluative and curricular reform process. It is better 

aligned with the school culture and, in particular, the teacher culture. 



121 
 

Chapter 6: Conclusions 

Overview 

 This study was guided by the question, In what ways do the educational equity mindsets 

of secondary history teachers change when engaging in a professional learning community 

(PLC) focused on applying an equity lens to create an evaluation framework to examine history 

curricula and pedagogy, if at all? This chapter presents  an interpretation of the findings that 

emerged from the study, implications for practice, and recommendations for further research on 

the role of PLCs in shifting teachers’ educational equity mindsets. The study’s literature review 

and conceptual framework are revisited to determine connections between the literature and the 

study’s findings and to reconsider the conceptual framework in light of the findings.  

 It is important to note that not all parts of the research question were answered by the 

study. The study answered the questions,  

● How did the participants’ interactions in the PLC shape their educational equity mindsets 

and their understanding of equity in history curricula and pedagogies? 

● How did the process of consensus-building in the PLC impact participant’s educational 

equity mindset and equity in history curricula? 

As mentioned in the previous chapter, I made the decision during the study to provide the 

participants more time to process and reflect during the sessions. Thus, the PLC participants did 

not create an evaluative framework as was originally planned and instead created the foundations 

of an evaluative process for evaluating history curricula. 

Interpretation of Findings and Conclusions 

 The study showed that PLCs have potential in shifting participants’ educational equity 

mindsets, with certain conditions. The participants need to be thoughtfully selected for the PLC, 
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taking their educational equity mindsets, their group dynamic, and the school culture into 

account. In this study, thoughtful selection led to effective reflection on individual practices on 

equity. Thoughtful selection does not mean like-minded individuals but establishing a group 

whose participants share a willingness to work together. The process of the PLC must be 

designed with the participants in mind and the facilitator must have flexibility during the process. 

The section below discusses the findings and their alignment with the literature presented in 

chapter 2. 

 Participating in the PLC led participants to shift their educational equity mindsets. The 

central tenets of a PLC reinforced central elements of a strong educational equity mindset, as 

evidenced by the study’s findings. Louis et al. (1996) stated that one of the 5 main elements of 

practice that the PLC should emphasize is the focus on student learning, a key part of creating a 

strong educational equity mindset. Both Louis et al. (1996) and Westheimer (1996) emphasized 

the creation of shared values and beliefs through a PLC, reflecting this study’s central goal in 

shifting educational equity mindsets. 

Build the PLC on Existing Foundations 

A teaching team was intentionally chosen for the study to build on an existing foundation 

of trust, rather than creating a new team. The team already had a successful history of 

collaboration and consensus-building, thus lightening the load in creating a safe, inviting space 

for the participants in the PLC. I was aware of their positive working relationship and knew that 

they have been successful in building consensus as a teaching team. Using a teaching team also 

allowed the participants to focus on one course, the modern world history curriculum, to evaluate 

through the literature they explored during the PLC sessions.  Moreover, the use of a teaching 

team allowed a seamless transition from the research study to an ongoing PLC. Participants 
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continued to meet as a team after the study. Selecting participants that already were part of a 

team, building into an existing structure rather than trying to create an entirely new system that 

would require additional time to assemble and maintain, allowed the PLC to be sustainable. 

The Role of the Facilitator 

 The success of the PLC rested on the facilitator’s ability to recognize the needs of the 

participants and revise the agenda  accordingly. As discussed in chapter 4, the participants had 

already experienced traditional, top-down approaches to professional development and chafed at 

the prospect of a similar approach for advancing equity. Even though the facilitator had an 

advantage of working with the participants in the past, the participants were more willing to open 

up when the facilitator articulated the gaps in the literature and how their work would help fill in 

that gap.  All the participants have been educators for over 10 years and had experienced other 

PD programs that caused them to feel defensive because others who had never taught history 

were trying to tell them what to do in their own classrooms. It was important that I, as the 

facilitator, am a fellow history teacher whom they knew and respected for my historical 

knowledge. I, by sharing the gaps in the literature, also modeled vulnerability and validated some 

of their questions. Rather than the facilitator having all the answers, the participants felt 

empowered to share their knowledge. Thus, while they may have seen me as knowledgeable 

about educational equity, they were confident in their knowledge of their school culture and 

needs. For example, much of the literature they read centered on majority-minority populations 

and pedagogical methods used by teachers of color. Reinforcing the idea that culturally 

responsive pedagogical methods should be site-specific (Love, 2019) and that the goal of the 

PLCs was to think about the extent to which the literature could be applied to their school was 

helpful in inviting them to share their ideas and expertise about the school. This strategy made 
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the participants feel less vulnerable and more willing to explore new pedagogical approaches. 

Thus, while the participants engaged with literature on decolonial theory, multicultural 

education, and culturally responsive pedagogy, I made sure to encourage the participants to use 

their knowledge of the school culture and think critically about the applicability of these 

approaches in the school. 

 These methods fostered a sense of teacher ownership and agency of educational equity in 

the participants, reinforcing research and the power of PLCs to foster a sense of ownership and 

teacher empowerment (DuFour et al. 2006; Servage, 2008; Stoll et al. 2006). The participants of 

the study explicitly added teacher responsibility for continuous growth into their definition of 

educational equity, demonstrating a strong and consistent commitment to teacher ownership and 

agency. This new sense of ownership helped the participants gain more confidence in their 

understanding of educational equity and its application to pedagogy, as evidenced by all three 

participants’ definitions and remarks in their final interviews. Sarah’s articulation of teacher 

responsibility and her emphasis on pedagogy, Michael’s cooking analogy, and Kevin’s thinking 

through both content and the needs of individual students all illuminate their nuanced 

understanding as well as their increased confidence in articulating their understanding. 

 Sharing vulnerability as a facilitator does not mean that a facilitator should not establish 

his or her leadership in the PLC (DuFour and DuFour, 2006). For example, one of the 

participants of the study was the chair of the department, so setting clear expectations for the 

participants was instrumental in maintaining a collaborative environment in which all 

participants could share their ideas, reflections  and concerns. While the chair’s involvement was 

beneficial to this study, PLC effectiveness in other studies may be dependent on the willingness 

of department chairs to act as ‘an equal’ during the PLC sessions.  
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At the same time, it was important to the participants that I did not have power over them 

in the school hierarchy. This allowed them to be vulnerable during the sessions. The relatively 

equal footing of the facilitator and the participants reinforced the PLC as a bottom-up approach 

rather than a top-down PD program. The findings of this study reinforce Luis, Kruse, & Marks’ 

(1998) and Song’s (2012) research that showed that the PLC’s collaborative, bottom-up 

approach made participants feel more empowered and more receptive to reform as it alleviated 

the anxieties of making mistakes by creating a space for teachers to collaborate in order to solve 

problems together. All the participants of the study gained confidence in their understanding of 

educational equity and were more open to curricular and pedagogical reform. The participants 

helped each other with examples of CRP that they implemented in their classrooms and made 

suggestions for reforms.  

Allow Flexibility in the Study 

 Changing the focus of the study from the evaluative framework to the discussions was a 

difficult choice. However, the PLC sessions illuminated the benefits of the participants engaging 

in deeper discussions of educational equity. In the original plan for the study, I posited that the 

process of discussing and actually creating an evaluative framework would help shift the 

participants’ educational equity mindsets. Instead, I allotted more time for the participants to 

grapple with the idea of an evaluative framework as it became clear early on that the discussions 

were already having an impact on the participants’ educational equity mindsets. Discussions 

were so thoughtful and robust. Participants shared their insights and vulnerabilities, 

demonstrating that they were thoughtfully considering educational equity and the various 

pedagogical approaches presented by the facilitator. 
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This choice was based on the success of the discussions and the overarching question of 

the study. The study’s central focus was on the role of the PLC to shift educational equity 

mindsets. Though the creation of an evaluative framework could have been beneficial in shifting 

participants’ mindsets, the discussions provided evidence that their mindsets were shifting 

through the discussions. While the PLC provided a space for participants to read through and 

react to some of the research., more importantly it allowed the participants to voice their 

concerns about different ideas and practices for educational equity. The discussions gave 

participants the opportunity to work through those concerns and figure out strategies that would 

work with the school’s specific cultural elements and needs. The decision to focus on discussions 

reflects Louis et al. (1996) who identified reflective dialogue as one of the five central elements 

of a successful PLC. While there is limited research on the educational equity mindset, 

researchers have indicated that teacher reflection could contribute to changes in teacher beliefs 

and practices (Tay et al., 2023). However, Silver & Png (2016) noted that changes may be based 

less on if they believe in the pedagogical changes, but more on if teachers think they can 

implement the changes successfully. 

The findings relating to the PLC reflect the research that showed that participants in other 

studies demonstrated an increased receptivity to curricular reform after participating in a PLC  

(Song, 2012). In Song’s (2012) research, participating in the PLC empowered the teachers and 

alleviated the anxiety of implementing curricular reform through collaboration. Sargent and 

Hannum (2009) had similar findings, stating that the discussions in the PLCs helped distribute 

the risks of making curricular changes as the participants worked together to troubleshoot the 

new curriculum. 

The Participant Group 
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 The findings of this study highlighted the importance of choosing participants with 

different positions on their educational equity mindsets to encourage a shift in their mindsets. 

Having one participant with a strong educational equity mindset was instrumental in shifting the 

other two participants’ mindsets rather than having all the participants align with a weaker 

educational equity mindset. Rather than having the facilitator always assume the role of educator 

on educational equity, the participant with the stronger mindset was able to provide examples of 

her own work on educational equity to encourage the two other teachers. The participant with the 

stronger mindset not only reinforced the idea that each participant brought value and expertise to 

the table but challenged the other participants to try these new pedagogical approaches in their 

classrooms. Hearing how another participant engaged with CRP made the other two participants 

feel that CRP and educational equity was achievable and, therefore, something they should work 

to integrate into their classrooms.  

 It was also important to choose a participant with a strong equity mindset that resembled 

the other participants demographically. While Sarah is a woman, she, like the other participants, 

is White and middle-aged. The other two participants voiced their worries about how to enact 

approaches like CRP and possibly making things worse through a lack of authenticity as White, 

middle-aged teachers. The facilitator was a woman of color and, in their eyes, had the contextual 

experience to adopt CRP methods. Having a White participant with a strong educational equity 

mindset dispelled those notions of race and encouraged a discussion on how they as White 

educators could still be authentic and culturally responsive at the same time. 

By the end of the study, all participants recognized the importance of not just thinking 

about equity in curricular content, but also in their pedagogical practices. This change was an 

important shift in mindset, as the participants already recognized the need for increased diversity 
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of content through past discussions in team meetings. Over time, the PLC topics evolved from 

discussing what the students learn to how they learn, and then evolved to how teachers should 

teach to help individual students learn. The participants’ conceptions of the role of the teacher 

implicitly aligned with decolonial theory by establishing a more student-centered approach 

(Zavala, 2016). Sarah, the participant who was the most comfortable with this approach, 

presented multiple examples during the PLC sessions. Though the other two participants were 

hesitant about how to implement these practices, they seemed more comfortable as Sarah shared 

strategies that she implemented in her classroom. In particular, Kevin, brainstormed some ways 

in which he planned to incorporate some elements of a student-centered curriculum and 

pedagogy in the future. 

Purposeful selection of the members in the PLC is affirmed by DuFour et al. 's (2016) 

research that encourages facilitators to gauge the school culture as well as key members of the 

school community for a successful introduction. My plan is to extend this PLC beyond this 

cohort and to engage the wider school community. The participants chosen for this study are not 

only history teachers who work well together; they are well-respected members of the 

community as well. Furthermore, they have not been leaders of DEI work, making them more 

suitable for encouraging other candidates who may be passively or actively resistant to DEI 

initiatives to engage in PLC sessions. 

Similar to Tam’s (2015) study, not every participant in this study experienced the same 

changes in mindset (Tam, 2015). The three participants experienced different kinds of shifts in 

their educational equity mindsets. Sarah became more cognizant of pedagogical approaches 

rather than focusing on the content, Kevin had a better understanding of equity and focused on 
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gradually implementing pedagogical practices, and Michael developed a more nuanced 

understanding of his role as an educator. 

Recognizing the Value of Time 

Facilitators should be cognizant of the time commitment relative to perceived benefits of 

PLCs. Each session’s length of 90 minutes was good for the study’s participants. The extended 

time allowed for sustained, deeper discussions about the research that they read and how to apply 

it to specific classrooms. While it could have been beneficial to have a longer session, 90 

minutes seemed to be the limit for the participants’ ability to stay focused without sacrificing the 

depth of discussions. 

To make PLCs worthwhile for the participants, the facilitator should think through how 

to shorten research readings, when to jump in, and anticipate the various opinions of the 

participants. In this study, I was intentional in sharing the literature on educational equity and, as 

mentioned earlier, was open in identifying some of the gaps in the literature because the 

literature did not take place in schools that were similar to the study site. I chose seminal works 

on CRP and decolonial theory and read through Milner’s (2005) research on multicultural 

education because it was conducted at a predominantly White school. This information was 

helpful in encouraging the participants to think through how CRP, decolonial theory, and 

multicultural education could or could not be used in our specific school context. It enabled the 

participants to be less preemptively defensive about their pedagogical practices and think 

through research applications through the school lens.   

Data Collection 

The initial and final interviews were crucial in gauging each participant’s shifts in their 

educational equity mindsets. The semi-structured interview process helped me evaluate the work. 
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The decision not to audio or video record the PLC, while inconvenient to me as the researcher, 

was the right choice to provide the participants with a safe space to discuss educational equity. 

The participants felt comfortable during their discussions and were not afraid to ask questions. 

Though I cannot definitively say that the lack of recording positively impacted the building of a 

safe space, the participants engaged in many deep discussions and shared their vulnerabilities 

around educational equity and their teaching practices. I was able to capture most of the PLC 

sessions through my researcher notes protocol. However, I have years of experience tracking 

discussions in the classroom and it may not be as feasible for researchers who may not have 

developed the same skills. 

The participant session reflections, though useful, were not as necessary to gain deeper 

insights and therefore were not especially informative. Since the participants felt comfortable 

disagreeing with each other, the session reflections became progressively shorter. Participants 

reported that they felt they were repeating in the reflections what they stated during the 

discussions. However, I would keep this as a data point in case the PLC sessions are more 

contentious. The session reflections provide participants an opportunity to voice opinions that 

they may not be comfortable voicing in the group and they act as a check on the participants’ 

feelings toward the PLC. The session reflections were less necessary in this study because the 

PLC sessions went well, but the reflections might have provided more insight if the questions 

had been reframed. New questions may necessitate facilitators reworking the time allotted for the 

reflections during the PLC sessions. Part of the reason these reflections were not as robust in data 

may be that not enough time was provided to the participants. Time allotment indicates to the 

participants the value of a specific activity, and discussions took precedence over the reflections.  

Ten minutes were allotted for participants to complete the session reflections. While the results 
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may have differed if they were asked to complete the reflection in their own time between 

sessions, the facilitator chose not to do this to honor the participants’ time outside of the PLC 

sessions. 

Alignment of Research with the Theoretical Framework 

This study supports that the educational equity mindset spectrum can be used to 

qualitatively evaluate shifts in participants’ mindsets based on each element of the mindset. The 

spectrum identifies the major tenets of educational equity presented by leading scholars and 

researchers in the field and helped to control the scope of this study by focusing on the elements 

identified by the spectrum. The mindset spectrum was only recently introduced and while there 

are numerous articles that have since cited Nadelson et al.’s (2019) mindset spectrum, its use has 

mostly been as a part of a larger literature review or a tool to evaluate teachers’ current place on 

the equity mindset spectrum (Clayton et al., 2020; Chen & Abdullah, 2022).  

The centering of constructionism in the theoretical framework was effective as 

participants discussed their process and reasoning behind their understanding of educational 

equity. Their individual and cultural backgrounds played an important role in their educational 

equity mindsets, aligning with previous research (Papert, 2021; Crotty, 1998). Two of the 

participants who identified as White males were much more hesitant about CRP because they 

had concerns about implementation of the research as White males. Sarah, a White female 

teacher, showed more confidence in her educational equity mindset, giving credence to the 

importance of context in individuals’ construction of knowledge. The participant reflections also 

allowed them to reflect on the discussions and articulate their construction of educational equity 

and its applications to history curricula and pedagogy. 

Alignment with the Conceptual Framework 
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 The conceptual framework introduced in chapter 2 (Figure 3) had similar foundations to 

the modified conceptual framework, but it did not include some of the elements mentioned in the 

sections above. The original conceptual framework included the process of creating an 

evaluative framework and the finished product as central to the study. As discussed above, the 

evaluative framework was not as essential to shifting the participants’ educational equity 

mindsets as I first anticipated.  

Figure 3 

Conceptual Framework

 

The new iteration of the conceptual framework eliminates the evaluative framework and expands 

on the elements of the PLC to emphasize the process of defining educational equity and 

engaging in deep discussions on educational equity and its application to the school. Purposeful 

participant selection was also added to the conceptual framework because the variety of 

educational equity mindsets was essential to the success of the PLC. Lastly, one outcome of the 

PLC that was added to the conceptual framework was the increased feeling of agency among the 

participants about their understanding and implementation of educational equity. By engaging in 
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the PLC sessions, participants felt a sense of ownership around educational equity and the 

importance of their pedagogical practices in advancing educational equity. 

 

Figure 4 

Modified Conceptual Framework 

 

Recommendations 

Recommendations for Implementation in Schools 

 This study suggests that there is potential in the use of a PLC in shifting teachers’ 

educational equity mindsets. The administration needs to provide time, space, and resources for 

the PLC to be effective. Although the participants were enthusiastic in joining the PLC, I was 

deliberate about each minute of time I requested for the study. While the exact case may not be 

replicable, the study might provide a strong foundation from which more substantive changes to 

history curricula and pedagogy could be made with more time and allocation of resources. These 

limitations would be mitigated if school administration provided adequate, paid time for the 
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teachers to engage with this work or made time during contract hours that does not take away 

from planning time. That would decrease resentment within the faculty who may feel the PLC is 

taking away from time to meet the day-to-day demands of teaching. The result could be that they 

are more likely to participate in the PLC in a productive manner. 

Recommendations for Future Research 
 

 The findings of the study indicate that a PLC can be effective in shifting educational 

equity mindsets in participants, but more research is needed. The study was limited by time and 

sample size. Ideally, I would collect data from more PLC sessions over time to explore the long-

term progression in shifting mindsets with a greater number of participants. I recommend two 

avenues for further research. One is to observe the participants’ classes to gain a deeper 

understanding of how their shift in mindset translates to shift in their pedagogical practices. The 

second is to solidify the evaluative process that the participants started to think through and try to 

implement that process with two or more subgroups in the history department. The participants 

felt that an evaluative process made more sense based on the needs and culture of the school. I 

would honor that notion and forgo the evaluative framework in favor of an evaluative process.  

Increasing the duration of the study would allow time for participants to finalize and 

implement the evaluative process that they articulated during their last PLC session. The 

evaluative process would involve teachers in observing one anothers classes and providing 

feedback during PLC sessions on content and pedagogy through an educational equity lens. The 

participants would then make recommendations and teachers would again observe classes to 

provide feedback on its implementation. This research would help in evaluating the potential 

efficacy of an evaluative process that centers PLCs. Ideally, this would foster positive emotions 
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among teachers by making evaluations a more collaborative process that empowers teachers by 

centering their voices in evaluating curriculum. 

The small sample size, while limiting, was beneficial in encouraging all participants to 

engage in the PLC in a meaningful way. The size of the PLC was purposeful due to the selection 

of a teaching team. For future research, I recommend increasing the number of groups rather 

than the number of participants to foster the same sense of intimacy and vulnerability among the 

participants.  

The PLC has continued into the following school year with more specific emphasis on its 

applicability to the Modern World History curriculum. Due to some shifts in staffing, Sarah was 

not involved in the fall semester in the PLC, but she returned for the spring semester. During the 

academic year, each member of the group noted their reflections on the course and its sequence 

to consider the curriculum through the educational equity lens. More support from the school in 

the form of upcoming summer work and stipends for the teachers are strong possibilities.  

Summary 

 The study illustrated that there is potential for the use of PLCs to shift participants’ 

educational equity mindsets, with certain conditions. The participants should be purposefully 

selected to have a variety or mindsets among the group members. For researchers with limited 

time, the decision to use a teaching team was helpful in building on an already existing 

foundation of trust. Having a participant with a strong educational equity mindset was helpful in 

fostering collaboration and increasing the other participants’ receptivity to pedagogical and 

curricular reform. The role of the facilitator was also essential to foster the deep discussions 

necessary to encourage a shift in educational equity mindsets. The facilitator should establish 

leadership, but foster a safe space for the participants by emphasizing the equality of the group 
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and sharing the gaps in the literature. The facilitator should have a plan, but must be flexible if 

the facilitator finds one part of the process particularly effective in shifting mindsets.  

 The theoretical framework was sound in evaluating the study with its emphasis on 

constructionism and educational equity mindset. In regard to the conceptual framework, some of 

the essential elements stayed the same. The key changes included thoughtful selection of 

participants, a greater emphasis on the processes of the PLC, and an increased sense of agency 

regarding educational equity and their roles in advancing equity in the classroom. 

 Overall, the PLC  was successful in shifting the educational equity mindsets of the 

participants. For wider implementation in schools, there must be a commitment made by the 

administration that provides time and, if available, resources that may include funds to encourage 

participation from teachers. The study was limited by time and sample size. For future research, 

increasing the time frame of the PLC sessions would be beneficial. To expand the current study, 

fleshing out the evaluative process and trying to carry out the process in two or more subgroups 

in the history department would be helpful in evaluating the long-term shift in the participants’ 

pedagogical practices on a deeper level.  
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Appendix 

Appendix A: Tables of Literature Reviewed 

 
Table 2  

Teacher Beliefs and Mindsets 

Author(s) Source/Publisher Title Description  

Benson & 
Dresdow 
(2003) 

Management 
Decision, 41(10) 

Discovery mindset: A 
decision‐making model for 
discovery and 
collaboration. 

A scholarly work that 
introduces the six 
components of 
collaborative decision 
making. 

Dewey, J. 
(1933) 

D.C. Heath and 
Company 

How we think: a 
restatement of the relation 
of reflective thinking to the 
educative process 
 
 

A scholarly work on the 
importance of teacher 
reflection in education. 

French, R.P. 
(2016) 

International 
Journal of 
Organizational 
Analysis 

The fuzziness of mindsets: 
Divergent 
conceptualizations and 
characterizations of mindset 
theory and praxis 

A literature review on the 
different mindset 
theories, drawing 
distinctions between the 
individual and collective. 

Gollwitzer & 
Bayer (1999) 

Guilford Press Deliberative versus 
implemental mindsets in 
the control of action 

Reviewed studies and 
theorized deliberative and 
implemental mindsets 
and its influence on their 
actions. 

Hachfeld et 
al. (2011) 

Teaching and 
Teacher Education, 
27(6) 

Assessing teachers’ 
multicultural and 
egalitarian beliefs: The 
Teacher Cultural Beliefs 
Scale. 

An introduction to the 
Teacher Cultural Beliefs 
Scale and an empirical 
study that utilized the 
scale, with differing 
results on views of 
acculturation and 
prejudice. 

Kray et al. Journal of Thinking within the box:  
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(2006) Personality & 
Social 
Psychology, Vol. 91 
No. 1 

the relational 
processing style elicited by 
counterfactual mind-sets 

Nadelson, 
L.S., et al. 
(2019) 

World Journal of 
Education 

Is Equity on their Mind? 
Documenting Teachers’ 
Education Equity Mindset. 

Empirical study on 
teachers’ educational 
equity mindset 

Oyserman, et 
al. (2009) 

Journal of 
Personality and 
Social Psychology 

Connecting and separating 
mind-sets: Culture as 
situated cognition. 

Discussion of the impact 
of culture in mindsets and 
cognition after 
conducting 8 studies, 
some homogenous, some 
heterogeneous. 

 

 

Table 3  

Culturally Relevant, Responsive, and Sustaining Pedagogies 

Author(s) Source/Publisher Title Description  

Acosta, M. M., 
Foster, M., & H 
ouchen, D. F. 
(2018). 

Journal of 
Teacher 
Education, 69(4), 
341–353.  

“Why Seek the Living 
Among the Dead?” 
African American 
Pedagogical 
Excellence: Exemplar 
Practice for Teacher 
Education.  

A position paper on the 
reintroduction of African 
American Pedagogical 
Excellence (AAPE) 

Au & Jordan 
(1981) 

Newbury House Teaching reading to 
Hawaiian children: 
Finding a culturally 
appropriate solution. In 
H. Trueba, G. Guthrie, 
& K. Au (Eds.), 
CUlture and the 
bilingual classroom: 
Studies in classroom 
ethnography 

A case study of teachers using 
culturally appropriate 
pedagogy in Hawaii 

Castro, E. (2022) Teaching and The case for leveraging A case study of a teacher’s use 
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Teacher 
Education, 109 

multiple resource 
pedagogies: Teaching 
about racism in a 
secondary history 
classroom 

of CRP in a history classroom. 

Bottiani, J. H., 
Larson, K. E., 
Debnam, K. J., 
Bischoff, C. M., 
& Bradshaw, C. 
P. (2018).  

Journal of 
Teacher 
Education, 69(4), 
367–385. 

Promoting Educators’ 
Use of Culturally 
Responsive Practices: A 
Systematic Review of 
Inservice Interventions. 

Systematic literature review on 
the existing frameworks for 
Culturally Responsive 
Pedagogy 

Delpit, L. D. 
(2006).  

New Press Other people’s 
children : cultural 
conflict in the 
classroom (Rev. ed.). 

Collection of articles on 
Delpit’s seminal work on 
culturally relevant pedagogy 
using qualitative studies 

Feldman, J. 
(2019).  

SAGE 
Publications 

Grading for equity: 
What it is, why it 
matters, and how it can 
transform schools and 
classrooms.  

The impact of traditional 
grading practices on equity 

Gay, G. (2002).  Journal of 
Teacher 
Education, 53(2), 
106–116.  

Preparing for Culturally 
Responsive Teaching. 

This article provides 
suggestions on how to prepare 
teachers for CRP 

Hughes, D.L., et. 
al (2009) 

Cultural 
Diversity and 
Ethnic Minority 
Psychology 

Received ethnic–racial 
socialization messages 
and youths’ academic 
and behavioral 
outcomes: Examining 
the mediating role of 
ethnic identity and self-
esteem. 

The study focused on the 
impact of ethnic-racial 
socialization on adolescents. 

Iati, M. (2021, 
May 29).  

Washington 
Post.  

What is critical race 
theory, and why do 
Republicans want to 
ban it in schools?  

News article on the debate 
surrounding Critical Race 
Theory and education 

Jordan, W.J. 
(2010) 

Review of 
Research in 
Education 

Defining equity: 
Multiple perspectives to 
analyzing the 
performance of diverse 

Provides several definitions on 
educational equity 
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learners 

Ladson-Billings, 
G. (1992) 

Theory into 
Practice 

Reading between the 
Lines and beyond the 
Pages: A Culturally 
Relevant Approach to 
Literacy Teaching 

Case study on two effective 
teachers using culturally 
relevant pedagogy 

Ladson-Billings, 
G. (1995).  

American 
Educational 
Research 
Journal, 32(3), 
465–491.  

Toward a Theory of 
Culturally Relevant 
Pedagogy.  

Seminal work on culturally 
relevant pedagogy, qualitative 

Ladson-Billings 
and Tate in 
Jamel K. 
Donnor, 
Adrienne D. 
Dixson, & Celia 
K. Rousseau 
Anderson. 
(2016).  

Taylor and 
Francis.  

Critical Race Theory in 
Education: All God’s 
Children Got a Song.  

Also a seminal work on 
Critical Race Theory and its 
connection to education 

Lemley, C. K., 
& Lee, T. L. 
(2016).  

Journal of 
American Indian 
Education, 55(2), 
28–50.  

 Honoring Indigenous 
Teacher Education 
Students’ Stories: 
Shifting Indigenous 
Knowledge from the 
Margins to the Center. 

Qualitative study that 
advocates for centering 
indigenous knowledge 

Love, Bettina 
(2019) 

Beacon Press We Want to Do More 
Than Survive: 
Abolitionist Teaching 
and the Pursuit of 
Educational Freedom 

A scholarly work on the 
introduction of the Abolitionist 
Teaching Framework as a 
culturally responsive 
pedagogy. 

Marshall, S. L., 
& Khalifa, M. A. 
(2018).  

Journal of 
Educational 
Administration, 
56(5), 533–545.  

Humanizing school 
communities: 
Culturally responsive 
leadership in the 
shaping of curriculum 
and instruction.  

An empirical case study 
evaluating attempts to 
implement culturally 
responsive practices in a 
Midwestern school district 

Milner (2005) Curriculum 
Inquiry 

Developing a 
Multicultural 
Curriculum in a 

A study evaluating one 
African American teacher’s 
curriculum development and 
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Predominantly White 
Teaching Context: 
Lessons from an 
African American 
Teacher in a Suburban 
English Classroom 

teaching in a predominantly 
White school 

Mohatt & 
Erickson (1981) 

Newbury House cultural differences in 
teaching styles in an 
Odawa school.  In H. 
Trueba, G. Guthrie, & 
K. Au (Eds.), Culture 
and the bilingual 
classroom: Studies in 
classroom ethnography 

A comparison of two case 
studies of two teachers on their 
pedagogical practices 

Muhammad, G. 
(2020).  

Scholastic, 
Incorporated. 

Cultivating Genius: A 
Four-Layered 
Framework for 
Culturally and 
Historically Responsive 
Literacy.  

An introduction of a 
framework for culturally 
responsive literacy 

Nieto, S. (2004) Allyn and Bacon Affirming Diversity: 
The Sociopolitical 
Context of 
Multicultural education 

A scholarly book on 
multicultural education  

Paris, Django 
(2012) 

Educational 
Researcher 

Culturally Sustaining 
Pedagogy: A Needed 
Change in Stance, 
Terminology, and 
Practice 

An essay advocating for a shift 
to culturally sustaining 
pedagogy 

Savage, C., 
Hindle, R., 
Meyer, L. H., 
Hynds, A., 
Penetito, W., & 
Sleeter, C. E. 
(2011).  

Asia-Pacific 
Journal of 
Teacher 
Education, 39(3), 
183–198.  

Culturally responsive 
pedagogies in the 
classroom: Indigenous 
student experiences 
across the curriculum.  

Mixed-method study that 
evaluated the impact of PD to 
help establish CRP in 
secondary classrooms 

Sleeter, C. E. 
(2012).  

Urban 
Education, 47(3), 
562–584.  

Confronting the 
Marginalization of 
Culturally Responsive 
Pedagogy.  

Quantitative study on the 
marginalization of CRP 
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Solorzano, D., 
Ceja, M., & 
Yosso, T. 
(2000).  

The Journal of 
Negro 
Education, 
69(1/2), 60–73. 

Critical Race Theory, 
Racial 
Microaggressions, and 
Campus Racial 
Climate: The 
Experiences of African 
American College 
Students.  

Seminal work on Critical Race 
Theory in education, 
qualitative study 

Trainor, A. A., 
& Bal, A. 
(2014).  

The Journal of 
Special 
Education, 47(4), 
203–216.  

Development and 
Preliminary Analysis of 
a Rubric for Culturally 
Responsive Research. 

Quantitative study that 
evaluates the cultural 
responsiveness of research 

 

Table 4  

Decolonial Theory 

Author(s) Source/Publisher Title Description  

Bailón, R.O.F., 
Lissovoy, N.D. 
(2019) 

Policy Futures in 
Education 

Against coloniality: Toward 
an epistemically 
insurgent curriculum 

An explanation of using 
decolonial theory for 
curriculum reform 

Bajaj, M. (2022) London Review 
of Education 

Decolonial approaches to 
school curriculum for Black, 
Indigenous and other 
students of colour 

A study on decolonial 
theory in K-5 Education 

Conrad (2022)  Teachers College 
Record 

Desettling History: Non- 
Indigenous Teachers’ 
Practices and Tensions 
Engaging Indigenous 
Knowledges 

A study that evaluated 
how non-indigenous 
teachers engage with 
indigenous history and 
knowledge in history 
curricula 

Cusworth, H. 
(2022) 

Wasafiri Diversifying or 
Decolonising: How Do We 
Teach Black History? 

A scholarly article 
critiquing British 
schools’ efforts to 
decolonise the history 
curriculum 

Desai, K. and 
Sanya, B.N. 
(2016) 

Gender and 
Education 

Towards decolonial praxis: 
reconfiguring the human 
and the Curriculum 

Describes the impact of 
traditional pedagogical 
practices rooted in 
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coloniality 

Dozono (2017) The History 
Teacher 

Teaching Alternative and 
Indigenous Gender Systems 
in World History: A Queer 
Approach 

An essay summarizing 
frequent practices and 
reflecting on individual 
pedagogical practices 
rooted in decolonial 
theory 

Dozono (2020) Review of 
Education, 
Pedagogy, and 
Cultural Studies 

The passive voice of White 
supremacy: Tracing 
epistemic and discursive 
violence in world history 
curriculum.  

An essay providing a 
history of history 
curricula  

Eng, D. L., & 
Han, S. (2019) 

Duke University 
Press 

Racial Melancholia, Racial 
Dissociation: On the Social 
and Psychic Lives of Asian 
Americans 

Provides several case 
studies that highlight the 
importance of critical 
race studies in 
psychoanalysis 

Engel-Di Mauro 
& Carroll 
(2014) 

Environmental 
Education 
Research 

An African-centred 
approach to land education 

A scholarly article that 
argues for the use of an 
African-centered 
epistemology to frame 
education on land 

Fanon, F. (1952) Grove Press Black Skin, White Masks A seminal work on the 
psychoanalytical impact 
of colonization on the 
colonized 

Fanon, F. (1961) Grove Press Wretched of the Earth A seminal work on the 
impact of colonialism on 
the colonized country 

Fujino, D.C., et 
al (2018) 

Review of 
Education, 
Pedagogy and 
Cultural Studies 

A transformative pedagogy 
for a decolonial world 

Formation of an 
interdisciplinary and 
intergenerational 
learning community 
working towards 
decoloniality 

Gaztambide, 
D.J. (2021) 

Psychoanalytic 
Psychology 

Do Black Lives Matter in 
Psychoanalysis? Frantz 
Fanon as Our Most 
Disputatious Ancestor 

An overview of Fanon’s 
work, Black Skin, White 
Masks. 
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Gutierrez, K.D. 
and Jurow A.S. 
(2016) 

Journal of the 
Learning 
Sciences 

Social Design Experiments: 
Toward Equity by Design 

An overview of 
empirical studies 
utilizing social design 

Kulago (2019) Equity & 
Excellence in 
Education 

In the Business of Futurity: 
Indigenous Teacher 
Education & Settler 
Colonialism 

An analysis of two 
indigenous teacher 
education experiences 

Mignolo, W.D., 
Walsh, C.E. 
(2018) 

Duke University 
Press 

On Decoloniality: Concepts, 
Analytics, Praxis 

Seeks to challenge 
Eurocentrism, defining 
decoloniality as 
pluriversality and 
interversal decoloniality 

Mignolo, W.D. 
(2018) 

Afterall: A 
Journal of Art, 
Context and 
Enquiry 

Coloniality Is Far from 
Over, and So Must Be 
Decoloniality 

Defines colonialism and 
explains its relation to 
maintaining systemic 
hierarchical society 

Moncrieffe, M. 
L. (2025) 

Emerald 
Publishing 
Limited 

The BERA Guide to 
decolonising the curriculum: 
equity and inclusion in 
educational research and 
practice 

A book of research 
conducted on British 
schools’ efforts to 
decolonise the 
curriculum 

Pinar (2004) L. Erlbaum 
Associates 

What is Curriculum Theory? A book on curriculum 
theory and the issues 
with traditional curricula 

Ríos, C.V. 
(2013) 

Urban Rev A Curriculum of the 
Borderlands: High School 
Chicana/o-Latina/o Studies 
as Sitios y Lengua 

Centering formerly 
marginalized curricula 
using Latinx studies 

Sedgwick, E.K., 
et. al (2003) 

Duke University 
Press 

Touching feeling affect, 
pedagogy, performativity 

Discussion of paranoia 
and queer theory 

Stow, C. & 
Burton, L. 
(2024) 

British 
Educational 
Research Journal 

An exploration into the 
nature and extent of 
diversity within history 
classrooms in Kent 

A research study 
investigating how 
history teachers 
understand 
diversification and how 
schools are approaching 
diversifying curricula 

Taubman, P. State University Separate Identities, Separate Describes the 
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(1993) of New York 
Press 

Lives. importance of balancing 
communal and 
autobiographical history 
in curriculum. 

Truillot, M-R. 
(1995) 

Beacon Press Silencing the past: Power 
and the Production of 
History 

An example of the use of 
decolonial theory in 
dismantling the 
Eurocentric narrative of 
the Haitian Revolution 

Zavala (2016) Encyclopedia of 
Educational 
Philosophy and 
Theory 
 

Decolonial Methodologies 
in Education 

A review of decolonial 
methodologies and 
studies 

 

 

 

Table 5  

Literature on Professional Learning Communities and Professional Vision 

Author(s) Source/Publisher Title Description  

Appleyard, N 
& McLean, 
L.R. (2011) 

International Journal 
of Progressive 
Education 

Expecting the 
Exceptional: Pre-Service 
Professional Development 
in Global Citizenship 
Education. 

A study evaluating a 
professional 
development program. 

Bang, M. & 
Vossoughi, S. 
(2016) 

Cognition and 
Instruction 

Participatory Design 
Research and Educational 
Justice: Studying 
Learning and Relations 
Within 
Social Change Making 

An essay providing a 
history of participatory 
design research 

Beck, L. & 
Foster, W. 
(1999) 

In Handbook of 
research on 
educational 
administration: a 
project of the 

Administration and 
Community: Considering 
Challenges, Exploring 

Discussion of different 
types of theories of 
communities 



146 
 

American 
Educational Research 
Association 

Possibilities 

Behizadeh, N., 
Thomas, C., & 
Behm Cross, S. 
(2019).  

Journal of Teacher 
Education, 

Reframing for Social 
Justice: The Influence of 
Critical Friendship 
Groups on Preservice 
Teachers’ Reflective 
Practice.  

A case study for 
preservice teachers 
using PLCs for online 
discussion board posts, 
showing the benefits of 
PLCs to help 
participants reflect on 
biases and practices. 

Darling-
Hammond, L. 
& McLaughlin, 
M.W. (1995) 

Phi Delta Kappan Policies that support 
professional development 
in an era of reform. 

A position piece on the 
importance of changing 
PD in order to reform 
teaching. 

Dewey, J. 
(1902/2001) 

University of 
Chicago Press 

The School and Society & 
The Child and Curriculum 

A seminal work on 
teaching and 
curriculum 

DuFour & 
DuFour (2006) 

National Forum of 
Education 
Administration and 
Supervision Journal 

The power of professional 
learning communities 

An overview of PLCs 
and an explanation of 
some key best practices 

DuFour et al. 
(2016) 

Solution Tree Press Learning by doing: a 
handbook for professional 
learning communities at 
work 

A book explaining the 
justifications for and 
best practices for PLCs 

Earl L. & Lee, 
L. (2000) 

Improving Schools Learning, for a change: 
school improvement as 
capacity building 

The impact of MSIJ 
grants in various 
schools as a catalyst for 
change in professional 
development and 
student outcomes. 

Edwards, F. 
(2012).  

Professional 
Development in 
Education, 38(1), 25–
47.  

Learning communities for 
curriculum change: Key 
factors in an educational 
change process in New 
Zealand.  

Study showing that 
creation of PLCs 
allows teachers to 
reflect and have the 
power to make 
collaborative decisions 
about curriculum 
reform 
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Grinage, J. 
(2014) 

Journal of 
Curriculum 
Theorizing, 30(2) 

Reterritorializing 
Locations of Home: 
Examining the 
Psychopolitical 
Dimensions of Race Talk 
in the Classroom.  

An evaluation of a 
racialized discussion in 
his classroom. 

Grinage, J. 
(2017) 

English Education, 
51 (2) 

Reopening racial wounds: 
Whiteness, melancholia, 
and affect in the English 
classroom.  

A case study of a 
White teacher and the 
impact of body 
language in a class 
discussion around race. 

de Groot-
Reuvekamp, 
M.,  Ros, A., 
van Boxtel, C. 
(2018) 

Teaching and 
Teacher Education 

A successful professional 
development program in 
history: What 
matters? 

An empirical study on 
the impact of PD on 
improving students’ 
understanding of 
historical time 

J. Bryan-
Gooden, M. 
Hester, & L. Q. 
Peoples (2019).  

New York: 
Metropolitan Center 
for Research on 
Equity and the 
Transformation of 
Schools, New York 
University. 

Culturally Responsive 
Curriculum Scorecard.  

Evaluative tool for 
ELA curriculum on 
cultural responsiveness 

Jones, K.H.  
(2021) 

Educational 
Leadership 

Building a Faculty’s 
Skills in Culturally 
Relevant Teaching 

An essay on the 
author’s school efforts 
to build faculty’s skills 
in culturally relevant 
teaching 

Keppens, K., 
Consuegra, E., 
De Maeyer, S., 
& Vanderlinde, 
R. (2021).  
 
 

Journal of 
Curriculum Studies, 
53(3), 314–332.  

Teacher beliefs, self-
efficacy and professional 
vision: disentangling their 
relationship in the context 
of inclusive teaching.  

Quantitative study 
indicated that teachers’ 
beliefs, especially in 
their constructivist 
beliefs and self-
efficacy had a 
significant impact on 
their professional 
vision on inclusive 
teaching practices.  

Louise, et. al 
(1996) 

American 
Educational Research 
Journal 33(4) 

Teachers’ Professional 
Community in 
Restructuring Schools 

Empirical study on 
PLCs and the impact of 
school culture and 
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community on PLCs 

Melrose, M. 
(1998). 

Quality in Higher 
Education, 4(1), 37-
43 

Exploring paradigms of 
curriculum evaluation and 
concepts of quality.  

Discusses different 
evaluative frameworks 
and paradigms. 

Mitchell, C. & 
Sackney 
(2000) 

Routledge Profound Improvement: 
Building Capacity for a 
Learning Community 

Book discussing the 
value of community in 
building learning 

Prawat, R.S. 
(1992) 

American Journal of 
Education 

Teachers’ Beliefs About 
Teaching and Learning: A 
Constructivist Perspective 

Teachers need to 
change their views of 
teaching and learning, 
acknowledging their 
connection to 
curriculum. 

Prenger, et al. 
(2019) 

Journal of Teacher 
Education 

The Effects of Networked 
Professional Learning 
Communities 

Study of 23 networked 
PLCs and their effects 
on teachers. 

Song, H. 
(2012).  

JourChinese 
Education & Society, 
45(4), 81–95. 

The Role of Teachers’ 
Professional Learning 
Communities in the 
Context of Curriculum 
Reform in High Schools. 

Study showing that 
creation of PLCs 
allows teachers to 
reflect and have the 
power to make 
collaborative decisions 
about curriculum 
reform 

Stoll, L., et. al 
(2006) 

Journal of 
Educational Change 
7(4) 

Professional Learning 
Communities: A Review 
of the Literature 

An overview of PLCs 

Tam, A. C. F. 
(2015).  

Teachers and 
Teaching, 21(1), 22–
43.  

The role of a professional 
learning community in 
teacher change: A 
perspective from beliefs 
and practices.  

An empirical study on 
the impact of PLCs on 
a Chinese language 
department 

Vass, G., 
Lowe, K., 
Burgess, C., 
Harrison, N., & 
Moodie, N. 
(2019).  

The Australian 
Educational 
Researcher, 46(2), 
341–361.  

The possibilities and 
practicalities of 
professional learning in 
support of Indigenous 
student experiences in 
schooling: A systematic 
review.  

A review of the impact 
of professional learning 
programs on 
indigenous student 
learning in Australia 
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Vescio, et al. 
(2008) 

Teaching and 
Teacher Education 

A review of research on 
the impact of professional 
learning communities on 
teaching practice and 
student learning 

A literature review on 
the impact of PLCs on 
teaching practices and 
student learning 

Wake, G. & 
Seleznyov, S. 
(2020) 

London Review of 
Education 

Curriculum Design 
through Lesson Study 

An evaluation of the 
use of lesson study for 
curriculum design and 
implementation 

Westheimer, J. 
(1999) 

Educational 
Administration 
Quarterly 

Communities and 
Consequences: An Inquiry 
into Ideology and Practice 
in Teachers’ Professional 
Work 

An evaluation of two 
case studies on their 
teacher professional 
communities. 

Widodo, H. P., 
& 
Allamnakhrah, 
A. (2020). 

Journal of Education 
for Teaching 

The impact of a blended 
professional learning 
community on teacher 
educators’ professional 
identity: Towards 
sustainable teacher 
professional development.  

A case study showed a 
shift in mindset of 
teachers from 
“curriculum deliverers 
to curriculum makers” 
(p. 410). 
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Appendix B: Semi-Structured Initial One-on-One Interview Protocol for Teachers 

 
(To be administered individually to a representative sample of 3 teachers in person or by video 
conference) 

 
Welcome 
Facilitator reads aloud: 
Thank you for agreeing to participate in this interview. The purpose of the interview is to explore 
how you think about and practice equity in history education. This interview will be 
approximately 20 minutes long and, with your permission, will be audio-recorded and 
transcribed for analysis. During this session, I will ask you some questions about your 
background and your beliefs and thoughts on equity and history education. Your confidentiality 
will be protected. I will not share individual or school names with anyone. In order to protect 
confidentiality, please refrain from using specific names of others such as colleagues, staff, 
faculty and/or students. The recording and transcription will be kept on a password protected 
computer and will be destroyed once the study is completed. 
 
Do you have any questions before proceeding? Do I have your permission to audio-record this 
interview? 
 
Feel free to ask me questions during the interview. Let’s begin. 
 
 
 
Please respond to the following questions about educational equity and history education. 
 

1. In what school division do you work (LS/US)? 
2. How do you identify, racially, ethnically, in terms of gender, or otherwise? 
3. Tell me your definition of equity. 
4. Tell me how you define equitable history curriculum? 

a. What key characteristics or features are in an equitable history curriculum? 
5. I will read aloud some statements. Please tell me the extent to which you agree or 

disagree with these statements and then explain each response.  
a. I believe that teachers should know and understand student populations. 
b. I know and understand student populations. 

i. What are some of the strategies that you use to understand your students? 
c. I believe that teaching should center student learning. 

i. In what ways do you center student learning in your classroom? 
d. I believe that pedagogical practices should be modified to be more responsive to  

students’ cultures. 
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i. Are there specific ways that you do this in your own practice? 
e. I will read you two statements. Tell me which statement you agree with most: 

i.  I believe that students are responsible for their success.  
ii. I believe that teachers need to give students the support they need to 

succeed. 
f. I believe that leadership in the classroom should maintain hierarchy. 
g. I believe that teachers should advocate for equity needs. 

i. If they say yes, follow up: in what ways should they advocate for equity 
needs? If no, why not? 

h. I believe that all students should be treated the same. 
i. I believe that access to education should be for everyone. 

6. To what extent do you think the history department is addressing equity, if at all? 
7. Any additional comments you’d like to make? 
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Appendix C: Participant Reflective Journal Data Collection Protocol 

 
(To be administered individually to a representative sample of 3-5 teachers in person at the end 
of each PLC session) 

 
Introduction 
Facilitator reads aloud: Thank you for a productive session.  Your perceptions, thoughts, and 
feelings about the PLC and the work we are doing are important to our progress. The written 
journal provides a space to share your experiences and insights about equity in history 
curriculum and the process by which we are engaging in the work to create a framework. Please 
spend 15 minutes or so responding to these prompts. Your reflections will help shape future 
sessions and inform the study. Your confidentiality will be protected by not sharing individual or 
school names with anyone.  In order to protect confidentiality, please refrain from using specific 
names of others such as colleagues, staff, faculty, and/or students. The journal entries will be 
kept on a password protected computer and will be destroyed once the study is completed. 
 
In writing: 
 

1. How you feel about today’s session and why?  
2. Has today’s session impacted your thinking about equity in history curriculum? If so, 

how and in what ways? If not, why? 
 
Based on the initial responses, I may insert more questions. These questions include: 
 

1. How you feel about our progress on developing an evaluative framework for our history 
curriculum. 

2. What are your thoughts on the session and how it went. 
3. How you feel about the PLC as a method for professional development. 

 
Last Session Introduction: Thank you for all your hard work during the PLC sessions. We 
reached our goal of creating an evaluative framework for history curriculum. At the end of this 
session, I would like you to reflect on the process and the finished product.  

1. What is your experience with the PLC. 
a. Potential follow-up 

2. What are your thoughts on the finished evaluative framework?  
3. Would you use the evaluative framework to reinforce or adjust your pedagogy or 

curriculum? Please elaborate. 
4. Will the ideas you learned in the PLC shape your practice? If so, in what ways? If not, 

why not? 
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Based on the responses, follow-up questions that provide more specificity might be necessary. 
Potential follow-up questions may include: 

● How do/did you feel about the process of designing an evaluative framework? 
● What your thoughts about the process of consensus-building in the PLC. 
● In your opinion, what are some strengths of the PLC? What are some challenges? 
● How do you feel about the PLC as a method for professional development compared to 

other professional development programs we have encountered in the past. 
● What are your thoughts on the ideas introduced in the session? 
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Appendix D: Researcher Notes Data Collection Protocol 

 
(To be recorded by the researcher at the end of each PLC session) 
 
After each PLC session, the researcher will take notes on the PLC on the chart below. The notes 
will consist of observations in participants’ comments and body language. The notes will target 
three separate categories: consensus building, shifts in participants’ educational equity mindsets, 
and progress on creating an evaluative framework. There may be other observations that may be 
relevant, so one extra category of “other” has been created. 
 
The researcher notes will be saved on a password-protected computer and will be securely stored 
in Box. Participants will be invited to do member checks on the researcher notes periodically, 
once halfway through the sessions and after the final individual interview. 
 
 

Category Notes 

Observations about the PLC 
and consensus building 

Session 1: 

Observations of potential 
shifts in individual’s 
educational equity mindset 

 

Observations about the PLC 
and progress on creating an 
evaluative framework 

 

Other  
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Appendix E: Semi-Structured Final One-on-One Interview Protocol for Teachers 

 
(To be administered individually to a representative sample of 3 teachers in person or by video 
conference) 

 
Welcome 
Facilitator reads aloud: 
Thank you for agreeing to participate in this interview. The purpose of the interview is to explore 
how you think about and practice equity in history education as well as your thoughts on the 
PLC. This interview will be approximately 20 minutes long and, with your permission, will be 
audio-recorded and transcribed for analysis. During this session, I will ask you some questions 
about the PLC, the process of creating an evaluative framework, as well as your beliefs and 
thoughts on equity and history education. Your confidentiality will be protected. I will not share 
individual or school names with anyone.  In order to protect confidentiality, please refrain from 
using specific names of others such as colleagues, staff, faculty and/or students. The recording 
and transcription will be kept on a password protected computer and will be destroyed once the 
study is completed. 
 
Do you have any questions before proceeding? Do I have your permission to audio-record this 
interview? 
 
Feel free to ask me questions during the interview. Let’s begin. 
 
Please respond to the following questions about the PLC, history education, and 
educational equity. 
 

1. What were your thoughts about participating in the PLC? 
a. Compared to other professional development programs in the past, how did you 

feel about PLCs as a method? 
b. What are your perceptions of PLCs as an approach to professional development? 
c. How did you feel about the PLC process of consensus building? 
d. Do you think that this approach enhanced your learning? 
e. Do you think that the PLC supported your process in thinking about equity in 

history curricula? 
2. Following your participation in the PLC, how would you define an equitable history 

curriculum? 
a. How did your participation in the PLC shape your definition, if at all? 
b. What are key characteristics or features in an equitable history curriculum? 

3.  
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4. How have you incorporated ideas and/or methods from the PLC, if at all? Or, How are 
you thinking about implementing ideas and/or methods in your classroom? 

5. Do you think the PLC process was effective in building consensus? Why or why not? 
6. I will read aloud some statements. On a scale of 1 to 5 with 1 being not at all and 5 being 

strongly agree tell me the extent to which you agree or disagree with these statements and 
then explain each response.  

a. I believe that teachers should know and understand student populations. 
b. I know and understand student populations. 

i. What are some of the strategies that you use to understand your students? 
c. I believe that teaching should center student learning. 

i. In what ways do you center student learning in your classroom? 
d. I believe that pedagogical practices should be modified to be more responsive to  

students' cultures. 
i. Are there specific ways that you do this in your own practice? 

e. I will read you two statements. Tell me which statement you agree with most 
i.  I believe that students are responsible for their success.  
ii. I believe that teachers need to give students the support they need to 

succeed. 
f. I believe that leadership in the classroom should maintain hierarchy. 
g. I believe that teachers should advocate for equity needs. 

i. If they say yes, follow up: in what ways should they advocate for equity 
needs? 

h. I believe that all students should be treated the same. 
i. I believe that access to education should be for everyone. 

7. Any additional comments you’d like to make? 
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Appendix F: Professional Learning Community Protocol 
 
Prior to the PLC, each participant will engage in a semi-structured, initial interview (see 
Appendix A). The PLC will occur in four 90-minute sessions in the week preceding all-school 
professional development days at the end of August. Each session will have a specific focus. 
While there are four sessions allotted, this protocol provides plans for three full sessions with the 
understanding that some parts may require additional time. The four sessions will contain all 
these elements, but the time provided for each component may vary depending on the needs of 
the participants. 
 
Session 1 
The first session centers on establishing norms of a PLC and establishing a group definition of 
educational equity by exploring several scholarly works that define equity and culturally 
relevant, responsive, and sustaining pedagogy.  
 
Part 1: Clarifying Purpose- 5-10 minutes 
This PLC has two purposes: one is to explore how we as history teachers think and practice 
equity in our history curricula. The second is to create an evaluative framework together for 
equity in history curricula. 
 
Part 2: Clarifying Consensus- 20 minutes 
In a PLC, what does consensus mean? 
In order to build consensus, what are the norms that we must set together? 

1. All perspectives must be actively considered, not merely heard. 
2. Even if some disagree, the “will of the group is evident” (DuFour et al., 2016, p. 32). 

 
Some PLCs adopt levels of agreement. We can choose to modify them or adopt them as is. 
(DuFour et al., 2016) 
 Level 5: I love this proposal and I will advocate for it wholeheartedly. 
 Level 4: I strongly agree with this proposal. 
 Level 3: I am okay with the proposal, and willing to agree if there is consensus. 
 Level 2: I am unsure or I have reservations about the proposal. 
 Level 1: I am opposed and would veto the proposal. 
 
Part 3: Defining Equity- 40 minutes 
In this part of the session, participants will explore and evaluate some definitions of equity and 
educational equity. Participants will read Jordan et al.’s (2010) definition of educational equity:  

equalizing opportunities and equalizing outcomes are vastly different enterprises. What is 
equitable and fair can be better understood in relationship to other things and from within 
a given context. In other words, perspectives of equity may vary among diverse groups 
and may be linked to culture. Fourth, problems in measuring and defining learning using 
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‘objective’ standards versus cultural knowledge or multiple ways of knowing complicates 
attempts to define equity…equity is not about providing the same education to all 
students regardless of race, social class, or gender. In fact, because of increasing cultural 
and linguistic diversity it is advantageous to define educational equity in terms of 
providing knowledge, skills and worldviews which would enable social mobility (p. 147-
148) 

 
Participants will engage in a discussion about the definition provided: 

● How is Jordan et al., (2010) defining equity? Educational equity? 
● To what extent do you agree or disagree with their definition? 
● Based on their definition, what would equity look like in a history classroom? 
● How would you modify this definition, if at all? Or, how would you define equity? 

 
Part 4: Participant Reflective Journals 
At the end of each session, participants will engage in a reflective journal exercise (See 
Appendix B for protocol). 
 
Preparation for Session 2: 
Participants will be asked to read and evaluate an excerpt of Ladson-Billings’ (1995) research 
that proposes features of culturally relevant pedagogy. They will be asked to think about the 
following questions: 

● How does Ladson-Billings define equity in education? 
● What are the elements of culturally relevant pedagogy? 
● What do you see as potential strengths of this method? What do you see as potential 

challenges of this method? 
● Do you already use some of the methods? If so, what methods do you use in your own 

classroom? 
 
Session 2 
The second session will explore the literature around history curricula and educational equity, 
introducing ideas such as decolonial theory as well as asking participants to share their own 
methods of creating an equitable history classroom.  
 
Part 1: Positioning the Session- 10 minutes 
The session will begin with a reiteration of the goals of the session. In addition, this time will be 
used to clarify my role in the PLC. While I will present ideas and theories, the group can choose 
to adopt or not adopt ideas and theories. This particular session will focus on equitable 
pedagogical methods and its application to history curricula. 
 
Part 2: Discussion of Culturally Relevant Pedagogy- 20 minutes 
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Participants will start with a discussion on Ladson-Billings’s (1995) work on culturally relevant 
pedagogy. The questions asked above will serve as the initial questions for our discussion.  
 
Part 3: Sharing of Pedagogical Methods- 20 minutes 
In this part of the session, participants will be asked to share their own pedagogical strategies 
that they use in the classroom to create an equitable history curriculum. 
 
Part 4: Discussion on History Curricula- 30 minutes 
Participants will be introduced to excerpts from Conrad (2022) that provide an overview of the 
issues of history education and/or Nieto (2004) that outlines the issues of multicultural education.  
 
Part 5: Participant Reflective Journals- 10 minutes 
See Appendix B. 
 
Preparation for Session 3: 
Participants will be asked to read excerpts from Zavala (2016) that introduce decolonial theory 
and provide an overview of their methodology. They will be asked to think about the following 
questions: 

● What is decolonial theory? 
● What is the reasoning behind decolonial theory? How does it relate to the critiques we 

read by Conrad (2022) and Nieto (2004)? 
● What do you see as potential strengths and weaknesses of this theory? 

 
Session 3 
The third session will focus on the creation of evaluative tools. We will first explore various 
evaluative tools designed for evaluating equitable practices for ELA curricula and science 
curricula. These tools will provide a jumping off point to create our own evaluative framework 
for history curricula.  
 
Part 1: Discussion on Decolonial Theory- 30 minutes 
Participants will start by reflecting on and discussing the reading from Zavala (2016). The 
questions asked above will serve as the initial questions for our discussion.  
 
Part 2: Discussion on History Curricula and Equity: What makes an equitable history 
curriculum?- 30 minutes 
Based on the ideas and research we have read thus far we will explore what makes an equitable 
history curriculum. The discussion will be participant-led. 
 
Part 3: Evaluation of an evaluative tool- 20 minutes 
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In this portion of the session, I will show them an equity-based evaluative tool designed by New 
York University-Steinhardt (Bryan-Gooden et al., 2019). They will think about the following 
questions: 

● What do you notice about this evaluative tool? 
● What do you like about it? What do you not like about it? 
● To what extent do you think this tool aligns with our understanding of culturally 

relevant/culturally responsive pedagogy? 
● What would our evaluative framework look like? 

 
Part 4: Participant Reflective Journal 
 
Preparation for Session 4: 
Participants will be asked to look at the practices published and promoted by Learning for 
Justice. Participants will be asked to think about the following questions: 

● What are the main tenets of their framework? 
● What do you like about it? What do you not like about it? 
● Think about our efforts to design an evaluative framework- What would you adopt? What 

would you not adopt? 
● What is missing? 

 
Session 4 
 
During the fourth session, we will finalize our evaluative framework using our consensus-
building practices. We will also reflect on our original definition of equity. In this session, the 
participants will be the main facilitators of the discussion. The participants will be asked to think 
about the following guiding questions: 

● How does our evaluative framework align with our vision of an equitable history 
curriculum? 

● To what extent does it align with our definition of equity? Do we need to modify the 
framework to fit its definition, or do we need to modify the definition to better reflect the 
framework? 

● How will this framework be rolled out to our history department? 
 
Part 2: Participant Reflective Journal 
This participant reflective journal will be their final journal. This journal will ask participants to 
reflect on the process of the PLC as well as the final product. The PLC sessions and journals will 
be followed up with a final semi-structured interview (see Appendix D). 
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