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ABSTRACT 
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Promoting culturally relevant pedagogy amongst pre-service teachers  

A systematic literature review on how pre-service teachers in teacher education programs can develop 

culturally relevant pedagogy that enables them to establish a classroom environment that suits the needs of 

all learners. 

This century is characterized by an increasing pace of globalization and migration that results in an increased 

diversity of classroom populations in Western countries. However, the teacher workforce still consists mostly 

of white females that come from different cultural backgrounds than their students, and who seem to lack the 

skills to respond to diversity in the classroom effectively. This raises the question of how the cultural mismatch 

can be overcome. The aim of this review is to explore how pre-service teachers can develop culturally relevant 

pedagogy, so they can establish a classroom environment that suits the needs of all learners.  

A systematic literature review is conducted, and 10 articles were analysed. The results show that pre-service 

teachers can develop culturally responsive pedagogy through courses that offer knowledge or a combination 

of knowledge and field-based experiences. Factors that contribute to increased culturally relevant pedagogy 

are: previous experience with diversity, connecting theory and practice, modelling, learning through a 

community of learners, and critical reflection. However, research indicates that becoming a culturally relevant 

teacher is a time consuming process. Hence, it is recommended that teacher education programs include more 

courses in the curriculum to enable pre-service teachers to develop this skill over time through taking part in 

a community of learners. In addition, as much of the current research originates from the United States, it is 

suggested future research focuses on other Western countries. 
                                                                                                                                                        Pages: 53 

 

Keywords: culturally relevant pedagogy, pre-service teachers, teacher education,  interventions, systematic 

literature review 

Postal address 

Högskolan för lärande 

och kommunikation (HLK) 

Box 1026 

551 11 JÖNKÖPING 

Street address 

Gjuterigatan 5 

Telephone 

036–101000  

Fax 

036162585 

 



Promoting culturally relevant pedagogy amongst pre-service teachers   

 
3 

 

Table of Content 

 

1. Introduction         p. 5 

1.1. Aim and research questions       p. 7 

1.2. Structure of the thesis         p. 7 

 

2. Theoretical background         p. 9 

2.1. Inclusive education for all learners      p. 9 

2.2. Teacher’s competences to facilitate education for all    p. 10 

2.3 Culturally relevant pedagogy       p. 10 

2.4. Pre-service teacher-training programs       p. 12 

 

3. Method          p. 14 

3.1. Design          p. 14 

3.2. Inclusion and exclusion criteria       p. 14 

3.3. Search procedure          p. 15 

3.4. Screening and selection process       p. 16 

3.4.1. Title and abstract screening      p. 17  

3.4.2. Full text screening       p. 17 

3.4.3. Peer review        p. 17 

3.5. Quality appraisal and data extraction      p. 18 

3.5.1. Quality assessment tool and bias     p. 19 

3.5.2. Data Extraction        p. 20 

 

4. Results          p. 21 

4.1. Description of the included articles      p. 21 

4.2. Overview of the different interventions       p. 22 

4.3. Focus of the interventions for developing culturally relevant pedagogy  p. 23 

4.4. Outcomes of the interventions on pre-service teachers’     p. 24 

culturally relevant pedagogy   

4.5. Factors contributing to the development of culturally relevant pedagogy p. 25 

     

 

 



Promoting culturally relevant pedagogy amongst pre-service teachers   

 
4 

 

5. Discussion          p. 28 

5.1. Reflection on the research findings      p. 28  

5.2. Limitations of the study        p. 31 

5.3. Recommendations for further research      p. 32 

5.4. Implications for the practice       p. 33 

 

6. Conclusion          p. 34 

6.1. Interventions to help pre-service teachers develop     p. 34 

culturally relevant pedagogy 

6.2. Interventions that promote the development of      p. 34 

culturally relevant pedagogy 

6.3. Factors that contribute to the development of      p. 34 

culturally relevant pedagogy 

6.4. How can pre-service teachers develop culturally relevant pedagogy?   p. 35 

 

References          p. 36  

 

Appendices      

Appendix A: Overview of databases, used search strings and    p. 44 

number of found articles 

Appendix B: Adapted Quality Assessment Tool for Quantitative Studies      p. 45 

Appendix C: Adapted Quality Assessment Tool for Qualitative Studies   p. 46 

Appendix D: Adapted Quality Assessment Tool for Mixed Methods   p. 47 

Appendix E: Justification for the Results of the Quality Assessment  p. 48 

Appendix F: Summarized Description of Included Studies   p. 51 

 

 

 

 

 

 



Promoting culturally relevant pedagogy amongst pre-service teachers   

 
5 

 

1. Introduction 

An increasing pace of globalization characterized the end of the twentieth century (Samovar, 

Porter, & McDaniel, 2007). The end of World War II was characterized by increased migration 

of large groups of people and resulted in more diversity between individuals in Western society 

(Murden, 2001). According to Bourgonje (2010) the number of immigrants coming to high-

income economy countries has tripled since the 1960s. In addition, from the beginning of this 

decennium there is once again much global conflict. Since the Arabic Spring in 2010 and the 

ongoing war in Syria, there has been an influx of refugees from the Middle East coming to 

Europe. According to the United Nations Human Right Council (2016) more than one million 

refugees arrived in Europe in 2015, and more than 50% of these refugees are children 

(Anderson, Hamilton, Moore, Loewen, & Frater-Mathieson, 2014).  

Due to the increased diversity in the total population it is assumed there is also a similar 

increase in diversity in classroom composition of schools. Diversity is defined here as the 

extent to which individuals differ on one or more characteristics, such as ethnic, cultural or 

religious background (Denessen, Driessen, & Bakker, 2011). Hamilton (2004) argues the 

change in classroom composition does a great appeal on not only children with another 

background but also on teachers and peers, because everyone involved needs to adjust their 

behaviour. Moreover, Pransky and Baily (2002) state the importance of teachers adjusting their 

pedagogy to individual needs of children, through focussing on social and cultural aspects. 

However, this raises the question of how teachers can cater to the needs of all children. Multiple 

authors found that children from ethnic minorities are still academically underachieving in 

education and are overrepresented in special education. 

Conclusions from the OECD (2006) report for example show that children from minority 

backgrounds structurally underachieve on math tests when compared to autochthonous peers. 

These differences were partly explained by language deficits and due to the fact that these 

children often attend schools that teach children from low socio-economic backgrounds. 

Moreover, findings from research mostly conducted in the United States shows children from 

ethnic minority backgrounds, such as African-American, are often overrepresented in schools 

for special education and, on average, show lower academic performances when compared to 

their White-American peers (Codrington & Fairchild, 2012). Research conducted by Smeets, 

Driessen, Elfering, and Hovius (2009) in the Netherlands shows that the number of children of 

minority groups in schools for special education still increases. These situations might result 

in disadvantages for these children in later life. Scheffer (2000), for example, argues that 

children from ethnic minorities often show social and cognitive disadvantages as compared to 
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peers from the majority groups, which results in them having unschooled or low-wage jobs 

later in life. There are authors who argue this academic underachievement is the result of a 

cultural mismatch (e.g. Banks, 2004; Codrington & Fairchild, 2012; Sleeter, 2001).  

These researchers define the cultural mismatch as a gap between the home-community and 

school culture. According to Brown-Jeffy and Cooper (2011) there is a difference between 

these two contexts with regard to patterns and styles of verbal and nonverbal communication, 

which go beyond only speaking and writing. There seem to be many factors contributing to 

maintaining this problem. First, most teachers in the United States and Canada are white 

females of Christian, European backgrounds, while the classroom population of North America 

is much more diverse (Ladson-Billings, 1995; MacPherson, 2010). The same trend can be seen 

in many European countries. Statistics for the European Union (EU, 2015) showed 70% of all 

teachers in pre-primary to tertiary education are women. Teachers bring their own set of 

cultural norms and values into the classroom, whereas children from diverse backgrounds have 

a different set of cultural norms and values. When teachers do not integrate cultural nuances 

into their teaching, children from cultural minorities might academically underachieve (Brown-

Jeffy & Cooper, 2011; Codrington & Fairchild, 2012). Second, Sleeter (2001) argues that some 

teachers have naïve perceptions of children from minority backgrounds and hold stereotypic 

beliefs towards them. Additionally, these teachers tend to be unaware of biases they have 

towards minority group children. Lastly, research shows that it can be difficult to change the 

behaviour of in-service teachers, even with intensive training (McAllister & Irvine, 2000).  

Given the fact that many in-service teachers currently lack abilities to overcome the cultural 

mismatch, it is of great importance to prepare pre-service teachers for their task to create a 

match between children’s home- and school-culture. Brown-Jeffy and Cooper (2011) argue 

that teachers who possess culturally relevant pedagogy can help overcome the problem. They 

state “teachers need to be non-judgmental and inclusive of the cultural backgrounds of their 

students in order to be effective facilitators of learning in the classroom” (p.66).  

Sleeter (2011) addresses a gap in the literature with regard to this topic: “Research on the 

preparation of teachers for culturally responsive pedagogy is (…) thin, and consists of case 

studies” (p.17). The current study is a first step to overcome the gap and provide teachers with 

systematically collected data about factors that could promote the development of culturally 

relevant pedagogy. Another reason to conduct this systematic literature review is to support the 

argument that teachers should develop culturally relevant skills, to facilitate to the needs of all 

children. Wiggan and Watson (2016) state the cultural mismatch negatively impacts minority 
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group students’ academic achievement, and emphasize the importance for teachers to become 

culturally responsive in order to meet students’ needs.  

In brief, teachers should aim to cater the needs of all children. However, research findings 

indicate the educational system in the Western society does not serve the needs of all children, 

and in particular underserves children from ethnic minorities. While classrooms in mainstream 

schools are becoming more diverse over time, the teacher population does not reflect the great 

diversity of the classroom composition. Moreover, some teachers seem to hold implicit 

prejudices towards children from minority backgrounds that seem to be hard to alter. Hence, it 

is important to examine how pre-service teachers can improve their culturally relevant 

pedagogy to facilitate equal treatment and opportunities in education for all learners.  

  

1.1. Aim and research questions 

The aim of this research is to explore how pre-service teachers can develop culturally relevant 

pedagogy, so they can theoretically establish a classroom environment that better suits the 

needs of all their students. To fulfil this aim, the following research question is formulated: 

 

1. How can pre-service teachers develop their culturally relevant pedagogy to establish a 

classroom environment that suits the needs of all learners? 

 

In order to answer the main questions, three sub-questions are formulated: 

1.1. Which interventions for pre-service teachers to develop culturally relevant pedagogy 

are discussed in the literature? 

1.2. Which of the discussed interventions that promote culturally relevant pedagogy in pre-

service teachers were considered effective? 

1.3. Which factors seemed to contribute to developing culturally relevant pedagogy in pre-

service teachers? 

 

1.2. Structure of the thesis 

This thesis is structured as follows: the second section presents the theoretical framework, 

where the main concepts of this thesis are explained using relevant literature. The third section 

addresses the method, where the steps that were conducted in this systematic literature review 

are described. The results will be presented in the fourth section. The fifth section critically 

discusses the current findings, using relevant literature. Moreover, limitations of the study and 

its methodology will be reviewed, suggestions for future research, and practical 
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implementations will be given. The final section will provide an answer to the sub-questions 

as well as the main research question.  
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2. Theoretical background 

To get a clear understanding of the discourse of this thesis, this section defines the central 

concepts. The first paragraph provides a definition of inclusive education with specific 

recognition for students who come from diverse backgrounds. The second paragraph focusses 

on teacher competences that are relevant to facilitate multicultural education effectively. In the 

third paragraph culturally relevant pedagogy is addressed. The final paragraph discusses how 

pre-service teacher training programs can promote the development of this set of skills.  

 

2.1. Inclusive education for all learners 

With great contribution to the United Nation Convention on the Rights of the Child (United 

Nations General Assembly, 1989) inclusive education is currently the trend in most countries 

worldwide. Between the 1980’s and the beginning of the 21st century, the aim of inclusive 

education was to benefit students with behavioural, physical or cognitive disabilities (Florian, 

2008; Tjernberg & Mattson, 2014). However, in many OECD countries students from minority 

groups seemed to be removed from general classrooms, which resulted in over-representation 

of these groups of children in special education (Codrington & Fairchild, 2012; Waitoller & 

Artiles, 2013). As a result, the definition of inclusive education further broadened to a wider 

equity agenda in an attempt to include all students in mainstream schools (Waitoller & Artiles, 

2013). The guiding principle in the Salamanca Statement (UNESCO, 1994) is that all children, 

regardless of physical, intellectual, social, emotional, linguistic or other conditions should be 

included. It is also specifically addressed that children from linguistic, ethnic or cultural 

minorities and other children from other disadvantaged groups should be included.  

This is of great importance because today’s classrooms will generally be culturally diverse 

and consist of students with identities that differ from their teachers’ (Brown-Jeffy & Cooper, 

2011). According to Polat and Barka (2012) an educational approach that aims to take these 

individual differences into consideration is called ‘multicultural education’ or ‘intercultural 

education’. Banks (2009) defines multicultural education as a reflection of educational policies 

that cater to different expectations of the society and related school activities in education. 

Multicultural education is expected to decrease prejudice and power conflicts in societies with 

regard to ethnic, racial, language, religious and gender differences. Furthermore, Ladson-

Billings (1995) describes that teachers should create a “fit” between the home and school 

culture of ethnic minority children. This could also contribute to overcoming the cultural 

mismatch described earlier (Brown-Jeffy & Cooper, 2011). Hence, it can be argued that 

multicultural education is one way to facilitate effective education for all.  
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Brown-Jeffy and Cooper (2011) as well as Wiggan and Watson (2016) state that many 

teachers still lack the knowledge, attitudes, and skills to facilitate multicultural education. 

Therefore, the following paragraphs focus on the skills teachers need to master in order to 

facilitate education for all. 

 

2.2. Teacher’s competences to facilitate education for all 

Competences are the integration of knowledge, skills and attitudes that professionals need to 

be able to carry out their job (Eraut, 1994). More specifically, teacher competences are the 

integration of their behaviour, knowledge, insights, attitudes, personal characteristics and 

qualities (Schram, van der Meer, & van Os, 2012). Diller and Moule (2005) define cultural 

competence as teachers that are “mastering complex awareness and sensitivity, various bodies 

of knowledge, and a set of skills that taken together underlie effective cross cultural teaching” 

(p. 5). Research indicates that teachers need different or better-developed competences to be 

able to teach children from diverse backgrounds effectively.  

Leeman (2006) for example states that good teachers have knowledge about different 

cultural perspectives on the world, are aware of the cultural and moral dimensions of teaching, 

are able to notice and take responsibility for their own role regarding cultural diversity, and 

integrate these skills in their classroom activities. Research conducted by Severiens, Wolf and 

Van Herpen (2013) showed teachers should take students’ cultural identity into account, have 

specific knowledge on how to stimulate language development in culturally diverse classrooms 

and how to apply didactic strategies that meet the needs of their students. Furthermore, teachers 

should hold high expectations and reduce their own stereotypes towards children from minority 

backgrounds. One construct in the literature that specifically addresses how teachers can 

develop these cultural competences is culturally relevant pedagogy.  

 

2.3. Culturally relevant pedagogy  

Culture is a multidimensional, broad and complex concept to define. Brown-Jeffy and Cooper 

(2011) describe it as the ways in which people perceive, believe, relate to, and evaluate the 

world around them. According to Hofstede (2002) culture can be considered from a civil 

perspective, including such things as art or literature. To this, they add the point of view that it 

also includes the way people act in society. This perspective leaves room for the multitude of 

aspects that contribute to one’s culture. As one’s culture can thus be made up of various 

constructs, one may add various concepts to this list such as language, knowledge, experience, 

beliefs, values, attitudes, and religion through individual and group striving (Samovar & Porter, 
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2003). Gay (2013) defines it as one’s values, attitudes and beliefs; customs and traditions; 

heritages and contributions; and experiences and perspectives. Culture is believed to define a 

group of people; it binds them to one another and gives them a sense of shared identity (Rogers 

& Steinfatt, 1999). Cultural differences even influence the way people interpret events and 

their coping strategies (Anderson et al., 2004). 

According to Ladson-Billings (1995) culturally relevant pedagogy is a theoretical model 

that promotes student achievement and helps students accept and affirm their cultural identity 

while developing critical perspectives that challenge inequality that schools preserve. The aim 

of culturally responsive education is “to foster a way of thinking and being, that values human 

rights, diversity and equity, and ultimately facilitates successful learning for all learners of the 

school community” (Johnson, 2003, p. 18). According to Gay (2013) it “is a technique for 

improving the performance of underachieving ethnically and racially diverse students” (p. 67). 

Other concepts in literature that are often used interchangeably for culturally relevant pedagogy 

are cross-cultural competence (McAllister & Irvine, 2000); culturally responsive teaching 

(Gay, 2010; Wiggan & Watson, 2016); multiculturalism (Banks, 2004); and pluralism 

(Johnson, 2003). 

Characteristics of culturally responsive pedagogy for teachers are that they hold high 

expectations towards student achievement, assist students in forming a positive cultural 

identity, and have critical consciousness (Ladson-Billings, 1995). According to McAllister and 

Irvine (2000) culturally relevant teachers recognize and understand their own worldviews, 

confront their own biases, learn about their students’ cultures, and perceive the world through 

diverse cultural lenses. Gay (2002) suggests that teachers can use students’ cultural 

characteristics, experiences, and perspectives in order to teach them more effectively. Wiggan 

and Watson (2016) argue that teachers should provide students with high quality instruction. 

These authors also argue that when teachers and students share a common culture, there is 

mutual understanding that contributes to academic achievement. Thus, it seems important that 

teachers consider student’s cultural background. Brown-Jeffy and Cooper (2011) further argue 

that teachers not only need to be inclusive of cultural backgrounds of their students, but also 

need to have non-judgmental attitudes towards their students.  

In 1995, Ladson-Billings argued teachers should be better prepared for culturally different 

classrooms. A decade later, Wiggan and Watson (2016) discuss that the lack of culturally 

responsive teachers is still a major problem in both private and public schools. Howard (2010) 

suggests initial teacher training programs should pay more attention to culturally relevant 

pedagogy in order to overcome this problem.  
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2.4. Pre-service teacher-training programs  

Teacher education programs worldwide often consist of a three- to five-year bachelor program, 

which generally consists of both theoretical learning and practical teaching experiences (Forlin, 

2010). Many teacher preparation programs offer courses on multicultural education, teaching 

urban children, teaching English language learners or a variation of these (OECD, 2010; 

Sleeter, 2001). According to Severiens et al. (2013) pre-service teacher training should raise 

teachers’ intercultural awareness and help them develop intercultural skills. Successful teacher 

preparation programs can help teachers become agents of change and commit them to promote 

educational equity, justice, and excellence for students of colour (Gay, 2010). Gay and 

Kirkland (2003) describe ways to achieve this outcome, such as stimulating critical self-

reflection, keeping teachers accountable for student achievement, and let teachers “think (…) 

deeply and analytically” (p. 181). Ladson-Billings (2000) argues that courses where pre-service 

teacher’s write autobiographies, participate in field-experiences, experience situated 

pedagogies, or observe in expert classrooms can contribute to prepare them for diverse 

classrooms. 

Sleeter (2001) however argues that most of the offered courses are stand-alone, and do not 

structurally provide teachers with knowledge, attitudes, and beliefs with regard to multicultural 

education. In addition, Lenski, Crumpler, Stallwoth, and Crawford (2005) argue courses in 

multicultural education do not seem to have much impact on instructional practices of pre-

service teachers as they enter schools and classrooms after they graduate and start teaching 

themselves. Few empirical studies of teachers’ practice found evidence of teacher candidates’ 

success with culturally relevant approaches (Morrison, Robbins, & Rose, 2008). One limitation 

of short-term interventions is that it might initially affect the behaviour of pre-service teachers, 

but little remains to be known about long-term effects (Leh, Grau, & Guiseppe, 2015). 

McAllister and Irvine (2000) suggest two reasons for the lack of transfer from initial teacher 

training programs to the daily classroom teaching. First, they argue that teachers enrolled in 

multicultural courses are often resistant to learn about how multicultural education can be 

implemented in the classroom, or unwilling to change their attitudes towards students from 

diverse backgrounds. Research conducted by Gay and Howard (2000) supports this argument. 

Second, most programs arrange courses in a topical or chronological order that may not support 

the development of culturally relevant pedagogy (McAllister & Irvine, 2000).  

According to Gay (2013) becoming culturally responsive is a process that involves learning 

over time. Findings from Castagno and Brayboy (2008) support this argument. These authors 

state that, in order to possess culturally relevant pedagogy, teachers need to go through a 
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learning process that requires both flexibility and adaptability of the teacher on the students 

and contexts in which they are working. Therefore, process-oriented models are a suggestion 

to help change teachers’ cultural competences over time. According to McAllister and Irvine 

(2000) these models offer students to learn culturally relevant skills over a longer time-span 

than one course. In addition, these models offer opportunities to experience diversity indirectly 

through reading books, watching videos, or to directly by interacting with people from other 

cultures.  
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3. Method 

In this section, the method applied in this thesis is described. The first paragraph describes the 

design of this research, followed by an overview of the inclusion and exclusion criteria that 

were used. The third paragraph portrays the procedure of the data collection and data-analysis. 

The fourth paragraph addresses the selection and screening process as well as the steps 

followed with regard to a peer-review. The final paragraph explains how the quality assessment 

and data-extraction were conducted.  

 

3.1. Design 

In this study, a systematic literature review was conducted. According to Jesson, Matheson, 

and Lacey (2011) a systematic literature review provides a systematic, transparent means for 

gathering, synthesising, assessing, and summarising findings of studies on a particular topic or 

question. The aim of a systematic literature review is to collect all evidence with regard to one 

topic, even evidence that is contrary to the researcher’s own point of view (Torgerson & 

Torgerson, 2003). After collecting articles that met the criteria, data-extraction and quality 

assessment were conducted (Petticrew & Roberts, 2008).  

 

3.2. Inclusion and exclusion criteria  

This research focused on interventions promoting culturally relevant pedagogy for pre-service 

teachers that enable them to establish a classroom environment that suits the needs of all 

learners. Based on the formulated research aim and questions, as well as related literature, 

inclusion and exclusion criteria were formulated. An elaborate overview of the used inclusion 

and exclusion criteria can be found in Table 3.1.  

The search strings and combinations of keywords included the following words, or 

synonyms of these words: pre-service teachers, teacher education programs and culturally 

relevant pedagogy. Sleeter (2011) addressed the absence of systematic literature reviews with 

regard to culturally relevant pedagogy. Hence, the decision to only use the term ‘culturally 

relevant pedagogy’ was made. Furthermore, the focus of this review is on how pre-service 

teachers that train to become teachers in regular schools can develop culturally relevant 

pedagogy. Therefore, research focused on in-service teachers, teachers in schools for special 

education, teacher trainers, and student perspectives were excluded.  

To ensure a certain level of quality of the reviewed articles, only peer-reviewed articles 

published in English were included. Articles without a peer-review, written in languages other 

than English, and grey literature were excluded. For two reasons, the time-span for the search 
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was set for articles published between January 2010 and March 2017. First, the influx of 

refugees coming to Europe starting 2010 might have resulted in more diverse classrooms, and 

more research into culturally relevant pedagogy. Second, since Sleeter (2011) mentioned the 

lack of systematically reviewed literature with regard culturally relevant pedagogy, this review 

took 2010 as a starting point. Since this thesis wanted to focus on Western countries, studies 

conducted in Organization for Economic Co-operation and Development (OECD) countries 

were included to increase the generalizability of findings (Churchill, 1986).  

 

Table 3.1 

Overview of used Inclusion and Exclusion Criteria 

Inclusion criteria Exclusion criteria 

Population  

- Pre-service teachers for all forms of general, 

mainstream, primary to tertiary education  

 

- In-service teachers, teacher educators, SEN-

teachers, specific subject- teachers 

 

Focus  

- Pre-service teacher education 

- Culturally Relevant Pedagogy  

- General teacher training 

- OECD countries 

- Design focused on measuring development of 

Culturally Relevant Pedagogy over time (pre-test 

post-test, repeated measures, evaluative, 

exploratory design)  

 

- In-service teacher training, curriculum reforms, 

teacher educator training,  

- Culturally relevant pedagogy for other groups of 

people (e.g. LGBTQ; religion) 

- Special education, special subject teacher training 

(e.g. mathematics or language development) 

- Not OECD-countries 

- Design focused on only measuring outcomes  

 

Publication type and Design  

- Articles published in peer-reviewed journals  

- Quantitative, qualitative or mixed method 

researches 

- Social sciences 

- Published in English between January 2010 and 

March 2017 

- Full-text available 

- Grey literature (e.g. theses, books, dissertations); 

analytic, argumentative, review, or opinion papers; 

validating questionnaires related to culturally 

relevant pedagogy;  

- Not social sciences 

- Not published in English or before 2010 

- Abstract only, duplicates 

Note. SEN = special educational needs; LGBTQ = lesbian, gay, bisexual, transgender, queer. 

 

3.3. Search procedure 

Exploratory searches began in January 2017 and continued until February 28, 2017. The 

purpose of these exploratory searches was to refine the final search words. The searches were 

carried out on four databases: ERIC, PsycINFO, Scopus and ScienceDirect. These databases 

included articles that are related to education, humanities, social sciences, and psychology. To 

search ERIC and PsycINFO thesaurus search-terms were used, whereas free-searches were 

conducted in Scopus and ScienceDirect. The final search was conducted on March 1, 2017, 
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and 647 articles were found. An overview of the exact used search words can be found in Table 

3.2, whereas the exact used search strings can be found in Appendix A.  

 

Table 3.2 

Overview of Databases and used Search Words  

Database Search words 

 Pre-service teacher education Culturally Relevant Pedagogy 

ERIC 

- Student teachers 

- Teacher education 

- Teacher centers 

- Preservice teachers 

- Schools of education 

- Education courses 

- Student teaching 

- Teacher education programs 

- Teacher education curriculum 

- Preservice teacher education 

 

- Culturally Relevant Education 

PsycINFO 

- Student teachers 

- Teacher education 

- Preservice teachers 

- Teacher education 

- Educational programs 

- Student teaching 

 

- Cultural sensitivity 

 

Scopus 

- Preservice teacher education 

- Preservice teachers 

- Teacher education 

 

- Culturally responsive 

pedagogy 

ScienceDirect 

- Preservice teacher education 

- Preservice teachers 

- Teacher education 

- Culturally responsive 

pedagogy 

 

3.4. Screening and selection process 

After all articles were collected from the databases, they were imported into Covidence 

(Mavergames, 2013) for the screening process. Covidence is a web-based software designed 

to support an efficient way of conducting a literature review. When articles were imported into 

the software duplicates were automatically filtered out and excluded. Furthermore, the software 

offered an option to manage inclusion and exclusion criteria for title and abstract as well as full 

text review. These criteria were visible during both title and abstract screening, as well as full 

text review. In addition, the reviewer could enter key words for inclusion and exclusion that 

were highlighted in green and red during the screening of title and abstracts, to visually support 

the reviewer and help identify relevant articles even quicker.  
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At the level of title and abstract screening, the software made it possible to sort articles by 

choosing ‘no’ for exclusion, ‘maybe’ for partly meeting inclusion criteria, or ‘yes’ meeting all 

inclusion criteria. During full-text screening articles could either be included or excluded. In 

addition, reasons for exclusion could be given by the reviewer. Finally, both quality assessment 

and data extraction could be conducted at the extraction stage.  

 

3.4.1. Title and abstract screening 

After importing all 647 articles into Covidence, duplicates (n=34) were removed 

automatically. A total of 613 articles were left and screened on title and abstract level using the 

inclusion and exclusion criteria. Abstracts not shown in Covidence were searched for and read 

elsewhere. Articles with titles or abstract that did not meet the inclusion criteria were labelled 

‘no’, whereas articles whose title and abstract completely met the inclusion criteria were 

labelled ‘yes’. Articles with titles or abstract that provided insufficient or unclear information 

about the content of the article were labelled ‘maybe’, to ensure no relevant articles were 

missed.  

The analysis resulted in the exclusion of 503 articles for various reasons, such as having 

another setting than OECD countries, addressing the wrong population, having a wrong study 

design, focussing on other topics than culturally relevant pedagogy, or not focusing on 

interventions.  

 

3.4.2. Full text screening 

A total of 110 articles were analysed on full-text level, which resulted in the exclusion of 

another 100 articles. Reasons for exclusion were because the study had a wrong design (n=28); 

did not take place in OECD-countries (n=5); had the wrong focus (n=42); focused on the 

wrong population (n=22); or no full-text could be found (n=3). The process is visualized in a 

flow-chart (Figure 3.1). A total of 10 articles (Akiba, 2011; Bales & Saffold, 2011; Durden & 

Truscott, 2013; Endo, 2015; Fehr, 2010; Frederick, Cave, & Perencevich, 2010; Groulx & 

Silva, 2010; Gunn & King, 2015; Peters, Margolin, Fragnoli, & Bloom, 2016; Prince-Dennis 

& Souto-Manning, 2011) met all the inclusion criteria and were therefore assessed for quality, 

followed by data extraction.  

 

3.4.3. Peer-review 

In order to improve reliability of the current study, the inclusion and exclusion criteria and a 

sample of two purposefully (included by the researcher) and five randomly (excluded by the 
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researcher) selected articles were sent to another researcher for full-text peer-review. The 

second reviewer initially included four of the seven articles. After a discussion two of these 

articles were finally excluded, because they focused on preparing teachers for special education 

and teaching mathematics. Hence, a 100% agreement between both authors was achieved.  

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 3.1. Flow chart of the search process. 

 

3.5. Quality appraisal and data extraction 

To determine the level of bias of the retrieved articles and to decide whether or not an article 

could be used for data extraction a quality assessment was performed. The included studies 

had quantitative, qualitative and mixed-method designs. To ensure a systematic way of 

appraising the literature and extracting data from these articles, the quality assessment 

consisted of two steps. First, data was extracted from the articles into critical review tools that 

matched the study design. Second, the data in the critical review tools were assessed for quality. 

Again, it was assured that the tools used suited the study design. The following two paragraphs 

describe this process more thoroughly.  
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3.5.1. Quality assessment tool and bias 

To extract data for the quality assessment out of the quantitative studies, the Critical Review 

Form – Quantitative studies (Law et al., 1998) was used. For the quality assessment, questions 

from both the Critical Appraisal Skills Programme for Cohort Study Checklist (CASP, 2017a) 

as well as the Evaluation Tool for Quantitative Research Studies (Long, Godfrey, Randall, 

Brettle, & Grant, 2002) were used and merged into an adapted quantitative quality assessment 

tool (see Appendix B). The tool consisted of 22 questions that could be answered and scored 

‘yes’ (2 points), ‘insufficient’ (1 point) or ‘no’ (0 points). Studies were considered low quality 

when they received less than 60% of the total possible points, medium quality when they 

received 60 to 80% of the total possible points, and high quality when they received more than 

80% of the total possible points. Thus, any studies that were rated with a score falling into a 0 

to 26-point range were considered low quality. Studies that fell into a 27 to 35-point range were 

considered medium quality, and studies with more than 35 points were considered high quality. 

Data from qualitative studies was extracted using the Critical Review Form – Qualitative 

studies (Letts et al., 2007). After extracting all the information from the articles, quality was 

scored using questions from the Critical Appraisal Skills Programme for Case Control 

Checklist (CASP, 2017b), and the Evaluation Tool for Qualitative Research Studies (Long et 

al., 2002). These questions were merged into an adapted quality qualitative assessment tool 

(see Appendix C). The tool consisted of 19 questions that could be answered and ‘yes’ (2 

points), ‘insufficient’ (1 point) or ‘no’ (0 points). Studies were considered low quality when 

they received less than 60% of the total possible points, medium quality when they received 

60 to 80% of the total possible points, and high quality when they received more than 80% of 

the total possible points. As a result, any studies that were rated with a score falling into a 0 to 

22-point range were considered low quality. Studies that fell into a 23 to 30-point range were 

considered medium quality, and studies with more than 30 points were considered high quality. 

Finally, for mixed-method articles the quantitative aspects were extracted using the tool of 

Law et al. (1998), whereas the qualitative parts were extracted using the tool of Letts et al. 

(2007). After the extraction, the Mixed Methods Appraisal Tool (Pluye, Gagnon, Griffiths, & 

Johnson-Lafleur, 2009) was modified and used to score the overall quality of the two included 

mixed methods articles (see Appendix D). The used components embodied 15 questions that 

could be answered and scored ‘yes’ (2 points), ‘insufficient’ (1 point) or ‘no’ (0 points). Studies 

were considered low quality when they received less than 60% of the total possible points, 

medium quality when they received 60 to 80% of the total possible points, and high quality 

when they received more than 80% of the total possible points. Studies that were rated with a 
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score falling into a 0 to 18-point range were considered low quality. Studies that fell into a 19 

to 24-point range were considered medium quality, and studies with more than 24 points were 

considered high quality. 

For every included article, Table 3.3 provides an overview of the study design, used quality 

assessment tool, and the appraised quality. Justification for the results of the quality assessment 

can be found in Appendix E. 

 

Table 3.3 

Used Quality Assessment Tools and Appraised Quality of Included Studies 

First author and year  Study design Assessment tool Quality 

Akiba, 2011 Pre-post survey  Quantitative  High 

Bales et al., 2011 Ethnographic case-study Qualitative Medium 

Durden et al., 2013 Ethnographic case-study  Qualitative High 

Endo, 2015 Ethnographic case-study Qualitative Medium 

Fehr, 2010 Grounded theory and narrative inquiry Qualitative Low 

Frederick et al., 2010 Ethnographic case-study Qualitative Low 

Groulx et al., 2010 Pre-post survey Quantitative Low 

Gunn et al., 2015 Mixed-methods  MMAT Low 

Peters et al., 2016 Mixed-methods MMAT Medium 

Price-Dennis et al., 2011 Ethnographic case-study Qualitative Medium 

 

3.5.2. Data Extraction 

After the quality assessment took place, final data extraction was conducted. As described in 

the previous paragraph, data was initially extracted using tools for qualitative (Letts et al., 

2007), quantitative (Law et al., 1998), and mixed-method (Law et al., 1998; Letts et al., 2007) 

designs. Based on the used appraisal tools an all-purpose extraction protocol in Excel was 

designed. The protocol included background information about the included articles, the 

rational, aim and research questions. With regard to the method, the implemented interventions 

were described, as well as relevant information about the participants, such as gender, age, and 

ethnic background. Furthermore, the study design, instruments to obtain data, and the 

independent and dependent variables were transcribed. The described results were outcomes 

of interventions. Additionally, factors that influenced the outcome were noted. From the 

discussion section, implications of the findings, recommendations for further research, and 

limitations of the study were transcribed. The author retains the protocol; it is available upon 

request.  
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4. Results 

A total of 647 articles were found in the databases ERIC, Scopus, PsycINFO and 

ScienceDirect. After title and abstract as well as full-text screening, a total of 637 articles were 

excluded because they did not meet the inclusion criteria. The results that are presented in this 

section are based on data extraction and analysis of 10 articles (Akiba, 2011; Bales & Saffold, 

2011; Durden & Truscott, 2013; Endo, 2015; Fehr, 2010; Frederick et al., 2010; Groulx & 

Silva, 2010; Gunn & King, 2015; Peters et al., & Bloom, 2016; Prince-Dennis & Souto-

Manning, 2011). The studies were published between 2010 and 2017 in journals that focused 

on multicultural education, urban education, or teacher development.  

Two articles were quantitative studies (Akiba, 2011; Groulx & Silva, 2010), whereas six of 

them had a qualitative design (Bales & Saffold, 2011; Durden & Truscott, 2013; Endo, 2015; 

Fehr, 2010; Frederick et al., 2010; Price-Dennis & Souto-Manning, 2011). Lastly, two studies 

(Gunn & King, 2015; Peters, et al., 2016) were mixed-methods designs where both qualitative 

and quantitative data were collected.  

Quality assessment showed that four articles (Fehr, 2010; Frederick et al., 2010; Groulx & 

Silva, 2010; Gunn & King, 2015) were of low quality, whereas another four articles (Bales & 

Saffold, 2011; Endo, 2015; Peters et al., 2016; Price-Dennis & Souto-Manning, 2011) were 

considered being of medium quality. Lastly, two articles (Akiba, 2011; Durden & Truscott, 

2013) were found to be high quality. Since the number of articles meeting the inclusion criteria 

was limited, all articles were used for data-extraction, tabulation and synthesis. Therefore, it 

should be mentioned that findings from the studies with medium and low quality should be 

carefully taken into consideration.  

In the following paragraphs the results will be presented. First, some background 

information about the included articles is presented. Second, the interventions as defined in the 

included articles are described. Third, the focuses of the interventions in order to improve 

culturally relevant pedagogy are discussed. This if followed by a paragraph where outcomes 

of the interventions are described. The section concludes with an overview of factors that 

contributed to the development of culturally relevant pedagogy in pre-service teachers.  

 

4.1. Description of the included articles 

The setting for all included studies were universities and schools in the United States. In seven 

articles, the researchers were also the teachers of the courses described in the articles. One 

article (Groulx & Silva, 2010) did not provide information about the relationship between the 

researcher and the participants. Two articles (Akiba, 2010; Peters et al., 2016) described that 
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the data was collected by independent people who had no further connection to the research or 

the participants. The total number of participants in the studies varied from one to 243. In all 

articles, the majority of the participants were women. Furthermore, in eight articles the majority 

of the participants considered themselves as coming from White-European or Caucasian 

backgrounds.  In addition, Peters et al. (2016) purposefully focused only on White pre-service 

teachers. On the contrary, in one article the sample consisted of 20 participants, where 11 of 

them were minority group students, and out of those students seven of them had an immigrant 

or refugee background (Endo, 2015). Furthermore, in the case-study of Durden and Truscott 

(2013) the three participants described their ethnicity as being African-American, Black, and 

White-European. Merely six articles provided information about the age of the participants, 

where most of them were young adults aged 19 to 23. Only two articles provided a description 

of ethical procedures that were followed during the course of the research (Endo, 2015; Peters 

et al., 2016).  

 

4.2. Overview of the different interventions  

The 10 studies included in this literature review all consisted of courses implemented in teacher 

education programs as interventions that aimed to improve pre-service teachers’ culturally 

relevant pedagogy. All interventions were implemented at universities in the United States that 

were located in urban areas with a great diversity in the population. Two studies conducted 

research on courses that only offered knowledge to pre-service teachers to promote the 

development of cultural responsive pedagogy. One study (Bales & Saffold, 2011) designed a 

pedagogy-lab where pre-service teachers could respond to cases in order to promote the 

development of culturally relevant pedagogy. Gunn and King (2015) used teaching cases and 

stimulated the pre-service teachers to respond to the cases using written postcard narratives. 

Hence, both courses included practical examples and stimulated teachers to reflect on these 

situations as if they happened in the real-life classroom. In one study (Peters et al., 2016) the 

intervention consisted of two teaching placement internships that each lasted eight weeks. 

Before taking part in the placement internships, the students were required to complete an 

experience in a high needs school to ensure they were able to teach students. Lastly, seven 

studies conducted research on courses that offered both knowledge about culturally responsive 

pedagogy, as well field experiences for the pre-service teachers. The interventions consisted of 

teacher educators who offered knowledge to the pre-service teachers before they went into the 

classroom. Once they took part in the internships, they had to integrate the knowledge in for 
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example lesson plans or field-assignments. An overview of the different types of interventions 

is presented in Table 4.1.  

 

Table 4.1 

Overview of the Content of the Courses offered in the Included Studies 

First author and year of publication Knowledge Field-work Combination 

Akiba, 2011   X 

Bales et al., 2011 X   

Durden et al., 2013   X 

Endo, 2015   X  

Fehr, 2010   X 

Frederick et al., 2010   X 

Groulx et al., 2010   X  

Gunn et al., 2015 X    

Peters et al., 2016  X    

Price-Dennis et al., 2011   X 

 

All studies measured the base-line at the beginning of the intervention. The outcomes of the 

interventions were immediately measured after completion. Neither of the interventions had a 

follow-up measuring moment. Six interventions had the same duration as the courses, which 

was one semester. The research of Durden and Truscott (2013) lasted two years in total and 

included participants from four semesters, whereas the research of Price-Dennis and Souto-

Manning (2011) collected data from students from two semesters and had a duration of one 

year. Peters et al. (2016), as well as Endo (2015) followed students for the duration of a 16-

week internship. An elaborated overview of the purpose and content of the interventions, the 

way data was collected and the measured outcomes as reported in the included studies can be 

found in Appendix F.  

 

4.3. Focus of the interventions for developing culturally relevant pedagogy 

While all articles focused on increasing pre-service teachers’ culturally relevant pedagogy as 

an outcome, they focused on different teacher characteristics to promote this overarching skill. 

In four articles the authors specifically described that they aimed to improve pre-service 

teachers’ cultural competences, through offering knowledge about teaching diverse 

classrooms, changing pre-service teachers’ attitudes and beliefs towards diversity, or 

improving their teaching skills for diverse classrooms. Five articles described courses focusing 

on pre-service teachers using critical reflection as a tool to improve their culturally relevant 

pedagogy. Other interventions that were described were: increasing teacher efficacy, increasing 
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teaching for social justice, and promoting an empathic identity. One study focused on 

decreasing racism, prejudices, and biases in pre-service teachers. Table 4.2. presents an 

overview of the different focuses the articles addressed. This table also shows that some 

interventions focused on more than one teacher characteristic in order to increase pre-service 

teachers’ culturally relevant pedagogy. 

 

Table 4.2.  

Focus of Interventions for Promoting Culturally Relevant Pedagogy 

First author and year 

of publication 

Cultural 

Competence1 

Racism Social 

justice 

Efficacy Critical 

reflection 

Empathic 

identity 

Akiba, 2011 X  X    

Bales et al., 2011 X    X  

Durden et al., 2013     X  

Endo, 2015   X     

Fehr, 2010 X    X   

Frederick et al., 2010     X  

Groulx et al., 2010 X    X     

Gunn et al., 2015      X  

Peters et al., 2016  X     

Price-Dennis et al., 2011   X  X   

Note. All interventions but one focused on increasing the skill: racism was supposed to decline; 

1Cultural competence was defined as the integration of knowledge, attitudes, beliefs, or skills 

with regard to culturally relevant pedagogy.  

 

4.4. Outcomes of the interventions on pre-service teachers’ culturally relevant pedagogy  

Not only did the interventions focus on different facets to improve culturally relevant 

pedagogy, the outcomes of the interventions also varied. All studies used different ways of 

collecting the data and measuring the outcomes. A comprehensive description on how data was 

collected and outcomes were predicted can be found in Appendix F.  

Nine articles reported that the interventions positively contributed to pre-service teachers 

developing aspects of culturally relevant pedagogy over the duration of the intervention, such 

as cultural competence or critical reflection. Six articles described that pre-service teachers 

improved their critical reflection skills, three articles found pre-service teachers’ efficacy and 

confidence increased, and three articles described that pre-service teachers showed an increase 

in teaching for social justice after attending the course. 

Nonetheless, Peters et al. (2016) found that the intervention had a negative effect on pre-

service teachers’ development of culturally relevant pedagogy. In the quantitative part of the 

study, a majority of 75% of the pre-service teachers stated that they gained greater confidence 
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to teach diverse students. However, the results from the qualitative data showed the pre-service 

teachers became significantly less aware of racial privilege and institutional discrimination. In 

addition to this finding, the pre-service teachers in this research showed increases in prejudices 

and biases as well as increased denial of racism and disbeliefs that policies need to help 

overcome racism. Table 4.3 provides a comprehensive overview of outcomes reported in the 

different articles. 

 

Table 4.3.  

Outcome of Interventions for Promoting the Development of Culturally Relevant Pedagogy 

First author and year 

of publication 

Cultural 

Competence 

Racism Connection 

theory and 

practice 

Efficacy  Critical 

reflection 

Social 

justice  

Akiba, 2011 X      

Bales et al., 2011 X    X  X   

Durden et al., 2013     X   

Endo, 2015 X   X   X   

Fehr, 2010 X     X   

Frederick et al., 2010 X     X  X  

Groulx et al., 2010 X    X    

Gunn et al., 2015 X     X  

Peters et al., 2016  X1  X   

Price-Dennis et al., 2011 X     X  X  

Note. Cultural competence consists of knowledge, attitudes, and beliefs with regard to 

culturally relevant pedagogy. 1Negative outcome. 

 

4.5. Factors contributing to the development of culturally relevant pedagogy 

The articles described different factors that contributed to the development of culturally 

relevant pedagogy of pre-service teachers. This paragraph summarizes the findings that were 

found in more than one article. First of all, three studies (Akiba, 2011; Groulx & Silva, 2010; 

Gunn & King, 2015) included demographic factors into the data-analysis to explore if these 

affected the extent to which pre-service teachers developed culturally responsive pedagogy. 

The authors found that pre-service teachers with prior experiences with diverse populations or 

diverse classrooms more often held positive attitudes towards diverse learners, and showed 

more cultural responsive pedagogy than teachers with little to none previous experience.  

Second, an analysis of the outcomes of the interventions described in the included articles 

showed four factors seemed to contribute to the development of culturally relevant pedagogy 

in pre-service teachers. First, five articles described that when teacher educators stimulate pre-

service teachers to take part in a community of learners it provides them with an opportunity 
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to develop pedagogy in a safe environment. Characteristics of such an environment are the 

ability for students to work together in small groups, share field experiences, and have room 

for discussion. A second factor that was mentioned in six articles as contributing to the 

development of culturally relevant pedagogy was the integration of theoretical knowledge and 

field experiences by pre-service teachers. A third factor that was described in two articles was 

modelling. When teacher educators in the classroom, or expert teachers at schools were 

offering knowledge, showing techniques or skills on how to become a culturally relevant 

teacher, the pre-service teachers seemed to be able to develop the skill themselves. Lastly, eight 

articles reported that when pre-service teachers had to critically reflect on, amongst other 

things, their own knowledge, beliefs, attitudes, cases or field experiences, they seemed to 

develop a better sense of culturally relevant pedagogy.  

Lastly, one article (Peters et al., 2016) did not find factors that contributed to the 

development of culturally relevant pedagogy. This was due to the fact that the results showed 

that pre-service teachers became more racist over the duration of the intervention. Table 4.4 

provides an overview of the articles that described factors that contributed to pre-service 

teachers developing culturally relevant pedagogy.   

 

Table 4.4.  

Factors that Contributed to Developing Culturally Relevant Pedagogy 

First author and year 

of publication 

Experiences 

with diversity 

Community 

of Learners 

Connection theory 

and practice 

Modelling Critical 

reflection 

Akiba, 2011 X X X X  X 

Bales et al., 2011  X X  X 

Durden et al., 2013     X 

Endo, 2015    X  X 

Fehr, 2010  X  X  X 

Frederick et al., 2010   X  X 

Groulx et al., 2010 X  X  X 

Gunn et al., 2015 X  X    X  

Peters et al., 2016      

Price-Dennis et al., 2011  X   X   

 

In addition to the findings of multiple authors, Akiba (2011) mentioned that gender 

influenced the extent to which pre-service teachers developed culturally relevant pedagogy, 

where women were more likely to hold positive attitudes and develop skills in order to teach 

students from diverse backgrounds. Furthermore, Price-Dennis and Souko-Manning (2011) 

described a case study where one teacher not only created a community of learners in her own 

classroom, but also focused on establishing personal relationships with students, as well as 
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adjusting the curriculum to the individual needs of students. Frederick et al. (2010) addressed 

that teacher simulations can contribute to development of culturally relevant teaching. 

 

  



Promoting culturally relevant pedagogy amongst pre-service teachers   

 
28 

 

5. Discussion 

This systematic literature review aimed to explore how pre-service teachers can increase 

culturally relevant pedagogy in order to establish a classroom environment that suits the needs 

of all learners. In the first of the four following sections, a reflection on the findings of this 

research are presented. This is followed by a section that addresses limitations of this study. 

Third, recommendations for future research are proposed. Lastly, this section concludes with 

practical implications.  

 

5.1 Reflection on the research findings 

Culturally relevant pedagogy is a broad concept and teachers need to possess a complex 

combination of knowledge, attitudes, and skills in order to be considered culturally competent 

(Leeman, 2006; Severiens et al., 2013). Ladson-Billings (1995) defined culturally relevant 

pedagogy as teachers’ “ability to develop students academically, a willingness to nurture and 

support cultural competence, and the development of a socio-political or critical 

consciousness.” (p. 483). As the results of this study showed, interventions can be used as a 

way to prepare pre-service teachers for ethnic diverse classrooms and to promote the 

development of culturally relevant pedagogy. This research, as well as other authors (e.g. Gay, 

2010; Severiens et al., 2013) found that many different factors can contribute to the 

development of culturally relevant pedagogy.  

Castagno and Brayboy (2008) as well as Gay (2013) argue that learning to become culturally 

relevant is a time consuming process. Furthermore, Sleeter (2001) argued that stand-alone 

courses do not provide a structural approach for teachers to develop culturally relevant 

knowledge, attitude, and beliefs. Contrary to these findings, the results from this study show 

that pre-service teachers can develop culturally relevant pedagogy during a single course when 

they are offered knowledge or a combination of knowledge and field-work. The inconsistencies 

with previous findings could however be due to the fact that most included articles in this 

review measured changes in pre-service teachers using self-report instruments. Hence, the pre-

service teachers could have reported desirable answers by stating that they developed culturally 

relevant pedagogy themselves, while their actual classroom behaviour is still under 

development or remains mostly unchanged. As a result, while the pre-service teachers of the 

included articles report they developed culturally relevant pedagogy, they might not show 

structurally behavioural changes in the classrooms after completion of the intervention (Sleeter, 

2001). In addition, not all included studies provided a comprehensive overview of how the 

constructs were measured and none of the qualitative studies included an interview guideline. 
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Furthermore, when taking into consideration that some researchers were also the teachers of 

the courses, the outcomes might have been positively influenced due to a researcher bias.  

This research also found that when pre-service teachers only participate in an internship 

without support from a mentor or sufficient preparation, the development of culturally relevant 

pedagogy might be hindered. The pre-service teachers in the research of Peters et al. (2016) 

showed more prejudices and biases towards students from diverse backgrounds after taking 

part in the 16-week internship. Furthermore, they seemed to be unaware of to what extent their 

own worldviews affected their perspectives. While there was only one article in this systematic 

literature review that found the development of pre-service teachers’ development of culturally 

relevant pedagogy could be hindered, the result is consistent with previous findings in the 

literature. McAllister and Irvine (2000) argued that teachers first need to understand how their 

own worldviews influence their biases towards students, in order to be able to become 

culturally sensitive. In addition, Chizhik (2003) argued that when teachers are unprepared for 

the challenges they might face in urban schools, the chances of drop-out increase. Hence, one 

can argue that it is important that the process of becoming a culturally relevant teacher should 

be more explicitly promoted in teacher education programs.  

To bridge the gap between White pre-service teachers’ characteristics and their students 

who come from diverse backgrounds, Frederick et al. (2010) argued teacher educators should 

assess the extent to which pre-service teachers had experiences with diversity in their previous 

lives. By doing so individual needs can be met to help them become culturally relevant before 

entering the classroom as in-service teachers (McAllister & Irvine, 2000). Another suggestion 

found in the literature was to pair up pre-service teachers with experienced mentors when doing 

fieldwork and help them overcome expected difficulties (Garmon, 2004). To further increase 

the group of culturally relevant teachers, Howard (2010) calls for a more diverse teaching 

workforce. His argument is to include teachers from diverse backgrounds, so students from 

ethnic minorities can relate to them as role models. An additional benefit of this approach could 

be that the cultural mismatch between the school culture and students’ home culture decreases 

(Codrington & Fairchild, 2012), because a shared culture can enhance mutual understandings 

(Wiggan & Watson, 2016). The strategy to recruit a more diverse teacher workforce is already 

implemented in Canada, Denmark, and the United Kingdom (OECD, 2010). A result of this 

approach could be that the teacher population would better reflect the diversity of today’s 

society (Sleeter, 2001). Furthermore, it might help children from ethnic minority groups 

improve their individual academic achievements which are currently still lower than that of 

ethnic majority group peers (OECD, 2006). Lastly, it could result in fewer children of ethnic 
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minorities ending up in special education and low wage jobs in later life (Codrington & 

Fairchild, 2012; Sleeter, 2001; Smeets et al., 2009). 

The results of this systematic literature review further showed that five articles explicitly 

focused on increasing pre-service teachers’ ability to critically reflect, in order for them to 

develop culturally relevant pedagogy. These five authors also reported a positive increase of 

this skill as an outcome. In addition to this finding, one other article did not focus on promoting 

critical reflection, but they did report it as an outcome. Furthermore, a total of eight articles 

discussed that critical reflection can promote development of culturally relevant pedagogy in 

pre-service teachers. This emphasizes the importance of explicitly paying attention to the 

stimulation of the development of critical reflection amongst pre-service teachers as part as 

their teacher preparation program. This finding can be related to a recently conducted study. In 

a systematic literature review, Smolcic and Katunich (2017) analysed how field experiences 

can influence the development of intercultural competences in pre-service teachers. They found 

that critical reflection is related to the development of cultural sensitive teachers. Based on the 

findings from this study, as well as the findings from other authors (e.g. Gay & Kirkland, 2003; 

Ladson-Billings, 2000; Smolcic & Katunich, 2017) it can be argued that this skill is of great 

importance for pre-service teachers to develop culturally relevant pedagogy. 

As mentioned in the previous paragraph, critical reflection was one factor that contributed 

to the development of pre-service teachers’ culturally relevant pedagogy. This systematic 

literature review found two other factors played a significant role and are thus worth discussing. 

These factors are learning through a community of learners and making connections between 

theory and practice. Both factors are central aspects of Vygotsky’s social-cultural learning 

theory (John-Steiner & Mahn, 1996). According to this theory, people do not learn 

individually, but together with others in social and cultural contexts (Vosniadou, Ioannides, 

Dimitrakopoulou, & Papademetriou, 2001). In a community of learners, students are stimulated 

to make connections between theory and practices, as well as home- and school communities. 

Other important aspects of such a learning environment are: reciprocal teaching, scaffolding, 

and learning in the zone of proximal development (John-Steiner & Mahn, 1996). These 

characteristics can stimulate critical thinking, dialogue, and modelling. They can result in pre-

service teacher’s having deeper understandings of the big ideas of culturally relevant pedagogy 

and knowing how to apply these principles in their school context (Campione, Shapiro & 

Brown, 1995). The results from the current study seem to support the argument that pre-service 

teachers can develop culturally relevant pedagogy effectively when they take part in a 

community of learners. This learning environment should enable them to reflect on their prior 
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as well as current experiences with diverse classrooms, connect theory to practice, and facilitate 

opportunities to learn from experts who model knowledge.  

 

5.2. Limitations of this study 

Even though the findings from this study provide insight in how pre-service teachers can 

develop culturally relevant pedagogy, there are some limitations to address. First of all, the 

generalizability of the findings in this study is limited due to several factors; the small-sample 

size of included articles limits the validity and generalizability of the reported outcomes. 

Second, the included articles in this review were only focussed on courses offered to pre-

service teachers at universities in the United States. Therefore, the results of the individual 

studies cannot be generalized to contexts other than those specifically described in the 

interventions. A last factor that harms the generalizability of the findings is that most included 

studies were qualitative case-studies. One benefit of qualitative studies is that they provide 

deep insight into teacher preparation characteristics and how the development of cultural 

competences takes place (Akiba, 2011). Nonetheless, previous research (Sleeter, 2001) showed 

that case-studies regarding culturally relevant pedagogy have limited generalizability to other 

contexts. Therefore, one can argue that more quantitative studies should be conducted. 

However, a limitation of that particular study design is that these studies cannot make a causal 

connection between the factors that contribute to the professional development of teachers 

(Akiba, 2011). A way to overcome the limitations of both qualitative as quantitative studies 

could be to conduct more mixed-method studies.  

A second limitation of this study is that only articles that focused on general teacher training 

were included in this systematic literature review. However, Gay (2013) argues that it is hard 

to learn a general set of skills that are applicable to every context, and that teachers should 

adjust their teaching to specific subjects. Hence, including articles that for example focus on 

teaching mathematics or language acquisition might have provided valuable information on 

how to promote the development of culturally relevant pedagogy. Furthermore, there are also 

studies that consider interventions that prepare teachers for diverse classrooms as courses for 

special education (e.g. Kea & Trent, 2013). Due to the used inclusion and exclusion criteria, 

the current study could have excluded studies that could have been relevant to answer the 

research questions. Hence, it may have had an effect on the final outcome of this review.  

A last limitation with regard to the current research is the applied study design. First, it 

should be mentioned that systematic literature reviews originate from the health care context 

(Jesson et al., 2011). Therefore, the implementation into the context of social science is still 
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somewhat limited. Another limitation related to this systematic literature review is the 

performed quality assessment. The assessment was initially conducted to determine if the 

quality of the study designs was sufficient. It is however debatable to which extent the quality 

assessment actually measured what it aimed to. First of all, the available quality assessment 

tools mostly focus on evaluating medical studies (Jesson et al., 2011). Second, Petticrew and 

Roberts (2008) argue there is still a lack of valid quality assessment tools that focus on 

qualitative research. They add to that argument that biases in the individual qualitative studies 

can affect the conclusions the researchers draw. Lastly, while this study tried to increase the 

validity by conducting a peer-review with a second reviewer who assessed a small sample of 

articles, Petticrew and Roberts (2008) stress that the researcher who conducts the assessment 

can be biased which threatens the validity and reliability.  

 

5.3. Recommendations for future research  

Based on the limitations of this study recommendations for further research are suggested. A 

first recommendation would be to conduct mixed-method research in other OECD-countries 

than the United States in order to improve generalizability of findings. This is important, since 

the classroom composition of schools in the United States greatly differs from those in other 

OECD-countries (OECD, 2010; Polat & Barka, 2012). Furthermore, since the increase of 

refugee children coming to Europe and into European schools it is of even greater importance 

that teachers in European countries become culturally sensitive and develop culturally relevant 

pedagogy that enables them to teach all children in the classroom.   

Second, since many research takes place in the United States there is a great body of 

literature with regard to African-American and Hispanic minority group students that stress the 

importance of teachers developing culturally relevant pedagogy for this population. However, 

little research into teachers’ approaches and attitudes towards children from other minority 

groups is available, even in the United States. In recent research, Kumar and Hamer (2012) 

found that teachers hold slightly more positive attitudes towards white than Arab-American 

students. New research might help unveil the lack of culturally sensitive teachers and stress the 

importance of revising teacher educational programs to also meet the needs of students from 

other ethnic minority groups than African-American and Hispanic. 

A third recommendation would be to carry out more research that contributes to establishing 

valid and reliable quality assessment tools that are applicable to assess the quality of mixed-

method, qualitative or quantitative studies within the fields of educational and social studies. 

Currently, systematic literature reviews within these fields are at risk for a variation of biases 
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(Jesson et al., 2011; Petticrew & Roberts, 2008). In addition, there is still a lack of general 

consensus as to what constitutes as evidence and appropriate methodology to collect and 

analyse data (Torgerson & Torgerson, 2003). When a general consensus with regard to the 

quality of the assessment tools is established, more systematic literature reviews on culturally 

relevant pedagogy can be conducted to increase the body of knowledge concerning this topic. 

This is considered of great importance, since benefits of systematic literature reviews are that 

they help researchers identify previous studies on a particular topic, confront them with views 

that are contrary to their own, provide them with information on their research question, and 

help them identify gaps in the literature that can be studied (Torgerson & Torgerson, 2003).  

 

5.4. Implications for the practice 

The findings from this systematic literature review resulted in recommendations for future 

research. In addition, this paragraph suggests implications for the daily practice. 

First, teacher preparation programs could restructure the programs and curricula so that 

culturally responsive pedagogy principles are integrated in a way that enables pre-service 

teachers to develop this skill over time and in diverse contexts, such as courses, field-based 

experiences, and internships (Kea & Trent, 2013). As Gay (2013) argued, becoming culturally 

relevant is a time-consuming process. By reshaping curricula towards a process-oriented model 

development of culturally relevant pedagogy might be further stimulated (McAllister & Irvine, 

2000). 

Second, the learning environments should enable pre-service teachers to learn in a 

community of learners. Research showed that this way of learning can have a positive influence 

on the academic outcomes of students (John-Steiner & Mahn, 1996) and increases transfer of 

learning by pre-service teachers from the classroom to other contexts (Campione, et al., 1995). 

A last implication for practice that could stimulate the development of culturally responsive 

pedagogy amongst pre-service teachers could be to pair pre-service teachers to experienced 

mentors when they participate in field experiences. Not only are pre-service teachers thus able 

to develop culturally responsive pedagogy in a zone of proximal development (John-Steiner & 

Mahn, 1996), it also increases the chances of them being prepared to teach effectively in urban 

schools (Chizhik, 2003; McAllister & Irvine, 2000).  
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6. Conclusion 

This final section aims to provide answers to the research questions that were formulated to 

guide this systematic literature review. The main question was: how can pre-service teachers 

develop their culturally relevant pedagogy to establish a classroom environment that suits the 

needs of all learners? In order to answer this question, three sub-questions were formulated 

which will be answered in the first three paragraphs of this section. Finally, the overarching 

research question is answered in the fourth and final paragraph.  

 

6.1. Interventions to help pre-service teachers develop culturally relevant pedagogy 

The first sub-research question aimed to explore which interventions exist to help pre-service 

teachers develop culturally relevant pedagogy. From this literature review, it can be concluded 

that there are three interventions that might contribute to the development of culturally relevant 

pedagogy amongst pre-service teachers. The first intervention was described in two articles, 

where the authors argued that offering knowledge about multicultural education and culturally 

relevant pedagogy to pre-service teachers could contribute to the development of culturally 

relevant pedagogy. The second intervention that was suggested in one article was to let pre-

service teachers participate in field-based internships. Third and foremost, seven studies argued 

that interventions offering a combination of both knowledge as well as field-based internships 

to pre-service teachers could contribute to the development of culturally relevant pedagogy.  

 

6.2. Interventions that promote the development of culturally relevant pedagogy 

The results revealed that pre-service teachers can develop culturally relevant pedagogy during 

a course offered at the university. Interventions that focused on providing the pre-service 

teachers with knowledge, or a combination of knowledge and field-based internships positively 

contributed to the development of culturally relevant pedagogy. However, when pre-service 

teachers only participated in an internship, the development of culturally relevant pedagogy 

was hindered. Hence, the answer to the second sub-question is that interventions that focus on 

providing pre-service teachers with knowledge or a combination of knowledge and field-based 

internships promote the development of culturally relevant pedagogy, whereas only taking part 

in a field-based internship hinders the development of this set of specific teaching skills.  

 

6.3. Factors that contribute to the development of culturally relevant pedagogy 

The third sub-question that was formulated in order to answer the main research question was 

which factors contribute to the development of culturally relevant pedagogy amongst pre-
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service teachers. The findings of this study showed that five factors positively contribute to the 

development of culturally relevant pedagogy amongst pre-service teachers. First of all, when 

pre-service teachers have previous experiences with diversity in their lives, the chances of them 

developing culturally relevant pedagogy increases.  

In addition to this demographic factor, the interventions showed four other factors that 

contributed to the development of culturally relevant pedagogy amongst pre-service teachers: 

critical reflection, modelling, connecting theory and practice, and learning in a community of 

learners. Hence, it is concluded that interventions designed to promote the development of 

culturally responsive pedagogy should pay attention to pre-service teachers developing these 

skills.  

 

6.4. How can pre-service teachers develop culturally relevant pedagogy?  

The answer to the main research question is that pre-service teachers can develop culturally 

relevant pedagogy by taking part in diversity courses offered in teacher preparation programs. 

It is most likely that they develop this set of skills when they participate in knowledge-based 

courses, or a combination of knowledge-based courses and field-based internships. In addition 

to this conclusion it is argued that the development of culturally relevant pedagogy is expected 

to increase most when the pre-service teachers take part in a community of learners. This 

community should be characterized by opportunities for critical reflection, connecting theory 

to practice, and modelling by experienced teachers or peers as these are important factors in 

the development of culturally relevant pedagogy.  
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Appendix A: Overview of databases, used search strings and number of found articles 

 

Database Search string N 

ERIC (SU.EXACT("Student Teachers") OR SU.EXACT("Teacher Education") OR 

SU.EXACT("Teacher Centers") OR SU.EXACT("Preservice Teachers") OR 

SU.EXACT("Schools of Education") OR SU.EXACT("Education Courses") OR 

SU.EXACT("Student Teaching") OR SU.EXACT("Teacher Education Programs") 

OR SU.EXACT("Teacher Education Curriculum") OR SU.EXACT("Preservice 

Teacher Education")) AND SU.EXACT("Culturally Relevant Education") 

292 

PsycINFO (SU.EXACT("Student Teachers") OR SU.EXACT("Educational Programs") OR 

SU.EXACT("Teacher Education") OR SU.EXACT("Student Teaching") OR 

SU.EXACT("Preservice Teachers")) AND SU.EXACT("Cultural Sensitivity") 

33 

Scopus ( "preservice teacher education" )  OR  ( "preservice teachers" )  OR  ( "teacher 

education" )  AND  ( "culturally responsive pedagogy" )  AND  ( LIMIT-TO ( 

PUBYEAR ,  2017 )  OR  LIMIT-TO ( PUBYEAR ,  2016 )  OR  LIMIT-TO ( 

PUBYEAR ,  2015 )  OR  LIMIT-TO ( PUBYEAR ,  2014 )  OR  LIMIT-TO ( 

PUBYEAR ,  2013 )  OR  LIMIT-TO ( PUBYEAR ,  2012 )  OR  LIMIT-TO ( 

PUBYEAR ,  2011 )  OR  LIMIT-TO ( PUBYEAR ,  2010 ) )  AND  ( LIMIT-TO ( 

DOCTYPE ,  "ar" ) )  AND  ( LIMIT-TO ( SUBJAREA ,  "SOCI" ) )  AND  ( 

LIMIT-TO ( LANGUAGE ,  "English" ) ) 

290 

ScienceDirect pub-date > 2009 and (("culturally responsive pedagogy") ) and (("preservice teacher 

education" ) OR ( "preservice teachers" ) OR ( "teacher education"))[All 

Sources(Social Sciences)] 

32 

Note. N = number of found articles.   
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Appendix B: Adapted Quality Assessment Tool for Quantitative Studies 

 

Part of article Question Score 

  Yes  

(2) 

Insufficient 

(1) 

No 

(0) 

Background 

Clear focus of the article?    

Clear research questions?    

Clear theoretical background?    

Method 

Clear description of study design?    

Clear description of setting?    

Clear description of sample?    

Clear description of time scale?    

Clear description of instruments?     

Clear description of data collection?    

Clear description of data analysis?    

Clear description of (possible) exposure biases?    

Clear description of (possible) outcome biases?    

Clear description of confounding variables?    

Are the authors controlling confounding 

variables? 

   

Clear description of ethical considerations?    

Results 

Clear descriptions of outcome?    

Do results fit with previous research?    

Are results generalizable to population?    

Conclusion 

Clear description of strengths?    

Clear description of limitations?    

Clear description of implications?    

Clear description of conclusion?    

Total items (22)     

Total score (0-44)     

Total      

Note. Adapted from the Critical Appraisal Skills Programme for Case Control Checklist (CASP, 2017b) and the 

Evaluation Tool for Quantitative Research Studies (Long et al., 2002). 
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Appendix C: Adapted Quality Assessment Tool for Qualitative Studies 

 

Part of article Question Score 

  Yes (2) Insufficient (1) No (0) 

Background 

Clear focus of the article?    

Clear research questions?    

Clear theoretical background?    

Method 

Clear description of study design?    

Clear description of setting?    

Clear description of sample?    

Clear description of instruments?     

Clear description of data collection?    

Clear description of data analysis?    

Clear description of (possible) biases?    

Clear description of ethical considerations?    

Results 

Clear descriptions of outcome?    

Do results fit with previous research?    

Are results generalizable to population?    

 Are results trustworthy?    

Conclusion 

Clear description of strengths?    

Clear description of limitations?    

Clear description of implications?    

Clear description of conclusion?    

Total items (19)     

Total score (0-38)     

Total     

Note. Adapted from the Critical Appraisal Skills Programme for Cohort Study Checklist (CASP, 2017a) and the 

Evaluation Tool for Qualitative Research Studies (Long, et al., 2002). 
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 Appendix D: Adapted Quality Assessment Tool for Mixed Methods  

 

Part of article Question Score 

  Yes 

(2) 

Insufficient 

(1) 

No 

(0) 

Background Are there clear qualitative and quantitative research, 

or mixed-methods questions (or objectives)? 

   

 Do the collected data allow address the research 

question (objective)? 

   

Qualitative Are the sources of qualitative data (archives, 

documents, informants, observations) relevant to 

address the research question (objective)? 

   

 Is the process for analysing qualitative data relevant 

to address the research question (objective)? 

   

 Is appropriate consideration given to how findings 

relate to the context, e.g., the setting, in which the 

data were collected? 

   

 Is appropriate consideration given to how findings 

relate to researchers’ influence, e.g., through their 

interactions with participants? 

   

Quantitative non-

randomized 

Are participants (organizations) recruited in a way 

that minimizes selection bias? 

   

 Are measurements appropriate (clear origin, or 

validity known, or standard instrument; and absence 

of contamination between groups when appropriate) 

regarding the exposure/intervention and outcomes? 

   

     

Quantitative 

descriptive 

Is the sampling strategy relevant to address the 

quantitative research question (quantitative aspect of 

the mixed methods question)? 

   

 Is the sample representative of the population 

understudy? 

   

 Are measurements appropriate (clear origin, or 

validity known, or standard instrument)? 

   

 Is there an acceptable response rate (60% or above)?    

Mixed-methods Is the mixed methods research design relevant to 

address the qualitative and quantitative research 

questions (or objectives), or the qualitative and 

quantitative aspects of the mixed methods question 

(or objective)? 

   

 Is the integration of qualitative and quantitative data 

(or results*) relevant to address the research question 

(objective)? 

   

Total items (15)     

Total score (0-30)     

Total      

Note. Adapted from the Mixed Methods Appraisal Tool (Pluye, et al., 2009). 
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Appendix E: Justification for the Results of the Quality Assessment 

 

Assessment of Quality  

of Quantitative Studies 

Reviewed study (first author, year of publication) 

 Akiba, 2011 Groulx, 2010 

High X  

Medium   

Low  X 

   

Part of Article Score 

Background   

Clear focus of the article? 2 2 

Clear research questions? 2 2 

Clear theoretical background? 2 1 

Method   

Clear description of study design? 2 2 

Clear description of setting? 2 2 

Clear description of sample? 1 1 

Clear description of time scale? 1 1 

Clear description of instruments?  2 2 

Clear description of data collection? 2 1 

Clear description of data analysis? 2 2 

Clear description of (possible) exposure biases? 0 0 

Clear description of (possible) outcome biases? 0 0 

Clear description of confounding variables? 2 0 

Are the authors controlling confounding variables? 2 0 

Clear description of ethical considerations? 0 0 

Results   

Clear descriptions of outcome? 2 2 

Do results fit with previous research? 2 1 

Are results generalizable to population? 1 0 

Discussion and Conclusion   

Clear description of strengths? 2 0 

Clear description of limitations? 2 1 

Clear description of implications? 2 1 

Clear description of conclusion? 2 2 

   

Total 35 23 

Note. Adapted from the Critical Appraisal Skills Programme for Cohort Study Checklist (CASP, 2017a) and the 

Evaluation Tool for Quantitative Research Studies (Long, et al., 2002). 
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Appendix E (continued) 

 

Assessment of Quality  

of Qualitative Studies 

Reviewed study (first author, year of publication) 

 Bales, 

2011 

Durden, 

2013 

Endo, 

2015 

Fehr, 

2010 

Frederick, 

2010 

Price-

Dennis, 

2011 

High  X     

Medium X  X   X 

Low    X X  

Part of Article Score 

Background       

Clear focus of the article? 2 2 2 2 2 2 

Clear research questions? 2 2 2 2 2 2 

Clear theoretical background? 2 2 2 1 2 2 

Method       

Clear description of study design? 1 2 2 1 2 2 

Clear description of setting? 2 2 2 1 2 2 

Clear description of sample? 1 2 1 1 1 1 

Clear description of instruments?  2 2 1 1 0 2 

Clear description of data collection? 1 2 2 1 1 2 

Clear description of data analysis? 1 2 2 2 1 2 

Clear description of (possible) biases? 0 2 0 2 0 0 

Clear description of ethical 

considerations? 

0 0 2 0 0 0 

Results       

Clear descriptions of outcome? 2 2 1 1 2 2 

Do results fit with previous research? 2 1 1 0 0 1 

Are results generalizable to 

population? 

0 0 0 0 0 0 

Are results trustworthy? 1 2 2 1 0 0 

Discussion and Conclusion       

Clear description of strengths? 1 0 0 0 1 0 

Clear description of limitations? 2 2 2 2 0 0 

Clear description of implications? 2 2 2 1 2 2 

Clear description of conclusion? 2 2 2 1 2 1 

       

Total  26 31 28 20 20 23 

Note. Adapted from the Critical Appraisal Skills Programme for Case Control Checklist (CASP, 2017b) and the 

Evaluation Tool for Qualitative Research Studies (Long et al., 2002). 
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Appendix E (continued)  

 

Assessment of Quality 

of Mixed-Method studies 

Reviewed study (first author, 

year of publication) 

 Gunn, 

2015 

Peters, 2016 

High   

Medium  X 

Low X   

   

Part of Article Score 

Background   

Are there clear qualitative and quantitative research, or mixed-methods 

questions (or objectives)? 

2 2 

Do the collected data allow address the research question (objective)? 1 1 

Qualitative   

Are the sources of qualitative data (archives, documents, informants, 

observations) relevant to address the research question (objective)? 

2 2 

Is the process for analysing qualitative data relevant to address the 

research question (objective)? 

1 2 

Is appropriate consideration given to how findings relate to the context, 

e.g., the setting, in which the data were collected? 

0 1 

Is appropriate consideration given to how findings relate to researchers’ 

influence, e.g., through their interactions with participants? 

0 0 

Quantitative non-randomized   

Are participants (organizations) recruited in a way that minimizes 

selection bias? 

0 0 

Are measurements appropriate (clear origin, or validity known, or 

standard instrument; and absence of contamination between groups when 

appropriate) regarding the exposure/intervention and outcomes? 

1 2 

Quantitative descriptive   

Is the sampling strategy relevant to address the quantitative research 

question (quantitative aspect of the mixed methods question)? 

2 2 

Is the sample representative of the population understudy? 1 1 

Are measurements appropriate (clear origin, or validity known, or 

standard instrument)? 

1 2 

Is there an acceptable response rate (60% or above)? 2 1 

Mixed-methods   

Is the mixed methods research design relevant to address the qualitative 

and quantitative research questions (or objectives), or the qualitative and 

quantitative aspects of the mixed methods question (or objective)? 

2 2 

Is the integration of qualitative and quantitative data (or results*) relevant 

to address the research question (objective)? 

2 1 

Is appropriate consideration given to the limitations associated with this 

integration, e.g., the divergence of qualitative and quantitative data (or 

results*) in a triangulation design? 

0 0 

   

Total 17 19 

Note. Adapted from the Mixed Methods Appraisal Tool (Pluye, et al., 2009). 
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Appendix F: Summarized Description of Included Studies  

First author, 

year of 

publication 

Purpose Intervention Data-collection Outcome 

Akiba, 2011 Examine the 

relationship between 

preparation 

characteristics and 

PST’s multicultural 

awareness, knowledge 

and skills (p. 660) 

Diversity course focussing on 

four aspects of PST preparation 

characteristics: 1. Classroom as 

community of learning, 2. 

Instructor modelling, 3. Field 

experience, 4. Reflection. 

Questionnaire: Diversity 

beliefs in Personal and 

Professional Contexts 

Graduate students’ pre-post-test change in personal beliefs 

significantly increased; females had significant higher 

positive professional beliefs at entrance level (large gender 

difference); PST’s as a group made significant increase in 

professional beliefs regardless of personal characteristics. 

When controlled for external characteristics, a community of 

learning, modelling and field-experiences were significant 

and positively (moderate effect size) associated with change 

in diversity belief scores in personal contexts; PST’s from 

urban areas were significant less likely than suburban PST’s 

to improve professional diversity belief scores 

Bales et al., 

2011 

Examine what PST 

experienced through the 

pedagogy lab, and how 

it affected their ability 

to develop culturally 

relevant practices, 

particularly in the 

traditional discipline-

based content areas (p. 

11) 

A Pedagogy Lab that focused 

on case-based instruction. 

Students used an online 

discussion board to respond to 

the case and each other 

Case assessment, 

observations, interviews, 

document analysis  

First, the students made rich and contextualized links between 

the course content and the diverse needs of pupils. Second, 

case-based instruction helped PST’s develop clinical 

reasoning skills and promoted CRP responses to cases and 

online component allowed comparison with peers. Third, 

PST’s confidence and critically assessment increased, more 

CRP options appeared 

Durden et al., 

2013 

Explore the connections 

between PST’s ability 

of making reflections, 

while learning to teach 

culturally and 

linguistically diverse 

students and their 

development as new 

Teacher education courses and 

fieldwork, where making 

connections from theory to 

practice, as well as reflective 

thinking, were stimulated. 

Questionnaire: Reacher 

Beliefs and  Student 

Achievement in Urban 

Schools, reflective course 

assignments, interviews 

All participants were able to make connections about teaching 

in classroom to outside influences. They also drew upon and 

connected their personal background. However, these critical 

reflections needed to go beyond the classroom level in order 

to be considered CRP. In other words: not only what, but also 

how students think defines whether or not they possess CRP 
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culturally relevant 

teachers (p. 73) 

Endo, 2015 Explicate how service 

learning impacted 

PST’s awareness of, 

commitment to, an 

understanding of 

culturally responsive 

practice as a 

challenging aspiration 

with real-life 

implications for serving 

diverse children and 

youth (p. 23) 

Collaborative service-learning 

project between university 

teacher educator, PST, 

elementary school students and 

their teacher 

Demographic survey, 

focus groups, semi-

structured interviews  

First, PST experienced difficulties in CRP when responding 

to children that expressed negative feelings. Furthermore, 

they found it hard to manage and respond to diverse responses 

during activities. Second, critical reflection enabled PST to 

listen carefully to the elementary school students. Third, PST 

showed minor and major attitude changes. Fourth, PST 

developed CRP through critical self-reflection and making 

connections between theory and practice 

Fehr, 2010 Examine how and to 

what extent PST 

understand CRP and 

how the internet can be 

used to deliver a 

fictional story intended 

to inform participants 

and to promote 

reflection (p. 114) 

Online storytelling through a 

five section story about the 

personal development of a 

fictional PST who wants to 

develop CRP 

Pre-post diversity survey; 

base-line and exit-

interview, focus groups, 

reflective questions, 

observations, 

PST enrolled in the course showed positive reactions to the 

fictional story (text over podcast). In addition, PST found it 

useful to develop their own cognitive structures to map CRP. 

Third, the ongoing dialogue about CRP made it able to follow 

the ongoing development of PST 

 

Frederick et 

al., 2010 

Explore how PST shift 

their understandings of 

issues related to social 

inequity in a course on 

diversity (p. 315) 

Course where readings, school 

observations, simulations, and 

in-depth practices were offered  

 

Open-ended questionnaire, 

reflective papers, 

observations 

School visits can help PST develop a distinction between 

prior and current school experiences. Second, textbooks were 

comprehensive and helped PST develop understanding of 

students’ cultural different backgrounds, Lastly, simulations 

seemed to provide PST with introduction to new concepts, 

deepened understanding and re-examination of old 

conceptions, and developed educational philosophy 

Groulx et al., 

2010 

Describe a pilot 

evaluation method to 

determine how well a 

program was meeting 

The Early Childhood Program 

focused on preparing PST by 

offering knowledge, attitudes, 

and applications of skills over 

Multicultural Efficacy 

Scale 

At the start of the program, there were differences in PST’s 

beliefs, but not efficacy. Beliefs and efficacy changed 

significantly more positive towards CRT over the duration of 

the program. PST’s who had no experience reported 
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its goals. The main 

focus was on how 

PST’s initial beliefs and 

efficacy regarding CRT 

varied at the beginning, 

and changed over time 

(p. 4) 

time. Students learned about 

CRP through campus-based 

courses and field assignments 

 

significant lower efficacy. PST’s career goals did not change 

over time 

Gunn et al., 

2015 

How can the use of an 

empathic identity as a 

lens promote the 

development of a CRP 

with PST?  

(p. 170) 

Teacher Preparation Program 

using teaching cases, postcard 

narratives, and the cultural 

diversity awareness inventory 

Cultural Diversity 

Awareness Inventory, 

teaching cases, postcard 

narratives, journal, 

observation 

The quantitative data showed positive change in PST’s 

attitudes towards CRP over time. The qualitative data showed 

that PST’s imagined themselves and their own feelings, and 

were aware of CRP traits. They showed more positive 

attitudes, acted as agent of change, and suggested inclusive 

views of learning for diverse students. 

Peters et al., 

2016 

Examine whether 

experiences in racially 

diverse setting 

influenced PST's White 

racial identity 

development and their 

perceptions about 

teaching students of 

color (p. 2) 

Two times an 8-week teaching 

placement experience 

Color-Blind Racial 

Attitudes Scale, White 

Racial Consciouseness 

Development Scale-

Revised; open-ended 

interview questions 

Quantitative data showed PST’s were less aware of racial 

issues after a semester of student teaching in racially diverse 

schools, less aware of institutional discrimination, increased 

denial of racism, and disbeliefs that policies need to eradicate 

history of racism. Quantitative data demonstrated negative 

attitudes, biases, and judgement in PST. Moreover, these 

perceptions changed little to none over time 

Price-Dennis 

et al., 2011 

Examine the 

complexities of the 

process for PST’s of 

becoming culturally 

relevant (p. 223) 

Courses focusing on social 

justice, and a field experience in 

an urban school 

Lesson plans, curriculum 

goals, observations, semi-

structured interviews, 

fieldntes  

The PST used dialogue as a means to create pedagogical 

spaces. Second, PST established personal relationships with 

her students. Lastly, modifying literacy practices in a 

democratic way was effective to adjust to students’ individual 

needs 

Note. PST = pre-service teachers, CRP = culturally relevant pedagogy. 


	1. Introduction         p. 5
	1.1. Aim and research questions       p. 7
	1.2. Structure of the thesis         p. 7
	2. Theoretical background         p. 9
	2.3 Culturally relevant pedagogy       p. 10
	3. Method          p. 14
	3.1. Design          p. 14
	3.2. Inclusion and exclusion criteria       p. 14
	3.3. Search procedure          p. 15
	3.4. Screening and selection process       p. 16
	4. Results          p. 21
	4.1. Description of the included articles      p. 21
	4.2. Overview of the different interventions       p. 22
	4.3. Focus of the interventions for developing culturally relevant pedagogy  p. 23
	4.4. Outcomes of the interventions on pre-service teachers’     p. 24 culturally relevant pedagogy
	4.5. Factors contributing to the development of culturally relevant pedagogy p. 25
	5. Discussion          p. 28
	5.1. Reflection on the research findings      p. 28
	5.2. Limitations of the study        p. 31
	5.3. Recommendations for further research      p. 32
	6. Conclusion          p. 34
	References          p. 36
	Appendices
	Appendix A: Overview of databases, used search strings and    p. 44
	number of found articles
	Appendix B: Adapted Quality Assessment Tool for Quantitative Studies      p. 45
	Appendix C: Adapted Quality Assessment Tool for Qualitative Studies   p. 46
	Appendix D: Adapted Quality Assessment Tool for Mixed Methods   p. 47
	Appendix E: Justification for the Results of the Quality Assessment  p. 48
	Appendix F: Summarized Description of Included Studies   p. 51
	1. Introduction
	1.2. Structure of the thesis

