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A major debate in education continues 1o revolve around the incorporation of cultural di versity
in the curriculum. Currently, there is no major consensus on either the acceptance or subse-
quent implementation of this material. The reasons for this are complex but there are factors
that can influence the degree to which policy is implemented. In this study, the following vari-
ables were identified to determine acceptance levels of cultural diversity: ethnicity, exceptional-
ity, gender, language, regional/geographical affiliation, religion, social class, and sexual orien-
tation. This study raised the following questions: (1) What is the opinion among university
Jaculty involved in teacher education programs as to what degree cultural diversity should be
infused (ideal} and to what degree cultural diversity is being infused (actual ) into the curricu-
lum? (2) Is there a statistically significant difference between what should be infused (ideal) and
what is being infused (actual) in regards 1o university faculty perceptions? (3) Does a policy
exist for your school in regards to infusing (identified variable) into the curriculum? Surveys
were sent to university faculty in teacher education programs. Findings support the contention
that curricular infusion of cultural diversity is not universally endorsed or implemented by
university faculty in teacher education programs.

Introduction

A major debate continues to revolve around the incor-
poration of cultural diversity in educational curricula, On
one side of the debate, scholars in the field of culwral di-
versity argue that curricula must recognize the contribu-
tions of all groups in U.S. society. In opposition to this
position, scholars claim that a revision of the traditional
curriculum is particularistic and revisionist (Bloom, 1987;
Leo, 1989; Ravitch, 1990). Although the debate shows no
signs of abatement, a greater number of professional bodies
do agree that diversity should be incorporated into schools,
Most, if not all, of the learned societies for the content arcas
of the curriculum support and disseminate educational
materials pertinent to cultural diversity. More specifically,
the National Council for the Accreditation of Teacher Edu-
cation mandates the infusion of cultural diversity in the
teacher education programs (e.g., see the most recent NCATE
Curriculum Guidelines). Therefore, one might assume that
there is considerable support for the infusion of cultural
diversity in teacher education programs. However, given
the nature of personal, intellectual, social, andfor political

constraints, it may be that there is no major consensus about
the acceptance and/or implementation of cultural diversity
in the teacher education curriculum.

Literature Review

For the past decades, educators have been encouraged
and challenged 1o incorporate cultural diversity into their
curriculum and instruction (Banks, 1994a; Gay, 1994; Hillis,
1993). The advocates for infusing culwral diversity con-
tend that the school’s curriculum reflects a perspective that
mirrors the marginalization of ethnic groups in society
(Banks, 1994b; Weiler, 1988). As Carlson (1997) has stated:
“Multicultural Education typically has been institutional-
ized within the curriculum and within pubtic schools in
ways that affirm the boundaries between the center and the
margins of the curriculum” (p. 65). This limiting process of
curriculum infusion fails to remove the subordinate status
of multicultural education; a status that has little justifica-
tion in current U.S. society. Banks (1994a) has argued that
one of the primary reasons for infusing multicultural edu-
cation is because of the changing demographics of U.S.
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society — what he terms the “demographic imperative.” De-
mographers have proposed that by the year 2020, children
of color will make up 46 % of school aged children (Pallas,
Natrielto, & McDill, 1989).

Opponents to multicultural education, however, assert
that the traditional school curriculum should not be changed
(Bloom, 1987; Chavez, 1995: Ravitch, 1990). Schlesinger
(1991) argues that such a revision would create a fragmen-
tation of the common core of knowledge. In turn, this frag-
mentation would cause groups 1o lose their sense of na-
tional identity. As Bloom (1987) declared, “All such teach-
ers of openness had either no interest in or were actively
hostile to the Declaration of Independence and the Consti-
tution” (p. 13). Rather than infusing diversity into the cur-
riculum, therefore, a traditional curriculum should be em-
phasized and maintatned (Hirsch, 1987).

In spite of the on-going debate, the educational reform
movements of the 1980s and 1990s have generated a num-
ber of recommendations concerning curricular infusion of
cultural diversity (Ginsberg & Berry, 1990), As stated ear-
lier, for example, the National Council for the Accredita-
tion of Teacher Education has set standards for the infusion
of cultural diversity in teacher preparation programs. These
recommendations are helping multicultural education gain
greater representation in the curriculum (Hillis &
vonEschenbach, 1996). However, as Lipsky (1980) noted
in his important work on bureaucracy, mandated policies
may not be fully endorsed or implemented at the program
level because practitioners may not accept the policy and
implement it.

Purpose of the Study

The preceding discussion lays the foundation of this
study. Within this discussion, we have proposed that the
argument for infusion of cultural diversity in the school’s
curriculum has not been resolved. Even with recommended
or mandated policies, the infusion of cultural diversity is
not universal. The discussion of narratives and meta narra-
tives helps us 1o recognize the forces that can facilitate or
inhibit the seemingly innocuous process of curricular infu-
sion. Even at the university level, these personal, intellec-
tual, social, and/or political forces can generate barriers
that might impact the professional development of pro-
spective educators regardless of accreditation standards.
Therefore, this study was undertaken in an attempt to deter-
mine the status of infusing diversity in teacher education
curricula. More specifically, the study attempted to answer
the following questions: What is the opinion among uni-
versity faculty involved in teacher education programs as
to what degree cultural diversity should be infused (1deal)
and to what degree cultural diversity is being infused (ac-
tual) into the curriculum? Is there a significant difference
between what should be infused (ideal) and what is being
infused (actual) in regards to university faculty perceptions?
Does a policy exist for the particular school in regards to
infusing diversity into the curriculum? The variables that
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were identified to substantiate cultural diversity were:
ethnicity, exceptionality, gender, language, regional/geo-
graphical affiliation, religion, social class, and sexual ori-
entation,

Methods

Sample
Approximately [00 respondents were surveyed for this
study. These respondents came from five universities Jo-
cated in the states of Georgia, Tennessee, and Washington
who are involved in professional preparation of prospec-
tive educators. The respondents represented various roles
associated with teacher education institutions. Each par-
ticipant received a cover-letter, a survey, and a stamped
self-addressed return envelope. They were also informed
that all responses would remain anonymous.
Instrumentation
The demographic items acquired through the question-
naire were position, ethnicity, sex, years of experience, age,
residential setting, and population base. Also, the ques-
tionnaire identified eight diversity variables (ethnicity, ex-
ceptionality, gender, language, regional/geographical af-
filiation, religion, social class, and sexual arientation) with
an accompanying definition. For each of these variables,
respondents were asked:
(1) To what degree should (identifted variable) be in-
fused into the curriculum?
(2) To what degree is (identified variable) being in-
fused into your school?
(3) Does a policy exist for your school in regards to
infusing (identified variable) into the curriculum?
The choice of responses for questions (1) and (2) were: all
courses, most courses, somme cCourses, or no courses. The
choices of responses for question (3) were Y€S or no.
Analysis of Data
Responses for each of the demographic variables and
for question ¢ were compiled as frequency scores. Mean
scores, standard deviations, and a dependent samples t-test
were used to describe and test the responses for questions a
and b on cach of the eight diversity variables. These data
were compiled and analyzed by a using The Siatistical Pack-
age for Social Sciences/SPSS/PC+4.0 (Norusis, 1990).

Results

Of the 100 surveys that were sent to the unjversity
faculty, 54 (54%) were returned. Of the 54 respondents, 3
are deans, 9 are department chairs, and 42 are professors.
The setting breakdown for these 54 returned surveys are 9
rural, 21 urban, 10 suburban, and 14 unknown, There are 32
male respondents, 21 female respondents, and one with no
response. Fourteen surveys were returned from the state of
Geargia, 28 from the state of Tennessee, and 12 from the
statc of Washington. The ages of the subjects ranged from
32 10 67 years. The years of expetience in teacher educa-
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Table 1

Faculty Perception of ldeal and Actual Infusions of Ctiltural Diversity into Curriculum

Ideal Actual
Diversity Variables n SD n M SD
Ethnicity 54 2.83 .841 52 237 658
Exceptionality 52 290 846 49 2.35 5361
Gender 53 2,890 934 51 227 603
Language 48 3.00 899 45 2.64 802
Regional Affiliation 53 217 345 50 206 424
Religion 51 190 538 47 1.83 564
Social Class 52 2.44 826 30 2.08 566
Sexual Orientation 53 192 675 48 1.81 571

Note. Scale: 4 = all courses, 3 = most courses, 2

= some courses, | = no course

tion ranged from one year 10 40 years. The ethnic profiles of
the 54 respondents are one African American, two Asian
Americans, three Native Americans, and 48 Whites. Finally,
six surveys came from people in population areas of 25,000
or lower, 33 surveys came from population areas of 25,000
to 100,000, 11 surveys were from areas of 100,000 or more,
and four surveys had no response.

The responses from the university personne! concern-
ing to what degree each of the cight cultural diversity vari-
ables should be or are being infused into the curriculum
reveal that the ideal surpasses the actual infusion.

Since the concept of infusion was measured by the
degree of course delivery [all courses (4), most courses (3),
some courses (2), or no course (1)), the mean scores indicate
an overall weak endorsement and implementation of cul-
tural diversity in the curriculum. The highest variable both
for the ideal and actual infusion in the curriculum was lan-
guage with mean score of 3.00 and 2.64 respectively, Of the
remaining seven variables, cthaicity, exceptionality, and
gender were ideally endorsed for curriculum infusion with
mean scores of 2,83, 2.90, and 2.89, respectively. The ac-
tual degree of course implementation for these three vari-
ables are 2.37, 2.35, and 2.27 respectively. These mean scores
indicate that “some courses” are used for actual tnfusion,
Regional affitiation, religion, social class, and sexual ori-
entation have lower mean scores for both ideal infusion
(2.17, 1.90, 2.44, and 1.92, respectively) and for actual in-
fusion (2.06, 1.83, 2.08, and 1.81, respectively). Religion
and sexual orientation are two cultural diversity variables
that clearly fack support from university personnel as fac-
tors that should be and arc being infused into the curricu-
lum.

To determine a significant difference between what
should be infused (ideal) and what is being infused (actual)
in the curriculum of teacher preparation programs curricu-
lum, a dependent samples r-test was used to analyze the
data. For cach individual, the difference between the idcal
and the actval was calculated. A dependent samples t-test
was esumated for cach diversity variable and to ensure a
rigorous analysis duc to problems of multiple comparisons,
a p-value < .01 was interpreted as statistically significant,

With all eight variables, the mean scores were higher
for the ideal perception than the actual account of imple-
mentation. Of these cight variables, five have one-tailed
statisticafly significant indices. These five variables are
ethnicity, exceptionality, gender, language, and social class.
The analysis found significant differences for these five
variables between what should be and what is being in-
fused in the curriculum, The mean differences range from
3310 .65 for the five statistically significant vaniables. These
values are relatively large differences since the response is
based on a four-point scale. The three diversity variables
that do not have staustically significant indices are regional
affiliation, religion, and sexual orientation.

The third question addressed in this study is whether a
policy exists for the respondent’s school in regards to infus-
ing (identified variable) into the curriculum? Only ethnicuy
and exceptionality have higher percentages of “yes” re-
sponses than “no” responses, Three-fourths or higher of the
respondents indicated no infusion policy for regional af-
filiation and sexuval orientation. For half or more of the
respondents, there are no policies for infusing gender, reli-
gion, or social class in their curriculum, The culwral diver-
sity variable of language has 26 “no” responses which 1s
about 48% of the respondents, in essence, the data indicate

45 Journal of Research in Education

Fall 1998, Vol 8 No |




e B .

o

re
th
de
IC
ol
ul
ni
ff
ar
e
2

i1

4¢
4

y.
la
te

i,
9

VONESCHENBACH AND HILLIS

Table 2

One Sample t-test for Significant Difference between Acceptance and Implementation of Variable

Mean One-tailed
Variables n Difference SD r-value df Significance
Ethnicity
Difference 52 .500 874 4.123 51 .000*
Exceptionality
Difference 49 551 792 4.869 48 .000*
Gender
Difference 51 647 844 5473 50 .000*
Language
Difference 45 333 674 3317 44 001+
Regional
Difference 50 100 505 1.400 49 .084
Religion
Difference 47 .085 .686 850 46 200
Social Class
Difference 50 380 667 4.030 49 000*
Sexual Orientation
Difference 48 167 595 1.939 47 029
*n < .01
Table 3
Existing Policies for Including Diversity Variable in Curricultm
Variables Yes (%) No (%) Missing (%) Total
Ethnicity 23 (42.6) 19 (35.2) i2 (22.2) 54
Exceptionality 24 (44.4) I8 33.3) 12 (22.2) 54
Gender 17 (31.5) 31 (57.4) 6 (1L.1) 54
Language 20 (37.0) 26 (48.1) 8 (14.8) 54
Regional 6 (11.1) 42 (77.8) 6 (1.1 54
Religion 9 (16.7) 37 (68.5) 8 (14.8) 54
Social Class 6 (1.1} 39 (72.2) 8 (14.8) 54
Sexual Orientation 5 (9.3) 41 (75.9) 8 (14.8) 54
Journal of Research in Education 46
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low support of infusing these eight cultural diversity vari-
ables in teacher education curriculum through policy for-
mation,

Discussion

Overall, the findings from this study support the con-
tention that curricular infusion of cultural diversity is not
universally endorsed nor implemented by university fac-
ulty in teacher education programs. The responses from
participants in this study substantiate weak philosophical
and pedagogical support for diversity infusion as part of
their current teacher preparation curriculum. The responses
also support this study's assumption that a discrepancy be-
tween personal narratives and meltanarratives impedes the
curriculum infusion process.

The varigbles of ethnicity, exceptionality, gender, and
language have stronger endorsements for what should be
and what is being infused in a teacher education curricu-
lum. Some interesting considerations are the governmental
mandates (i.e., Title IX, House Bill 94 142) and educational
reform programs (English to Speakers of Other Languages,
Bilingual Education) that have pushed for the infusion of
these three variables in the curriculum, One could expect,
and probably does, full or high levels of curricular infusion
for these three variables based on the policies. However, the
reported low levels of support for both the ideal and actual
curricular infusion of cultural diversity from respondents
in this study give credence to the influence of personal
narratives (Bruner, 1988). One of the explanations of this
study’s results is that the respondent’s personal narratives
do not match the metanarratives of society and/or the man-
dated policy. The personal, intellectual, social, and/or po-
liical forces that substantiate their personal narratives have
generated a barrier against curricular infusion, regardless of
mandated or recommended policies. This can be under-
stood by Bruner’s (1988) contention that a person’s narra-
tive reflects the prevailing component of one’s being. Also,
although it was not a focus of this study, prevalent personal
narratives may explain the current struggle to have class-
room teachers accept the concept of inclusion of Students
with special needs in their regular classroom curriculum
{e.g., sec Lipsky, 1980).

Regional affiliation, religion, social class, and sexual
orientation are perceived with a higher level of reservation,
Apparently, the current anti-discrimination policies, vari-
ous curriculum standards (N.C.A.T.E. guidelines, eic.), and
tntellectual justifications have not yet affected the curricu-
lar infusion. This inference is suppotted when one com-
pares the responses for what policies presently exist for
infusing these variables in the school’s curriculum. Approxi-
mately, 69% 1o 78% of the respondents reported that there
are no policies existing. Also, this inference is further sup-
ported by the lack of statistically significant mean differ-
ences for regional affiliation, religion, and sexual orienla-
tion when analyzing the respondents’ perceptions of jdeal
and actual infusion. The low degree of ideal infusion is

ROLE OF CULTURAL DIVERSITY

closely aligned with the low degree of actual infusion. As a
result, this raises additional concern as to the exposure of
prospective educaiors (o new knowledge and innovative
perspectives,
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