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ABSTRACT

With changes in law and policy as well as the need and desire for educaBuubpts

of Color, colleges and universities have seen a significant incre&sedents ofColor

on campus. Faculty demographics, however, remtigproportionate with this drastic
changeAlthough the United States of America and its higher education practices are
steeped in a histoyf oppression and marginalizatiaiace was a nefactor in this study
due to the small number of respondents idgnyg as Persons of Colo28 of 141 or
19.9%) This study delve into the perceptions, actions, aneliefsof university faculty

at two Hispanic Serving Institutions in the U.S. SouthwBs¢ quantitative analyses
resulted irthevaried levelof asso@tion between the independent varial{léender,
Race, Status, Age, and College) the dependent variabléa€ulty Perceptions and
Diversity Advocacy)while four themes (professional development and formal training,
university and department policy and practice, diversity and social justice as unmentioned
or appropriate in the classroom, and diversity and justice education as essential to

implement aneénact The most significanquantitativeassociations included Gender.
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[. INTRODUCTION

An article written in2017ent i t | ed A Your DNA virakataan ab o mi
Hispanic Servindnstitution (HSI)in theU.S. Southwestwhereover 50% of the student
body identifed asStudents ofColor (see Appendix A for full article)The articleovertly
addresse racism, oppression, poweand privilege Rudy Martinezthe Hispanic student
author of the opinion post publishedassubsequently fired from tretudentnewspaper
(Concha, 2017)Theuniversity presidentn olde, White womammade statements
againsthe student auth@nd his writings BauerWolf, 2017;Helgeson, Pliley, &,
McKiernanGonzalez, 2017Pr i or t o being I mpeached by th
Government for raerelated social media posts, the acting student body president, a
White man, also made statements agdhesstudenauthor University community
membersalumni,st udent s6 family members and friend
largeexpressed their opinions througbcialmediaplatforms, emailsphone callsand
the comment sections of online article po$tis was a opportunity toengagestudens
and the campus commungyoundthe topics otliversity and justicéHelgesoret al,
2017) Unfortunately, that did not happen.

With the electiorof PresidenDonald Trump in 2016 anitis manifestatios of
xenophobigRadwunathan2018) racism(O6 Co nn o r , 2016Mand sexiss
(Bahadur, 2017)students and members of national grog@imedconfidencean
espousng an @enantkdiversity stancen and off campuéSchwartz, 2018)Protests
increasechati onally and internationally due to
2018 Saxena, 20)6Instance®f overtWhite supremacynd domestic terrorism were

executed on U.S. soil and rationalized through the employment of mental illness claim



(Associated Press, 201®tudents on the sg& campus as Rudy Martinez fouglgiinst
racism by the student body president (Harriot, 20b83ddition, mass shootings in El
Paso, Texas and Dayton, Ohio received recognition by Trump only to be overshadowed
14 minutes | ater by a post abosbehaawor boxer (
nationaly and internationd&y hascreated dertile environment for antidiversity, hate-
related speech and behayiand insensitivit{DesmondHarris, 2016; Kunzelman &
Galvan, 2019)Because of the multiple impaais campus anthe nationdue toU.S.
politics under the Trump Administration, thase of the censorétispanic student
journalist serves as one of rfigld sites

As institutions of higher education continue to diversify and become more
inclusive, colleges and universities must find ways to represent, support, and interact with
both dversity and inclusivity in mind. Reactionary, defensive, and exclusionary practices
have resulted in feelings of negativity on
Studentsd parents wo n d,andstddenisfuedtibnediif higherh i | dr
education or that college campus was for them. Faculty and administrators continue to
struggle to figure out how to support students while maintaining their personal
perspectivesThese circumstances increase the negefssieffective and forward
thinking practice. It is equally significant given the institutional diversity that has been
fought for in cases likEisher v. Texa$2016),Grutter v. Bollinger(2003), andHopwood
v. Texag1996). Because of the increasingiyersestudentdemographic enrolled in
higher education and the significant difference in representation between faculty and
studentgsee Figures 1, 2 and 3), it is important to understand faculty perceptions on

integrating diversity and justice educatim the classroonThe development of this



knowledgeassiss with understanding faculty perspectives and practice along with the
potential impact those perspectives and practices have on university students.
Background of the Study

Diversity in higher education has steadily increased over the past five to seven
decadesAssociation of American Colleges & Universities, 20B9rd, 2015;
Matheuws, 2016; Ryder, Reason, Mitchell, Gillon, & Hemer, 2016). Byrd (2015)
highlighteda differentiation betwen recruitment of diverse students and actual cultural
representation and support of diverse stud
minority student representation, you must work to implement structural and cultural
changeso (p. Tbthodwadlaster hging@igacuttytokCalor (Byrd,
2015) however hiring moreFaculty ofColor is fruitless withouthe construction and
implementation otrong support systents retainthose faculty members

Supportingthe previous statement®Byy r d6s (2015) ,wrokdthath e u ws
At he diversification of the student popul a
di verse courses of stwudy, with practical s
While diverse ourses of study may have besatded, standard teaching strategies may
not have changedhis lack of change equates to a potential underrepresentation of the
studentdemographi@articipatingin such classes

Somefaculty engage in pedagogical practices which Fi@i¢&0)calledthe
A banikodelgf e d u Withinthebanking modeprofessors and instructosse
learners as empty vesséisit they deposit knowledge indvhen professors or
instructors navigate the classroom with a banking model lenspédgates t u d fermds s 6

of knowledgeby assunmng that only the faculty member hkegitimateknowledgeto



impart Banking tends to replicate the knowledge and positionality of the instructor
According to Fitzclarence and Giroux (1984), due to the power associated with
educationpppressioroccurs because the institution of education often serves the
interests othedominant cultureMany times, faculty are unaware of their role in this
perpetuation (Beale, Young, & Chesler, 2013).

Curricular inclusions of diversity and justice education amongst some faculty
memberdave not occurred; thus, the needs of diwverse population go unmet despite
asking universities to better integrate issues surrounding diversity and joititiee
classroon{Jones & Renfrow, 2018Rart of theproblemstems from the misalignmeimt
representation between the faculty who teand thestudentsn ther classroomgNCES,
2018) To understand the issue as it relateshis topic a brief history ofhigher
educationintegrationfor students and faculiy the United Statesiust be examined.

Higher Education Integration in the United States

Higher education in the United States began with the coming of Europeans to its
shoregKohrs, 2015) Its history has been tumultuous and elitist; however, it eventually
gave access to those whoata didnot identify asvealthy, AngleSaxon, Christian men
(Kohrs, 2015)Facultyoriginated fronthe same racial and ethnic demograscthe
elite (Kohrs, 2015)Higher education has not been affordedl within its history;
however, changes in the lamdassistance from the federal governmeanie created a
system of open access

During the 19 century faculty existedputthey did not havadvanced degrees
attained through professionalizatibacause most institutionsd not confer advanced

degress (Kohrs, 2015)Insteadjnstitutionswere established for religious reaspns



therefore the majority of those educategerefuture clergymenHigher education was
primarily a requirement for those in the fieldsno¢dicine and lavalthoughsmall
academic colleges existadherewealthy, young men were the main participghtshrs,
2015).Notably, women students were absent from these academic institutions.
Women in Higher Education

Women did not gain access to egles and universities until the second half of
the 19" century and the early #@entury (Kohrs, 2015Controversy existed as it related
to womendés desire f oracdnilioywtledefineddalesfart i on bec
women such asomemaker (Parke2015). Coeducational institutions continued to
require separation of the sexes and a differentiated curriculum which emphasized
homemaking for women but not for m@parker, 2015)

While women were not banned framgher educatiorinstitutional policies ath
guota systems kept some wonwmriside ofthe classrooniParker, 2015)Even still,
historical events (wars, Great Depression, etc.) cahsepopulation of college going
women to fluctuatéParker, 2015)Job opportunitiesameand disappeared because of
major changes intsdent demographigq®arker, 2015)Womenwentfrom Deans of
Women with major faculty member respinikities to a subordinate role under a male
identified Dean of Students. Women weaksothe majority of thosevho lost their jobs
post World War li(Parker, 2015)As of 2017 womenhold 56% of overall enrollment in
higher education (NCES, 201%owever, this increase in women has not permeated the
full-time professoriate at an equal réddCES, 2018). Like thexcongruency between the
increase in women students and-tuthe women faculty, African American/Black

student enrollment and fulime faculty representatidags(NCES, 2018).



African Americans/Blacks in Higher Education

With a history ofslavery, being considered thrgfths of a person in the South,
and enduring constant racial battle fatigseeAppendix B, African Americans were
also kept out of institutions of higher educat{btistory.com, 2009Smith, W. A., Allen,
W. R., & Danley L. L., 2007 Stefon, 2019)The South continued to utilize systems of
oppression agastBlacks despite changes in federal laws and integragiquirements.
Access to predominantly White institutions (PWIs) of higher education did not become a
reality for this populatioruntil the midto late 28' century(Stefon, 2019)Becaus of
this, Historically Black Colleges and Universities (HBCUW&redeveloped
HBCUs

The termhistorically Black colleges and universitieame from the Higher
Education Act (HEA) of 1965. The HEA fiexpa
uni ver sit i e,yara)(Before theoAmericad Citil ¥Var (18€11865), the
states of Pennsylvania and Ohio housed the first HBSt#gon, 2019)As Blacks were
kept out of PWIs, these institutions were established for the purpose of educating young
Blacks in trades and basic educat{Stefon, 2019)They have since undergone several
transformations and iterations. They bear different names than wigamadyi
established and one is currently affiliated with the African Methodist EpisGbpeith
(Stefon, 2019)

With the end of the Civil War and the c
many HBCUs were establishedtitfhroanu g hceu tFrtelre
Bureau, a federal organization that operated during Reconstruction to help former slaves

adjust to fr eephafBxanpes oftheseninstituBodsibg their current



names are Clark Atlanta, Morehouse, and Howard Usitves. These institutions offered
a varietyof areas of studyo students encompassing some of the following: liberal arts
education and career training for teaching, mipjstrissionary workagriculture,and
industry. Morehouse was and is a single sex institutiom&ay while Spelnan serves as
an HBCU for womer{Stefon, 2019)

While HBCUs appeared to be an excellent apparatus for the education of Blacks,
prominent African Americans in the late®8rd early 20" centuries contested themn
the grounds of their foundatig¢®tefon, 2019). Many HBCUs founded just after the end
of the Civil War wereestablishedy Whiteswhadihad negati ve preconce
social, cultural, and intellectual capabédits o f Stdfoa, KL9para 4. Critics
guestioned the viability of HBCUs due to their separate nature and wondered if this
separation in education stalled the quest toward economic equality with Whites.

Determining a teaching style that would best serve African Americans also
became an issue within HBCUs. Should vocat
dntellectuabe d u c at i o n (Stefbne 200pafa & Deedto this dichotomy of
thought, individuals like Booker T. Washington founded Tuskegee University in 1881
with an emphasis on vocational trainingagriculture and industry. This became a
Amodel for several subsequeMamerdhenttsthe hat o
LandGrant College Act of 1862 that promoted the creation of African American land
gr ant dSiefoh, 200% gaca 5\V. E. B. Du Bois was a proponent of the
intellectual approactwith Harvard University being the examg&tefon, 219, para 5)

Despite the establishment of many HBCUs and initial access to higher education being



granted to African Americans, institutionalized racism and segregation throughout the
United Statesontinued to create barriers until desegregation in ide26\" century.

More than 100 HBCUSs currently exist within thaitéd Statesvith most of them
locatedin the SouthThrough their transitions and transformations, some have remained
predominantly African American while others serve drastically diffedentographics.

In 2017, Black student enrollment and graduation from HB®dslower than it was in
1976 (NCES, 2018More Black students are attending other institutions, many being
predominatly White (NCES, 2018)

Segregation/Desegregation

Racial oppression and prejudice plague not only the history of the United States
but the history of education. fASeparate bu
Black and White students from attending the same institsitioegislation such as the
Morrill Act of 189Q Plessy v. Ferguson (1986)nd the 14 Amendment impacted this
standard. Th&.S. Supreme Court eventually found that separate was not equal through
Sweatt v. Painter (195@ndBrown v. Board oEducation (1954)In 1964, theCivil
Rights Actwas signedo dismantle discrimination, but it did not stop the South from
continuing to employ a segregated syst@aiams v. Richardson (197@sted how long
an institution could be out of compliance wittet14” Amendment and the Civil Rights
Act of 1964 before its federal funding was removed. LastliJnrited States v. Fordice
(1992) the United Satescharged Mississippi with failure to comply with theé™ 4
Amendment and the Civil Rights Act of 1964.

The results of these cases granted greater access to African American students

with a desire to attend an institution of higher education. This now impacts all other races



seeking educatiorsiven the battles that had to be fought on the identities ofarate
sex, current demographics demarcate an ongoing representation gap between students
and faculty in higher educatiomhis leads to the need to examine the intersecting
identities amongst both students and faculty.
Intersectionality

The identities of woman and Black/African American led to changkesgislation
and access to educatitor all (Crenshaw1991).However, everyone is comprised of
multiple identities that affect and impact one another in the human experience. The
intercannectedness of these identities creates both the educator and the student in the
classroomChunganRkendon (2018) define intersection
happens when an individual with multiple, intersecting social identities (e.g.
race/ethnicity indigeneity, ancestry, gender, class, sexuality, geography, age,
disability/ability, immigration status, religion, political affiliation, and worldview)
interacts with overl apping s {pardlgAssvomed powe
and AfricanAmericans have gained access to colleges and universities, the door has also
been opened to those embodying other identitied! intersections

For both students and faculty, a process must take place at the level of
consciousnes€hung andRendon (RP18) asseedt hat it i s necessary t
intersectionality in relation to consciousn&dsow individuals come to terms with their
own multiple, intersecting identities ( PB).2&Chumg andRendon also elaboraten the
fact that some people choose one identity over another, but this does not negate the other
identities that the individual embodies. On the opposite end of the spectrum, an

indi vidual mi ght embrace all t Heméssand dent it



liberationd ( B).al'hea&ffect of embracing or neglecting the understanding of
intersectionality in the classroom can be felt by both the faculty member responsible for
the class and the student in the classrddiven the situation of the Hyanic student
author who experience harsh critique and reaction to his opinion post being situated at a
Hispanic Serving Institution (HSI), it is necessary to understand what an HSI is and how
HSIs emerged in higher education.
Hispanic Serving Institutions

HSIs began with a grassroots effort in the 1980s that dedecators and
policymakers to recognize HSIs as enrolling a large population of students identifying as
Latinx (Garcia & Taylor, 2017). The Hispanic Asgateon of Colleges and Universities
(HACU) was created in 1986. It not ordye r v déhg membershipssociation for
HSIsp ( Garci a & Talu servédalalendeér,in the &ffordto dejsyade
Congress to formally recognize HSIs in 1992 and target federal appropriations to these
institutions 6(Garcia & Taylor, 2017, para 1According to HACU (n.d.) HSIs are

colleges, universities, or systems/districts where total Hispanic enroliment

constitutes a minimum of 25% of the total enrollmé&n ot a | Enrol |l ment

includes fulttime and partime students at the undergraduate or gradests
(including professional schools) of the institution, or both (i.e., headcount-of for
credit students). (para 1)

The U.S. Department of Education (n.d.) adddtd C U 6 s défimtiortby listing that

an institution musn be an Aeligibled insti
l nstitutions meeting both the eligibild@i
eligibility to participate in the -U.S. Dep
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Serving Institutions Program (found in Title V of the Higher Education Opportunity
Actto ( Garcia & Taylor, 2017, parBecatseth&J. S. D¢
HSI designation is associated with tdality to apply for and receive Title V funding
from the federal government, greater scrutiny has befallen institutions with the
desgnation.For example,tsident affairscalled for HSIs to serve Latinx students in a
more holistic way instead of simply enrolling them (Garcia & Taylor, 2017).

Dueto the eligibility being based on enroliment, the number of HSIs reported on
an annual basis fluctuates and there is an additional category of institutions known as
Emerging HSIs that exis{Garcia & Taylor, 2017)According to Garcia and Taylor
(2017),the e wowar €70 five and fouryear institutiongthat metjthe enrollment
thresholdto applyfar t he U. S. Department of Educati or
A300 [were] inching toward that threshol d,
2). Withthe continued groth in institutions eligible for the HSI designation, HSIs
became more importattinat i onal ¢ od |teagretweaoskf log tcieo g o a l
(Garcia & Taylor, 2017, para 2)

HSIs exist throughout the United States and do not havecdisppestitution size,
Carnegie Classification, institution type, or any other determining factor outside of the
definition related to enrollment (Garcia & Taylor, 2017). According to Z2b data,
AHSIs were located in 19 states across the U.S.; hoywteevast majority of HSIs (81
percent) were heavily concentrated in just five sét@alifornia, Florida, New Mexico,
New York, and Texas and PuertoRiacd ( Gar ci a & TaGilenthe 2017,
significance of HSI designated institutions to natiam@lege completion rates and

workforce goals, one must consider the changing student demographic. The slower
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changing faculty demographics are outlined in the next section and depict why diversity
and justice education are necessary inclusions withinldseroom setting.
Faculty Demographics

According to the National Center for Education Statistics (NCES, 2018), faculty
demographics across the United States fail to reflect the actual student population. Within
this, the problem of experiential understagdexists and adaptation to a diversified
population is a challenge because racialized individuals do not experience life in the same
way as those who are not racialized. In fall 2016, 19 percent of faculty with a rank of
Professor identifiedssPeopleof Color while the remaining 81 percent of the ftithe
professoriate identified as White (NCES, 2018). When assessing the demographics of all
faculty ranks, 24 percent of faculty identifiedReople ofColor while 76 percent
identified as White.

A lack of representation and diversification at the faculty level has already had
adverse effects on the student population. Issues exist in relation to sense of belonging
(Nora, & Crisp, 2009; Oguntokun, 2013) and differential treatment (Oguntokun,,2013)
along with various others. Thstudy provide a better image and perspective of those
who are doing the teaching and challenge many of the ways that education has and is

being practiced in higher education as it relates to a diversified learner papulati
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Figure 1. Demographics of fultime faculty in higher education: Fall 2016 (NCES,
2018).This figure demonstrates the ftiline faculty breakdown by race and gender
during the Fall of 2016.

Young Adults and Adult Learner s

Merriam and Bierema (2014) utilizgpartofMer r i am and Brockett 6
definition of adult learner in the field edult education. Merriam and Brockett (2007)
employeda broad definition but Merriam and Bierema (2014) then pinpoint specifics that
move the pendulum toward either an adult learner or a.dfiddriam and Brockett
(2007)includedas part of their definitin of adult educatiagh fact i vi ti es i nt en
designed for the purpose of bringing about learning antfuoge whose age, social roles,
orselffper cepti on, de {pilh dalics &dded). Thesmajardiffdrentisition
betweenachildandanad t r evol ves around the individu
education fits into their life span.

Achildwasdescri bed as fidependent on others

activity in life, and much of this learning is in preparation for assurttagasks and
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responsibilities for adulthoodo (Merri am,
adult already holds various responsibilities and roles in likkes butchooses to add
60student 6 to t hoseiStod ceentttewinplimarygoblhelifes i bi | it
experiences of adults are also uniquely different than those of children and this is an asset
that enriches the learning process. For the purpose of this study, | utilize the terms young
adult to refer to traditional agetuglents &pproximately 1824 years old and go directly
from high school into college) and adult learners for those who enroll in higher education
after taking on and maintaining roles and responsibilities that are a part of adultheod.
t erm 0 sot udeefnetr(ss)t o al | |l earners regardl ess
Student Demographics

When faculty demographiagere compared to the undergraduatedent
demographics for fall 2017, the disparity in representatiasnotable. Of the U.S.
residents enrolletudents of Color represented an average of slightly more than half of
all undergraduate learners at deggeanting postsecondary institutions (52%) while
White learners made up a slightly lower average enrollment of approximately 48.67
percent (NCES, 2019).ddling to this image, when consideriadult learnershat are
U.S. residents enrolled in post baccalaureate or graduate study during the same academic
year, approximately 41 percenere Adult Learners oColor while 58.67 percent
identified as White. Notéhat this does not include international and other young adult or
adult learners who are not U.S. residents but attend institutions of higher education. This
data establisheg@n underrepresentation in the professoriat&tiodents ofColor and an

overrepesentation for White students.
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Figure 2. Undergraduate, U.S. resident enrollm@mtigher education: Fall 2017
(NCES, 2019)This figure represents U.S. resident undergraduate student enrollment as it

relates to institutionatlassification and year length for Fall 2017.
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Figure 3. Graduate, U.S. resident enrollment: Fall 20NCES, 2019)This figure
represents the U.S. resident enroliment for graduate study duriRgltlod 2017 and is

broken down by race only.
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As demonstrated, the academy is not representative of those being taught; therefore, it is
necessary to investigate how faculty memépessonal and professional experiences
impact thé& understanding of andse of diversity and justice education within thei
course curricula.
Basdine Study Findings

| conducted a baseline study at-gedr, public university in the U.S. Southwest
in the fall semester of 2018. This study investigated the agreement between faculty and
students related to thgierceptions regarding the integration of diversity and social
justice education into the classroom. The baseline study used an explanatory sequential
mixed methods design. Within this design, the exploratory survey served as the primary
instrument. After nalyzing the survey data, questions were formulated to better explain
the quantitative findings. | intended to ask the questions during two focus groups, one
with students and one with faculty. However, the focus groups did not occur due to a lag
time between the distribution of the survey and communication for focus groups.
Participants were lost due to graduation, time commitments, and other unforeseen reasons
(Fuggs, Young, & Reardon, 2019).

A survey consisting of demographic information (race/ethnexcluded) and a
fifteen (15) question Likerscale questionnaire regarding student and faculty perceptions
of the integration of diversity and social justice into the classroom and the university
went out to a randomly stratified sample of ten percetite@ttudent population. Ten
percent of the student population is the maximum that the Office of Institutional Research
allowedfor survey purposes. The scale consisted of five potential responses from

AHIi ghly Disagreeo (1) tdedas®fogstatisycal &nglysis.e 6 ( 5
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The guestionnaire was also distributed to all faculty at the university as there were no
limitations related to faculty and staff distribution. All student and faculty participants

met the following critea: Must be acurrent student or faculty member; must have
completed at least one academic year at the university; and must be at least 18 years old.
If the participant did not medtis criterion t he survey moved t hem
page and ended the survey.

Of the faculty invited to participate, two hundred (200) submitted viable
responses. The twhactor solution relevant to their responses is as follows: Factor |
Faculty SeKPerceptions of Practice and FacterHaculty Perceptions of University
Policy. To extract the data, Principal Component Analysis was employed while Varimax
with Kaiser Normalization was the rotation method. After three iterations, the rotation
converged. The scores were calculated by adding the individual answers to the first
eleven (1) items or Factor | and the last three answers for Factdiriéty-one (91)
students completed a similarly viable survEge factor analysis on the student data was
completed in the same manner as the faculty. ddta two factors establishedthin the
student data were FacterStudent Perceptions of Faculty Practice and Fact&tlident

Perceptions of University Policy.
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Table 1

Exploratory Two Factor Analysis of Bdsee Study DataFaculty and Students

Faculty
Name of Factor Number of Questions Cronbach Alpha
FFI- Faculty Self 11 91
Perceptions of Practice
FFII- Faculty Perceptions ¢ 3 .78
University Policy
Students
SF} Student Perceptions ¢ 11 .86
Faculty Practice
SFII- Student Perceptions ¢ 3 .79

University Policy
Note.This table shows the two factor analysis results for both faculty addrgswvho

responded to the baseline study.

Table 1 shows the reliability of the survey instrument based on the established
factors within the analysis. An alpha coefficient of .70 or greater is considered acceptable
(Fraenkel & Wallen2009) The Cronbach Alphas calculated from the two individual
factors in each datasetreas f ol |l owls: FFFI U = .98, SFI
=.79. Three questions were removed due to semantic issues. There was a significant
difference between falty perceptions of their practice and student perceptions of faculty
practice (t = 2.39, p =.017, df ®R The key finding was that student perceptions of
faculty practice were not as positive as
Regarding uniersity policy, no significant difference was found between the two groups
(t=1.19, p = .24, df =9. This baseline study led to the developntbetcurrent
dissertatiorstudy. The statement of the problem further explains the issue to be

addressed.
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Statement of the Problem

Faculty incongruence witstudentdemographics creates a situation in which
oppression, injustice, silencing, atid continuance dfaditional White-centric
pedagogy may occurheseissues depenwhen consideng the possibility thaseveral
Faculty ofColor may have assimilated into university culture to both their detriment and
their gain.Of interest are the perceptions, experiences, and thoughts related to diversity
and justice of faculty members serving asadors at HSIs. Unlike HBCUs, tribal
colleges, and other institutions who specialize in serving students from those identity
groups, HSI is a designatioBligible institutionscanapply for thedesignation when
25% of fulktime undergraduatenrollmentidentify as Hispani€¢U.S. Department of
Education, n.d.)After receiving the designation, institutions may apply for tArde V
grants offered by the U.S. Department of Educatids$. Department of Education, n.d.)

Because the Rudy Martinez cdeek place at an HStith over 50% of its
students identifying aStudents ofColor, the continued dismissal of identity based issues
within the United States, and the opportunity that faculty in higher education have related
to the learning o$tudentsit wasimperative that faculty perceptions of diversity and
justice integration into the classroamere investigatedh these spaceb/nique to this
time wasthe current politicatlimatenationally and interrteondly. In this environment,
faculty were required tonavigatepersonal positionalgésandresponsibilities associated
with young adult an@dult learner educatiobut many @ not know how(Beale,Young,
& Chesler, 2018 Some faculty members do not alter their teaching strategies although

they are aware of the difference in interaction that may occur in the classroom due to
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coming in with added experience, thoughts, and opinions (Woodson Day, Lovaté, Tull,
RossGordon,2011).

Although diversity and justice in theniversityclassroom have been studied,
many studies olihe conceptual and/or experiential framewaitkat comefrom
individual department initiative@.g., seérdovini & Lopes, 2009Bauer & Clancy,
2018;Mahaffey, 2017Mehra, Olson, & Ahmad, 2011; Miles, Hu, & Dotson, 2013;
Moule, 2005; Nelson Laird, 2011; Snyder, Peeler, & May, 2008; Stegman), X04ike
the hope may be to establish an outline for others to fafltivey wantto integrate
diversity andustice education into the classroom or the department, individual efforts
typically do not functiorwell, and change is slow to take hoifdit takes hold at all
There is a gap in knowledgelatedto faculty perceptionenintegrating diversity and
justice educationLevels of diversity advocaayere illuminated primarily in Park and
Denson (2009)This studyprovided details related to this gap in knowledge.

Statement of Purpose

The purpose of this quantitative stuagsto explore faculty perceptions related
to diversity and justice educatiofihe research questionsre: (1) is there atrong
associatiorbetween a setdf faculty background characteristics and faculty perceptions
the integration ofliversity and justice education in tbaeiversityclassroom; and (2%
there astrong associatiobetween a set of faculty background characteristics and level of
diversity advocacy? Theesults ofthis work can be used assist faulty with shaping
diversity and justice education in the classrodthe end of this study, practical
recommendationaremade in hopes of stimulating progress toward action within the

academic setting.
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Significance of the Study

Whenconsidering both the national and international political climates, tensions
based on human identitiasd their intersectionsind continued globalization, it is
imperative that both faculty and students engage in a heightened levelwbdetind
devebpment. Selwork, in this context, does not consist of personal areas of growth or
development for individual benefit and satjgrandizement. Instead, selbrk involves
the psychological and emotional areas of a human being (Tienda, 2013) in connection
with other human beings in the world around them. Based on demographic data, the
majority of tenured faculty identify as White (NCES, 2018), therefore without significant
selfwork, traditional White dominant, heteronormative, westernized pedagogy cantinue
in a cyclical fashiorfHiraldo, 2010; Ladsoiillings, 1998; LadsoBillings & Tate,
1995; Tienda, 20)3It also fails to address the lived and continuing experiences of
Students of Color while allowing White students to remain comfortable and complacen
in areas of privilege (Tienda, 2013).

| purport that a failure to intentionalddress issues of diversity, justice, and
injustice in the classroomeinforcesa system of oppressidar all members of the
campus community with ripple effects on a natéiband global scal&xamples abound
as college graduates and others interact with the diversity and justice related materials
around them: a graduate gets a job on a marketing team where he strategically selects and
arranges a mix of students foraningtut i ondés mar keting campai g
actual demographic makeup of the institution. U.S. citizens (graduates and others) reacted
in differing ways to the utilization of an interracial family in a Cheerios commercial

(Elliott, 2014). U.S. citizes (graduates and others) stand divided on whose lives matter
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and what that means for others (Miah, 2015). U.S. president, Donald Trump, makes
statements and decisions that affect diverse peoples nationally and internationally
however, he still was elected by the people (Beydoun, 2018; Kucik & Menon, 2019;
O6Connor & Marans, 2016; Raghunat han, 2018

Faculty members within higher education have the ability and responsibility
alongsideK12 teachersjustiimevasfrbeor(jadsbro | ust i
Billings, 2015). It is not enough to talk about it, pretend it does not exist, or come up with
ideas SouteManning & Winn, 2017). Action is necessary. Faculty also share a
responsi bi |l it yscantortdndnoarefely doreigeo thedvays in which the
dehumanization of Black and Brown bodies happens every day in the name of and
t hrough educat i-Manning &Wirena201@, p.iii).(TBoogh Saito
Manning and Winn (2017) wrote this statemientelation to education researctsituate
the statement 0 sclasseoémecurgcalime wi t hi n t he

Both student and faculty development should be primary concerns of colleges and
universities. Preparation for a globalized world is important to nomsezonstituents
given internet access, increased teamwork, and other work requirdfenksigher
Education Institutions Preparing Students for the Real World, n.d.; Barrsgolas, &
Herrén, 2013; Fugate & Jefferson, 200Therefore, this study issheficial to all
institutions of higher education regardless of the level of diversity on campus. Through
this study, faculty perceptions, actions, and thoughts regarding diversity and justice
education in the university classroavere explored alongwith their selfreported levels

of diversity advocacy.
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Additionally, failure to explore diversity and justice education, inclusivity in
teaching methods, and faculty development means that institutions of higher education
continue to function in an archaitanne (Hiraldo, 2010; Ladsoiillings, 199%;
LadsonBillings & Tate, 19%). ToF r e i I9&)®aint, the banking model of education
will continue to flourish; thus, meaning that higher education institutro@820accept
the oppression of the youngudidand adult learners in the classroom and hypothesize that
faculty have reached their apex upon the receipt of tenure or a teaching position within
the academe. This mentality negatively impacts the institution, faculty, students, and the
world at large.

I, myself am a product of education systems that functiomiétal a banking
modelof educatiorandexcludeddiversity and justicén many classroomsin
explanation of my positionality highlights experiences, thoughts, and opinions
established based oacal constructivism.

Positionality

As afirst-generatioradult learnereducatorand professional who identifies as an
African American, cisgender woman fronmaddle-classfamily, | have had the
experiencsof beingthe only one who looks like me the classroom which led to being
asked by a professor to speak on behalf of my tdwa/e also experienced those
awkward moments when the color drains from the faces of my classmates as they duck,
stare at me, or look away when topics related tadang come up in the classroonhave
been treated differently by colleagues and have witnesskguesvho functionwith

insensitivity towardProfessimals andStudents ofColor. As a final point in my
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experience, | have stood in front of the classroomlank stares, tight lips, and eye rolls
whenintegrating diversity and justice education into the classroom setting

As both an adult learner and a scholar, | have had the experience of conducting
gualitative research with men identifyingBlsick andBrown in two distinct
environments: a PWI and an HSI tiepredominantlyWhite but collectively,Students
of Color make up thenajority of the student populatioRRecognizing the forgotten,
oppressed, and marginalized while finding space for theamiaify their voices is my
goal.l recognize my privilege as a middle class, doctoral degree seekintynigill
employed individual and choose to regularly utilize that privilege in ways that bring
focus to others at the margiMdy primary epistemology isonstructivism which directly
conflicts with the quantitative methodology that | have cholsam connected to the
topic in interest, experience, and desire to effect ch&@wmal injustice exists within
academia and this is the result of the histdrthe United States which directly impacts
acade mi a @hile &ccessthas been extended to many who did not have access
before, it still operates in an oppressive and marginalizing way.

Within this study) hypothesizd thattherewereassociation®etween various
sets of facultycharacteristicand perceptions.Held the same hypothesis ftite
relationship between background characteristicdievel of diversity advocacy. &culty
memberswho are humarfunction at the intersections tfeir identities The complexity
of institutional systems, academic freedom, and the diversity of personality and
experiences amongst facultyeates an environment conducive for extreme autonomy
This autonomy then equates to individualistic applicatibicivis steeped in individual

faculty member experiences
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Study Limitations

The limitations of this study include the number of participand the length of
the survey. To generalize to the larger population, at least 300 viable responses were
needed. The viable responses for this study fell below 300 by 159 resfmrséstal of
141 Also, the sample sizes would ideally the same for ach group, but they were not.
Race demographi@part from Whitavere so small that they were consolidated into a
POC (Peopleof Coloralso called Faculty of Colpcategory instead of being individually
representative of a race group.

The survey instrunmd, while reliable and encompassing, was lengthy. Several of
the subscalesvithin the survey provided good information, however, only seven
subscalesvere analyzed to answer the research questions posed. A shorter, more focused
survey that only included #subscaleselated to diversity and justice education may
have garnexdmore and more complete responses to reach generalizability.

Study Delimitations

Delimitations within this study include the inclusion of only two HSIs in the U.S.
Southwest. The desire was to be able to compare the two universities because of their
differing descriptions. However, this comparison falls outside of the scope of thectese
guestionsposedh e r esear cher 6s wesrlsotagdalimitatomtheor i ncl u
study.Finally, the choices regarding types of analyses and what to include within these
analyses were strategically chosen to respond to the research queghib@snore data
werecollected than analyzed and reported, what was included falls immediately within

the scope of this study.
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Definition of Terms
Adult Learners
Peoplewho fulfill adult roles and responsibilities prior to choosing to add the role and
responsibilities of a student to theivds These individuals com® the classroomith
unique experiences that enrich the learning process and education is not their primary job.
Conscientization
AThe process of developing a critical awar
and actionAction is fundamental because it is the process of changing the rBalitip
Freire says that we all acquire social myths which hal@a@nant tendency, and so
learning is a critical process which depends upon uncovering real problems and actual
needs. o0 (Freire Institute, 2019)
Counterstorytelling
AA framework that | egitimizmar gihhealkiazeadl ga
(Hiraldo, 2001, p. 54).
Cultural Competence
ACul tural competence is a set of congruent
together in a system, agency or among professionals and enable that system, agency or
those profession® work effectivelyincross ul t ur al si tuations. o0 (C
Diversity
The differences in characteristics amongst and within groups whether they be visual,

cultural, behavioral, etc.
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Hispanic-Serving Institution(s) or HSI(s)

A Co | lueiemites, or systems/districts where total Hispanic enroliment constitutes a

mi ni mum of 25% of the total enroll ment. o (
Historically Black Colleges and Universities or HBCUs

Al nstitutions that wer e es tnadsibniofsstiueatingpr i or
Black Americans. These institutions were founded and developed in an environment of

legal segregation and, by providing access to higher education, contributed substantially

to the progress Black Americans made in improving theirstsa 6 ( NCES 2018; S
2019)

Historically White University with the designation of HSI

A university that was founded as a White institution, remains predominantly White, and

holds an HSI designation.

Positionality

AThe soci al and regad your ideatidylin tecns of raeexdasstgbnddr, ¢
sexuality, and ability status. [It] also describes how your identity influences, and
potentially biases, your understanding of
Racial Battle Fatigue

A R a dattke fatigue addresses the physiological and psychological strain exacted on

racially marginalized groups and the amount of energy lost dedicated to coping with

racial microaggressions and racism. The concept of racial battle fatigue synthesizes and
builds on the extensive disciplirspecific research literature and studies of stress
responses to racism and its i mpact on heal

Danley, L. L., 2007, p. 555)
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Social Justice/Justice

ASoci al | uessure that all pedmelparticipate in and benefit equally from a
systemo ( Mat h edustice)saddouw dd@ressing systdmic)issues of privilege,
marginality, and perpetuation by decolonizing, challenging, and bringing those in the
margins to theenter.

Social Justice/Justice Education (SJE)

AA goal and a process, where educators <cre
students to actively engage in their education, understand the roles power, privilege, and
oppression play in their liveand through critical reflection how they can challenge,
and/ or di sr upWaltanhisette & Swthierlarsd, 218, @.0463J.

Students

All individuals enrolled in higher education.

White Fragility

AA state i n which eracelstress benome intolerable, &riggeringn t o f
a range of defensive moves. These moves include the outward display of emotions such
as anger, fear, and guilt, and behaviors such as argumentation, silence, and leaving the
stressinducing behavior. These behars, in turn, function to reinstate white racial
equilibriumo (Di Angelo, 2011, p. 54).
White Privilege

Unearned assets, abilities, opportunities, and belonging associated with race. The ability
to control the ground on which one stands. Your skin colan igsset for any move you

choose to make. You can consider yourself
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social systems work for youo. The abil
oblivious to anything out $Mcldtesh, @902, p. 84e d
Young Adult Learner
A person who enrolls in higher education immedyaédter graduation from high school
with the intention of completing a degreattain fulktime work.Education serves as
preparation for adulthood. The raad responsibilities of being a student are of primary
concern.

Chapter Summary

This chapteintroducedhe researcktudyalong with a foundation and rationale
for the studyThis study exploré faculty perceptiors related tadiversity andustice
education in the course cumiiam. The change in adult learner demographics along with
the extremely slow change in faculty demographiasintegral to this studyNon-
racializedfaculty membergannot understand the experiences or needs of racialized
young adult and aduléarnerswithout appropriate education, critical reflection, and
critical consciousnesshereforetheymay not employ teaching strategies that support
Studentsf Color, ackrowledge their experiences, or assist in effectively educating non
racialized learners or themselv@$ie chapter also explaindte needo investigate
faculty teaching strategies that meet the needs of a disardentdemographic.

An exploratory basatie study completed at ay#ar university in the U. S.
Southwestn 2018provided mixed results related to faculty and student perceptions on
diversity and social justice education in the course curriculims. alone demonstrata
need for a more refined study with specified research questions and vadatiesrer

picture needdto be reportedWhile the baseline study compared student and faculty
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perceptions, tis study solely focuseon faculty perceptions because they@rasidered
the experts in the classroofhis also important to recognize that faculty, like students,
function within the intersections of who they are coupled with their lived expgeseio
support these claimshapterll provides athorough review bthe literature related to

diversity and justice in the university classroom.
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II. LITERATURE REVIEW
Overview

In this chapterthe foundations of the conceptual framework as well as the
conceptual framework itself are established explained in detailFirst, social
constructivisms discussed as the epistemological underpinningeafdhceptual
framework.Next, the theoretical perspectivearitical race theoryCRT)is explained.
After CRT, Par k an dspdlghted Soaad Gons{rietvidm) CRTwo r k i
and Park and Densonbds (20009 )stokhe cokceptualr ve as
framework that is explained and depicted visually.

Following the conceptual frameworkaghematicsynthesis of literature related to
thediversity and justice education in the university classrddfithin this thematic
synthesis, topics such #e role of facultyand faculty barriers are discuss&te role of
faculty is discussed in a more generalsseas well as in relation tliversity and social
justice educatiork-rameworks for implementing\dérsity and social justice are offered
within the literaturealongsidearguments fothe needo integratediversity and social
justice educatioin the clasroom. Nextfaculty and student perceptioreated to
diversity and justice educati@esummarizedFinally, the limitations of the literature
are discussed.

The disciplinary perspective employeds multidisciplinary as the literature
camefrom a range of fields despite its focusymung adult anédult educationThe
sources of the literature reviewegre theAlbert B. Alkek library, its databases (ERIC,
ProQuest, Education Source, SCOPUS, PsycARTICLES, JSTOR Journals, Education

SourceAlternative Press Index), and Google Scholar utilizing the search terms
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Aperceptions or attitudes or opinionso, i
Asocial justiceo, fAsocial justice educatio
or college, or postsecondary,orpese condar y o, Ai ntegration of
justice education into the curriculumo, dnf

advocacyo, and nf achadultywnlsoassidteddy pvoeidingi ty 1 ssu
literature they deemed relevant to the topic of study.
Social Constructivism

Socialconstuctivismi s a way of knowing that HAemph
culture and context in understanding what occurs in society and constikrubingedge
basedbnthisuné r st andi ngo ( Kocialcon&raclvism is paaed an threg .
assumptions that are related to reality, knowledge, and learning (Kim, RO@&!l &
Kalina, 2009. Through the social constructivist lens, reality is constructed through
humanactivity and interaction (Kim, 200Powel & Kalina, 2009 Knowledge is also
seen as socially and culturally constructed through the process of human interaction.
According to Kim (2001), #Aindividuals crea
eachdher and the envir onme iihe thirdrassamptiohigthat | i v e |
social constructivists see learning as a process that occurs through socialization (Kim,
200% Powell & Kalina, 200% Kim (2001), wrote that it does not occur separatety an
individualistically, and it is not HfAa pass
external f o With sosid cofspuativism a the) founding epistemology
within this study and the conceptual framework, and the understanding thatdearn

socially and culturally constructed, it is important to delve deeper and layer the lens of

critical race theoratop social constructivism.
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Critical RaceTheory

Critical race theoryCRT) originated in critical legal studies but has evolved in its
application to include educatioHlifaldo, 2010;LadsonBillings, 1998. The purpose of
CRTAii s to unearth what is taken for granted
as the profound patterns olHiraldox2010ps54)on t hat
CRT has five tenets relevant to higher education: normalcy and permanence of racism;
counterstorytelling; whiteness as property; interest convergence; and critique of
liberalism (Delgado & Stefancic, 2001; Hiraldo, 2010; LadBdhings,1998 Ladson
Billings & Tate, 1995 Oguntokun, 2013
Normalcy and Permanence of Racism

Normalcy and permanence of racism suggests that racism is interwoven into the
fabric of U.S. society which includes higher education (Delgado & Stefancic, 2001
Hiraldo, 2010; LadsoiBillings, 1998; LadsoBillings & Tate, 1995)White identified
individuals experience privilege while People of Color in most areas of their lives do not
(Delgado & Stefancic, 2001; Hiraldo, 2010; Laddgitiings, 1998 LadsonrBill ings &
Tate, 199% In critical legal studies, when the White majority holds power, it serves
Ai mportant purposes, boté&Stghaack, 00l p.7)and mat e
Ignoring systemic racism in higher educationresulsmr opel [ | i ng] and r e
structur al and i nstitut iThisleads torthe secosdtenet ( Hi r a
and the importance of -Whielddminategperspectvé.s st or y
Counter-storytelling

Counterst or yt edrhiimg yourinown realityo by te

experiences of People of Color (LaddBitlings, 1998, p.13) in order to combat the
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Adomi nate (male, White, heterosexual) ideo
(Hiraldo, 2010, p. 54).
Therearethe r easons for finaming your ownh r ec¢
1. nuch of #Arealityo is socially const
2. stories provide members of outgroups a vehicle for psychic self
preservation;
3. the exchange of stories from teller to listener can help overcome
ethnocentrism and the dysconscious (King, 1992 as cited by L-adson
Billings, 1998) drive or need to view the world in one way. (Ladson
Billings, 1998, p. 13)
Counterstorytelling can be useak an integral component in evaluating institutions
inclusivity across campuand campus climat@iraldo, 2010).This allowsfor effective
changes to occuFailure to make effective change equates to difficulty in maintaining
diversity.| n t h e sceunterats@rsi, e§i support the per manen
2013, p.27)I believecounterstorytellingcan be taken further ®valuatehe classroom
environment (teaching practices, interactions, and content choice).
Whiteness asProperty
Given that racism is interwoven into the fabric of the U. S. society, the social
construction ofvhiteness can be considered a property right (Hiraldo, 2010; DeCuir &
Dixson, 2004)The levels in which this notion exists include possession rights, the righ
to use and enjoyment, the right to disposition, and the right to exclusion (DeCuir &
Dixson, 2004; Hiraldo, 2010; Ladsdillings & Tate, 1995; LadseBillings, 1998;

Oguntokun, 2013)Recall that African Americans were not only considered property
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within their history (Hiraldo, 2010; LadseBillings, 1998; Oguntokun, 2013), but also
only considered threfifths of a person for economic and political reas@tistory.com,
2009;Smith, W. A., Allen, W. R., & Danley, L. L., 20Q0Btefon, 2019).
Accordingto Hiraldo (2010) and Oguntokun (2013), the lack of African
Americans in faculty positions impacts curricular agendas and reinforced the importance
of whiteness over coloHiraldo (2010) specifically identified the field sfudentaffairs
in relation to the academBecause of the differences in position and power between
practitioner and faculty, he stated,
this systemic reality works against a diverse and inclusive higher education
environment because it supports the imbedded hierarchaist paradigms that
currently exist in our society. Diversity tesiwh be more visible within divisions
of student affairs, although the power of the institution tends to be centralized
within academic affairs where there is less representation of worddiRJeople
of [Clolor. (p. 55)
Interest Convergence
The fouth tenet of interest convergence denotes that White individuals are the
primary beneficiaries of legislation stemming from civil rights (DeCuir & Dixson, 2004;
Hiraldo, 2010; LadsoiBillings, 1998; Oguntokun, 2013DeCuir and Dixson (2004)
claimed that dearly civil rights 1 egislati
Americans, rights that had been enjoyed by White individuals for centlihese civil
rights gains were in effect superfic@lo ppor t uni ti es 6 because t he
u. S. d e mo28)rFar example (thugh misunderstood and miscategorized as only

benefitting underqualified People of Color, studies show that the primary benefactors of
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affirmative action have beenMte women (Hiraldo, 2010; Ladsdsillings, 1998;
Ogunotokun 2013)Assuming the White women bring additional economic and
educational resources to households with White men and White children, White people
in generalare the primary beneficiaries of mffiative action, not People of Color
(LadsonBillings, 1998). Overall, the structure implemented to ensure equal opportunities
for People ofColor has a major benefit to White individuals (Hiraldo, 2010).
Additional, interest convergence occurs at ingitins of higher education in
relation to diversity effortdHiraldo (2010) discusskhis issue while Oguntokun (2013)
asserted that
money is brought into institutions and the campus is enriched by the presence of
international students and Students of Color. However, what diverse students reap
from the university is minimal in comparison with wiia¢ university reaps from
increased digrsity on campugp. 28)
Critique of Liberalism
The fifth tenet is critiqgue of | iberald
neutrality of the law, and equal opportunity lets people ignore institutionalized racism
and cont i nu e dDef€ur& iDiasbn, 2004eHiraldio,t2§10; Oguntokun,
2013, p. 28).Colorblindnessvorks directlyagainst undoing social inequities (Hiraldo,
2010; LadsorBillings, 1998)and invalidates the lived experiences of People of Color
Not developing or maintaininigclusivity in the curriculum (Hiraldo, 2010; Ladson

Billings, 1998) for examplesupports this connection.
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Diversity Advocacy and Teaching Strategies

Within continuingdiversityissues in 2020, diversity advocacy and teaching
strategies are important components of faculty pradtitkzing data from the UCLA
Hi gher Educati on Res e aRakhnd Dansofd09)fud reedast d ch cau
composite variable that taps irdovariety of faculty attitudes towards diversity including
their commitments to promoting racial understanding and their views of the role of
di versity in under g ITheyhasenhanedcktswcenpasitevariable ( p .
ADiIi ver sity IA&Demsona2000d hé Ppur pose of their st
examine how Diversity Advocacy varies within subsets of faculty, as well as identify
predictors of faculty attitudes regarding

Park and Denso(2009)framed their studpround thevorks of Milem, Chang,
and Antonio (2005) as well as Hurtado, Milem, ClayRederson, and Allen (1998)he
guiding theoretical framework wéist he i dea t hat the campus r a
by the organizational/structural dimension of the uniwgdsi ( p .Accdrdiryfp Park
and Denson (ekd (2Q0Y) Jist thidvbrganeational/structural component of
the campus climate as including elements such as diversity of the curriculum, tenure
policies, and organizational decistama kK i ng p o | i This keal®intd Hurtado4 1 9 ) .
et al. (1998) anthe areas of demographic diversity, historical legacy, behavioral
interactions, and psychological dimensions (p. 4AB)are necessary to create a positive
campus climatenowever, often the area of demographic diversity is the primary focus on
college ad university campuseBaculty may be directly involved with all four of these
areas of diversity, thus Athe added focus

climate brings the f ac uActoydingrtooPark antd Dsort, he f or
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the faculty role extends beyond the classroom and into other areas of the organization and
structure of the university with the ability impact campus racial climate positively or
negatively The conceptual framework for this study is based ihqgathe work of Park
and Denson (2009).
Conceptual Framework

Faculty maintaira positionof authority and are establishad the expestin the
classroon{Beale et al.2013. However, this position of authority is impacted by
organizational structures, organizational culture,eachf acul t y member 6s i n
identities.Although faculty may enter the academy with various lenses and mindsets, the
environment in which theatulty member exists interacts with the faculty member to
promote or dismantle their positionality.

Social constructions (identities) and professional constructions (organizational
culture and organizational structusg® established within the workingistemology of
social constructivismSocial constructivisnestablished knowledge, learning, and reality
as being based on human interactions with one and€ivar 2001, LeedsHurwitz,
2012; Powell & Kalina, 2009More importantly, delving deeper intoglssue of
representatiorgritical race theorys applied as the theoretical perspectivéis
conceptual framework purports that organizational structure, organizational culture, and

faculty member intersecting iadsmontpratticees i mp
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Figure 4. Conceptual Framework
Organizational Structure and Organizational Culture
To assume that the experiences and practices of faculty occur in a vacuum would
negate both the intersecting of their identities as well asrpact of organizational
structures and cultures on their prac(Beale et al.2013) The environments in which
they operate play antegral role in their experiences as both professionals within their
departments and professors in the classr@male et al(2013) note that
These organizational contexts often are not conducive to good teaching and
learning, let alone toreating effective and diverse environments in which faculty
can realize the goals of a critical multicultural community and the creation of

generatios of students prepared to live in a diverse democi@cy2)
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Alongsidethese issuegducation oftenesves as a system of oppression for
womenfaculty, Faculty ofColorrand students through the empl
assumpt i ons Beale et al.p2013i. 3).Paeisularly,(at Research One
institutions, individualization is lauded ovexamwork or collectivism; although biased,
institutions use standardized testing in admissions criterianatititions elevate
meritocracy despite the knowledge that everymmaes to academia from different
playing fields. White women faculty an#faculty ofColor also experience a level of
disadvantage due to the heavy emphasis on research at Research One inéitdlens
et al, 2013).

Beale et al(2013) note that based on Cross and Goldenberg (2009), it is evident
that not all senior scholars are interested in teaching undergraduates or are even good at
it. As a result, maniResearchOne and other institutions of higher education heavily rely
on nontenured faculty (women arfehculty ofColor) to teach large lecturdassesThis
demonstrates the departmental and institutional priority on research versus quality
teaching at the undergraduate le\Bddle et al.2013). It also reidorced how bothSir
KenRobinsa and Freire independentnlegucatoascr i be e
system model ed on the interest of industr.i
the Atransmi ssi on Beadetap20X3 prS5onesitefisald agogy
educational strategy is employed resulting in the mass produaft&tudents regardless
of Acul tur al b Beal&eg al.20L3pb). or st yl eo (

Beale et al(2013) explains that with

a focus on diversity efforts at-Rinstitutions and evidence in this volume

regarding the different classroom, pedagogical, and collegial experiences of their
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[W]hite faculty andF]aculty of[C]olor as well as their women faculty and men

faculty lay bardghe narrow and elitist cultural assumptions and organizational

practices that govern higher education and help explain much of the underlying

lack of community and civility of discourse within acadefpe 7)
Niemann and Dovidio (1998) as well as Val{@998) note that the lack of women
faculty andFaculty ofColor within departments and colleges creaavironments that
foster fAsol o stwhiuchh offt ém okeransit at @s 0i nt o
implicit stereotyping, scrutiny, and ignotan or negati ve judgment so
al., 2013, p. 14facultyofCol or wer e al so more | ikely to
departmental/university climate; lower satisfaction with resource allocations; higher
levels of racial stereotyping from colleag) more tokenism; racist and disparaging
remar ks, such as questioning whether they
sense of excl usi on eHortomao04 $mitlg 2004z Thaman&n 6 ( Ho
Hollinshead, 2001; Turner, 2003; Verdug@603 as cited in Beale et al., 2013, p. 15).
Intersectionality

Intersectionality addresses multiple oppressions or experiences of marginality that
may occur due to the embodi ment of various
Crenshaw (1991fjrst coined the term in the legal sphere when addressing women issues
relatedtorapeT he pr obl em i nvolved the identity of
engaged in the issue of rape when the reality was that race/ethnicity also played a role.
For exampe, the rape of 8lack woman did not carry the same penalty as the rape of a
White womanOn the opposite side, ifBlack man raped White woman, the penalty

was significantly more severe thBfack onBlack orWhite onBlack rape.More
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holistically, the concept of intersectionality addresses issues associated with basing any
experience on a single identity because that experience may stem from multiple identities
that the individual embodies (Crenshaw, 1991). However, intersectionality does not serve
to negate those who maintain intersectional identities that garner power and priAdlege.
stated by Chung and Rendon (2018), AdAinters
individual with multiple, intersecting social identities interacts with overlappystems
of power and pr(panail)The game power ana privilege exist within
the sphere of the acadentrgtersectionality is important to understand and consider
context Due to the nature of this research, it is understood thaséutonality underlies
the issues within the acadenWhile intersectionality is not the major focus of study,
intersecting identitieareaddressed.
Intersecting Identities

Intersecting identities address multiple identity markers thatdividual may
place on themselves or have placed on them by so€ite¢ge identity markers may stand
alone or intersect with other identity marker to create personal and professional
experiencesThis is not to be confused with intersectionality

Intersecting identities also acknowledges that a single experience, action,
behavior, or thought process cannot be determined by an individual identity marker as the
complexity of how they intersect impacts the experience. Unlike intersectionality which
involves overlapping systems of power and privilege directly, intersecting identities
solely looks at how various identities together influence faculty responses in practice.

| chose this conceptual framework whistevaluated through the lenses of social

constrictivism and CRT for two reasons: (1) reality, knowledge, and learning are socially
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constructed; and (2) race and racism are inextricably linkeddiety in the Wited States
and theU.S. higher education system. Systemic and institutionalized racisnmaeatto
flourish despite demographic changesl ncreasd representation of People of Color.
The same representation is not seen within acad@iméasocial construction of identity
and professional spaces in the academe serves similar puiRasesad racism are
always a factor (LadseBillings, 1998). Whiteness as property is demonstrated in the
faculty demographics and their academic statuses. An exploration of diversity advocacy
at HSls as well as faculty perspectives related to integrating dyvarsi justice
education into the classroospotlighedstatus quo mentalities, conflictive
understandings and interpretatiarisliversity and social justicand positive utilizations
of diversity and social justice education in the classtoom
Role of Faculty

Faculty, as the expearin the classroonbecome responsible for the information
shared and kept from the students that they ed(Batde et al.2013) According to
Ryder, Reason, Mitchell, Gillon, &@end Hemer
considered primary socializing agents in higher education as they set and deliver the
curriculum, advance knowledge through research and scholarship, and engage the
campus and communi 839).Ryderretoal (@0d16) goeon to statedhat ( p .
faculty impact student learning through what and how they teach as well as the climate
that they create in the classroddeale et al(2013) echoethis sentiment A And t he
facultydés approach to the classraomka, the p

determines much of s fThecferaitissindgporant fordacultyeton c e s 0
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engage with students around issues of diversity and social justice within the context of
the classroom.
Diversity Education

Brookfield (2013) notethati di ver si ty i s a maj or buzzwc
educationMost two and four year institutions emphasize diversifying recruitment,
student services, curricula, and pedagogy to accommodate apresdening student
body. 0 Whegmhomifganpn curricula and pedagogy, it is necessary to consider if
and how facultyntegratediversity and social justice educatimro the classroonihis is
not limited to the general makeup of the class or topical characteristics such as learning
style and stud# preferenceAn extension of this includes what materials are included
and what materials are excludehosevoices are heardr validated and whee
voicesare silenced or marginalized; what contanhcluded and what is not; am¢hat
conversations arallowed or facilitated in comparison to which are avoided or ignored
(Stephens, 2018, Personal Communicatidfglton-Fisette& Sutherland, 2018
Brookfield (2013 also notdthati c ont e mpor ary teachers now wc
classrooms in which multiple intelligences (Armstrong, 2009) and culturally grounded
ways of knowing ( Mp 8nliianecess@yddcieqateanmo e xi st 0
environment in whiclstudentsan engage in discussion that evaluates the operation of
racism at all levels from individual to societBle@leet al, 2013;Jones & Renfrow,
2018;Manglitz, Guy, and MerriweatheP014) with the requirement that faculty hold a
deep understanding of obsles that stand in the way creatingeffectiveenvironmerd

(Bealeet al, 2013;Manglitzet al, 2014).Jones and Renfrow (2018) deaa similar
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assertion in their study regarding student perceptions of addressing social justice topics in
theclassroom.

In order for faculty to create effective classroom environments, Jones and
Renfrow (2018) statkthat the following must be in place: ®espect regarding lived
experiences of all students and ahdacul ty; (
emotional randf B9 o ifm.ot &9 n di al ogue rather
(p. 189).Failure to establisthis type ofenvironment and engage with students around
these topicslisadvantages the experience and engageméotio$tudentsand faculty
around this topi¢Bealeet al, 2013)

Justice Education

A major role of faculty in relation to social justice education as outlined in
Matheuws (2016)vas th&t we must be willing to accept that our truth is not a universal
trutho  @1). Through the eknowledgenent of our worldviewwe can engage in
A h o n e s tatioosahatdead tesmeaningful change and holistic solutions to social
justice challengaes ( p Mathgulv$ (2016) also discusisgiversity standards which
call for a cultwal awareness of self and others along with eoodtairal knowledge and
skills.

Within the realm of the academe, the identities of faculty members play a role in
determining Atheir expectations and approa
anticipate an BeateetaR0lB,¢p. 7)astly,tMatkemds (2016)
highlightdBoy senés (2012) study on classroom cl i
The studyfound that students expected faculty members to address social justise issue

within the classroom contexthis would be an effective way to seryoung adult and
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adult learnersadhere to some of their expectations, and contribugduoating for a
globalized worldWhile these actions may seem easy to enact, many barrigrfoexis
faculty.
Faculty Barriers

Barriers may be individual Adi scomfort
racialized identityblZ)Madrheiutwsme &2r0sl 6f ¢ @mpf. r c
privilege, stereotypes, a®Baqg. 18tpsrpessidei ono ( J
that everyone who engages in this type of discussion may find difficulty with creating
meaning of it, but it is particularly noticeable for those within the domjih&hite
culture due to the i mb-ahanak oDé&l ppwenships
(Matheuws, 2016pp. 111112).While race is nothe primary issuaxyhen it comes to the
integration of diversity and social justice in the classroom, it aftartaboo subject that
faculty sidestep because they do not feel that they are the experts in tiBcaleat al.
2013).Sue et al. (2009, 1096), unearthed two primary characteristics anvghijst
faculty as it relates ttacilitation of racialandeci al |y just di al ogue:
classroom control 6 and fAthe di al ®Bepleets d e mo
al., 2013, p. 12)According toBeale et al(2013), many faculty members enter and
remain in the academe with good intentionslack the appropriate knowledge, skills,
support, and rewards when it comes$eéfectivgnes$ in diverse and multicultural
classroom 0 (p. 7)
Cultural Taxation

Additional barriers arise when women faculty &adulty ofColor begin to

experience cultural taxatidrecause of how they identifgeale et al(2013) alludd to
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the phraseultural taxation Cultural taxation is most likely to occur when only one or
very few individuals that represent women apeecific raciabr ethnic group reside

within a department or collegkloule (2005) spoke directly to her experiences and
elaborated on how she had to reclaim her time, energy, and intentionality around extra
cultural duty.

She realized that her White counterparts were not going beyond the scope of their
positions, adding unpaid time to their workloads, or placing such a heavy emphasis on
diversification within her departmenhstead they functioned on thaver end of the
spectrum of involvement and worked within the confines of their workibiaid.
becomes problematic when students only identify with a small portion of the faculty
within their departments and thus find more trust in one or a few indigidiespite the
plethora of departmental faculty that exlstalso becomes problematic when culture,
gender, race, ethnicity, etc. become the reason that others within a professional
environment ask you to do something additional (e.g. advise a studanizatgon, teach
an additional class, serve on a committee, €fbg.resultwhen facultyarenot
representative of the student body is additional culture and gender related labor that is
unpaid, unrecognized, and devalued degfefgartmentastatementand goals.

Despite the many barriers that faculty faté important to note thahany have
foundwaysto effectivelyuse the classrooffor both their professional growth as well as
student developmenBéale et al.2013).The next sectiohighlights various framework
offerings within the literature related to the implementation of diversity and justice

education across various departments, colleges, and institutional types.
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Framework Offerings

Many fields (i.e. liberal artgolitical science, physical education, and teacher
education) have taken initiative and attem
diversity and justiceriented instruction into the classrooBecause of their efforts, they
have provided concepal and experiential frameworks for implementation on other
campuses and in similar departmemtart of the importance of their contributions to the
literaturewasthat they supply faculty and institutions with ideas regarthieg
implemenétion ofdiversty and justice education.

In social work, Snyder, Peeler, and M@p08)offereda framework for
integrating fAa human diversity and soci al
programdés Human Behavior and T8isfamewbrk Envi r o
wasi nfl uenced by Bell (1997) andbsdivadtirato ( 2 0 0 (
the conscious appreciation of differengeskey goal in diversity work needs to be
inextricably tied to social justice by foregrounding the ways in which privilege and power
are inequitabl y diSsyderetah2008g.d46).lnnclodadssix soci ety
phases: 1) Introducing the framework; 2) Raising consciousness; 3) Introspection; 4)
Connecting and dialoguing across differences; 5) Building alliances; and 6) Organizing to
effect changeln the spirit of critical inquiry, this frmework moves studesinto and
through a processof sefx pl or ati on to include fAoppressi
j ust i c eénydesesal] 2088¢p. 164).

In a political science department embedded in a PWI, Bauer and Clancy (2018)
offeredempathic scaffolding as a framework for implementatioraddition to the

offerings and assertions of Snydral.(2008), Bauer and Clancy (2018) arduleat the
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emphatic scaffolding framework fishould mot
classroom pedagogy at PWIs [ prTidappmeachant | y
wascogni zant of the current standing of st ut
experi ences BauetkiClargty, 2088p. §3) staytiog with their personal
experiences and then expanding ®&auer and Clancy (2018) conclutie h at At o f ul |
actualize the promise of diversity in higher education, context needs to motivate
deci sions about course content and pedagog

Another method that couldbeut i zed by faculty is Mahaf
miscommunication model when teaching diversitgcording to Celinska and Swazo
(2016, as cited in Mahaffey, 2017) , Acommu
can be a major problem area yet it is a critieaching component necessary to develop
their mul ticul t ur Mdhaffey@200y)eused this modeswith regonal 7 3 ) .
campus students who were primarily adult learrEne. miscommunication model
focusel on the clarification of areas of misunderstanding between individuals in order to
broaden perspectives and get students to reevaluate their perceptions of themselves and
others.

Lastly, as with the other studies, Ardovini and Lopes (2009) focused anstud
outcomes through the Liberal Arts Core at Metropolitan College of New York:

a) students need to develop processes for examining their beliefs as they
engage in roles and activities where their decisi@king routinely
impacts the lives of others (p. 36)

b) concern about the decline in social capital in the U. S. (p. 36); and

49



c) students [in 2009] need to think deeply about their values and ethics when
in college (p. 35).

They outline how they integrated the teaching of social justice into thedowugsters of
attendanceEach course in the liberal arts core was required of all students and built upon
one another to meet the above concerns as well as meet the students where they were.
This method coincidiwith the scaffolding portion of Bauerand @ ncy 6s (2018)
framework. These offerings serve as initiation points for faculty, departments, and
institutions to integrate diversity and social justice education into the course curriculum.

Quantitative Studiesincluding Diversity and Justice Education

Like the conceptual and experiential frameworks that have been offered, various
departments and disciplines (i.e. teacher education, nuaiddealth sciences) have
been studied in relation to the integration of diversity and social justice edudaixaal
resultswerefound in relation to perception regarding the necessity and effectiveness of
diversity and social justice education in different disciplif@s.exampleYWaltonFisette
and Sutherland (2018) discesshow some preservice teachers (PSTsgreunaffected
by some courses that integrate social justice and diversity while others tétiavthe
approach to implementation should flow from the individual outward.

The Needfor Effective Integration of Diversity and Justice Education

Some researchers denbthe benefits of effective integration of diversity and
justice education (fyeartSmith, Wessel, & Polacek, 2017; Miles, uDotson, 2013)
on work environmentdMliles, Hu, and Dotsof2013) asseedt hat fdAenr ol | ment
course that discusses diversity can increase awareness about inequalities among ethnic
groups and |l ead to posi ti v ewhdelfEaypagtSmsth, i n wor

Wessel, and Polacek (2017) stiteh a t inclugioh @f diversity in academic institutions
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is an essential component to teaching students the human relations and analytic skills
needed to thrive and lead in the work environment of the twfenityr st cent ur yo (
Failure to effectively implemertiversity and justice education within higher education
negatively impacts students who graduate into the workforce with a lower level of skill
for aglobalized economy.
Beale et al(2013) powerfully notd that various faculty and students engage in
significant crossracialandcroset hni ¢ i nteraction which | ead
democr at i c kaeasedkand/consigtantergr@ipcontacimpacts students
i n the f ol dctvethinkigg paesses sintelletteamgagement, academic
skill s, and i n Bealkgtralg20p3. 8).Facutywhsdnadgrese  (
issues of the past like separation, awkwardness, and ignaramgeovide these
experiences tstudentgBeale et al.2013).
Student Perceptionsof Diversity and Justice Education
Student perceptions of diversity in higher education and continuing education
settings were studied by Miles al.(2013).The aut hors found Asigni f
related to attit udawngstodendssindeactidr praparationt y o ( p .
coursesThe findings pointed to the fact that an increase in exposure to diversity in
mul tiple courses may i mpact studentso6é pers
Supporting the findings in Milest al.(2013), Jones anddarfrow (2018) studied
student perceptions of addressing social justice topics in the classroom and found that
students (1) want to talk about these issues in the classroom, (2) think that the topics are

relevant to their assignments, (3) found pedagogmiale in the topics as well as the
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strategies implemented within the study, andrdje uncertain about how they would
like these topics to be addressed.
Faculty Perceptionson Integrating Diversity and Justice Education
When | ooking at instructorsd perception
across the library and information science curriculum online, Mehra, Olson, and Ahmad
(2011) found that respondents statedthatc | udi ng fAdi ver sity | SSuUE€
an effective [ i nt dleyaso pravided methods aftineluglipgadthis( p. 4
information in online and face to face courses as readings, discussion of topics/questions,
examples and encouragent of choice of relevant topics in assignments, and case
studies (p. 44Mehraet al.(2011) asseedthat based on the data reported, theasii a
need to take a more cohesive, concrete, and systematic approach to diversity integration
in the online and/or faem-face LIS curriculum by furthering actions at various levels of
i mpl ement afThenautmmor 480 on Cttionsfardiseesityt t hat
integration in the LIS curriculum may avoid fragmentary and isolated efforts with
mi ni mal i mpact such as those we have seen
Nel son Lairdés (2011) study which quant
inclusivity on college courses using data from the 2007 Faculty Survey of Student
Engagement, found that Amost faculty are i
way, but that women arfehculty of Color tend to include diversity to a greater extent
thantheirc o | | e a g u eSulistar(tigting arld expanding the findings of Nelson
Laird (2011), Moule (2005), completed a s&tifidy that evaluated the process of
implementing a social justice perspective into teacher educMtimude (2005) found that

as aPersm of Color, she took on additional tasks that were not considered part of her
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full-time employment in the spirit of assistiStgudents ofColor. Her White colleagues
did notengage iradditional tasksUundue work, burden, and stress were applied in her
situation highlighting the additional work that may fall leaculty ofColor when it
comes to implementing initiatives related to diversity and social justice (Moule, 2005).
This is something that must be considered when implementing diversity and soal just
into the curriculalt must equally be the responsibility of all faculty and not simply those
who may seHdentify or have a passion about diversity and social justice in their fields.
Faculty and Student Perceptionsof Diversity and Justice Education

Based on my literature searches of quantitative studiesing and the health
sciences are the primary programmatic areas that irchrdemphasis on cultural
competence within their curricula due to the nature ofvwk that their graduates
intencedto participate inStegman (2013) quantitatively evaluated the perceptions of
faculty and students in relation to the integration of cultural competency into the nursing
curricula.Stegman (2013) found that there waglewice of said integratiphowever,
this was not valid for the Knowledge of Theory ané#he studyMeanwhile Enyeart
Smithet al.(2017) found that perceptions of faculty, staff, and students related to tenets
of diversity and social justice education moved in a positive direction during thek three
year studyDespite these positives, some students in the ER@eaith et al. (201)
study commented in relation to cultural
studentdelieval that it caused more issues and took attention away from more important

problems.
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Limitations of the Literature

Many of the studiewerelimited becaus¢ hey sol ely highl i ght
efforts to make changéo its curricula. While there is no one size fits all method to
education as educati@fteninvolves the interaction of an expert with many diverse
individuals, there needs te a better effort campus wide to integrate diversity and justice
educationinto the course curriculunMehraet al, 2011) Another limitationwasthat
many studies focus solely on one aspect (diversugial justiceor cultural competenge
as opposetb a combination or more holistic approach (Ardovini & Lopes, 2009; Bauer
& Clancy, 2018; Nelson Laird, 2011; Mahaffey, 2017; Medtral, 2011; Mileset al,
2013; Moule, 2005; Rydest al, 2016).One possible methaat implementation strategy
would beacampus widenitiative. In isolation, a single departmemtr fii ndi vi dual
interventions do[es] not pr oduledwidualy st ems ¢
interventiongmay not be abl& effectively educate students to meet the needs of diverse
populdions or the globalized world.

Chapter Summary

In sum social constructivism layered with the theoretical perspective of CRT
coupled with the work of Park and Denson (2009) undezditiiis study and the
development of the conceptual framewdrkrough the conceptual framework, | assert
that social constructs (identities) and professional constructs (organizational structure and
organi zational cul t ur e) ssioompeactitce. each facult

In the literaturemany studies existl surroundingdiversity and justice education
from the perspectives of both teidentand the faculty membgbutfew addresedthe
faculty member as a whote their perceptions related to the aeadc environmenin

relation todiversity and justice educatioltuch of this workwasleft to individual
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departments utilizing conceptual frameworks and experiential opportuiitiese
implementation strategies created isswésted to faculty load mentally and emotionally
especially when considerirgaculty ofColor and women facultyisolated effortdave

not ledto effectiveoverallintegrationof diversity and justice education into the

university classroom
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[ll. METHODS
Overview
In this chapterthe methods of the study are outlinétie goal of this
guantitative, survepased studyas to explore faculty background characteristics in
relation to faculty perceptions and level of diversity advocacy with the understanding that
internal and external factoadfect faculty practiceThis chapter providea brief
overview of the study theprovidesan explanation of the research design and rationale
for the chosen desighlext, participant recruitment processes and selection criteria are
covered followed by a description of each participating unive@#ya collection as well
as data analys methods arexplainedafterward.An explanation related to building
trustworthiness is provided followed by ethical considerations. The chapter concludes
with asummary.
About the Study
The purpose of this quantitative stuags to explore faculty perceptions related
to integratingdiversity and justice educationtanthe course curriculurandinvestigate
levels of seldisclosed diversity advocacy among faculty membgtitizing a
guantitative survey protocol, quantitative darecollected to address the following
research questions:

(1) Is there astrong associatiobetween a set of facultyackground
characteristicand faculty pereptions on diversity andstice eduation in the
classroom?

(2) Is there astrong associatiobetween a set of facultyackground

characteristicand level of diversity advocacy?
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Additionally, I hypothesizd thatstrong associatioresxigedbetween a set of faculty
demographic datand both perceptions and diversity advocacy.

The findings from this work can be used, in part, to inform about faculty
perceptios of diversity and justice education in the course curricula and faculty levels of
diversity advocacyThis information could then lead to changes in faculty development
and preparation for teaching in a highly diverse classroom environAtdght end of
this study, practical recommendatiaremade in hopes of stimulating progress toward
action within the acaaeic setting.

Research Design and Rationale

The design chosen for this studgs a quantitative, crossectional survey.
According to Fraenkel and Wallen (2009), i
t he character i st390.8rosssfe cat ipoonpaul | astuirovneoy s( pfi.c o |
from a sample that has been drawn from a p
Wallen, 2009, p. 391 his twopart,100item surveywas designed to determine
characteristics of faculty members at twgehr public universities in the southwest with
HSI designationsThe surveywasdistributed electronically to select faculty at each
university and addresdthe following areas: background characteristics, academic
discipline, institutional characteristiosork-related variables, faculty
values/perceptions/goals, and faculty experiences (adapted fron&Haenson, 2009).
The survey includ#94 closedended questionsnd 6operrended questions to explore
faculty me mlesponses related to their reatsies ideal application of diversity and

social justice educaticand additional thoughts on the topitis researchvas
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correlational in nature as it explor&acultyme mb eercemions in relation to
background characteristics and faculty responses.

A quantitative survey design was chosen in hopes of attaining a better response
rate due to the low level of risk involved in the completion chiaonymousnline
survey.The goal of the studyas to articulate faculty perceptions and experiences related
to diversity and justice education in the university classrddmough the utilization of
two data collection instruments, multiple dimensions of the faculty expenesree
explored.The online format reduddbarriers to access as duld be completed Wwerever
faculty was at the timeEach portion of the design a@tito answer the established
research questions.

Participant Recruitment and Selection

Participant recruitment ocawd by utilizing information provided by the
Institutional Research Offic&t one institution and an open records request at the other
Sampling methodwereboth purposive and clusterdeurposive sampling employs the
use oftheresearchésij udgment to select a sample that
information, willprsid e t he data neededodo (FEaxenkel , &
participant must (a) be at least 18 years of age; (b) be a current faculty member at one of
the invited univesities; (c) have taught at their current university for at least one
academic year; and (d) be actively teaching in the semester that thevasucynducted.
If faculty attempedto participate but do not meet the criteria, the surveg@rdanking
them for their interestAll faculty wereinvited to participate regardless of department or
faculty statusThe sample alscaenefrom two levels ofclustering.The Southwedtouses

numerougolleges and universities designated as HBis was noted in theformation
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in the background section on HST$ese were considered the clustong with the

states in which they resideOf those clusters, two fowyear public universities were

purposively selectedhf t er applying the researcherds cr
selectedFigure 5 shows the second level of cluster sampling which resulted in the

universities selected for the study.

Population in Clusters Selected Clusters

University
1

S,

- - University
|
g

= ﬁ-“
College

n

Researcher Criterion

STUDY SAMPLE

Figure 5. SamplingTechnique
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Each participant receidean email invitatiorthrough Qualtric§see Appendix D)
in March2020 to complete the online survéyweek after the initial email invitation
wassent out through Qualtrics, Qualtrics sameminder email to those whodyaot
responded to the invitatiofhis process was completed twice therefore each participant
received a maximum of three 3 emails regarding the suAfer. the three
communications and three weeks of the survey being open, | closed it for analysis.

Description of the Settings

In this sectioncharacteristics of bothiniversity settings are described in terms of
their student and faculty makeugge, and locatiormable2 provides a snapshot of each
uni ver si ty d.9hesehudversites wene chesen because of pneximity to
one another and physical locatipnentrasting faculty anstudentdemographics, and
classifications as both aykar public university and an HSlhe situation of each
university createunique environmental and demographic contributidhgy dso allow
for additional comparisons across faculty demograghicslationto integrating
diversity and social justice education.
University One

University One is an older;year public university in the U.S. Southwtsit
grants bachelors, masters, and doctoral degrees. The university is a historically and
predominantly Whiténstitution that also has an HSI designatibiis made up of a
diverse mix of students (firggeneration, legacy, wealthy, minority, lower socioeconomic
status, etd. Demographically, Hispanic/Latinx students trail behind their White
counterparts in representation and women outnumber Must.of its students are

consideedyoung adult learnemalthough its post baccalaureate students are primarily
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adult learnersUniversity One is a large university located in a city an@Q@percent of

its students reside in on campus housing.

Table 2

Characteristics of th&ettings

University University Student Faculty
Characteristicc  Characteristics Characteristics
Univel‘Sity O|der’ 4year 47%Wh|te 75% Of faCUIty
One public 53% Students of are White
university Color White women
_ Hispanic/Latinx less outnumber White
Located ina represented than  men
city in the Whites Sexbased
u.S. Women outnumber numbersare
Southwest men relatively even
Most studergare
HSI
. _ young adult learners
designation Post baccalaureate
Research students are adult
focused learners
15%-20% of students
live on campus
University Younger, 4 74% Hispanic/Latinx 48% White with
Two year public First Generation, Hispanic/Latinx ,
. ) as second larges
university Transfer, Adult group(32%)
Located ina Learner Women
major cityin ~ Women vastly outnumber men
theU.S. outnumber men
4% Part Time
Southwest (undergraduate)
HSI 49% 25 or older
designation (undergraduaje
Someresearch Averageoverall
focus student agés 29
Approximately 5%

live on campus

Note.University Two data indicatehat Hispanic/Latinx is an ethnicityot a race.

Therefore, Whites reportedas 170 individuals per 2018 data while Hispanic/Laienx
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reportedas 0 individuals.Hispanic/Latinx is not reported as a race optidmns
denotes identification as White and Hispanic/Latino demographically.

The faculty at University One resemble thedent demographic. However, White
faculty vastly outnumber all other demographics (approximately 7A8#ixe women
slightly outhnumber White metowever, oerall, there are a few more men amongst the
faculty than there are woméRer university website).

University Two

University Two is also ahISI, but isa younger, 4ear public universityocated
in a major cityin the U. S. Southwestlost students identify as Hispanic/Latinx and are
first-generation college studer{f&l%), returning students, andatrsfer student&vomen
vastly outnumber meapproximately, 70% to 30%Wniversity Two offers a mix of
opportunities for all students with an average student age éfap@oximately 49% b
student attendees are pame and 49% are adult learneet (east25 yeas of age) The
faculty at University Two are predominately Whi#8%)with Hispanic/Latinx
identified faculty as the next largest groMpomen faculty significantly outnumber men
faculty (College Factual; Per the university website).

Data Collection Methods

The primary data collection methadsan online Qualtrics survey composed of
both a researcher developed instrument (see Appendix F) and an instrument developed by
Park and Denson (2009; see AppendixHark and Denson approved a resjuo utilize
their instrument within this research study (see Appendix Bjashecessary to collect
data in this manner to maintain the anonymity of the participBats werecollected

between early March and m#bril during the pring semester dhe year 2020.
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The survey wsprogrammed with Boolean mechanisms which only adidw
participantditting the criterion to complete the surv@he first item that facultgaw
wasan i nformed consent page iedcongéniTleeh c | i cki t
survey itself consisdof six parts: Part-IBackground Characteristics, PartAcademic
Discipline, Part I} Institutional Characteristics, PartdWork-Related Variable®Rart
V- Faculty Values/Perceptions/Goals, and PaftR8al Versus Ideal (see Appendix F).
The surveytook an average of 15 minutescompleteBetween the two universities, 221
faculty members responded to the survey invitation for an overall respoasé 14
percentOf the 221 submissions, 141 were included within the data analysis.

Data AnalysisMethods

Study datavereanalyzedhroughtwo lensesquantitative $tatistical Package for
SocialSciences (SPS36) andAnalysis ofMomentStructure AMOS)) andqualitative
data analysisThe quantitative data analysimsprimary to the studyThe qualitative
data analysis providieadditional descriptive details thatildresedsome ofthe outcomes
of thequantitativedata analysis or provideounterstories(see AppendidB) to that data.
Quantitative Data Analysis

Quantitative research all@for the employment of various methods of analysis.
The survey dateelated to the Perceptions Scatederwenboth a factor analysis and a
confirmatory factor analysis hopes osupporing the findings from the baseline study
of Factor + Faculty Perception of SeRracticeand Factor H Faculty Perceptions of
Universty Policy A Af actor analysis is a technique t
i f many variables can be described by a fe

This involves the discovery of nAcl34)ters o
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Meanwhil e, a confirmatory factor (1panalysi s
psychometric evaluatiori2) construct validation(3) testing method effects, aridl)
testing measurement invariances )(Thedgta , acr
werescreened for outlierg\ll participantdata located +3 standard deviations frothe
meanwereconsidered outlier’dccor di ng to Fraenkel and Wal l
scores or measurements that differ by such large amountsHose of other individuals
in the group that they must be giveEee caref
data verealso screened for very small respondent gramasndividuals who did not
respond to a significant portion of the syrv&hesdandividuals were eliminated from the
study.

After cleaning the data by removing outligisose witha large amount of missing
datg and extraneous datd41 viable responses remained out of 224l respondents
Unfortunately, the characteristics of the data set were incompatible with the employment
of atraditionalpath analysis. For example, the variables must be normally distributed.
This was untrue for the data. As a result, a Bayesian path analysis (stregtaton
modelingor SEM) wasconductedThe intentwasto theorize or explain why a
phenomenowccuredand if variable correlations aligdwith the theorization (Fraenkel
& Wallen, 2009) Finally, goodness of fititilizing comparativefit index(CFl), Tucker
Lewisindex (TLI), androot mean square error of approximatioMEEA) determined
that theravasno predictive ability within thé&erceptions Scalastrument, therefore it
should not be used for predictisaudies CFl= .64 ., TLI= .54, anRMSEA= .14).

An analysis of Park and Denedmostofthe( 2009)

samestepsand utilized both descriptive and multivariate analysésr this study, key
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variables, primarily in the background characteristics (race, gender, status, age, and

collegg wereexplored Several of hese variables shadup in other stugsas most

impactfulwhen evaluating differences among faculty perspec{i®as & Denson,

2009). In an adaptation, Diversity Advocacg composite variable created by Park and
Denson (2009) that #Acombined variabl es mea
well as goals for how the i ns waséexamnedonn s hou

connection with the fivendependentariableswithin the background characteristics

Gender Faculty Diversity
Identity g s Advocacy
W I\

Figure 6. Variable Set | Figure 7. Variable Setll

The dependent variablegere Diversity Advocacy anBaculty Perceptionsilt is
important to note thatcial and ethnic diversityas the primary focus dhe Diversity
Advocacy variablePark and Denson (2008dtedthat the composite measure was based

on four items within the instrument:
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(1) Racial and ethnic divertyi should be more strongly reflected in the
curriculum;(2) a racially/ethnically diverse student body enhances the
education experience of all studer{®;undergraduate education should
enhance studentsd knowl edgehn@f and app
groups; and4) commitment to helping promote racial understanding (p. 420).
Figures6 and7 provide a visual representation of the primary independent and
dependent variablasxder examinatianThe qualitative data analysis followad, in
some waysprovides additional support to the responses to the quantitative data.
Qualitative Data Analysis
Each recorded response to an epaded question within the survesas
analyzed and interpreteQualitative data analysis included a continued iterative process
(DiCicco-Bloom, & Crabtree, 2006), occurred after the completion of data collection, and
invol ved reflexive iteration which is fAvisiti
with emerging insights, progressively | ead
(Srivasta, & Hopwood, 2009, p. 7¥\ithin the analysis, in vivo codingas utilizedto
develop codes, themes, and patterns from the respdns@go codes emerge directly
from the submitted responses (Srivasta, & Hopwood, 2009; Strauss, & Corbin, 1998).
Examples of these codes can be foun@idhle3. | then categorized the responséds in
themes and codes by defining each code and consolidating codes with the same or similar
definitons.For exampl e, Anot mihe corsdlidation gratess in ot m)

resulted in a total of four themes with 14 codes.
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Table 3

Qualitative Coding

Theme Code:
Professional High Activity
Development/Formal Little/No Activity
Training Some Activity
Personal Pursuit
University and Department Curricular Constraints
Policy and Practice Defining Diversity

Privilege/Discrimination
Hiring Practices

Inappropriate/Unmentionec Reverse Discrimination
Move Past It
Not My Role

Vulnerability/Dangerous
Essential to Implement Contributions

Caution/Unsure
Note.All themes have four codes to the right exceptaisetheme which has two codes.

lalsokegta r esearchero6s journal to reflect on t
my personal reactions to the respongestly, | examined tha for relationships between
the qualitativeahemesandthe results of the quantitative data analysis
Building Tru stworthiness
Internal validity, external validity, reliability, and objectivity anéegral
components of a quantitative studlyternalv al i di ty means that HAobs:
the dependent variable are directly related to the independeable, and not due to
some other unintended variableo (Fraenkel,
To control for threats to internal validity, Table 4 outlines the steps taken. The
primary means of addressing these threasissuing a standardized survey instrument.

The instrument includkparticipant characteristicgjas implemented online at thadare
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of the participant with no intervention or interaction with teeearcheandquells the

threat of subject attitude through standardization and asking for more detailed
information.For correlational studies, there is always the risk that an exanariable

can also explain the correlation that has been fdurmhducted a MANOVA which
compared each independent variable to the dependent vabiabédéso compared the
interaction between independent variables to ensure that the representtiedaif

was accurate and not overstated. In addition, multiple layers of analysis, both traditional
and Bayesian, assisted with the elimination of data that may have been tied to extraneous
variables. This allowed the data and data analyses to foche asgociations between

the independent and dependent variables being measured.

Table 4

Internal Validity

Threat Action(s)
Subject Characteristics Obtain more information on participants, choose &
appropriate design

Instrumentation Standardized conditions, Obtain more information
details
Subject Attitude Standardize conditions, obtain more information o
details, Choose an appropriate design
Implementation Standardize conditions, obtain more information o

details, Choose an agpriate design

External validity is the laility to generalize the findings to a larger population
than the sample used in the study (Fraenkel, & Wallen, 2068e hundred or more
participantsvereneeded for generalizability in this studyith 141, generalizability was

not possible, but provided a gshot of the faculty at the universities that participated.
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According to Fraenkel and Wallen (20009)
consi st ent (Reliabity is chalen§ed by reemploying two instruments that
have already begmr oven valid, the researcherdds base
Park and Denson (2009he researckestedthe reliability of each instrument through
reuse Responses to different sets of items within the instrument also can be compared to
determire internal consistency (Fraenkel, & Wallen, 2009).

While objectivity which is fAthe absence
Wallen, 2009, p. 111) is a primary component of quantitative trustworthiness, inherent
bias exists due to the survey instrunsamting created, analyzed, and interpreted by
human being¢Garcig Lopez, & Véez, 2018; Gillborn, Warmington, & Demack, 2018).
The employment of a QuantCrit lens chasitie dynamic of the data as QuantCrit
evaluates the nuances within the data to hellstory of People of Color apart from
dominant White culture.

Ethical Considerations

The American Psychology Associati@ong with the Institutional Review
Boards ofTexas State University and the participating universitege express
guidelines to follow when conducting research on human subjRantiscipationwas
voluntary andncludedan electronic consent for(see Appendix Cat the beginning of
the surveyPaticipants hd the option to complete the survey or riieir consentvas
attained through a twpart system in which theshoseto click on the link located in
the recruitment emafsee Appendix Dand tlenclick a button after the informed

consent covepage thatdok them into the survey itselfhis study involvd no
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foreseeable serious risks in participatiBesources ere madeavailable to those who
neeadthem during or after the survey.

Although responsesereanonymous, all research recordsainedprivate. No
identifying datawvasreported. Only the members of the research team and the Texas
State University Office of Research Compliance (ORC) may access th@hiat@RC
monitors research studies to protect the rights and welfare of reseaticippnts All
dataweremaintained on a password protected computer and rediaia locked
drawer on campus in the researcherods Chair

Chapter Summary

In sum,this quantitative study explored faculty background characteristics as
they relatedo faculty perceptions and diversity advocacy with the understanding that
internal and external forces impact faculty practidee study was designed as a
guantitative Qualtrics survey wiix operended question® potentially provide
supplemental quigative information related to the topithis method of delivery was
chosen to maintain anonymity amongst the respondents.

The participants for the studyere recruited via faculty email lists provided by
the Office of Institutional Research at one university and an open records request at the
other.The settings from which the participamisredrawn wereselected utilizing a
two-strand clustered, purpage sampling technique\ll faculty members at both
universities were invited to participate; howewuerfully participate in the study, each
participant had to be a faculty member at their university for at least one year and

teaching during the sprin@20 semester.
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Data collectiorvia the online Qualtrics survagok pla@ from early March
through midApril. Each university had approximately three weeks to respond, received
an initial invitation as well as two reminder emails prior to closing theumsnt. Data
analyesconsisted of a confirmatory factor analysis on the researcher developed
instrument, cleaning the data and removing outliers, checking the goodness of fit for the
resear cher, aBayesianpath analysigMANOVA for Diversity Advocacy
and the Perceptions Scaf\NlOVAs between independent and dependent varigies
the development of means plotéie next chapter provides a detailed report of the

resultsof the data analysis.
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IV. DATA ANALYSIS AND RESULTS
Overview

Within this chapter, theesuls of the study are presented alongside my
interpretations of theesuls. Theresultsare presented both descriptively and
figuratively. The reliability of the instruments utilized is examined prior to providing
desciptive data. Next, | address both research questions associated with the study
individually. Then, the dependent variable, Faculty Perceptions, is broken down into six
sections for reportingesults Perceptions Scale, Social Justice Orientation, Institat
Diversity Climate, Institutional Social Justice Climate, Race@@uader in the
Classroom, and Social Justice in the Classroom. After the quantiedivies are
reported and interpreted, the qualitativelings arereported. To begin, | describeet
systems used for analysis, the types of analyses performed, and a rationale for each
type.

Overall Analysis

The systems used to analyze the data were Statistical Package for Social
Sciences Version 26 (SP28) and Analysis of a Moment Structuiésrsion 26
(AMOS). SPSS was employed for the analysis
alphas) for eachubscalelt was also used to run analyses of variance (ANOVAS)
ANOVAs are used to evaluate the means and significance (p< .05)grbiine means
Reliability is a measure of consisten€r o n b a ¢ hmeasura thepirtteanal
consistency of individual items e scale or factor. This internal consistency is thought
to be an indication that the items measure the same undeslysgaleAn alphaof

0.80to .95is desired with70being acceptable
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AMOS is anaddon graphicalmodule for SPS&ndis often usedor SEM,
confirmatory factor analysis (CFA) and path analysis. AMOS was used for both a CFA
and Bayesian path analysis G&A was conducted to determisabscalevalidity
within the Perception Scale. The output is discussed later in the chapter.

Traditiond SEM or path analysis depends on having parametric data. Parametric
data have characteristics such as normal distributions and constant variance. The data
for this analysisverenot parametric. Bayesian path analysis is a probabilistic analysis
thatdoesnot rely on parametric data. The analysis resamples the data which allows path
analysis to be done on ngarametric data. Bayesian path analysis is a powerful form
of analysis with the ability to get into the data and simultaneously parse out associations
amongst the independent and dependent variables in the study. It also accounts for
interactions among the independent variables. This allows the detection of associations
that would otherwise not be found with traditional statistical tests like ANOVA-and
tests. The intention was to analyze all five independent variables against the dependent
variablesn a similar manner to traditional SEM despite having data that did not fit the
needs of a traditional SEMI| statisticalpoints needed to answer theaasch
guestionsvereoutlined in the outpuUtilizing SPSS analyses, it is important to
understand the instruments used for data collection and their level of reliability.

Evaluating Instrument Reliability

The reliability of an instrument is determinedy cal cul ati ng for
apha (J). An alpha of 0.8 to 0.95 is desired and an alpha of less than .70 demenstrate
an unacceptable level of internal consistency. All Cronbagphas for thesubscales

used within this study ranged between .66 and .96. The sulgézal¢hat measured
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.66 was eliminated from the study and was not utilized for any portion of the analysis.
However,apart from the reliability statistica,CFA on the researcher developed
Perceptions Scaldid not yield results indicative of predictive ability
Perceptions ScaldReliability

The Perceptions Scale isarvey consistingixteen(16) Likert-scalequestiors
regardingfaculty perceptions of the integration of diversity and sgasice into the
classroom and the universifijhe scale consisted of five potential responses from
AHIi ghly Disagreeo (1) t o ndi3ifogstatlisycal dnglysis.e 0 ( 5
The twofactor solution relevant ttaculty responses was estiahked in the baseline
study and reconfirmed in this studyactor  Faculty SelPerceptions of Practice and
Factor I} Faculty Perceptions of University Polidyigure 8shows the results oféh
CFA which demonstratklower associations between the items andthiscaleshat
they were assigned to within the instrumé&tihen looking at goodness of fit,
ComparativeFit Index (CFI¥ .64, TuckerLewisIndex (TLIx= .54, and RotMean
SquareError of Approximation (RMSEA3 .139 For CFl and TLI, the goodness of fit
measures should be >.90 (ideally >.95). For RMSEA, the goodness of fit measures

should be .08 or ideally less than .05.
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Figure 8. Confirmatory Factor AnalysidPerceptions Scale
Table 5shows the standardized regression weights of the instrument. It is
important to note thatll items listed as <.0fbr the P valuén the regression table

indicate strong associations with thascalehey were divided into.
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Table 5

Regression for Perceptions Scale

Standardized

Factor Estimate SE. CR. P Regression

Weights
Q81 & University 1.00 .76
Q82 a University 1.11 .12 947 <.01 a7
Q8 3 a University 1.17 .12 9.75 <.01 .80
Q8 4 & University 92 12 7.88 <.01 .63
Q8 6 a Self 1.00 .52
Q87 a Self 1.4 .26 6.00 <.01 .59
Q88 a Self 35 .19 180 .072 14
Q89 a Self 81 .18 4.52 <.01 40
Q8 10 a Self 2.13 .32 6.58 <.01 .69
Q8 11 a Self 150 .25 6.06 <.01 .60
Q8 12 a Self 258 .37 6.94 <.01 77
Q8 13 a Self 2.8 40 7.16 <.01 .82
Q8 14 a Self 244 34 7.2 <01 .83
Q8 15 a Self 2.77 .38 7.32 <.01 .86
Q8_16 a Self 1.09 .27 4.07 <.01 .35
Q8 17 a Self 1.12 .26 4.27 <.01 37
Q8 18 a Self 1.29 .25 512 <.01 A7
Q8 5 & University 49 10 5.08 <.01

Note p<.01 Q8 refers to the Likertcale question series undgrestion8 which includel
18 items within the Perceptions Scdlmiversityand Self refer to how the questions
were categorized into two factors, Faculty PerceptodrSelf Practiceand Faculty
Perceptions of Universitiolicy.

Despite theCFA results, the instrumemtasreliable based on calculations of the
coefficient alphdor each of the factord=aculty Perception of SeRracticegU= .81) and
Faculty Perceptios of UniversityPolicy (U= .81). A reliable model can still be used to
measure significant relationships and associations. The primary issue with the poor

goodness offit is that that this scale should not be used for prediction. Because of the
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acceptable reliabilities, thiswassihl eds use
acceptable.
Diversity Advocacy and Teaching StrategieScales

Park and Denso(2009) utilized data from the UCLA Higher Education
Research I nstituteds faculty survey and AfAc
variety of faculty attitudes towards diversity including their commitments to promoting
racial understanding and theire ws of t he rol e of diversity
(p. 416) called Diversity Advocacy. The pu
Diversity Advocacy varies within subsets of faculty, as well as identify predictors of
faculty attitudes regardindgi v e r s i t ¥yt cons(sgdof 10kubscalesTable 6
outlines the preand postreliability statistics for the original instrument as compared to

the instrument used for this study
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Table 6

Reliability StatisticsDiversity Advocacy and Teaching Strategies

Subscale Original  # of Current # of
U ltems Study U items
Diversity Advocacy .78 4 T7 4
Prestige Climate .79 3 .87 3
StudentCentered Pedagogy .81 8 .79 7
Civic Values Orientation .79 9 .80 9
ResearchProductivity .76 3 .76 3
Citizenship Climate .79 5 .88 5
Institutional Diversity Climate .86 5 .90 5
Race/Gender in the Classroom .93 2 .90 2
Spirituality .88 3 .96 2
Student Development Orientation .88 6 .87 6

Note.During the creation of theurvey, me itemwas missedrom both Spirituality and
StudentCentered Pedagogwyhich doesnotdemonstrate an exact replica of the
subscalegstablished by Park and Denson (2009).
Additional Subscales

Within the survey, additional gegonswere askeda obtain a more complete
snapshoof faculty perceptions. The Perceptions Scale consisted of a general overview
of diversity and social justic@00®n the uni

Diversity Advocacy and Teaching Strategiestrument reied heavily on undergraduate
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information and diversity. To retrieve information on graduate education and justice in
the university setting, | created additiosabscalesvithin the survey.
Graduate and Social JusticBubscales
Five additionakubscalesvere added to address graduate student education and
social justice specificallyMost of the additionasubscale$ollowed the format of Park
and De(@0WyDiversity Advocacy and Teaching Strategies sctescrease the
probability of producingeliability. Table7l i st s t he Cronbachods al pt
subscale Al | but one of t hsubsCalecehabildyc hdés al phas
Table 7

Reliability Statics for Additiongbubscales

Subscales Cronbacho #ofltems
Social Justic®rientation .89 5
Graduate Student Development .93 7
Orientation

Graduate Student Citizenship Orientatior .66 2
Institutional Social Justice Climate .92 4

Social Justice in the Classroom .83 6

Note.Subscales < .70 were eliminated from shedy.
Overall, the subscalagerereliable and capable of being analyzed for associations and
significance. Descriptive dat@ereprovided to show an overall picture of the

respondents within the study.
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Descriptive Data
The study resulted in a total 221 faculty respondents between the two
universities. University One had 179 respondents while University Two had 42. Of the
221 faculty respondents, 141 responded to most or all the stigeyes9 and D
show modified modelsf Figures 6 and 7t is important to note that College replaced
Department. This change assisted with the maintenance of anonymity of respondents

and consolidated the numerous inputs into a manageable number of categories.

= (=)

_u

Age \._
Faculty
/ PercePﬁons
Gender
College
Status

Figure 9. Modified Faculty Perceptions Moddiaculty Perceptions consgstof six

subscaleand College replackDepartment.
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Figure 10. Modified Diversity Advocacy ModeTollege replacg Department.

Tables 8ltirough 2 depict the frequencies of each of the five independent
variables in the order in which they appiin Figures9 and D. Thesdablesprovide
a snapshot of the survey respondents included in the data set after eliminating
respondents who were outliersissing a significant amount of data, or fell into a small
enough category that there was a threat to anonymity and statistics. One male
participant in the hard sciences wasr standard deviations below the mean and upon
analysis of his qualitative respges, was eliminated from the study. The total viable
responses to the survey was 141. However, the data set diséigb8y if a respondent
did not submit an answer to one or more questions within a set of data analyzed. This

explains the differences sample sizes reported across analyses.
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Table 8

Race Frequency

Valid Cumulative

Frequency Percen Percen Percen
Valid POC 28 19.9 19.9 19.9
White 113 80.1 80.1 100.0

Total 141 100.0 100.0

Table 9

Age Frequency

Valid Cumulative

Frequency Percer Percen Percen
Valid <30 4 2.8 2.8 2.8
>70 5 3.5 3.5 6.4
31-35 12 8.5 8.5 14.9
36-40 14 9.9 9.9 24.8
41-45 20 14.2 14.2 39.0
46-50 20 14.2 14.2 53.2
51-55 22 15.6 15.6 68.8
56-60 16 11.3 11.3 80.1
61-65 15 10.6 10.6 90.8
66-70 13 9.2 9.2 100.0
Total 141 100.0 100.0

Table 10

Gender Frequency

Valid Cumulative
Frequency Percent Percent Percent
Valid Man 55 39.0 39.0 39.0
Woman 86 61.0 61.0 100.0
Total 141 100.0 100.0
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Table 11

College Frequency

Valid Cumulative

Frequency Percen Percen Percen
Valid College of Applied Arts 17 12.1 12.1 12.1
Business 14 9.9 9.9 22.0
Education 26 18.4 18.4 40.4
Fine Arts and 14 9.9 9.9 50.4
Communications
Health Professions 9 6.4 6.4 56.7
Liberal Arts 39 27.7 27.7 84.4
Science and 22 15.6 15.6 100.0
Engineering
Total 141 100.0 100.0
Table 12
Status Frequency
Valid Cumulative
Frequency Percent Percent Percent
Valid Nontenure track 57 404 404 404
faculty
Tenure track faculty 23 16.3 16.3 56.7
Tenured faculty 61 43.3 43.3 100.0
Total 141 100.0 100.0

Outside from these frequencies, most of the respondents teach either undergraduate
students exclusivel§na 66) or both graduate and undergraduate studeat§%h
Thirty-nine percent (39%) akspondents have been at their institution for 11 or more
yeas (ma 55) and the most common average course \\athree per semestergn

51).
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Table13 shows the mean as well as the lower and upper 90% boundaries for
each independent variabterelationto Faculty Perceptions (Perceptions Scale, Race
and Gender in the Classroom, Social Justice in the Classroom, Social Justice
Orientation, Institutionabocial Justice Climate, and Institutional Diversity Climate)
and Diversity Advocacy, the dependent variables within the study. The items
highlighted in yellow demonstrate associations betware Gendeyand College for
Diversity Advocacyand Race, Gerdl, Status, and College with various area within
Faculty Perception&Vhen interpreting the upper and lower bourafsassociation
existswhen the numbers in each column are on the same side of 0. This is called the
credible interval. If the credible inteal includes Oan associationannotbe
establisked
Table 13

Bayesian Analysis of Independent and Dependent Variables

0
Regression weights Mean S.E. S.D. C.S. 90% Lower bounc 90% Upper

bound

DIVersity - 4 477 0.001 0.027 1.00C 0031  0.121
Advocacyi Race

Diversity Advocac: 5 451 0.00c 0.01¢ 1.000 -0.033 0.031
a Age

Diversity Advocac: o 476 4002 0.061 1.000 0078  0.27¢
a Gende

Diversity Advocac -, 545 0.00c 0.022 1.000 0.00€ 0.07¢
a College

Diversity Advocac: g 542 4001 0.047 1.000 -0.033 0.122
a Status

Insttutional DIversity - 574 5 002 0.036 1.001 0.01€  0.13¢
Climatea Race

Insttutional Diversity_ 5455 001 0.023 1.001 0041  0.037
Climatea Age

Institutional Diversity 0.2232 0.004 0.081 1.001 0.085 0.354

Climatea Gende
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Table 13.Continued

- __ 0.01€ 0.001 0.028 1.001 -0.031 0.063
Institutional Diversity
Climatea College
Insttutional DIVErsity 5 531 .002 0.063 1.001 0072 0.13¢
Climatea Status
Institutional Social ~ 444 0,001 0.034 1.000 -0.014 0.09¢
JusticeClimatea Race
Institutional Social g 554 4 001 0,024 1.001 -0.063 0.01E
JusticeClimatea Age
Institutional Social
JusticeClimate 0.122 0.002 0.072 1.000 0.008 0.241
a Gende
Institutional Social
JusticeClimate 0.02€ 0.001 0.027 1.000 -0.018 0.071
a College
Insttutional Social ) 471 002 0.059 1.000 -0.02¢ 0.167
JusticeClimatea Status
RaceandGendeinthe 31 0,001 0.023 1.001 0.068  0.007
Classooma Race
RaceandGenderinthe 4 441 g 0oc 0.017 1.000 0028 0.027
Classooma Age
RaceandGendein the , o7e (607 0,055 1.000 -0.164 0.015
Classooma Gende
RaceandGendeiin the _, 505 6 goc 0.019 1.000 0032  0.02¢
Classooma College
RaceandGendeinthe  n7c 6 007 0,042 1.001 0142 -0.00€
Classooma Status
Sogal Justee n the - 556 0.001 0.015 1.001 -0.051  -0.001
Classooma Race
Sodal Justee inthe 4 51 ¢ 001 0.011 1.001 0008 0.028
Classooma Age
soaal Justee i the 4 5,11 002 0.037 1.001 0102 0.02C
Classooma Gende
Sodal Justee In the 516 6 goc 0.012 1.001 0.006  0.03E
Classooma College
Soaal Justee I the_ 53¢ 9001 0.027 1.001 0075 0.014
Classooma Status
_ Soaal Jusice 570 001 0,032 1.001 0.015 0.123
Orientatiora Race
Sodal Jusice 4 4100 001 0.023 1.001 -0.04¢ 0.027

Orientationa Age

85



Table 13. Continued

. 0.20C 0.002 0.073 1.001 0.081 0.31¢
Soaal Justce
Orientationa Gende
_ sSodalJusice 10 6001 0.028 1.000 -0.001 0.09C
Orientationa College
_SodalJusice ) neo 602 0.058 1.001 -0.03¢ 0.154
Orientationa Status
Perceptions ScaéeRace 1.181 0.02C 1.917 1.00C -1.968 4.344
Perceptions Scake Age -0.47C 0.002 0.333 1.00C -1.02C 0.082
Perceptions Sca  14¢ 015 1.552 1.000 1.56C 6.685
a Gende
Perceptions Sca 457 008 0.854 1.000 -1.381 1.418
a Status
Perceptions Sca 255 004 0.364 1.000 1321 -0.12C
a College

A multivariate analysis of the five independent variables and both the Perceptions
Scale and the Diversity Advocacy scale showed significance for Gender and College
whichwas also reflected in the Bayesian path analysigainle 13 Tables14 throughl7

show highlighted® values noted aSigin each table that returned an output beldsv .0
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Table 14

Multivariate Analysis Gender, Perceptions Scale, abd/ersity Advocacy

Hypothesis Partial Eta
Effect Value F df Error df  Sig. Squared
Intercept Pillai's Trace 92 911.&° 2.00 160.00 <.01 92
Wilks' Lambda .08 911.6" 2.00 160.00 <.01 92
Hotelling's 1140 911.&° 2.00 160.00 <.01 92

Trace
Roy's Largest 1140 911.&° 2.00 160.00 <.01 .92

Root
Gender Pillai's Trace .10 4.40 4.00 322.00 <.01 .05
Wilks' Lambda .90 4.49 4.00 320.00 <.01 .05
Hotelling's A2 4.58 4.00 318.00 <.01 .06

Trace
Roy's Largest A1 9.19¢ 2.00 161.00 <.01 10

Root

Note.(a) Design: Intercept 6ender (b) Exact statistic (c) The statistic is an upper

bound on F that yields a lower bound on the significance level.
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Table 15

Tests of BetweeBubjects Effects for Gender

Type lli Partial
Dependent Sum of Mean Eta
Source Variable Squares df Square F Sig. Squared
Corrected  Diversity 89.1¢ 2 4455  8.67 <.01 .10
Model Advocacy
Perceptions 603.63 2 301.81 3.96 .02 .05
Scale
Intercept Diversity 4618.24 1 4618.24 898.26<.01 .85
Advocacy
Perceptions 127006.7¢ 1 127006.7¢1668.08 <.01 91
Scale
Gender Diversity 89.10 2 4455  8.67 <.01 .10
Advocacy
Perceptions 603.63 2 301.81 3.96 .02 .05
Scale
Error Diversity 827.75161 5.14
Advocacy
Perceptions 1225850 161 76.14
Scale
Total Diversity 30941.0C 164
Advocacy
Perceptions 826292.0( 164
Scale
Corrected  Diversity 916.% 163
Total Advocacy

Perceptions
Scale

12862.122 163

Note.(a) R Squared= .01 (Adjusted R Squared=.09) (b) R SquaredAdfisted R

Squared=.04)
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Table 16

Multivariate Analysis College, Perceptions Scale, and Diversity Advocacy

Partial
Hypothesis Eta
Effect Value F df Error df Sig. Squared
Intercept Pillai's Trace .99 4864.39 2.00  149.00 <.01 .99
Wilks' Lambda .02 4864.39 2.00  149.00<.01 .99
Hotelling's 65.29 4864.39 2.00 149.00 <.01 .99
Trace
Roy's Largest  65.29 4864.39 2.00 149.00 <.01 .99
Root
College Pillai's Trace 24 3.33 12.00 300.00 <.01 A2
Wilks' Lambda .78 3.3 12.00 298.00 <.01 A2
Hotelling's 27 3.30 12.00 296.00 <.01 A2
Trace
Roy's Largest .16 4.04¢ 6.00 150.00 <.01 A4
Root

Note.(a) Design: Intercept + College (b) Exact Statistic (c) The staitsstio upper

bound on F that yiekla lower bound on the significance level.
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Table 17

Testsof BetweerSubjectEffectsfor College

Partial
Dependent Type Il Sum of Mean Eta
Source Variable Squares df Square F Sig. Squarec
Corrected  Diversity 114.77 6 19.13 4.02<.01 14
Model Advocacy
Perceptions 1317.48 6 219.58 3.09 .01 A1
Scale
Intercept Diversity 22892.8¢ 1 22892.824807.02<.01 .97
Advocacy
Perceptions 633447.3¢ 1 633447.3£8903.40<.01 .98
Scale
College Diversity 114.77 6 19.13 4.02<.01 14
Advocacy
Perceptions 1317.48 6 21958 3.09 .01 A1
Scale
Error Diversity 714.36 150 4.76
Advocacy
Perceptions 10672.0C 150 71.15
Scale
Total Diversity 29564.0C 157
Advocacy
Perceptions 785776.0C 157
Scale
Corrected  Diversity 829.12 156
Total Advocacy
Perceptions 11989.4¢ 156

Scale

Note.(a) R Squared= .14 (Adjusted R Squared=.10) (b) R Squared= .11 (Adjusted R

Squared=.07)
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The emergence of associations between more than one faculty background
characteristic as shown Trables 13 throughl17 led to further investigadn of these
associations. Additional investigation asstih answering the research questions.
Because Bayean analysis was used, statistical significames only reported when
discussing ANOVA resultddlowever, associationserereported based on the credible
interval.

Research Questions

For this study, the research questions wWgyes there atrong association
between a saif faculty background characteristics and faculty perceptiortbeon
integration ofdiversity and justice education in the university classroom; ang (2)
there astrong associatiobetween a set of faculty background characteristics and level
of diversity advocacy?n both cases, | believed that more than one independent
variable would be associated with differences in the dependent variables. The null
hypothess for Faculty Perceptions haarying levels of probabilityvhile the null
hypothesis for Diversity Advocacy was rejectétiese are explained within eachthe
following hypothess sectios.

Hypothesis1

The first hypothesis that | made was that there woulddteagassociation
between more than one independent variable and Faculty Perceptions. To evaluate the
accuracy of this hypothesis, a Bayesian path analysis was conducted on the data set. The
outpu of the path analysis is shownTiable13. Associations returned in the output
were as follows: Gender with Institutional Social Justice Climate; Status with Race and

Gender in the Classroom; Race with Social Justice in the Classroom; Race and Gender
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with both Social Justice Orientation and Institutional Diversity Climate; Gender and
College with the Perceptions Scafemultivariate analysis (Tablelgl-17) also showd
significance associated with Gender and College and the Perceptions Scale.

To furtherinvestigate the associations found, | ran an ANOVA or independent
samples-test to compare each independent variable taskeciatediependent
variables. Thsetest reveakdstatistical significance (sincewtas a classical statistical
method). In sme cases, the test& not showstatisticalsignificance. Thisvas
particularly true since thergerestatistically spnificant relationship®etween some of
the independent variables in this study. This analysis also allowed me to produce means
plots which graphicdly show the differences between or among the groups.

Race and Gender in the Classroom and Social Justice in the Classroétasults

Table 13 showedan association between Social Justice in the Classroom and
Race as well as an association betweace and Gender in the Classroom and Status.
ANOVA comparisons returned nesignificantP values of .429 and .232, respectively.
A means plot comparisan Figure 11lbetween Social Justice in the Classroom and
Raceshows White faculty scoringapproximately .03 pointsigher than Faculty of
Color. For Race and Gender in the Classroom, wdigenon-significant in the
ANOVA results, the means plot shows a decline in reported inclusion of Race and
Gender in th&Classroom as faculty members mdwvard tenure. This decline in

means is shown iRigure 2.
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Mean of Social Justice in the Classroom

White POC

POC

Figure 11 Race and Social Justice in the Classroom Means Pha difference in
means between the two groupasapproximately .03.

While the differencevas not largeor statistically sigificant, therewas a
difference, nonetheless. For faculty respondents in the data set, White faculty members
werehad a very slightikelihood of includingtopics related to social justice in the
classroom contexhan Faculty of ColorThiswas a good sig as White faculty were
the more representéa this study when compared to Faculty of Color. Theyalso the

dominantgroup offaculty memberswithin higher education.

93



300

280

260

240

220

Race and Gender in the Classroom Mean

200
Mon-tenure track faculty Tenure track faculty Tenured faculty

Status

Figure 12.Status and Race and Gender in the Classroom MeansARlédculty
members gughttenure, inclusion declimbwith the largest declineepresented by
tenured facultyThe decline was approximately .10 from rtenure track to tenure
track, .20 from tenure track to tenured, and .30 fromteanre track to tenured.

As faculty move toward tenure, the amount of inclusion of race and gender in
the classroom begto decline. While the differenagasslight, approximately .30
between nofienure track faculty and tenured faculty, the means plot ethithat a shift
washappening between faculty statusBse largest proportion déculty (ra 76) had
taught8 or more years andereteaching either undergraduates exclusive8y§5) or a
combination of undergraduate and graduate stude&#6). This meanthat while
White facultyweremore likely to include social justice in the classroom, as the
majority represented in the stufha 113), White facultywerealso less likely to include
race and gender in the classroonteamire track (& 23) and tenurd (na 61) faculty
This is a point of concern as social justice is inextricably linked to the identities of race
and genderThis point was also problematized by qualitative courstariesindicating

fear of including diversity and social justice educatiothie classroom due to

94



identifying as nortenure track faculty (White, mag@ollege of Fine Arts and
Communications and waitingto include diversity and justice education uafier
receiving tenurstatus(POC, womanCollege of Fine Arts and Communtans).
Institutional Diversity Climate Results

Institutional Diversity Climate resulted in associations between Race and
Gender inTable13. An ANOVA comparing both independent variables to Institutional
Diversity Climate returned a significaBtvalue of .01 for Gender arahon-significant
P value of .23 for Race.
Table 18

Gender andnstitutional Diversity Climate ANOVA

Sum of

Squares Df Mean Squar F Sig.
Between 69.83 1 69.83 6.29 .01
Groups
Within Groups 1399.67 126 11.11
Total 1469.5C 127
Note.*p < .05.
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Figure 13.Gender and Institutional Diversity Climate Means PWtmen, on average
scoredapproximately.5 points higher for the Institutional Diversity Climate scale than
men.

Women scoredpproximatelyl.5 points higher on average for the Institutional
Diversity Climate scale€lhis meahthat women hda more positie outlook on the
institutional diversity climate at their university than men. Wonvere the dominant
gender within the study amndere also the dominant gender within their universities. A
higher demographic of women at each university along with thedekSgnation of each
university mayhaveweignredmor e heavi ly on womendés percep
diversity climate than men.

While shown as atatisticallynon-significantrelationshipbased on the ANOVA,
the means plot in Figur®4 showsRacein relationto Institutional Diversity Climate.
Faculty identifying as People of Color, on average scored approximately .75 points
higher than White faculty on the Institutional Diversity Climstale. This demonstrate

a more positive perception amongst Faculty of Color related to institutional diversity
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climate than White facultyt hi s resul t di sagreed with
Faculty of Col or wer e padmeatal &nd/ér anivgrsity o
climates.Many reasonsexist to explain the more positive perceptionsaculty of Color

related tanstitutional diversity climate.
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Figure 14.Race and Institutional Diversity Climate Means Pkaculty of Color scored
approximately .75 points higher than White faculty.
Institutional Social Justice ClimateResults

Table 13showedassociations between Gender and Institutional Social Justice
Climate. The ANOVA analysis returnedchon-significantP valueof .22;however a
closer look at the means plot in Figdfeshowedthat women scored higher on average

on the Institutional Soclaustice Climate scale.
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Figure 15.Gender and Institutional Social Justice Climate Means.Hloé difference
between the average score for men and women exceeds a half point.
Wo me n 6 s pseftheimsttutional social justice climatgeremore positive
t han menés by more than .50 points. This ¢
higherscores onnstitutionalDiversity Climate than men. Womenere the dominant
gender within the study amndere also the dominant gender within the universitiehis
study. A higher demographic of women at each university along with the HSI designation
of each university mallaveweighedmor e heavi |l y on oMoemenés per
institutional social justice climate. Experienatgmred in the opeended question
responsealso plagdarolei n womendés perceptions.
Social Justice OrientationResults
Table 13showedassociations between Race and Gender and Social Justice
Orientation. After running ANOVA analgs for both comparisons, only Gender returned
a statisticallysignificant result. Race returnedPaalue of .38 however a means plabf

Race and Social Justice Orientation showed higher average scores for Faculty of Color.
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Figure 16.Race and Social Justice Orientation Means Plbie difference between the
two groups is approximately .70.

Figure 16 showda difference in score oparoximately .70 between Faculty of
Color and White facultyn relationto Social JusticeOrientation. Faculty of Color scored
higher indicating that they exhikidimore of a social justice orientation than their White
counterparts. Thig/as important to knovgiventhe disproportionate representation
between Faculty of Color and White faculty within the acadaenmy/this studylt also
supporédnotions such as cultakrtaxation because therere significantly fewer Faculty
of Color, yet they stillvere more oriented toward social justice than their White
counterpartsThi s t hen effects faculty member 6s

professional experiences
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