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Abstract:  The study aimed to establish the effect of Multicultural Teaching Competency (MTC) on 

the Culturally Responsive Teaching (CRT) of RME teachers in Cape Coast. The cross-sectional 

survey design was used. All 150 RME teachers in the 54 schools in Cape Coast were involved in the 

study through the census method and a 33-item close-ended structured questionnaire was used for 

the data collection exercise. Data were analysed using descriptive and inferential (Factorial ANOVA 

and PLS-SEM) statistics. Results revealed that RME teachers have a high level of MTC and CRT 

even though the students seem not to show interest in the subject leading to them failing in their 

final examinations. There was a statistically significant effect of RME teachers’ sex, academic 

qualification, teaching experience, and professional qualification on their MTC F (30, 4) = 7.142, p 

= .000, partial ƞ2 =.643 and CRT, F (30, 4) = 3.874, p = .000*, partial ƞ2 = .494. The result showed that 

RME teachers' MTC substantially explained 61.2% of the variation in their CRT. It was 

recommended that GES and the Metropolitan Education office should provide ongoing professional 

development opportunities specifically focused on translating MTC principles into actionable 

strategies. 

Keywords: Multicultural Teaching Competency, Culturally Responsive Teaching, Religious and 

Moral Education, Teachers 

 

1. Introduction 

Teaching religion(s) in schools comes with many pressing issues that beat the minds 

and energy of scholars. These issues comprise forcing beliefs on learners, discriminating 

against others, stereotyping, and intolerance against other religions. Religious ways of 

operating emanate from the beliefs and practices of the believers. Religious subscribers' 

beliefs and practices are direct products of their culture and are highly esteemed. Schools, 

being the authority to pass on these holy conventions of beliefs to anticipated generations, 

come across learners from diverse cultural backgrounds. It is not surprising that 

Nyamekye, Zengulaaru, and Mutawakil (2024) [1] highlight that education is a social 

institution embedded in a certain culture and educational methods are heavily influenced 

by the sociocultural norms of the community in question. To that end, countries have 

come up with subjects that help with the easy transmission of their culture to their 

younger generation. For example, issues in subjects like Citizenship, Social Studies, 

Government, History, and Religious and Moral Education (RME) help to make learners 

tolerant of others in life. In the classroom, everyone needs to listen and be heard, despite 

the various cultural backgrounds. Teachers are, therefore, supposed to possess 

competencies that will make them confident enough to ensure equal representation of 
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diverse cultures in their teaching practices and strategies. The temerity to do this has been 

referred to as Multicultural Teaching Competence (MTC) which metamorphoses to form 

Culturally Responsive Teaching (CRT). 

MTC in the classroom constitutes an understanding of the cultural heritage of others 

by both educators and learners (Dusi, Rodorigo & Aristo, 2017) [2]. In the classroom, it is 

expected of both teachers and students to love all no matter how weak one’s culture may 

appear. The term connotes a wide range of concepts, including race, language, sex, 

handicap, social class, religious orientation, ethnicity, sexual orientation, and age, which 

are included in the phenomena of multiculturalism (Banks & Banks, 2010; Güven et al., 

2022) [3,4]. Multiculturalism also means that various cultures can live together and that 

every social group can maintain their existing cultures within the mainstream culture 

(Bulut & Başbay, 2014) [5]. Since students come into the classroom with different cultural 

backgrounds, it is expected of all teachers to ensure that the various cultures and their 

contents are held firmly when teaching. Hamilton (2016) [6] opines that MTC is 

understood in the context of the duty of educators and highlights the interactive aspect of 

multicultural competence, which calls on instructors to continuously evaluate their 

attitudes and level of understanding of various cultures, as well as the effects these aspects 

have on their students. According to Hamilton, for students' understanding of the cultural 

backgrounds of various cultures to increase, teachers should organise numerous activities 

to celebrate diverse cultural practices, have a firm grasp of culturally responsive 

pedagogy, and incorporate examples of the perspectives and experiences of racial and 

ethnic groups during school events. One of the MTC taxonomies based on the literature 

has its place in the work of Babayiğit (2022) [7].  

After synthesising the MTC framework, Babayiğit (2022) [7] categorised these 

competencies into two: multicultural pedagogical competencies (MPC) and egalitarian 

competencies (EC). One of the fundamental goals of multicultural education is to ensure 

that every student succeeds, regardless of their differences. This is related to multicultural 

pedagogical competencies (Babayiğit, 2022) [7]. Egalitarian competencies are derived 

from the competencies and are associated with the capacity to possess the cognitive and 

affective foundation that multicultural education demands, such as the capacity to accept 

diversity and be democratic. However, one of the fundamental goals of multicultural 

education is to ensure that all students achieve, notwithstanding their differences. Hue 

and Kennedy (2014) [8] for example, carried out a comprehensive research of Hong Kong 

educators and looked into multiculturalism characteristics seen in local Chinese educators. 

They distinguished four primary components of multiculturalism: acknowledging the 

many learning styles of pupils, navigating cultural diversity, fostering positive 

interpersonal interactions, and developing surroundings that are culturally integrated 

(Leung, & Hue, 2020) [9]. When Hue and Kennedy asked participating teachers to rate 

their level of competency in the classroom, they said they felt more at ease in classes with 

just one type of student—local or non-local—and that they typically found it difficult to 

teach classes with both local and non-local students. This implies that the teachers feel 

highly confident in handling the students though they come from varied backgrounds. 

Importing this finding to teaching various religions, students from different faiths are 

probably going to be cordially embedded in the teaching process.  Teachers being 

conscious of this necessity will then be competent enough to incorporate and be 

responsive to the students’ cultures when teaching RME.  

According to Karatas (2020a) [10], to be a culturally responsive teacher, one must 

possess several personal and professional qualities, including the ability to avoid 

discrimination, respect cultural differences, act as a role model, have an empathetic 

tendency, be an effective communicator, and have a background in pedagogy. According 

to Banks (2008) [11], a learner's socioeconomic status, race/ethnicity, and religious beliefs 

are significant factors in explaining their behaviour. At this point, every aspect of 

education—including the curriculum, teacher preparation, and textbooks—should be 
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organized in relation to the cultural backgrounds of the pupils (Karatas & Oral, 2019; 

Karatas, 2020a) [10,12]. Uniform teaching methods in schools may overlook students' 

unique needs and characteristics. Karata revealed that culturally responsive teachers need 

to examine class materials for culturally appropriate images and themes. Students should 

be made to compare their culture with other people’s cultures and speak their native 

languages. Teachers should help students to work independently, and spend time outside 

of class learning about the cultures and languages of other students. This is where CRT 

shows up as a method that supports the idea that the educational process should take into 

account the cultural demands of the students. Gay (2018) [13] defines culturally 

responsive education as an endeavour to enhance the relevance and efficacy of learning 

activities for students by considering their cultural knowledge, prior experiences, 

reference framework, and performance styles. Teachers have demonstrated their response 

to cultural variations when they accept and accommodate the various groups. Keengwe 

(2010) [14] states that educators need to acknowledge the presence of diverse cultural 

backgrounds in today's classrooms and make the appropriate accommodations for these 

variances. Furthermore, teachers should go beyond the notion of a cultural mismatch for 

students' languages and cultures to be seen as equally powerful and valued. They should 

also set high standards for each student and meet them. It is expected of all instructors to 

comprehend the diversity of cultures represented in the classroom, to be ready for 

whatever obstacles they may encounter, and to be able to acquire and implement efficient 

teaching strategies that take into account the differences in their students. maximize their 

academic breakthrough. 

 The development of MTC and CRT in RME is a complex and multifaceted process. 

Mensah and Ampem (2023) [15] inferring from the provisions of the RME curriculum in 

NaCCA (2019) [16] highlight that there are three major religions (Christianity, African 

Traditional Religion, and Islam) practiced in Ghana. These religions have some cultural 

undertones, based on their origins. Therefore, students’ attitudes towards these religions 

are attached to these cultural undertones. Aside this, the students are from different ethnic 

groups with different cultures. Students from these religions and ethnic groups will go to 

schools with different cultural ideologies. This implies that RME teachers in the Cape 

Coast metropolis are expected to recognise and cater for the students coming from all 

these cultural backgrounds to pursue education. Because of this, CRTs may be utilised to 

manage diversity in the classroom and traverse these disparities.  

It can be said that understanding cultural variations among students is crucial for 

RME teachers to provide successful instruction (Byrd, 2016; Maasum et al, 2014; 

Rudhumbu, & du Plessis, 2021) [17-19]. This means that there is a need for instructors to 

have a certain level of multicultural competence for them to be able to deal with issues of 

cultural diversity in their classrooms through the use of culturally responsive pedagogies 

(CRP). Ferguson (1999) [20] emphasises the importance of a constructivist paradigm and 

active participation in the learning process to enhance students’ knowledge and 

understanding of religious concepts. Prater and Devereaux (2009) [21] underscore the 

need for religious educators to be culturally responsive in their curricular content and 

pedagogy, suggesting that professional development in this area is crucial. Istiningsih 

(2016) [22] highlights the role of religious instructors in affirming tolerance in a plural 

society, emphasizing the need for a balanced and socially cohesive attitude. Roebben (2015) 

[23] further explores the role of the religious education teacher in fostering identity, 

celebrating diversity, and building community, underscoring the spiritual disposition of 

the teacher in this process. These studies collectively underscore the importance of a 

holistic approach to developing MTC and CRT. 

MTC and CRT of RME teachers are indicated by other studies to be influenced by 

other factors. McNeal (2005) [24] found that teachers' previous experiences with diverse 

populations, their own high school experiences, and their backgrounds similar to their 

students all supported multicultural infusion. However, factors such as school structure, 
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time constraints, racism, and tracking impeded this. Lopes-Murphy and Murphy (2016) 

[25] highlighted the need for more culturally competent educators, particularly in the 

context of a predominantly white, female, and middle-class teaching force. Kahn, 

Lindstrom, and Murray (2014) [26] emphasized the role of cross-cultural experiences, with 

teachers in the East having higher cultural competence scores, and those with foreign 

language skills, international experiences, and friends from other cultures scoring higher. 

Güven et al (2022) [4] found that the multicultural teacher competencies of primary school 

teachers differed in terms of sex, professional experience, and place of employment, which 

can intersect with culturally responsive teaching by emphasizing the importance of 

respecting diverse beliefs and promoting moral and ethical development. 

To be called a multiculturally competent teacher, you need to show an understanding 

of the cultural origins of fellow students, show tolerance and respect for other cultures, 

show acceptance of students from minority groups, oppose prejudice, and adopt a 

democratic mindset as well as to have the ability to tolerate differences. Some pressing 

questions that need to be asked are; how do we ensure that all students are heard during 

RME lessons? What culturally responsive training has been given to RME teachers? Will 

every student's cultural needs be met during lessons in RME? Do teachers’ sex, academic, 

and professional qualifications, and years of teaching teachers have any significant 

influence on their competencies in teaching students from diverse religious and ethnic 

backgrounds? 

1.1. Context and Purpose 

It is commonly acknowledged that Hong Kong is a multicultural and multi-ethnic 

metropolis. Even though they currently only make up about 5% of the population, ethnic 

minority citizens' share has significantly increased. 11,204 students from ethnic minorities 

(EMSs) under the age of fifteen were enrolled in Hong Kong schools in 2001. This number 

increased to 13,472 by 20% in 2006. In 2007, there were 28,722 full-time students enrolled 

in Hong Kong schools. This number rose to 42,079 by 2011, a 50% rise (Hong Kong Census 

and Statistics Department, 2012) [27]. Since many of these pupils originate from low-

income families, they frequently struggle academically. In Hong Kong, no regulations 

have been developed regarding multicultural education or education for ethnic minorities 

(Jackson, 2014; Poon-McBrayer, 2014) [28,29]. Likewise, in Ghana, no such policies seem 

to have been promulgated to guide learners from different cultural backgrounds. The 

Ghanaian education system and curriculum require that RME should be taught based on 

the three major religions and on the need to have the various cultural undertones featured. 

However, the teachers struggle to be culturally responsive as observed in many lessons 

we have observed at micro-teaching supervision on the field. This has been a major 

contributing factor to students' lack of interest in RME despite it being a core subject. It is 

evident in the Chief Examiner’s reports (2022, 2023) [30,31] that RME candidates’ 

performance in BECE was not good enough.  

It needs to be stated emphatically that RME teachers need to possess the 

competencies to tolerate other religions since religions pick cultural elements of the 

believers so that the students will be encouraged to learn from others to improve their 

academic achievements. However, the attention of stakeholders and universities that 

prepare student-teachers has not been drawn to the fact that responding to the diverse 

cultures that influence academic performance is concerned with teaching RME. Owusu 

and Mensah (2023) and Mensah and Ampem (2023) [32,33] have postulated that, as a 

result of unemployment, lack of qualified teachers and the religious background of 

teachers in the country, Head teachers are forced to assign teachers without a degree in 

religious education to teach the subject. The calibre of teachers without proper orientation 

on considering the various factors end up making the learners lose interests which reflect 

in their performance when they sit for BECE. 
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It is critical that learners who will shape society's future not only excel intellectually 

(which is difficult to achieve), but also learn fundamental principles such as democracy, 

human rights awareness, equality, respect for variations, and social justice. A ton of 

studies (Dusi, Rodorigo, & Aristo, 2017; Guven et al, 2022; Hamilton, 2016; Babayiğit, 2022; 

Hue, & Kennedy, 2014; Leung, & Hue, 2020; Karatas, & Oral, 2019; Jackson, 2014) 

[2,4,6,7,8,9,12,28] have been conducted outside Ghana on the issues multicultural 

competence with only a few (Gay, 2018; Karatas, 2020b; Karatas, 2020c) [13,33,34] on 

culturally responsive teaching. It was Nyamekye et al. (2024) [1] who worked on “Culture, 

Critical Pedagogy, and Critical Thinking among ‘Children’ in Ghana” in the Ghanaian 

language. Works in RME are scanty and there has not been a single study blending MTC 

and CRT of RME instructors in Ghana. It is therefore necessary for the educational process 

and teachers to contribute to this vision of promoting education for all cultures. It is 

anticipated that educational approaches based on CRT will advance social and individual 

development at this time. It is required that RME teachers, who play a significant role in 

the educational system, possess the necessary knowledge, abilities, and CRT awareness. 

It is based on this that this current study purposed to examine MTC and CRT of religious 

and moral education teachers in Cape Coast via the questions below. 

1.2. Research questions 

1. What is the level of MTC of RME teachers? 

2. What is the level of RME teachers’ CRT? 

1.3. Hypotheses 

H01. There is no statistically significant effect of RME teachers' demographics on their 

MTC. 

H02. There is no statistically significant effect of RME teachers' demographics on their 

RME teachers’ CRT. 

H03. There is no effect of RME teachers' MTC on their CRT. 

1.4. Conceptual Framework 

The conceptual framework clearly shows the interrelatedness that exists between the 

constituents of the study. This presents the pictorial connotation of what the literature 

accentuates in conjunction with the researchers’ conceptualization of the relationships and 

the influence the variables have on themselves. Empirical evidence from studies (Dusi, 

Rodorigo, & Aristo, 2017; Guven et al, 2022; Hamilton, 2016; Babayiğit, 2022; Hue, & 

Kennedy, 2014; Leung, & Hue, 2020; Karatas, & Oral, 2019; Jackson, 2014) [2,4,6,7,8,9,12,28] 

have juxtaposed that teacher’s cultural responsiveness is influenced by MTC while others 

are silent on it. There is a need to find an answer to research question one. Again, some 

scholars postulate that teachers' demographic characteristics have a significant influence 

on their ability to respond to different cultures in the classroom when teaching RME 

whereas Karatas (2020) [10] gives a different dimension that deviates from the rest. This 

calls for the testing of hypotheses 1 and 2 as shown in Figure 1.  Having seen the relation 

will, therefore, indicate where to stress to make the RME teachers multiculturally 

competent and culturally responsive in the teaching of RME. The effect of MTC on CRT 

remains unknown although it is believed that teachers are in the MTC, the more they will 

be in practising MTC. 
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Figure 1. Conceptual Framework showing the link between multicultural teaching competency 

and culturally responsive teaching.  

2. Methods  

2.1. Procedures 

The study followed the assumptions of the positivists’ paradigm of assessing a 

phenomenon. This study was to examine the MTC and CRT of RME teachers. Positivism, 

emphasizes the use of quantitative methods to establish causal relationships and 

generalisable findings. In the context of cross-sectional survey design, positivism involves 

the use of large quantitative data sets to establish general truths (Leavy, 2017, Mensah, 

Ansah, & Ampem, 2024) [36,37]. Data on the said subject was collected from all RME 

teachers in the Cape Coast metropolitan to examine their level of MTC and CRT in 

teaching RME. 

All Junior High School RME teachers in the Cape Coast metropolis had the chance to 

participate in the study. These teachers have been trained to teach RME, which involves 

teaching students from various multicultural backgrounds and being culturally 

responsive when teaching RME. There are 54 basic schools that are up to the JHS level in 

the metropolis. The participants of the study were 150 teachers who were involved in the 

study through the census method. A census is a procedure of systematically acquiring and 

recording information about the members of a given population (Antonie, Inwood, & 

Minns, 2020) [38]. The door-to-door survey type of census method was used to reach the 

teachers. Table 1 provides information on the characteristics of the teachers. 

Table 1. Demographic Characteristics of Teachers (n= 150) 

Variable  Subscale  No. % 

Gender Male  37 24.7 

 Female  113 75.3 

Academic Qualification WASSCE 12 8.0 

 Diploma 22 14.7 

 Bachelor’s Degree 99 66.0 

 Masters 17 11.3 

Teaching Experience 1-5 years 66 44.0 

Academic 

Qualification 

Sex 

Professional 

Qualification 

Teaching 

Experience 

Culturally 

Responsive 

Teaching 

Multicultural 

Teaching 

Competence 

H1 

H2 

H3 
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 6-10 years 16 10.7 

 11-15 years 26 17.3 

 16-20 years 23 15.3 

 21-25 years 19 12.7 

Professional Qualification teacher's Cert 10 6.7 

 Diploma in Education 18 12.0 

 PDGE 3 2.0 

 Bachelor Education 108 72.0 

 Master of Education 11 7.3 

Source: Field Data (2024). 

A rigorous adherence to ethical considerations was maintained. To make sure of this, 

an ethical clearance was sought from the Institutional Review Board at the University of 

Cape Coast. Further, a letter of introduction was requested from the Department of Arts 

Education, University of Cape Coast, to get official permission from the school 

administration to interact with the teachers. Confidentiality and anonymity were all 

guaranteed, and all ethical concerns were duly observed. The teachers were informed 

orally that their responses would not be tagged with their names. The RME teachers’ 

consent was sought verbally because after giving them additional information about the 

study's purpose they were all willing to participate fully. This is why written informed 

consent was not deemed necessary. They were also informed that they could freely 

provide information because it would only be used for academic purposes and that they 

could choose to withdraw from the study if they felt intimidated or coerced.  

2.2. Measures 

A close-ended structured questionnaire was used for the data collection exercise. It 

contained 33 items that were adapted to suit the context of the study and administered to 

the RME teachers. This enabled the researchers to obtain the necessary information from 

the teachers who teach RME. The instrument covered three sections. Section A solicited 

data on four RME teachers’ demographic characteristics, and B had 16 multicultural 

teaching competency items adapted from Spanierman et al. (2010) [39]. The researchers 

changed the aspect that contained racism and other issues that did not suit the Ghanaian 

context. It was measured on a six-point Likert scale 6=Strongly Agree, 5=Moderately 

Agree, 4=Slightly Agree, 3=Slightly Disagree, 2=Moderately Disagree and 1=Strongly 

Disagree. The last section, C contained 17 items adapted from Karatas (2020) [10] to 

measure CRT. Here, all changes dealt with the aspect that contained racism and other 

issues that did not suit the Ghanaian context.  It was also measured on five-point 

frequency scale ranging from 5=Always, 4=Often, 3= Sometimes, 2=Rarely, and 1=Never. 

2.3. Validity and Reliability 

The instrument was subjected to content and face validity based on an assessment of 

experts and the researchers themselves. To ensure that the instrument meets the reliability 

test, Cronbach’s Alpha was established for the items on MTC and CRT. The overall alpha 

value obtained was .948 while the individual values were .935 and .894 respectively for 

MTC and CRT. Tavakol and Dennick (2011) [40] have indicated that an alpha value 

ranging from 0.70 to 0.95 is to be considered strong and accepted. Therefore, an alpha 

value of .948 within the threshold of .7 and .95 was deemed acceptable for the instrument 

to be used. 

Test of the measurement model (outer model) 

Measurement inconsistencies were investigated using construct reliability, 

convergent validity, and discriminant validity tests on the latent variable reflection 

measures (Hair, Ringle, & Sarstedt, 2013) [41]. Table 2 and Figure 2 show the results. 
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Table 2. Construct Reliability and Convergent Validity for RME teachers' MTC and their CRT 

Variable Item Loading Α rho_a rho_c AVE 

MTC 15 0.588-0.875 0.891 0.897 0.909 0.457 

CRT 12 0.562-0.745 0.945 0.949 0. 952 0.572 

Source: Field Data (2023); Key: MTC = Multicultural Teaching Competencies, CRT = Culturally 

Responsive Teaching 

In Table 2, the factor loadings of the MTC construct ranged from 0.588-0.875. In 

addition, the loadings for CRT ranged from 0.562-0.745. These values were above 0.50 

indicating the sign for convergent validity. Thus, all the items characterise the underlying 

constructs (Tavakol, M., & Dennick, 2011; Hair, et al 2013) [40,41]. Further, the internal 

consistencies of the latent variables were good because their Cronbach’s alpha values 

ranged from 0.891 to 0.945 and amalgamated reliabilities (rho_a and rho_c) values ranged 

from 0.897 to 0.909 for MTC and the amalgamated reliabilities (rho_a and rho_c) values 

for CRT ranged from 0.949 to 0. 952. These reliabilities exceeded the required level of 0.7 

(Hair, et al, 2013, Henseler, Ringle, & Sarstedt, 2015; Mensah, Tabiri, & Asare-Danso, 2024) 

[41-43]. Again, the average variance extracted (AVE) values ranged from 0.457 and 0.572, 

which were below the satisfactory threshold value of 0.5. However, if AVE is less than 0.5, 

but the amalgamated reliabilities (rho_a and rho_c) are higher than 0.6, the convergent 

validity of the construct can be tolerable (Hair, et al, 2013; Fornell, & Larcker, 1981) [41,44]. 

Accordingly, the amalgamated reliabilities of MTC (0.897 and 0.909) and CRT (00.949 and 

0. 952) are above 0.6 suggesting that convergent validity was established. Figure 2 presents 

the structure model after PLS-SEM Algorithm and Table 3 affords the results for 

discriminant validity using the Fornell-Larcker criterion besides Heterotrait-Monotrait 

Ratio (HTMT). 

 

Figure 2. Structure model after PLS-SEM Algorithm 
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Table 3. Discriminant Validity between MTC and CRT 

Construct CRT MTC 

Fornell-Larcker Criterion 

CRT 0.676  

MTC 0.782 0.756 

Heterotrait-Monotrait (HTMT) Ratio 

CRT   

MTC 0.838  

Source: Field Data (2023); Key: MTC = Multicultural Teaching Competencies, CRT = Culturally 

Responsive Teaching 

From Table 3, the discriminant validity of the model was established because the 

square roots of the AVE values (i.e., diagonal values in bold) for all the main constructs in 

the model are greater than the corresponding inter-construct correlations (i.e., all values 

below the bold values). The values of the square roots of the AVE were 0.676 for CRT and 

0.782 for MTC [Hair, et al, 2013; Fornell, & Larcker, 1981) [41,44]. Further, using the 

Heterotrait-Monotrait (HTMT) Ratio, confirmed discriminant validity because the HTMT 

ratio values were below the threshold of .838 or .90 (Collier, 2020; Henseler, Ringle, & 

Sarstedt, 2015) [41,42]. 

2.4. Quantitative Treatment of Data  

Data collected from the questionnaire were analysed quantitatively. The 

questionnaires were serially numbered for easy identification. The data collected were 

sorted out, organised and cleaned not necessarily changing responses to suit the 

researchers but to ensure that all missing data were dealt with according to present 

accurate data. All the responses for each item in the questionnaire were analysed using 

descriptive and inferential statistical tools, computed into the Statistical Product and 

Service Solutions (SPSS) version 27 and PLS-SEM. The items in the demographic section 

of the questionnaire were analysed using frequencies and percentages. The items relating 

to research questions one and two were analysed using frequencies, percentages means 

and standard deviations. Factorial ANOVA was used to test the corrected model 

(simultaneous effect) and variance in the MTC and CRT of RME teachers based on the 

teachers’ demographic characteristics (Hypothesis 1 and 2). Hypothesis three was 

analysed using PLS-SEM analysis to ascertain the effect of MTC on CRT of RME teachers.  

3. Results  

3.1. The level of RME teachers’ MTC 

The question sought to establish the level of MTC of RME teachers. The concept of 

MTC plays an important role in the teachers' classroom practices. An empirical review of 

works indicates that all teachers with MTC can deal with issues of cultural diversity in 

their classrooms through the use of CRP which grabs students’ interest to excel in their 

learning process. The teachers were to indicate their agreement or disagreement with the 

items based on the scale: 6=Strongly Agree, 5=Moderately Agree, 4=Slightly Agree, 

3=Slightly Disagree, 2=Moderately Disagree and 1=Strongly Disagree. The mean scores 

and overall mean were interpreted as 1.00- 2.7 (low), 2.8- 4.4 (moderate) and 4.5-6.0 (high). 

Results are shown in Table 4. 

Table 4. Level of MTC of RME Teachers (n= 150) 

Statement  
SA MA/SA SD/MDA SDA M SD  

No % No % No % No %   
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I plan many activities to celebrate 

diverse cultural practices in my 

classroom. 

69 46.0 74 49.3 7 4.7 0 0 5.20 .91 

I understand the various 

communication styles among 

different ethnic minority students in 

my classroom. 

65 43.3 62 41.4 16 10.6 7 4.7 4.89 1.40 

I consult regularly with other 

teachers or administrators to help me 

understand multicultural issues 

related to instruction. 

86 57.3 45 30.0 16 10.7 3 2.0 5.10 1.32 

I have a clear understanding of 

culturally responsive pedagogy. 
65 43.3 60 40.0 19 12.6 6 4.0 4.87 1.36 

I often include examples of the 

experiences and perspectives of 

ethnic groups during my classroom 

lessons. 

93 62.0 43 28.7 18 12.0 0 0 5.35 1.10 

I plan school events to increase 

student’s knowledge about the 

cultural experiences of various ethnic 

groups. 

60 40.0 57 38 26 17.3 7 4.7 4.69 1.41 

I am knowledgeable about ethnic 

identity theories. 
27 18.0 88 58.6 30 29.0 5 3.3 4.41 1.32 

My curricula integrate topics and 

events from ethnic minority 

populations. 

57 38.0 42 28 23 15.4 5 3.3 4.68 1.40 

I am knowledgeable of how 

historical experiences of various 

ethnic minority groups may affect 

students’ learning. 

53 35.3 74 49.3 18 12.0 5 3.3 4.71 1.27 

I make changes within the general 

school environment so ethnic 

minority students will have an equal 

opportunity for success. 

60 40 58 38.7 23 15.3 9 6.0 4.67 1.48 

I am knowledgeable about the 

particular teaching strategies that 

affirm the ethnic identities of all 

students. 

65 43.3 61 40.7 21 14.0 3 2.0 4.89 1.33 

I rarely examine the instructional 

materials I use in the classroom for 

ethnic bias. 

48 32 43 35.4 29 19.3 20 13.3 4.24 1.72 

I integrate the cultural values and 

lifestyles of ethnic minority groups 

into my teaching. 

62 41.3 71 47.4 14 9.3 3 2.0 5.06 1.09 

I am knowledgeable about the 

various community resources within 

the city where I teach. 

67 44.7 58 38.7 22 14.6 3 2.0 4.87 1.27 

I often promote diversity through the 

behaviours 

I exhibit. 

57 38.0 77 51.3 14 9.3 2 1.3 4.98 1.10 
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I establish strong, supportive 

relationships with ethnic minority 

parents. 

74 49.3 50 33.3 33 25.3 3 2.0 4.97 1.32 

Average          4.8 1.3 

Source: Field Data (2023) 

Results in Table 4 show that majority (n= 93, 62.0) of the teachers moderately agreed 

that they often include examples of the experiences and perspectives of ethnic groups 

during their classroom lessons (M= 5.35, SD= 1.10). Most (143, 95.3%) of them either 

strongly agreed or moderately agreed that they plan many activities to celebrate diverse 

cultural practices in their classroom (M= 5.20, SD= .91). Majority (86, 57.3%) of them 

moderately agreed that they consult regularly with other teachers or administrators to 

help them understand multicultural issues related to instruction (M= 5.10, SD= 1.32). 

Almost all (613, 88.7%) strongly agreed or moderately agreed that they integrate the 

cultural values and lifestyles of ethnic minority groups into their teaching (M= 5.06, SD= 

1.09). Majority (127, 84.7%) strongly agreed or moderately agreed that they understand 

the various communication styles among different ethnic minority students in their 

classrooms (M= 4.89, SD= 1.40). Again, over half (77, 51.3%) of the teachers moderately 

agreed that they often promote diversity through the behaviours they exhibit (M= 4.98, 

SD= 1.10). Similarly, 124 82.6%) either strongly agreed or moderately agreed that they 

establish strong, supportive relationships with ethnic minority parents (M= 4.97, SD= 1.32). 

Almost half (65, 43.3%) of them moderately agreed that they have a clear understanding 

of culturally responsive pedagogy (M= 4.89, SD= 1.33). Here, over 61 (40.7%) of them 

moderately agreed that they are knowledgeable about the particular teaching strategies 

that affirm the ethnic identities of all students (M = 4.9, SD= 1.3). Majority (117, 78.0%) 

moderately agreed that they plan school events to increase students’ knowledge about the 

cultural experiences of various ethnic groups (M = 4.69, SD = 1.36). More than half (99, 

66.0%) of them moderately agreed that their curricula integrate topics and events from 

ethnic minority populations (M= 4.67, SD= 1.40). Likewise, over 88 (58.6%) out of 150 

teachers slightly agreed that they are knowledgeable about ethnic identity theories (M = 

4.41, SD= 1.32). Also, majority (127, 84.6%) of them strongly agreed or moderately agreed 

that they are knowledgeable of how historical experiences of various ethnic minority 

groups may affect students’ learning (M = 4.71, SD= 1.27). Moreover, majority (118, 78.7%) 

of them either strongly agreed or moderately agreed that they make changes within the 

general school environment so ethnic minority students will have an equal opportunity 

for success (M = 4.67, SD= 1.48). Finally, more than half (91, 67.4%) moderately or slightly 

agreed that they rarely examine the instructional materials they use in the classroom for 

ethnic bias (M = 4.24, SD = 1.72). 

An average mean score of 4.8 (SD=D1.3) was actualised indicating that the RME 

teachers have a high level of MTC despite the teacher’s inability to nurture and 

acknowledge students’ interests leading to poor academic performance. The finding here 

is congruent with other studies (Dusi, Rodorigo & Aristo, 2017; Banks & Banks, 2010; 

Güven et al, 2022; Babayiğit, 2022; Spanierman et al, 2010) [2,3,4,7,39] conducted out of 

Ghana and Africa as a whole on the concept and discovered that the educators involved 

in the study had high competencies. Similarly, Leung, and Hue (2020) [9] found 

participating teachers to rate their level of competency to be moderate as they said they 

felt more at ease in classes with just one type of student—local or non-local—and that they 

typically found it difficult to teach classes with both local and non-local students. So do 

teachers in Cape Coast Metropolis include examples of the experiences and perspectives 

of ethnic groups, plan many activities to celebrate diverse cultural practices and consult 

regularly with other teachers or administrators to help them understand cultural issues. 

This reveals how highly confident the RME teachers feel in handling the students though 

they come from varied backgrounds.  
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3.2. What is the level of RME teachers’ CRT? 

This question sought to establish the level of RME teachers’ CRT. Scholars believe 

that teachers with a good knowledge of CRT can get the attention and interest of learners 

in the teaching and learning process which should reflect in the students’ performance. 

Teachers with this capability can learn words in other native languages, encourage 

speaking of native languages, work independently, select learning activities to reflect all 

cultures and spend time learning about cultures and languages. The teachers were to 

indicate their agreement or disagreement with the items based on the scale: “5=Always, 

4=Often, 3= Sometimes, 2=Rarely, and 1=Never. The mean scores and overall mean were 

interpreted as 1.00- 2.6 (low), 2.7- 3.4 (moderate) and 3.5-5.0 (high). Table 5 details the 

results. 

Table 5. Level of RME Teachers’ Culturally Responsive Teaching (n=150) 

Statements 
A/O S/R N M SD 

No  % No  % No  %   

I include lessons about the acculturation process 65 43.4  73 48.6  12 8 3.4 1.2 

I examine class materials for culturally appropriate images and themes. 84 56.0 66 44.0  0 0 3.7 .97 

I ask students to compare their culture with other cultures. 48 32.0 77 51.3 25 16.7 3.0 1.3 

I make an effort to get to know my students’ families and backgrounds.  68 45.4 79 52.7 3 2.0 3.6 1.0 

I learn words in my student's native language 79 52.6 61 40.7 10 6.7 3.7 1.2 

I use mixed-language and mixed-cultural pairings in group work. 81 44.0 61 40.7 8 5.3 3.7 1.3 

I use peer tutors or student-led discussion 102 68. 40 26.7 8 5.3 4.0 .9 

I use surveys to find out about my students’ classroom preferences. 65 43.3  80  3.4 5 3.3 3.4 1.1 

I elicit students’ experiences in pre-reading and pre-listening activities.  I03 68.7 39  26.0  8 5.3 3.7 1.1 

I encourage students to speak their native languages with their children. 69  46.0  69 46.0  12 8.0 3.3 1.2 

I help students to work independently, selecting their learning activities 105 70.0   36 24.0  9 6.0 4.0 1.2 

I spend time outside of class learning about the cultures and languages of 

my students. 
 62 41.4   67 44.6  21 14.0 3.1 1.3 

I include lessons about anti-immigrant discrimination or bias. 56 37.3 72 48.0 22 14.7 3.1 1.2 

I supplement the curriculum with lessons about international events.  51  34.0 80 53.3 19 12.7 3.0 1.3 

I ask for students’ input when planning lessons and activities.  65 43.3   65 43.3  20 13.3 3.1 1.3 

I encourage students to use cross-cultural comparisons when analysing 

material. 
73 48.0 62 41.4 16 10.7 3.3 1.2 

I provide rubrics and progress reports to students. 89 59.3 53 35.3 8 5.3 3.6 1.1 

Average        3.5 1.2 

Source: Field Data (2023) 

Results in Table 5 show that majority (n= 102, 68.0%) of the teachers indicated that 

they use peer tutors or student-led discussions (M= 4.0, SD= .9) and 79 (52.6%) said they 

often learn words in their student's native language (M= 4.0, SD= 1.2). More than half (105 

70.0%) indicated that they always or often help students to work independently, selecting 

their learning activities (M= 3.97, SD= 1.18). Majority (103, 68.7%) said they always or often 

elicit students’ experiences in pre-reading and pre-listening activities (M= 3.7, SD= 1.1). 

Similarly, 84 (56.0%) of them indicated that they always or often examine class materials 

for culturally appropriate images and themes (M= 3.7, SD= 1.0). Majority (81, 44.0%) 

indicated that they often use mixed-language and mixed-cultural pairings in group work 

(M= 3.7, SD= 1.3) Again, more than half (89, 59.3%) provide rubrics and progress reports 

to students (M= 3.6, SD= 1.1) and 79 (52.7%) of indicated that they make an effort to get to 
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know their students’ families and backgrounds (M= 3.6, SD= 1.0). However, majority (n= 

73, 48.6%) sometimes or rarely include lessons about the acculturation process (M= 3.4, 

SD= 1.2), and they use surveys to find out about their students’ classroom preferences (M= 

3.4, SD= 1.1). Majority (69, 46.0%) hinted that they often encourage students to speak their 

native languages with their children (M= 3.3, SD= 1.2). Again, 62 (41.4%) or 16 (10.7%) 

either sometimes or rarely encourage students to use cross-cultural comparisons when 

analysing material (M= 3.3, SD= 1.2) and majority (65, 43.3%) indicated that they ask for 

students’ input when planning lessons and activities (M= 3.1, SD= 1. 3). Majority (62, 41.4%) 

or 67 (44.6%) indicated that they spend time outside of class learning about the cultures 

and languages of my students (M= 3.1, SD= 1.3). Likewise, 94 (62.7%) of them agreed to 

sometimes or often include lessons about anti-immigrant discrimination or bias (M= 3.1, 

SD= 1.2). Moreover, 77 (51.3%) agreed they sometimes or often ask students to compare 

their culture with other cultures (M= 3.0, SD= 1.3). Finally, (131, 87.3%) indicated that they 

sometimes supplement the curriculum with lessons about international events (M= 3.0, 

SD= 1.3). 

An average mean score of 3.5 (SD= 1.2) was obtained indicating that the teachers have 

a high level of CRT even though the students seem not to show interest in the subject 

leading them to fail in their final examinations. This finding corroborates with Karatas 

(2020a) [10] who found that teachers had high levels of CRT the educators knew how to 

avoid discrimination, respect cultural differences, be role models, have an empathic 

tendency, and have good communication skills. This finding supports Karatas and Oral 

(2019) [12] who found that the educators were highly competent and so the teachers 

helped to structure the school climate to the curriculum, from teacher competencies to 

textbooks, according to students’ cultural backgrounds. Kahn Lindstrom and Murray 

(2014) [26] highlighted the need for highly culturally competent educators, particularly in 

the context of a predominantly white, female, and middle-class teaching force to recognise 

all cultures equally. Lopes-Murphy and Murphy (2016) [25] emphasized the role of cross-

cultural experiences, with teachers in the East having higher cultural competence scores, 

and those with foreign language skills, international experiences, and friends from other 

cultures scoring higher. 

3.3. There is no statistically significant influence of RME teachers' demographics on 

their multicultural teaching competency. 

The hypothesis sought to investigate the influence of RME teachers' demographics 

(sex, teaching experience, academic qualification and professional qualification) on their 

MTC. The literature provides insights into various factors that may influence teachers' 

MTC, which include gender, academic qualification, teaching experience, and 

professional qualification. However, the studies reviewed did not directly address the 

combined effect of these factors on the MTC of RME teachers. A factorial ANOVA was 

conducted to examine the effects of RME teachers’ demographic features on their MTC. 

The result is detailed in Table 6. 

Table 6. Test of Between Subjects Effects RME teachers' demographic features on their MTC  

Source Df Mean Square F Sig. Partial ƞ2 

Corrected Model 30 713.608 7.142 .000 .643 

Intercept 1 241652.404 2418.566 .000 .953 

Sex 1 580.280 5.808 .017 .047 

Academic qualification 3 662.128 6.627 .000 .143 

teaching experience 4 234.948 2.351 .058 .073 

Professional qualification 4 1329.747 13.309 .000 .309 

Sex * Academic Qualification 2 11.701 .117 .890 .002 

Sex * Teaching Experience 2 18.520 .185 .831 .003 
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Sex * Professional Qualification 2 23.454 .235 .791 .004 

Academic Qualification * Teaching Experience 3 35.054 .351 .789 .009 

Academic Qualification * Professional Qualification 1 150.678 1.508 .222 .013 

Teaching Experience * Professional Qualification 1 443.177 4.436 .037 .036 

Source: Field Data (2023); *Sig < .05 

The results of the General Linear Model (GLM) corrected model in Table 6 shows a 

statistically significant effect of RME teachers’ sex, academic qualification teaching 

experience, and professional qualification on their MTC F (30,4) = 7.142, p = .000, partial 

ƞ2 =.643. There were statistically significant interactions between teaching experience and 

academic qualification F (1, 4) = 4.436, p = .037, partial ƞ2 = .036. There were no statistically 

significant interactions between sex and academic qualification F (2, 4) = .117, p = .890, 

partial ƞ2 = .002, sex and teaching experience F (2, 4) = .185, p = .831, partial ƞ2 = .003, sex 

and professional qualification F (2, 4) = .235, p = .791, partial ƞ2 = .004, academic 

qualification and teaching experience F (3, 4) = .351, p = .789, partial ƞ2 = .009 and academic 

qualification and professional qualification F (1, 4) = 1.508, p = .222, partial ƞ2 = .013. The 

results indicate that there was no statistically significant effect of teaching experience F (4, 

4) = 2.351, p = .058, partial ƞ2 = .073, on their MTC. However, there was a statistically 

significant effect of Sex, F (1, 4) = 5.808, p = .017*, partial ƞ2 = .047, academic qualification 

F (4, 3) = 6.627, p = .000*, partial ƞ2 = .143, and professional qualification F (4, 4) = 13.309, 

p = .000*, partial ƞ2 = .309 on MTC of teachers. 

This finding in congruence with Bamigbade et al (2021) [46] who found that teachers' 

academic qualifications, sex, and teaching experience significantly influence teachers 

teaching practices including being MTC. Harrison et al (2010) [47] found that teachers of 

colour (TOC) scored higher in multicultural teaching knowledge and skills than White 

teachers, indicating that racial or ethnic background, which may intersect with sex and 

professional experience, can be relevant to MTC. This study’s finding is in support of 

Güven et al (2022) [4] who found that the MTC of primary school teachers differed in 

terms of gender, age, professional experience and place of employment. According to Gay 

(2018) [13], culturally responsive education is an effort to make learning activities more 

relevant and more effective for students, taking into account the cultural knowledge, past 

experiences, reference framework and performance styles of ethnically diverse students. 

However, Antonie et al (2020) [38] reports no significant difference in MTC among 

secondary school teachers concerning personal variables like sex and educational 

qualification, suggesting that these factors may not influence MTC. The direct relationship 

between these factors and high MTC in RME teachers is not explicitly established in the 

reviewed literature. Further research is needed to specifically investigate the interplay of 

these variables in the context of RME teachers' MTC. Therefore, the current body of 

research provides a foundation for understanding potential influences on MTC. 

3.4. There is no statistically significant influence of RME teachers' demographics on 

their CRT. 

The hypothesis sought to investigate the influence of RME teachers' demographics 

(sex, teaching experience, academic qualification and professional qualification) on their 

CRT. The literature provides insights into various factors that may influence teachers' 

MTC, including sex, academic qualification, teaching experience, and professional 

qualification. However, the studies reviewed do not directly address the combined effect 

of these factors on the RME teacher's CRT. A factorial ANOVA analysis was conducted to 

examine the influences of RME teachers' demographics (sex, teaching experience, 

academic qualification and professional qualification) on their CRT. The result is detailed 

in Table 7. 
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Table 7. Test of Between Subjects Effects of RME Teachers' Demographics on their CRT 

Source Df F Sig. Partial ƞ2 

Corrected Model 30 3.874 .000 .494 

Intercept 1 1553.422 .000 .929 

Sex 1 4.951 .028 .040 

Academic qualification 3 3.276 .024 .076 

teaching experience 4 4.401 .002 .129 

Professional qualification 4 1.725 .149 .055 

Sex * Academic Qualification 2 .132 .877 .002 

Sex * Teaching Experience 2 .101 .904 .002 

Academic Qualification * Teaching Experience 3 1.501 .218 .036 

Academic Qualification * Professional Qualification 1 .101 .752 .001 

Source: Field Data (2023); *Sig < .05 

The results of the General Linear Model (GLM) corrected model in Table 7 shows a 

statistically significant effect of RME teachers' demographics (teachers’ sex, teaching 

experience, professional qualification and academic qualification) on CRT, F (30, 4) = 3.874, 

p = .000*, partial ƞ2 = .494. There were no statistically significant interactions between 

teaching sex and academic qualification F (2, 4) = .132, p = .877, partial ƞ2 = .002, sex and 

teaching experience F (2, 4) = .101, p = .877, partial ƞ2 = .002, academic qualification and 

teaching experience F (2, 4) =1.501, p = .218, partial ƞ2 = .036 and academic qualification 

and professional qualification F (1, 4) = .101, p = .752, partial ƞ2 = .001. The results indicate 

that there was a statistically significant effect of sex F (1, 4) = 4.951, p = .028*, partial ƞ2 

=.040, academic qualification F (3, 4) = 3.276, p = .024*, partial ƞ2 =.076, and teaching 

experience F (4, 4) = 4.401, p = .002*, partial ƞ2 =.129. There is no statistically significant 

effect of professional qualification F (4, 4) = 1.725, p = .149, partial ƞ2 =.055 on RME teachers’ 

CRT. 

Results show that there is a statistically significant effect of RME teachers' 

demographics on their CRT. The available literature provides insights into various aspects 

of CRT across different educational contexts but does not directly address the relationship 

between RME teachers' demographics and their CRT practices. Appiah (2022) [48] 

explores the pedagogical knowledge base of RME teachers and their assessment methods 

but does not provide a direct examination of the impact of demographics on culturally 

responsive teaching. Similarly, Iita (2021) [49] investigated RME teachers' perceptions of 

the RME syllabus implementation in Namibia, highlighting the influence of teachers' 

personal religious and moral values on teaching, yet it does not quantify the effect of 

demographics on culturally responsive teaching (In the broader context of CRT, several 

studies emphasize the importance of teacher characteristics and background. For instance, 

Chu. (2014) [50] identify personal and professional variables as significant predictors of 

special educators’ CRT efficacy. Charoensilp (2024) [51] found a significant effect of 

teachers’ intercultural sensitivity on their culturally responsive teaching practices. 

However, these studies do not specifically focus on RME teachers' demographics. The 

specific impact of RME teachers' demographics on their CRT is not directly addressed in 

the provided context. Therefore, further research is needed to directly investigate the 

relationship between RME teachers' demographics and their CRT practices. 

3.5. There is no statistically significant effect of RME teachers' MTC on their CRT 

The study finally set out to determine if RME teachers' MTC on their CRT. Empirical 

evidence is abundant in the literature about how MTC predicts or affects CRT of teachers. 

Although the evidence is not conclusive in terms of the magnitude and direction of the 

effect, the general assumption in the literature is that a person with a high level of MTC 

will tend to have a high level of CRT. This study therefore hypothesised that teachers’ 
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MTC levels (predictor variable) will affect their CRT levels (outcome variable). PLS-SEM 

statistics were used to analyse the effect that has been hypothesised.  

Table 8 and Figure 3 present the results of structural model assessment after 

bootstrapping. The structural model was assessed through the coefficient of 

determination (R2), and the standardized beta coefficient (β) for hypothesized relationship. 

The significance of the effect was evaluated using bootstrapping (Hair, et al, 2013; Kock, 

2015) [41,52]. The coefficient of determination (R2) reflects the predictor variable’s (MTC) 

ability to influence the dependent variable (CRT). Accordingly, the R2 test in this study 

followed the category from (Chin, 1998) [53] which has the category of 0.67 (substantial), 

0.33 (moderate), and 0.19 (weak). The effect size (f2) determines the extent of the influence 

of RME teachers' MTC on their CRT. In this study, the size effect (f2) is divided into three 

categories: small (0.02), medium (0.15), and large effect (0.35) (Hair, et al, 2013) [41]. 

Table 8. Effect of RME teachers' MTC on their CRT 

Construct Β SD t-value p-value f2 R2 adj R2 Bootstrap 95% CI 

        Lower Upper 

MTC ->CRT .782 .623 31.977 .000* 1.577 .612 .609 .718 .822 

Source: Field data, 2023; *significant @ .05 

 

Figure 3. Structure model after bootstrapping 

In Table 8, the R2 has a value of .612, meaning that RME teachers' MTC substantially 

explained 61% of the variation in their CRT. In Table 8 and Figure 3, it was observed that 

RME teachers MTC significantly and positively predicted their CRT (β = .782, t = 31.977, p 

< .000). The magnitude of the effect was substantial (f2 = 1.577). The positive standardized 
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beta coefficient (β) suggests that a unit increase in RME teachers would increase their CRT 

by the same proportion.  

There is a statistically significant effect of RME teachers' MTC on their CRT. To 

address this hypothesis, it is necessary to consider the findings and discussions presented 

in the provided papers. The studies collectively underscore the importance of culturally 

responsive teaching (CRT) and its impact on diverse educational settings. Chu (2014) 

demonstrates that preservice teachers can increase their awareness and skills in CRT 

through engagement with multicultural literature and hands-on projects. Norman and 

Zoncita (2019) [54] reflect on the need for CRT in higher education and its influence on 

students' servant leadership, suggesting that culturally sensitive instructors can 

effectively practice CRT. Patrick (2022) [55] discusses the complexity of teacher authority 

in diverse classrooms and the role of CRT in establishing this authority. Siwatu (2007) [56] 

while not directly addressing RME teachers, indicates that preservice teachers' self-

efficacy in CRT can vary, particularly in communication with English Language Learners. 

Cheng (2022) [57] found that teachers' technology experiences positively affect their 

perception of CRT. Tyagi and Verma (2022) [58] advocate for CRT as a strategy to enhance 

student achievement and engagement. Seo (2022) [59] emphasizes the development of 

racial literacy and culturally responsive language teaching among pre-service English 

teachers in Korea. Twene (2020) [60] discuss the challenges faced by RME teachers in 

implementing a multicultural curriculum. Lastly, Appiah (2022) [48] concludes that RME 

teachers possess adequate pedagogical knowledge but may lack familiarity with certain 

contemporary instructional methods. While none of the papers directly test the hypothesis 

in question, they collectively suggest that multicultural competencies are integral to the 

practice of CRT across various educational contexts. The findings imply that RME teachers 

with MTC are likely to be more effective in CRT, although this relationship is not 

empirically tested in the previous literature.  

4. Conclusions and Recommendation 

It can be surmised that students are being taught by teachers who are knowledgeable 

of handling various cultures in the classroom despite their inability to nurture and 

acknowledge students' interests leading to poor academic performance suggests a gap 

between understanding cultural responsiveness and practical application in the classroom. 

Therefore, students’ low interest cannot be pinned on teachers not knowing other cultures. 

It can be concluded again that students are being taught by teachers who encourage and 

show their ability to incorporate diverse cultural perspectives into their pedagogical 

practices. The teachers foster CRT practices among RME educators to create inclusive and 

supportive learning environments for all students. This implies that other factors are 

responsible for students' low or lack of interest. It can be surmised that all the teachers 

have the right qualifications and experiences that recognise various cultures in the 

classroom without making learners uncomfortable. The teachers have the qualities to 

enhance MTC to make the learners’ cultures be seen in the classroom. Some teachers may 

not be using their skills and training leading to students’ loss of interest. Further, it can be 

said that a teacher’s sex, professional experience, academic background, and teaching 

experience enable educators to shape their methods of integrating cultural diversity in the 

classroom. It connotes that the dwindling nature of learners’ interest can be attributed to 

the fact that some of the teachers have not been trained in CRT. Lastly, it can be deduced 

that teachers can bridge the lacuna between theory and practice to ensure that MTC 

translates into effective support for students’ interest in learning. Therefore, the lack of 

interest leading to poor performance cannot be said that teachers do not capitalise on the 

competence in MTC to use CRT.  

It is recommended that GES and the Metropolitan Education office provide ongoing 

professional development opportunities specifically focused on translating MTC 

principles into actionable strategies for supporting students' interests and academic 



Eric Mensah et al. 18 of 21 
 

 

performance. Curriculum developers should promote and celebrate CRT practices among 

RME and incorporate culturally relevant materials and resources into the curriculum to 

further support and reinforce culturally responsive teaching efforts. It is also suggested 

that school heads develop comprehensive professional development programs that 

address the diverse needs and backgrounds of RME teachers, considering factors such as 

sex, academic qualification, teaching experience, and professional qualification. Again, 

NaCCA should offer workshops and conferences specifically tailored to address the 

unique challenges and opportunities associated with teaching in multicultural contexts, 

taking into account the demographic profiles of RME teachers. Lastly, it is recommended 

that NaCCA and the Ministry of Education conduct further professional development 

initiatives that address the intersectionality of teachers' backgrounds, recognizing that 

individuals' identities and experiences may interact in complex ways to shape their 

teaching approaches. There is a need for further research to explore the specific ways in 

which demographic factors influence culturally responsive teaching practices among 

RME teachers, allowing for more targeted interventions and support. 
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