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Abstract

This article reports on views among Hungarian administrators, teacher educators, mentor
teachers and teacher candidates concerning diversity, and explores their related life-
experiences. The views of 28 participants were examined with Q methodology and follow-up
interviews. Results of the Q methodology suggest there were three distinguishing viewpoints.
Viewpoint 1 tended to be supportive of diversity issues, Viewpoint 2 appeared to have ethno-
centric attitudes, and Viewpoint 3 tended to be culturally sensitive, yet, focused on family
responsibilities. Follow-up interviews indicated that the life-experiences of participants
associated with the three viewpoints were significantly dissimilar. This investigation provides
directions in developing more effective teacher preparation to better address the challenges of
increasingly diverse students in Hungary.

Introduction

The social, political and economic changes in Hungary during the past fifteen
years along with Hungary’s joining to the European Union generated an emerging
research interest in the investigation of views about diversity issues. These topics of study
including behaviors and dispositions toward minority groups, dissimilar to majority
groups in Hungary, are critical, specifically in the context of education, from preschool to
higher education.

A rich body of literature has explored the impact of teachers’ views on students’
academic and social performance, communication, instruction and assessment.
Fundamental research studies about teacher expectations (Clark, 1963; Ganter, 1997
Rosenthal & Jacobson, 1968) clearly indicate that low expectation results in poor student
performance and motivation. Furthermore, studies also point out that teacher expectations
often vary in terms of students’ gender, race, ethnicity, native language and socio-
economic status. These studies also suggest that classrooms in which the teacher is
dissimilar to the students in terms of social class, race, language and ethnicity often lack
effective communication, differentiated instruction and fair assessment) (Cooper et.al,
1975; Tettagah, 1996). Likewise, Roma leaders note that Romani children’s educational
failure in Hungarian schools is closely related with the low expectations held by
Hungarian teachers (Choli-Daroczi, 1996; Lazar, 1999).

Hungarian studies exploring views and dispositions propose a wide range of
attitudes toward minority groups, from strong prejudices to culturally acceptance. Laszlo
& Simon (2001) found that 40% of the teacher candidates in the study demonstrated anti-
Roma views. Similar high rejection rate toward the Roma minority, the largest ethnic
minority group of Hungary, was explored by Bordacs (2001). In addition to negative
disposition regarding the Roma population, Csepeli, Fabian & Sik, (1998) and Eros
(1998) found strong prejudices against immigrants, people with alternative lifestyles and
members of religious sects.

Research suggests that previous personal experiences impact beliefs, assumptions
and prejudices. Allport (1954), for example, hypothesizes that factors such as family



atmosphere, parental styles, and school and community experiences during childhood
would result in bias or tolerance. In addition, later experiences might also impact beliefs
and stereotypes Allport (1954. Further, more recent studies have focused specifically
upon teachers. Such research (e.g. Hanrahan & Tate, 2001) suggests that teacher beliefs
are strongly influenced by personal experiences with schooling and instruction.
Therefore, as Johnson (2002) proposes, a critical exploration of life-experiences which
might account for views related to diversity in education would contribute to the
knowledge base of culturally responsive pedagogy.

The purpose of the study
The purposes of this study are (1) to identify and explore beliefs among

administrators, teacher educators, mentor teachers and teacher candidates concerning

diversity in Hungarian education and (2) to explore their life-experiences that might
account for similar/differing diversity beliefs.

The following research questions guided this investigation:

1. What are the shared viewpoints among administrators, teacher educators, mentor
teachers and teacher candidates regarding diversity in elementary schools in
Hungary?

2.Within the shared viewpoints, which statements are viewed as the most
agreed/disagreed regarding different areas of diversity?

3.What life-experience of administrators, teacher educators, mentor teachers and teacher
candidates might account for similar/differing views regarding diversity in
education?

This study contributes to the knowledge base regarding diversity issues in
educational settings from an international perspective. The findings of this study might
help educators clarify their own views as well as develop curricula more likely to promote
diversity awareness and reduce biases. In addition, this study also proposes directions for
higher education policy-makers to better meet the changing needs of future teachers and
children.

Methodology

To investigate the research questions, 54 statements analyzed with Q methodology
were used (Brown, 1996) followed by interviews interpreted with the method of constant
comparison (Glaser & Strauss, 1967). When interest is in uncovering subjective
phenomena such as attitudes, beliefs, and values from a person’s unique point of view, Q
methodology is a powerful tool. Q methodology uses quantitative analysis for grouping
people based on their shared ideas or beliefs, and qualitative analysis for uncovering
subjectivity inherent in the factor arrays. In this way, Q methodology “combines the
strengths of both qualitative and quantitative research traditions” (Dennis & Goldberg,
1996, p.104).

In Q methodology, there are two samples including the P sample (participants)
and the Q sample (statements).

P sample: For both practical and statistical reasons, Sexton et al. (1998) suggest
that half of the number of items in a Q sample is considered satisfactory for the number of
P sample. Ernest (1999) notes that while a larger P sample might lead to additional



viewpoints; it would not negate the existence of the original viewpoints. For this study,
the Q sample consists of 54 statements; therefore 28 participants including five
administrators (ADM), nine teacher educators (TED), six mentor teachers (MENT) and
eight teacher candidates (TCAN) were selected from a College of Education in Eastern
Hungary.l

Q sample: This investigation utilized 54 statements that were drawn from existing
instruments (e.g. Pohan & Aguilar, 2001), along with statements from prior interviews,
and published articles on diversity (e.g. Uj Pedagogiai Szemle, Teaching and Teacher
Education). Further, for this study, a structural design of the Q sample was deemed
appropriate. These factorial structural areas, partially deduced from prior theories
regarding diversity areas, included the following, Roma Minority, National Minorities,
Multicultural Education, Gender, Sexual Orientation/Family Structure, Religion,
Language, Socio-economic Status, Special needs/Exceptionalities. To reduce the item
pool of 250 to 54 the following was taken into consideration: (1) selecting representative
items for each dimension to maintain a factorial structure, (2) selecting items according to
their relevancy in the Hungarian context, and (3) selecting items expressing negative and
positive views toward a similar issue. The following pair of statements indicates the
nature of the Q sample, Children with disabilities should be placed into special schools
where they can learn basic skills at their individual pace. and Children with disabilities
need to learn to be with normally developing children, because they will live their whole
lives among healthy people.

Data Collection: In this study, quasi-normal forced design was used. In this
conventional method (Thompson & Dennings, 1993) design, participants are asked to sort
the statements (one statement per card) into a fixed number of categories. The
participants are requested to distribute the cards in the following fashion: Two piles of
three cards were placed at both ends of the distribution, followed by four cards at the next
pile at each end, and then a pile of six cards at each end, followed by a pile of seven cards
at each side, and a pile of eight cards in the middle (see Figure 1). The left end of the
continuum was referred as “Most Disagree”, the right end of the continuum was referred
as "Most Agree" and the center of the continuum was referred as “Neutral.” Finally, each
participant’s sorting was recorded on a separate score sheet.

Figure 1 Quasi-normal Distribution of Q Cards

The number of cards shows the number of items from the
Q sample to be placed.

The Number of cards in each category

3 34,6 7/8/7/6/4 33

The scores below indicate the numeric value of the card
based on the placement.

S0 40-30-2 -1 0 41 4243|4445

! Participants in interviews will later be identified by these initials.



Most Disagree Most Agree

To investigate the second and third research questions, this study utilized
interviews based on the results gained from the Q sort. After the viewpoints were
identified, three participants with the highest association with each viewpoint were
selected for interview to gain a better insight into their beliefs related to diversity along
with their life-experiences regarding these beliefs.

Interviews: Two interviews of approximately one hour each were conducted with
each participant. In the first interview, all interview participants were asked the same
questions based on the most agreed and most disagreed statements in the viewpoint factor
and on distinguishing statements to elicit similarities and differences among viewpoints.
Further, the second interview, administered five months afterwards, was employed to
explore the life-experiences behind the themes with the following questions: “In the first
interview you talked about the importance of mandatory diversity preparation for
teachers. Can you recall any memory or event which might have made you believe that
diversity preparation is important?” Notes were also taken in addition to tape recording
the interviews.

Findings
The three different viewpoints

The data from the Q sort were analyzed with descriptive and inferential statistics
with PQMethod Version 2.09 (Schmolck, 1999). The inspection of the principal
component analysis suggested that there were three main viewpoints concerning the
diversity beliefs of the participants: (1) Inclusion and Teacher Responsibility, (2)
Ethnocentric Approach, (3) Sensitivity toward Diversity and the Importance of Families
The examination of the different sets of beliefs indicated the following distinguishing
characteristics of the viewpoints:

Inclusion and Teacher Responsibility viewpoint was represented by 2
administrators, 2 teacher educators, 2 mentor teachers and 2 teacher candidates. The ten
most agreed and ten most disagreed statements indicated that the participants associated
with this viewpoint had strong interest in national and ethnic minority students’
education. They seemed to emphasize teachers’ and schools’ responsibility in conveying
diversity knowledge and in nurturing culturally responsive views among children.

Ethnocentric Approach viewpoint was represented by 1 administrator, 2 teacher
educators, 2 mentor teachers and 4 teacher candidates. These participants appeared
strongly concerned about the role of socio-economic status (SES) in education. They also
seemed to be supportive of national minority education, yet they placed the school failure
of Roma children beyond educational resources. Further, they rejected the need for



reforming Hungarian schools to better welcome Roma children.

Sensitivity toward Diversity and the Importance of Families viewpoint was
represented by 1 administrator, 2 teacher educators, 2 mentor teachers and 2 teacher
candidates. They expressed a strong belief in the family’s responsibility for conveying
knowledge and awareness regarding religious issues, sexual orientation, customs and
national identity. Further, they acknowledged Romas’ socio-cultural background as a
barrier in education; however, they failed to recognize teachers’ role in promoting Roma
culture and identity.

To make a comparison among the three viewpoints, first the consensus statements
were reviewed. The consensus statements were those that received similar scores on all
three viewpoints. Then, distinguishing statements differing by a z-score of 1.0 or more
were reviewed.

Participants associated with Ethnocentric Approach viewpoint believed that Roma
children’s educational difficulties can be explained by Romas’ genetic make-up; on the
contrary, the other two viewpoints strongly disagreed with this view. Participants
associated with Sensitivity toward Diversity and the Importance of Families viewpoint
expressed the responsibilities of Roma parents related to the maintenance of Roma
culture, while Inclusion and Teacher Responsibility viewpoint participants emphasized
the role of teachers and schools in this issue. Participants on Sensitivity toward Diversity
and the Importance of Families viewpoint strongly believed that families and parents
have the sole right and responsibility to discuss issues of sexual orientation and various
family models with their children, while the other two groups seemed to be neutral on this
question. Exclusively, the Ethnocentric Approach viewpoint participants advocated for
standardized curriculum regardless of students’ individual and cultural needs.

The analysis of the Q sort clearly indicated the three distinguishing viewpoints
among the 28 participants. The further examination of the demographical data explored a
wide variety of age, professional area, and teaching experience among participants
associated with the same viewpoint. This finding suggests that attitudes, dispositions and
beliefs related to diversity might not solely be determined along these demographical
characteristics.

Diversity Views of Participants and Life Experiences

The follow-up interviews were used for triangulating and for further exploring and
the data from the Q sort. In addition to the diversity views, these interviews were
administered for exploring the life-experiences that might have accounted for the
participants’ views.

Inclusion and Teacher Responsibility viewpoint

Participants associated with the Inclusion and Teacher Responsibility viewpoint
express great concern regarding school and teacher responsibility for fostering diversity
awareness among students. From the interviews with the three participants (ADM1,
ADM3, and MENT3), the following four themes emerged, (1) Mandatory diversity
preparation, (2) Bi-directional learning about cultures, (3) Meeting children’s individual
needs, and (4) Community and society’s responsibility.



(1) Mandatory diversity preparation: All three interview participants agree that
Hungarian teachers are not prepared for working with diverse children, therefore
mandatory diversity teacher preparation incorporating meaningful field experience with
diverse population is needed. Participants argue that current Hungarian teacher
preparation targets “ideally-operating schools” and “average” students. They also
recognize Hungarian teachers’ lack of knowledge and skills related to minority cultures,
as well as their unwillingness to work with diverse students. In the light of this, ADM3
strongly advocates for a mandatory diversity teacher preparation:

I think all teacher-candidates need preparation for working with minority children.
Given rampant discrimination against the Roma, I think this preparation should be
mandatory. Any future teacher might be in a situation when she/he teaches
minority children. Therefore, all of them need to be prepared for this role.
(ADM3)

The finding above is in harmony with data reported by Lisko (2002) who found
Hungarian teachers unprepared for teaching children with lower socio-economic and/or
minority backgrounds. In addition, teachers in Lisko’s survey demonstrated little interest
in teaching diverse children. Such unwillingness and unpreparedness, she notes, might
impede teachers from ensuring quality teaching for all students. Likewise, diversity
research in numerous countries also documents the urgent need for diversity teacher
preparation (Ball, 2000; Bordacs, 2001, Santos Rego & Nieto, 2000).

(2) Bi-directional learning about cultures: Participants highly associated with the
Inclusion and Teacher Responsibility viewpoint argue that both majority and minority
students and teachers should become familiar with each other’s culture, values and
backgrounds. They also emphasize teacher responsibility for fostering this process.
Specifically, MENT3 describes a case of her implicit way of making children understand
what Roma culture meant:

So I read them Roma stories and poems and they liked them. After reading the
folk stories I asked them to guess what nation the stories come from. They were
surprised to learn that the stories were Roma folk stories. I believe it is essential to
open their eyes to other cultures, and guide them. (MENT?3)

In line with the above comment, researchers (Morrow, 1992; Tromski et al., 2003)
suggest that sharing cultural values of other groups might facilitate children’s diversity
awareness. In addition, MENT3 repeatedly underlined her view that all parties,
healthy/disabled children, majority/ethnic minority, and children with diverse language
background or diverse SES, should develop accepting attitudes toward those who are
unlike them. In addition, MENT3 focused on benefits that mainstream children gain from
the inclusive experiences. Similarly, Scruggs and Mastropieri (1996) proposed that
around half of all participants (N= 3,348 teachers) agreed that students with/without
disabilities could benefit from inclusion.

(3) Meeting children’s individual needs: The Inclusion and Teacher
Responsibility viewpoint participants expect teachers to meet children’s individual needs



(i.e. those stemming from diverse backgrounds in terms of their ethnicity, abilities,
languages, socio-economic status and gender). All three interview participants find it
critical for teachers to become familiar with their children’s backgrounds, and to build the
curriculum on children’s previous experiences and needs. While discussing needs due to
gender differences, MENT3 advocates for gender-sensitive educational standards based
on maturational differences between sexes. She suggests:
I am certain about gender differences in maturation at different ages. Girls mature
faster than boys. Yet, standards are the same for everyone. Consider their fine-
motor development at the age of 6-7. Even their bones develop differently. Yet,
all children are expected to fulfill the same requirements in cursive writing, for
example. (MENT3)

In accordance with this view, Freire (1998) expressed the essence of culturally
relevant teaching in the form of a question. “Why not establish an intimate connection
between knowledge considered basic to any school curriculum and knowledge that is the
fruit of the lived experience of these students as individuals?” (p. 36).

(4) Community and society’s responsibility: Although all three participants focus
on schools’ responsibilities for promoting children’s culturally sensitivity, they also point
out that schools could succeed only with the support of the whole community. To support
the idea of working with families in community, MENT3 chronicles her struggles with
parental prejudices regarding ethnicity and lower SES:

Once I asked parents to help me integrate a little girl [one with lower SES] into
our classroom. I told them stories about how children excluded a particular child
and called her names. The parents were astonished. But just for a minute. Then,
they said “I do not want my daughter to sit next to this girl either, because she
might have lice in her hair”. Comments like this have a big impact on children.
(MENT?3)

This example illustrates that these participants expected positive changes and
accepting attitude toward diversity from a wider scope that includes the children’s micro
and macro environment (Bronfenbrenner, 1989). They also believed that teachers’
commitment to diversity can be productive only if the whole community, including
parents, community members and governmental directives, support teacher initiatives.

Life-experiences in Inclusion and Teacher Responsibility viewpoint

A variety of direct, positive experiences with diverse people seem to have resulted in
culturally sensitive views among participants associated with Inclusion and Teacher
Responsibility viewpoint. Specific experiences included: being schooled with diverse
children, growing up in a culturally diverse environment, and studying in a liberal
atmosphere at university and 4) teaching diverse students.

While discussing possible origins of their diversity views, all three participants
recalled their school memories and experiences with diverse children. For example,
ADMI1 and ADM3 attended integrated elementary schools where they had good
relationships with Roma children. Furthermore, ADMI indicated that his teacher played a



crucial role in establishing a culturally accepting atmosphere in the classroom.

Growing up in a culturally diverse environment was also identified as an
important source for learning about diversity. For example, MENT6 grew up in the
capital, where she was exposed to ethnic, religious and language diversity from a very
young age. She considers these early experiences to have had a major impact upon her
diversity views. This finding is consistent with Allport’s Contact Hypothesis (Allport,
1954) which proposes that prejudice can be reduced by participating in activities with
people from different races. Further, the liberal intellectual atmosphere of higher
education institutions was also considered an important experience. ADM1, for example,
recalls his Hungarian Literature professor who shaped his views on minority groups.
Specifically, ADM1 emphasized this long-term exposure to diverse ideas (e.g. ADM1
spent five years at the university) and the open, culturally respectful environment created
by the professors. This notion supports previous research (e.g., Barry & Lechner, 1995)
which suggests that only long-term, comprehensive diversity preparation produces long-
term results in students’ diversity views.

Finally, teaching experiences with diverse children was mentioned as shaping
force of diversity views. Interestingly, even challenging teaching experiences were
perceived as opportunities for reflecting on views, developing empathy and refining skills
for teaching minority children. For example, as a young teacher ADM3 realized the lack
of his diversity preparation, which resulted in his current commitment to mandatory
diversity preparation programs.

Ethnocentric Approach viewpoint

Participants associated with Ethnocentric Approach viewpoint express sensitivity
to the impact of socio-economic status on students’ educational opportunities; however,
they demonstrate strong ethnocentric views in terms of other facets of diversity. From the
interviews with the three participants (TEDS, MENT6, and TCANS) the following three
themes have emerged, (1) Awareness in achievement gap from a discriminative
perspective, (2) Anti-inclusion, (3) Ethnocentric perspective on teacher role.

(1) Awareness in achievement gap from a discriminative perspective: Participants
associated with the Ethnocentric Approach viewpoint seem to be aware of the need for
meeting academic needs of children with lower SES but they fail to recognize other needs
emerging from diversity constructs addressed herein. Specifically, both MENT6 and
TCANS indicate that children with lower SES do not have equal educational
opportunities in current Hungarian society; therefore they argue that schools and teachers
should be more supportive of lower SES children in schools, unless those children were
Romas:

I think teachers could do a lot for poor children. For example, if the family cannot
afford to buy the textbooks the teacher could photocopy them. I would do it for a
lower SES child, but not for a Gypsy child. (MENT®6)

Further, TCANS feels that Roma parents are rarely supportive of education, and
that their lifestyles and attitudes fail to result in good educational role models for their
children. These views indicate that MENT6 and TCANS accept no responsibility for



failure of Roma children in schools. These views are consistent with work by Nagy
(2002) who found that Hungarian teacher participants in her study tended to shift
educational responsibilities to Roma families. Similarly, Sleeter, in her study (1993)
concluded that many White teachers associated minority people “with dysfunctional
families and communities, and lack of ability and motivation” (p. 162).

(2) Anti-inclusion: All three participants rejected inclusive practices, albeit from
different viewpoints. For example, as a general education teacher, MENT6 expressed her
unwillingness to teach children with special needs. On the other hand, TCANS did not
consider inclusion as the best way for educating children with special needs because of
their inability of progressing at the same rate in academic areas as other children. She
states:

I think special institutions would be better for special education students. In this

way, they can study at their own speed. If they are integrated, they might feel

badly about not keeping up with other children. (TCANS)

Consistent with TCANS5’s comment, Schuttler (2001) reported that student-
participants of a cross-cultural study of inclusion indicated that children with disabilities
preferred to spend time with students who had similar disabilities.

(3) Ethnocentric perspective on teacher role: While exploring the role of teachers
and schools in responding to the needs of diverse children, interview participants from
Ethnocentric Approach viewpoint express biased views about optional diversity
preparation, the supremacy of Hungarian traditions and culture, and showed
unresponsiveness to Romas’ needs. Despite their support for lower SES children, the
Ethnocentric Approach viewpoint participants feel that only teachers interested in
minority groups should be prepared to teach diverse children. MENT6, for example,
expresses strong aversion to Roma children and her avoidance of teaching them. “I am
not willing to teach them” she stated. “The only reason is that I do not like them”. Like
MENT®6, TEDS also believes that not all teachers should be concerned about diversity:

I do not think that transmitting cultural awareness is my task. It is the
responsibility of faculty teaching pedagogy. I teach linguistics and cultural studies.
I teach the same content to everybody. After the first interview, I was thinking a
lot of what majority teachers could do for minority children. I do not think there is
anything we should do differently. I definitely think that they [minority people]
should behave differently. (TEDS)

Garcia and Pugh (1992) found similar attitudes among American teacher
educators and reported that the majority of teacher educators feels that multicultural
education is an issue only for minorities. Although these interview participants seem to be
aware of the diverse features of minority and Hungarian cultures, they all agree that only
Hungarian traditions, customs and culture should be taught in Hungarian schools. Further,
they consider assimilation of Romas into Hungarian culture as the only way for Romas to
successfully participate in Hungarian education. Specifically, MENT6 advocates placing
Roma children into segregated special education classes if they are unable to fit in:



We live in Hungary; Roma children should fit into the traditional educational
model. If they are not able to fit, they can leave our schools. They can attend
special education school. Even if a Hungarian child fails to fulfill the
requirements s/he will be placed in special education classes. (MENT 6)

Her proposal to put failing Roma children in special education classes appears
consistent with the current trends in Hungary. Babusik (2001), for example, found that
Roma children were overrepresented in Hungarian segregated special education classes.
Further, other researchers (e.g., Haga, 2000; Rado, 1997) note that placing Roma children
in special education programs is a widely used method of segregating the Roma from
mainstream classrooms.

Life-experiences in viewpoint Ethnocentric Approach viewpoint

Participants associated with Ethnocentric Approach viewpoint refer to the
following life experiences as those that might have impacted their diversity views:
coming from lower SES family, limited and/or no experiences with diverse people and
anti-Roma attitudes in the family.

The three interview participants, who have demonstrated strong awareness in the
impact of SES on educational opportunities, grew up in lower SES families. For example,
MENT®6’s parents had little money, and she bitterly adds, even though she is a mentor
teacher, she too lacks financial stability. Likewise, STUS grew up in a lower-income
foster family because she lost her Mom at a very young age. As suggested by participants
here, Johnson (2002) also found “being an outsider due to class background” was an
important factor in reconstructing diversity views.

Participants in the Ethnocentric Approach viewpoint seem to have limited
sensitivity toward issues with which they had limited or no personal experiences. For
example, they expressed strong anti-Roma sentiment, however, they did not attend
integrated schools, they never taught Roma children, and they lived in segregated
Hungarian communities. Consistent with this finding, Aboud (1988) indicated that lack of
familiarity and the existence of distance among certain groups might elicit negative
attitudes, or even hostile relationship between groups.

In addition to the lack of direct contact with minorities, MENT6 and TEDS
suggest that anti-Roma attitudes of their parents had an impact upon them. MENT®6, for
example, indicates that she learned negative attitudes toward the Roma from her father:

My father detests Romas and wants nothing to do with them. I remember a time
when we were walking in the street and saw Romas searching for food in the
garbage. My father’s derogatory comments about this had a lasting impact upon
me. (MENT6)

In line with this finding, Cameron et al., (2001) suggest that children’s diversity
views are greatly affected by significant people in their lives (e.g., parents, teachers, and

peers).

Sensitivity toward Diversity and the Importance of Families viewpoint



Participants associating with the Sensitivity toward Diversity and the Importance
of Families viewpoint express sensitivity toward diversity issues and focus on the
families’ rights and responsibilities for transmitting anti-biased attitudes to their children.
From the interviews with the three participants (TED3, MENT1, MENT3), the following
three themes emerged, (1) Family is the primary source for promoting diversity attitudes
in children, (2) Importance of national identity for all, (3) Society is unprepared for
inclusion.

(1) Family is the primary source for promoting diversity attitudes in children:
Interview participants believe that the family has a primary right and responsibility for
educating children about diversity. They also argue that schools should not discuss certain
diversity topics because of the sensitive nature of most related issues. Participants further
note that Roma families also have ethnic-specific responsibilities such as maintaining
their language and traditions and supporting their children in the schools. Further,
participants unanimously state that topics of sexual orientation, gender model and religion
should be mainly addressed within the family. They state:

While [ am OK with teachers who discuss family structure and sexual orientation
with children, I believe it is the parent’s primary responsibility to discuss such
intimate and sensitive issues. (TED2)

I think teachers should not talk about religious principles. It is important for
religion and public schools to be separate. I do not like the idea that some
religious affiliations have after-school classes in the school building. Each child
whose parents want him/her to take religious classes should go to that church to
which the family belongs. (MENT1)

While discussing gender diversity, for example, TED2 also realizes that some
families might have biased beliefs that are likely to hinder children from developing
sensitive diversity views. TED2 for example, further mentions that the topic of
“homosexuality” is anathema to Hungarian sensibilities. The prevalence of this view is
consistent with the findings of Eros (1998). Thus, the majority of Hungarian families,
TED?2 continues, is unable to convey accepting views regarding sexual preference.
However, participants do not feel that teachers are responsible for modifying the diversity
views of the families.

(2) Importance of national identity for all: All three participants associated with
Sensitivity toward Diversity and Importance of Families viewpoint considers it important
to help children develop both a healthy national identity and self-identity. MENT1
expresses this view in the following:

If children are brought up with a strong national identity, they will maintain it as
adults. But if national identity does not matter, and everything is identical, they
will not develop a feeling of belonging. I think it is important to have a strong
foundation in terms of who you are. I think you should have a clear mind about
your own national identity if you want to accept diverse people. (MENT1)



In addition, TCAN3 appears very supportive of maintaining Roma’s ethnic
identity. She seems to feel that Romas’ deprivation of trade and loss of culture and
traditions have led to a situation in which Romas have lost their roots. To improve the
Romas’ situation, all three participants suggest that education should promote Romas’
self-awareness. Further, they propose that quality education programs supported by both
governmental and community sources might result in better explored national and ethic
self -identity. The above view has much support in literature. For example, Phinney et al.
(1997) argued that ethnic self-awareness might facilitate positive relationships among
ethnically diverse people.

(3) Society is unprepared for inclusion: All three participants of Sensitivity toward
Diversity and Importance of Families viewpoint feel that current Hungarian schools and
society are unable and unwilling to take into account the needs of children with
disabilities. Therefore, these interview participants express limited support for inclusive
practices. For example, being a mother of a child with Down syndrome, TED?2 finds
Hungarian inclusive classrooms dysfunctional as well as she points out the society’s
strong aversion to inclusion:

I don’t think that healthy and disabled children should be integrated. Further,
people in this society are not willing to welcome disabled people. You cannot take
these children to a beach or any public place because people stare at them and
make rude comments. While people may try to accept such children with their
conscious mind, they instinctively have an aversion to children who appear
different. Since this view will change very slowly, disabled children currently feel
more comfortable in their sheltered environment. This is a shame. (TED2)

Consistent with this view, Salne (2000) interviewed teacher participants who had
concerns about the quality of integrated education in schools lacking trained
professionals, appropriate physical environment, and accepting attitudes.

Life-experiences in Sensitivity toward Diversity and the Importance of Families
viewpoint

Participants who associated with Sensitivity toward Diversity and the Importance
of Families viewpoint appeared to have culturally sensitive views regardless of their
limited personal experiences with diversity. The following life-experiences seemed to
have an impact on their diversity views: culturally sensitive family in a majority
environment, diversity issues in the family as adults, unbiased reflection on childhood
experiences, and conscious use of books and media.

All three participants appear to hold culturally sensitive views. Despite their
mono-ethnic villages and schools, their parents conveyed anti-biased attitudes toward
diversity. TED2 and TCAD3 emphasize their parents’ influence on their diversity views.
This finding is in line with the previous findings of this study regarding the importance of
parental modeling. Participants on all three viewpoints argue that their diversity views
were molded by those of their parents.

Participants associated with this viewpoint often refer to their adulthood family
experiences with diversity. As noted above, TED2 had a seventeen year-old child with



Down syndrome. Experiences while nurturing her son led her to reject inclusion due to
the lack of circumstances for productive inclusion in present Hungarian society. Further,
all three participants recall negative childhood experiences with Romas. Yet, these
experiences do not appear to impact their present diversity views. These experiences were
perceived as traumatic as a child. However, after reflecting upon them as adults,
experiences were not considered negative. Rather, early experiences appear to be re-
evaluated in adulthood. This might suggest that even negative childhood experiences can
result in less biased attitudes through reflection (McCall, 1995).

Both MENTT1 and TED?2 indicated that their diversity views were strongly
influenced by books, reports, radio and TV. These media sources have supplemented their
limited personal experiences with diverse people. For example, MENT]1 shared that a
radio report with the Dalai Lama made her realize that even the head of a world religion
could demonstrate sensitivity toward differing religious viewpoints. Similarly, EDU2
referred to sociological studies on Romas that made her reconsider her views and deepen
her interest in diversity. The impact of media sources on diversity views is widely
discussed in literature. For example, researchers (e.g., Zilmann et. al., 1994) suggest that
media, especially television, and movies, might have a strong influence on people’s
approach to diversity.

Implications

The current investigation has explored the following three distinguishing
viewpoints related to diversity among participants of Hungarian teacher education: 1)
Inclusion and Teacher Responsibility, 2) Ethnocentric Approach, 3) Sensitivity toward
Diversity and the Importance of Families. In addition, the analysis of the data pointed out
differing life-experiences in each viewpoint that might account for certain diversity
views.

Of the nine areas of diversity explored in this study, issues regarding Roma and
national minorities, special education, socio-economic status, and religious diversity were
discussed to a larger extent than the remaining facets. The lack of discussion of other
issues such as sexual orientation/family structure and gender, suggests that more attention
and publicity should be given to these issues in order to challenge people’s views about
these areas of diversity.

The examination of ethnocentric views makes these educators’ professional
standing questionable. Those who openly express their prejudices toward certain diversity
areas might fail to prepare future teachers and young children for becoming culturally
responsive professionals and citizens of the global world. Therefore, for those holding
biased views toward diversity, extensive, long-term diversity intervention initiating more
positive experiences with diverse people appears warranted. For example, self-reflection,
conscious exploration of in-depth beliefs and behavior with culturally diverse people,
direct positive contact with diverse people, conferences and workshops on cultural and
linguistic diversity present in Hungarian schools might be beneficial components of the
intervention.

In general, life-experiences appeared to have an impact upon diversity beliefs.
Participants who had extensive positive experiences with diverse people appeared to hold
more culturally sensitive views. Therefore, teacher preparation institutions should offer



teacher preparation programs combined with field experiences in various settings that
serve children with diverse backgrounds. With numerous positive and direct experiences
with children from diverse backgrounds, these field experiences out of comfort zone
seem to have good potentials for enriching teacher candidates’ knowledge and skills
related to diversity as well for molding their diversity dispositions.

Interview data indicated that experiences in early childhood seem to strongly
influence the participants’ views about diversity at a later stage in their life. This suggests
that educators and parents should ensure that children at a younger age are exposed to a
great variety of positive experiences with diverse people and diverse cultures. Further, the
family’s attitude toward diversity appeared to be highly influential upon participants’
views. Therefore, educators should take actions to assist families holding biased views to
reconstruct their understanding of diversity. Specifically, these initiatives might include a
more active teacher-parent partnership, and a more focused diversity intervention in the
community.

Participants felt that education, itself, was incapable of responding to the
extensive challenges regarding culturally diverse children in schools. Thus, many felt
both Hungarian society and the government should greatly increase support to mitigate
the current Roma education situation. Based on the participants’ awareness of supportive
factors other than education, national policy-makers might initiate increased collaboration
with agencies, local and governmental foundations and professional organizations to
improve Roma education and Romas’ socio-economic status.



References
Aboud, F. E. (1988). Children and prejudice: Basil Blackell Inc., New York.

Allport, G. W. (1954). The nature of prejudice. Addison-Wesley Publishing Company,
Inc., Cambridge, MA.

Babusik, F. (2001). Roma gyerekeket képz§ 4ltaldnos iskolak kindlata. Uj Pedagdgiai
Szemle, 2, Retrieved July 24, 2002, from http://www.oki.hu/cikk.asp?Kod=2001-
02-ta-babusik-roma.html

Bronfenbrenner, U. (1989). Ecological systems theory. In R. Vasta (Ed.), Annals of child
development (Vol. 6, pp.187-249). Boston: JAI Press, Inc.

Ball, (2000): Preparing teachers for diversity: Lesson learned from the US and South
Africa. Teaching and Teacher Education, 16.sz. 491-509.

Barry, N. & Lechner, J. (1995). Preservice teachers attitudes about and awareness of
multicultural teaching and learning. Teaching and Teacher Education. 11(2), 149-
161.

Bordéacs, M. (2001). A pedagdgusok elditéletessége a roma gyerekeket is tanitd
pedagdgusok korében. Uj Pedagdgiai Szemle, 2,Retrieved September 12, 2002,
from http://www.oki.hu/cikk.asp?Kod=2001-02-ta-bordacs-pedagogusok.html

Brown, S. T. (1996): Q methodology and qualitative research, Qualitative Health
Research. 6. 4.sz. 561-567.

Cameron, J. A., Alvarez, J. M., Ruble, D. N., & Fuligni, A. J. (2001). Children’s lay
theories about ingroups and outgroups: Reconceptualizing research on prejudice.
Personality and Social Psychology Review, 5(2), 118-128.

Choli-Daroczi, J. (1996).. School success for Roma children. Retrieved June 15, 2002,
from www.osi.hu/epsu/conf/961211.htm

Clark, K. (1963): Educational stimulation of racially disadvantaged children. In A. H.
Passow (Ed.), Education in Depressed Areas.: Teacher College, Columbia
University. New York.

Cooper, H.M., Baron, RM., & Lowe, C.A. (1975): The importance of race and social
class information in the formation of expectancies about academic performance.
Journal of Educational Psychology, 30.sz. 846-855.

Csepeli, Gy., Fabian, Z., & Sik, E. (1998). Xenofobia es a ciganyokrol alkotott
velemenyek. [Xenophoby and views about the Romas]. In T. Kolosi, I.Gy. Toth &



Gy. Vukovocs (Eds.), Tarsadalmi Riport. Budapest: Tarki.
Dennis, K.E., & Goldberg, A.P. (1996): Weight control self-efficacy types and transitions
affect weight-loss in obese women. Addictive Behaviors, 21.sz. 103-116.

Er6s, F. (1998): Két empirikus vizsgdlat eredménye. In: J. Gombos & M. Kiss (Eds.), A
kisebbségekbol dllo tdarsadalom konfliktusai. Juhasz Gyula Felsdoktatdsi Kiado.
Szeged.

Ernest, J. M. (1999). Teachers’ and family members subjective beliefs about

developmentally appropriate and developmentally inappropriate practices.
Dissertation Abstracts International, 60, 4311. (UMI No. 9956732)

Freire, P. (1998): Pedagogy of freedom: Ethics, democracy and civic courage. Rowman
& Littlefield. Lanham, MD.

Ganter, M. W. (1997): Lessons learned from my students in the barrio. Educational
Leadership, 54. 7.sz. 44-45.

Garcia, J., & Pugh, L. (1992). Multicultural education in teacher preparation programs: A
political and an educational concept. Phi Delta Kappan, 74, 214-219.

Glaser, B.G. & Strauss, A.L. (1967): The discovery of grounded theory. Aldine. Chicago.

Héga, V. (2000): Gondolatok a cigdnysdg oktatési helyzetével kapcsolatban. Retrieved
April, 24, 2001, from http://www.oki.hu/cikk.asp?Kod=egyeb-roma.html

Hanrahan, L. & Tate, P. (2001). Accessing/assessing the development of beliefs and
knowledge about effective teaching in prospective teachers: A practical inquiry.
Action in Teacher Education, 22(4), 75-85.

Johnson, L. (2002). “My eyes have been opened”: White teachers and racial awareness.
Journal of Teacher Education, 53(2), 153-168.

Laszl6, B., & Simon, Z. (2001): Tragédia, ha elditélettel tanitanak. Retrieved February
22,2002, from www.romapage.c3.hu/hir/hir420.htm

Lazar, P. (1999): A Kedves haz pedagégidja II. Uj Pedagdgiai Szemle, 10, Retrieved
August 2, 2001, from http://www.oki.hu/cikk.asp?Kod=1999-10-mu-Lazar-
Kedves.html

Lisko, I. (2002): A hétranyos helyzetli tanuldk oktatdsanak mindsége. Uj Pedagdgia
Szemle, 2.Retrieved May 24, 2002, from http://www.oki.hu/cikk.asp?Kod=2002-
02-ko-Lisko-Hatranyos.html

McCall, A. L. (1995). Constructing conceptions of multicultural teaching: Preservice



teachers' life-experiences and teacher education. Journal of Teacher Education,
46, 340-350.

Morrow, L.M. (1992). The impact of a literature-based program on literacy achievement,
use of literature, and attitudes of children from minority backgrounds. Reading
Research Quarterly, 27 (3) 251-75.

Nagy, M. (2002). A cigany tanulokkal kapcsolatos pedagogiai problemak a
pedagoguskepzesben es a fiatal pedagogusok munkajaban. (Problematic issues
concerning Roma students in teacher training and teachers’ work). Uj Pedagogiai
Szemle, 11. Retrieved January 23, 2003, from
http://www.oki.hu/cikk.asp?Kod=2002-11-oy-Nagy-Cigany.html

Phinney, J. S., Ferguson, D.L., & Tate, J. (1997): Intergroup attitudes among ethnic
minority adolescents: A causal model. Child Development, 68.sz. 955-970.

Pohan, C., & Aguilar, T. (2001): Measuring educators’ beliefs about diversity in personal
and professional contexts. American Educational Research Journal, 38. 1.sz. 159-
182.

Radé, P. (1997): Report on the education of Roma students in Hungary. Retrieved April
27, 2001, from www.meh.hu/nekh/angol/romaedu.htm

Rosenthal, R., & Jacobson, L. (1968): Pygmalion in the classroom: Teacher expectation
and pupils’ intellectual development. Holt, Rinehart, & Winston. New York.

Sdlné, L. M. (2001): A fogyatékos tanulék helyzete az ezredfordulon. Uj Pedagégiai
Szemle, 7, Retrieved May 23, 2002, from http://www.oki.hu/cikk.asp?Kod=2001-
07-oy-Tobbek-Fogyatekos.html

Santos-Rego, M.A. & Nieto, S. (2000): Multicultural/intercultural teacher education in
two contexts: lessons from the United States and Spain. Teaching and Teacher
Education, 16.sz. 413-427.

Schmolck, P. (1999): PQMethod (Version 2.08) [Computer software] Retrieved from:
http://www.rz.unibw-muenchen.de/~p41bsmk/qmethod

Schuttler, T. (2001): Az inkliziv oktatas fenntartdsa: A specidlis oktatast igényld
gyerekek bevondsa a tobbségi iskoldba. Retrieved May 22, 2002, from
www.oki.hu/cikk.asp?Kod=oecd-Schuttler-Inkluziv.html

Scruggs, T., & Mastropieri, M. (1996). Teacher perception of mainstreaming/inclusion.
1958-1995: A research synthesis. Exceptional Children, 63(1), 59-74.

Sexton, D., Snyder, P., Wadworth, D., Jardine, A., & Ernest, J. (1998): Applying Q
methodology to investigations of subjective judgments of early intervention
effectiveness. Topics in Early Childhood Special Education, 18. 2.sz. 95-107.



Sleeter, C. (1993). How white teachers construct race. In C. McCarthy & W. Crichlow
(Eds.). Race, identity, representation in education. New York: Routedge. pp. 157-
171.

Tettegah, S. (1996): The racial consciousness attitudes of white prospective teachers and
their perceptions of teachability of students from different racial/ethnic
background: Findings from a California study. Journal of Negro Education, 65.
2.sz. 151-163.

Tromski, D, et. al. (2003). Interactive drama: A method for experiential multicultural
training. Journal of Multicultural Counseling and Development 31 (1), 52-62.

Zilmann, D., Bryant, J., & Huston, A. C. (1994). Media, family, and children. Hillsdale,
NJ: Erlbaum.



