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ABSTRACT

This book is based on the simple premise that good
teaching and multicultural teaching are indistinguishable. This
premise is based on the belief that multicultural education is not a
fringe or radical movement designed to threaten the basic mainstream
of educational thought and practice. The child is the meaning-maker
and that the teacher's task is to build structures and create
strategies that help all children gather meaning from their
surroundings. The key questions that guide discussion throughout the
book are: (1) What is the relationship between principles of general
and multicultural education? and (2) Why is it important for teachers
to understand this relationship? The book is divided into five
chapters: (1) "Principles of General Education"; (2) "Perspectives
and Principles of Multicultural Education'; (3) "Principles of Human
Growth and Development'; (4) "Principles for Democratic Citizenship";
and (5) "Pedagogical Principles." The book concludes with a short
epilogue that summarizes and underscores two key ideas from the
preceding chapters: (1) Multicultural education is an embodiment of
the nation's commitment to the democratic values of freedom,
equality, and justice for all citizens; and (2) Multicultural
education is inextricably interrelated with the vision of educational
excellence for all students. (EH)
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- Preface

—

For the 1992-94 biennium, Kappa Delta Pi selected “Celebrating

Diversity™ as its theme to focus attention on one of the crucial issues of
our day. How will the United States and other countries address the
diversity of people and ideas found within national borders? While
diversity has always been present, it has often been ignored or re-
pressed. At the threshold of the twenty-first century, however, no one
can ignore the growing diversity of cultures, ethnicities, and languages,
as well as the diversity of ideas and values, found in our increasingly
global village.

The question for Kappa Delta Pi members, as well as for educators
everywhere, is how we will respond. How will Kappa Delta Pi mem-
bers, as educaters, take advantage of the opportunities that diversity
presents? As we began the biennium, I urged Kappa Delta Pi to con-
sider issues of diversity, particularly as played out in schools. Since
then, a remarkable number of activities have focused on the theme:
regional conferences have invited speakers and encouraged discus-
sions: our two journals have provided substantial scholarly attention to
the topic; individual KDP chapters have developed rich and interesting
programs; and our 1994 convocation in Orlando offers a powertul
collection of workshops and presentations. Numerous and varied
activities throughout our society attest to our commitment as teachers
and learners to continue our own intellectual journeys. It has indeed

been a celebration.

Of all the challenges facing schools today, the greatest challenge

remains the central one: how to ensure success for all children. Our

special challenge, as Kappa Delta Pi members and teachers, is to create
cducational opportunities for all children. The first ideal of Kappa Delta
Pi. affirmed upon becoming o member, is the pledge of Fidelity to

Humanity. We have dedicated ourselves to the proposition that
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“through continuous education, based on equal opportunity,
persons of all ages, races, and creeds shall find increased opportunity
for experiencing more meaningful lives.” This book by Professor

Geneva Gay was written with that ideal in mind.

For the past decade, since the publication of A Nation at Risk in
1983, school reform has been a major political and educational issue in
the United States. There is a popular perception that schools are failing
and that a variety of increasingly radical plans must be adopted to
prevent further erosion of excellence. I find the public dialogue about
school failure curious, since it often secks “remedies™ such as charter
schools. voucher initiates, shared decision making, and site-based
governance. These issues, it seems to me, describe the distribution of
power rather than the education of children. In my opinion, schools in
the United States are not failing universally. After all, the public school
system in the United States has been at least partly responsible for our
global leadership in science and technology, our premicer position in
Nobel Prize scipients, and our universally recognized system of higher
education. *ublic schools cannot be complete failures if they still allow
this country to enjoy its many leadership roles. To condemn public
schools universally is to scapegoat weachers, blaming them for a
society's failures. Furthermore, the condemnation of all schools prohib-
its thoughtful analysis, masking the real issues. Schools have not failed
universally: they have, instead, failed differentially—for some children
and in some neighborhoods. That is an important insight, for the
acknowledgment of this problem is the first step in making schools

better for children.

Geneva Gay begins with a simple premise: good teaching and
multicultural teaching are indistinguishable. Her book takes us on an
adyssey. an exploration of the ideas and concepts embedded in the
term "multicuitural education.” She appropriately reviews ihe political

controversy that hes shaped the dialogue about multicultural education
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from its incepticn. Multiculturalism has become, like so many issues in
cducation, a political argument, a controversy not only of philosophies
but a struggle between those whom the system serves and those whom
it does not. But beyond the rhetoric and confrontation, multi-
culturalism is also a battle about competing visions of the United States
and the world.

Dr. Gay writes this book for teachers rather than rhetoricians and
politicians. Her effort is to demystify multicultural education, removing
it from the political arena and locating it in the educational arena. Once
it is placed in an educational context, multiculturalism can be evaluated
for its impact and success in achieving our often-stated and common

goals for children. In Dr. Gay's view, multicultural education is not a

fringe or radical movement designed to threaten the basic underpin-

nings of lifc in the United States. Instead, she affirms its place in the
mainstream of American educational thought and practice. Like the
carly-twentieth-century writings of John Dewey and current successful
school practices, Dr. Gay reminds us that the child is the meaning-
maker, and that our task as teachers is to build structures and create
strategies thai help all children gather meaning from their surroundings.
She argues that multicultural education considers the child's back-
ground. prior knowledge, and areas of interest and experience, an
approach that has been labeled “progressive education™ since the
beginning of this century.

The celebration of diversity is accompanicd by a curious paradox:
the more we focus on and celebrate our differences. the more we
recognize our similarities. Geneva Gay's book reminded me that, as
Kappa Delta Pi members, educators, and human beings, we share
substantial common views about education and the future. We have, in
our KDP creed and in the Declaration of Independence and Constitu-
tion of the United States, declared a shared set of core values about the
human experience, joined together in hopes for a better future, and

N
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expressed our common aspirations for our children. Celebrating our
diversity becomes, paradoxically. a means for bringing us together, not
dividing us.

A number of people deserve credit for this very important under-
taking. The Executive Council of Kappa Delta Pi authorized this project
as a commitment to our mémbers and the ideals we share. Carol
Bloom and her publications department staff at Kappa Delta Pi head-
quarters deserve special recognition for the long hours they devoted to
this effort. Special thanks go to the manuscript reviewers—H. Prentice
Baptiste of the University of Houston; Wanda S. Fox of Purdue Univer-
sity; Joyce E. King of Santa Clara University; Kent Koppelman of the
University of Wisconsin—LaCrosse; and Ellen Shiflet of Starbuck Middle
School in Racine, Wisconsin—whose perceptive comments added to
this volume. But most of all, I want to thank Geneva Gay, whose
substantial contributions to the ficld of education through the years are
reflected in this book. Her most important message is a reminder to us
all. In another era, teachers took pride in saying that they treated all
children alike: today that would be more of an indictment than a
source of pride. Not all children can be treated alike. for children come
from different backgrounds, different experiences. If they are to be-
come meaning-makers, we must provide them with equality of oppor-
tunity rather than equality of treatment. Equality of opportunity in-
cludes recognizing differences and treating children as unique and
special human beings with unique and special needs. To achieve our
goals as a society that honors education—and children—we can do

no less.

Sy F

George L. Mehaffy
President of Kappa Delta Pi
1992-94
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Dear Readers:

Welcome to what I hope will be an exciting, engaging, and enlightening
dialogue. Multicultural education and cultural diversity are critical, controver-
sial, and increasingly unavoidable issues in our society and schools. As we
advocate and design educational programs and practices that are more
effective for greater numbers of culturally diverse students, thus building a
more inclusive, egalitarian, and just society, we need to understand how
multicultural education and general education are related. Some individuals
claim that these two are irreconcilable opposites: others suggest that they are
highly complementary. An examination of the key underlying principles of
both is one way to begin to resolve this conflict. This is the major purpose of
At the Essence of Learning.

The intent, vision. and spirit that underlie the text of this book were
articulated by one of my favorite authors. Maya Angetou (1993, 124). She
noted:

It is time for the preachers. the rabbis. the priests and
pundits, and the professors to beliere in the awesome
wonder of diversity so that they can teach those who follow
them. It is time for parents to teach young people early on
that in diversity there is bw'm()- and there is strongth. We
all should know that diversity makes for a rich tapestry,
and we must understand that all the threads of the
tapestry are equal in value no matter their color; equal in
importance no matter their textirre.

The rapidly increasing diversity in 118, society and schools along ethnic,
tacial, cultural, and social lines is causing much discussion, debate, and
controversy. New immigrants from Southeast Asia, the Middle East. Africa,
Central and South America, and castern Europe add even more diverse
languages, values, cultures, and experiences to those that already exist in the
United States. All segments of society—government. business, law, religion,

media, and education—are concerned about the kinds of adaptations needed

Al




to accommodate cultural and ethnic pluralism in their respective areas of
influence. An additional factor of particular concern to educators is the high
percentage of academic failure among students from some of these groups.
Included in this category are children who are poor, live in large urban
centers, have limited English proficiency, or are from groups of color such as
African-Americans, Puerto Rican-Americans, Mexican-Americans, Native
Americans. and some Asian-Americins. As the elements of cultural pluralism
increase in society, so does the challenge of negotiating it in schools, places of
worship, businesses, courts, and governments.

Conscientious educators are asking themselves: What should we do
about ethnic, linguistic, and cultural pluralism in the classroom? How do we
recongile it with education’s commitment to perpetuating a common national
culture? Some suggest that the answers to these questions can be found in
multicultural education—a way of thinking and acting in the classroom that
accepts the cultural differences of students from various ethnic, racial, and
social groups as valuable attributes to be included in educational programs
and practices. Other educators view multicultural education as contradicting
the vision of the United States as one nation, indivisible. This vision is com-
monly conveyed as ¢ pluribus ununi—making one cohesive culture and
unified nation out of all of the different peoples and influences that comprise
the United States.

This book takes the position that national identity and cultural pluralism,
general education and multicultural education, pluribus and wniem are not
inherently contradictory or incompatible; they are complementary and recipro-
cal. These relationships can be discerned by analyzing the major social values
and related principles fundamental to the goals, programs, and practices of the
educational process.

The priniary focus of analysis here is on the similarity between principles

of general education and of multicultural education, not the definitions or

implementation of these processes. per se. Numerous statements about what

these two sets of principles are exist clsewhere, and they are cusily retrievable
from protessional textbooks, journal articles, and policy documents: therefore,
they are not discussed in any of the chapters. However, it may be useful for
you to have some idea of my definitions since they do significantly influence

the discussions about educational principles developed in this book.

i6
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Introduction

I define multicultural education as the policies, programs, and practices
employed in schools to celebrate cultural diversity. It builds on the assumption
that teaching and learning are i nvariably cultural processes. Since schools are
composed of students and teachers from a wide variety of cultural back-
grounds. the best way for the educational process to be most effective for the
greatest niumber of students is for it 1o be mudticultural. As used in this defini-
tion, to celebrate means to know, believe, accept, value. use. and promote
cultural diversity as a normal feature of humankind, a characteristic trait of
U.S. society. and an essential component of quality education for ail students.
Effective implementation of multicultural education requires a combination of
the personal attitudes and values of educators, curriculum content, instruc-
tional methods and materials, classroom climates and the participation of
individuals at all levels of the educational enterprise.

Nieto (1992) provided a detailed descriptive definition of multicultural
education that is an excellent complement to and extension of my own, but
much more specific and encompassing of the major substantive dimensions
endorsed by most advocates and addressed in this book. According to Nieto
(1992, 208). multicultural education is:

a process of comprebensive school reform and basic
education for all students. It challenges and rejects racism
and other forms of discrimination in schools and saciety
and accepts and affirms the pluralism (ethnic, racial,
linguistic, religious. economic, and gender, among others)
that students, their communities, and teachers represent.
Multicultural education permeates the curriculum and
instructional strategies used in schools, the interactions
among teachers, students, and parents, and the very way
that schools conceptualize the nature of teaching and
learning. Because it uses critical pedagogy as its underly-
ing philosophy and focuses on knowledge, reflection, and
action (praxis) as the basis for social change,
multicultural education furthers the democratic principles
of social justice.
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Embedded in Nieto's (1992) definition are seven key characteristics of
multicultural education:

in opposition to all forms of oppression: fundamental to
educational excellence and equality: for all students in all
school settings; comprebensive and pervasive across the
total educational enterprise: devoted to promoting social
justice; inclusive of both curriculum content and instric-
tional processes: and committed to teaching critical
analysis and self-reflection in all learning.

I agree with Miller and Seller (1985) that education has three major
functions, and I think that these should be addressed in concert with each
other. These functions are transmission, transactios:. and transformation. The
transmissive function of education involves passing on to students the cultural
heritages- of all peoples and teaching them the basic skills needed to perform
the various roles they will play as adult members of society—<citizen, parent,
worker, consumer. Education that is fransactive recognizes that students as
well as teachers are key players in teaching-learning interactions. Both, along
with their contributions, experiences, and perspectives, should be actively
engaged in determining how the educational process unfolds. Furthermore,
schools and education programs have the obligation not only to wach students
facts about their cultural heritages and how to understand existing conditions.
but also how to envision and create a better future for themselves and society.
That is. students need to know how to fransform present personal and social
boundaries in order to improve the quality of life for all individuals, groups.
and societies.

Educational principles are commonly accepted beliefs about the pur-
poses and processes of teaching and learning. They reflect the cultural values
of the societies in which schools exist. For example, most educators in the
United States aceept without question the belief that if something is of per-
sonal significance to students, they will learn it more casily than that which is
not. Most educators also accept that schools are obligated to serve the needs
of individual students as well as society. Consequently, education in the

United States will be quite different from that in China or Nigeria becausce the

10
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Introduction

three societies are quite different. And, the education of all students within the
United States will be similar because of the country's shared culture, but
unique because of individual traits, ethnic orientations, and cultural heritages.

The key questions that guide discussion throughout this book are
(1) What is the relationship between principles of general and multicultural
education? and (2) Why is it important for teachers to understand this relation-
ship? At the Essence of Learning explores how beliefs about multicultural
education are, in effect, restatements or translations of general education
principles. Its primary focus on clarifying this philosophical relationship is
based on the assumption that teaching behaviors are grounded by values and
beliefs. Therefore, if educators are to be effective in changing their instruc-
tional. curricular. and policy practices related to cultural diversity and
multicultural education, they must revise the values and beliefs that undergird
them. This knowledge helps 1o ensure that the highest quality educational
opportunities and outcomes are available to the fuli range of students who
popuiate our schools. It also aids in revising instructional practices to ensure
they are compatible with societal developments.

The discussions throughout this book are not intended to teiach you how
to teach multicultural education in the classroom. Rather, they concentrate on
improving the understanding of multicultural education as a set of values,
beliefs, and ideas about how to make schooling more effective and meaning-
ful to a greater number and variety of students. They clarify some of the
misconceptions that surround multicultural education and demonstrite how it
fits into the broader context of LS. values and visions about social and
political democracy, as well as educational uality, equity, and excellence for
all students. Of course, all of these discussions have direct and profound
implications for instructional practice, but they are more often implied than
stated explicitly. This book is directed more toward clarifying the values and
risions of multicultural education than explaining its content and methods.
Consequently, At the Essence of Learning is not a typical teaching methods
texth ok,

Incvitably, teachers have to explain, and often defend, the reasons for
their classtoom practices and prioritics. This is particularly so wlen the issues
in question are controversial. As we will see. multicultural education is very

controversial, The major parameters and points of this CONLrOVersy are ¢x-
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plored in this book. The insights gained from these examinations will improve
your overall understanding of the nature and intent of multicultural education,
as well as prepare you to explain your opinions about why and how cultural
pluralism should be included in school programs, policies, and practices.

Chapter 1 examines some of the commonly accepted principles of
general education and some of the conflicting conceptions of multicultural
education. The principles discussed are organized within the categories of
human growth and development. socialization and citizenship, and teaching
and learning. These categories establish the conceptual baseline for Chapters 3
through 5.

The focus of discussion in Chapter 2 is the debate over multicultural
education and the major principles associated with teaching for and about
cultural diversity. The main areas and voices of the debate are identified, and
the key contentions of both critics and advocates are summarized. These
explorations should facilitate your understanding of why critics feel that
multicultural education contradicts general education and why advocates feel
that it is complementary. The ideas generated by this debate establish the
parameters for suhse’quent discussions of specific beliefs about teaching and
learning in a multicultural society like the United States. Thus, Chapters 1 and
2 serve as an overview for Chapters 3 through 5.

Each of the remaining chapters develops in detail a different set of

general and multicuttural education principles. Chapter 3 focuses on principles

dealing with human growth and development and their implications for
general and multicultural education. Principles of education related to devel-
oping skills for democratic atizenship are examined in Chapter 4. The discus-
sion in Chapter 5 is devoted to principles of pedagogy—that is, beliefs regard-
ing the most effective methods of teaching and learning.

All chapters conclude with a short section entitled “Reflections and
Applications.” The Reflections encapsulate the main messages of the chapter
in a few summary statements. The Applications suggest activities for the reader
to explore as a means of further clarifying and crystallizing the ideas discussed
in the narrative text of the chapter.

Two features recur across the application activities. First, they include
suggestions for what readers can do to fusther extend their personal under-
standing of the ideas, issues, and messages discussed in the chapter. Second,

[

oY A~ U

Q

ERIC

PAFullToxt Provided by ERIC




PAFullToxt Provided by ERIC

Introduction

there are also suggested activities that readers who are teachers might do with

their students and/or colleagues to improve their understanding of and compe-

tency in multiculturalism. Frequently, the Applications provide opportunities
for you to track the growth of your own increasing understanding of
multicultural education. Some application activities suggest that you begin an
activity before reading or within the first few pages of a chapter. Then return
to the same activity after reading the chapter. and compare your attitudes,
understanding, and/or actions on some aspect of multicultural education. The
underlying assumption is that you will learn from readling the chapters. But,
this is only the beginning of the learning process. The end-of-chapter Applica-
tions provide additional and varied opportunities to continue the learning that
begins with reading the narrative text.

I included the combination of application activities for several reasons:
the importance of reflection and introspection in the professional development
of teachers; the interrelationship among values, beliefs, attitudes, and actions
in teaching and learning: the empowering potential of knowledge; and the
nature of effective implementation of multicultural education as a multidimen-
sional process. Educators must actin many different ways and on many
different fronts simultaneously to “do” multicultural education well. Therefore,
the suggested Applications invite you to explore yourself: to practice translat-
ing knowledge into actions: to become actively engaged in the professional
development of colleagues around issues of multicultural education and
cultural pluralism; and. on occusion, to translate the insights you gain about
multicultural education into instruction for students,

The recurrent message across all discussions in all chapters of this book

is that the meaning and intent of principles of general education and

multicultural education are essentially the same. They differ only in context,
operational details, and constituent groups. Principles of general education
function at a global, universal level, and apply to all students. By comparison,
those of multicultural education place general ideas about teaching and
learning into the context of different racial, ethnic. and social groups, cultures,
and experiences. They validate the perspectives and frames of reference of
students who are poor, from groups of coior, female, immigrant, or whose first
language is not English, along with those of the middle-class, European-

American dominant groups in our society.
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The book concludes with a short Epilogue. It summarizes and under-
scores two key ideas that were developed in the preceding chapters: (1)
Multicultural education is an embodiment of our nation’s commitment to the
democratic vatues of freedom, equality, and justice for all citizens: and (2)
Multicultural education is inextricably interrefated with the vision of educa-
tional excellence for all students.

You are invited to be an active participant in the dialogues about the
different dimensions of the complementary and reciprocal refationships
between principles of multicultural and general education that take puace in
this book. As you read the chapters, compare the explanations and interpreta-
tions provided with your own perceptions and thoughts. Extend the examples
offered to incorporate your own personal experiences. Sometimes this may
entail replacing the examples provided with your own. Do not hesitate to do
s0. When questions are suggested as invitations for you to engage with the
ideas. uccept the challenge wholeheartedly and “think along™ with the author
in search of answers and explanations. Try out the suggested activities in your
own professional arena to see it they work for you. Encourage your colleagues
and students to interact with you in dialogues around the issues discussed in
this book. Continually remind yourself. your students, and your colleagues that
multicultural education is for all students. subjects, times, and settings, not just
for students of color, social studies and fangtage ants. or when racial tensions
among students occur in schools.

This kind of active und continuous engagement will muke the ideas
presented herein a personat encounter” for you rather than merely an ab-
stract. dispassionate reading of the author's ideas and arguments. Education
should ahways be a passionate and personal involvement. As Taba (1962, 151)
suggested, “Vital learning is experiencing of a sort”™ that engages the mind and
emotions simultancously by integrating important knowledge. profound
feeling, and thoughttul reflection. Tt causes us to “feel what we krow and to
know what we feel” (Moholy-Nugy 1947, 11). At the Essence of Ledarning
should be such an experience for you. It should also be affirming and
informing.

If. after you have completed reading this book. you have a better under-
standing of the faltacies of contentions that multicultural education is inconsis-

tent or is in competition with the values of general education, then T have

c o,
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succeeded in achieving my purpose. You will have begun to establish a
powerful foundation for pursuing instructional actions that incorporate
multiculturalism in all dimensions of the educational enterprise. You will also
have begun to model the conviction that for education to serve its social and
personal development functions for all citizens of the United States, it must, of
necessity, be culturally pluralistic. You will be well on the way to truly under-
standing that multicultural education is, indeed. the essence of all quality
learning for the ethnically, culturally. socially. and racially diverse students
who populate our schools.

I hope that participating in this dialogue is 2 memorable occasion for
you, one that you will return to often throughout your professional career, and

D

one that you will entice others to join.

Geneva Gay
University of Washington—Seattle
March 1994
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Principles of General Education

Our society has developed the belief that schooling is a way of transmitting and conserving,
expanding and rectifying the knowledge, values, and skills antecedent to a life of purpose,
of work, of accomplishment, of personal growth. . . . Schools were invented, organized,
and developed to serve as agents of society . . . to inculcate in the young habits of good
choice which were meant to sustain visions of excellence, of greatness, and of the power
of knowledge and high conduct.

(Brandwein 1981, 3)
Creating schools in which all the nation’s children receive a hioh-quality education will
not be easy. But behind every significant achievement are dreamers and visionaries. . . .
We must have a vision, but we must also have the will to act. Forging that will is perhaps
our greatest challenge.

(Banks 1993, 48)

What are the underlying values of educational practices characteristic of
American schools? What deeper beliefs do they symbolize? Why do we have
students engage in competitive learning activities, pledge allegiance to the
fiag, raise their hands before speaking out in class, study certain subjects, and
celebrate particular holidays? Do you ever analyze your own reasons for
making particular instructional decisions to determine the values and beliefs
that generated them? A decision to teach students facts before they engage in
critical thinking, algebra before geometry, or sentence structure before writing
compositions may reflect a certain beliet about the sequence of learning, 1t
may be that learning 1s @ developmental process that moves from simple and
concrete experiences to more complex and abstract ideas. Teaching students
about different cultural groups and heritages in the United States before
studying world cultures may be driven by a similar belief. The results of these
explorations about how teaching and learning oceur, and to what ends,
comprise the content of educational principles.

The discussion of the principles of general education in this chapter

tollows a tourfold structure. The discussion begins with a brief definition of

: ) A~

«
~"t




PAFulToxt Provided by ERIC

(hapter1

principles ard an explanation of their function in the educational process. A
description of the process used te identify and classify principles of general
education follows. 7 e principles are grouped into three categories: bumdan
growth and development, citizenship and socialization, and teaching and
learning. The chapter concludes with some suggestions for reflecting on and
applying the implications for practice embedded in the principles. The prin-
ciples of general education themselves are discussed in more detail in Chap-
ters 3 through 3.

Roe of Principles

Educational principles are statements of beliets and ideals about the
purpose, content. nature. and function of teaching and learning. They create
philosophical visions and ethical standards by which to design and assess
instructional plins and actions. Principles of general education in the United
States are “generic™ ideas about teaching and learning. As such, they do not
refer to any specific group or individual: instead. they are assumed to apply to

evervone. One example of a principle is:

the active participation of students in the learning process
leads to greater depth of understanding, easier task

mastery, and more pewsistence and transfer of learning.

Before continuing to read this chapter. complete Chart 11, assessing, the
“Relationship of Teaching Behaviors and Betiefs.” List eight or ten processes
you routinely employ in your teaching. such as "using examples from different
cultural orientations to illustrate concepts, ideas. and skills.” For each behavior
fisted. identify the underlying belief associated with it. Later on in the chapter
you will have an of .ortunity. to compare your values and beliefs or principles

with those of other educators and to complete the third column.

Sources of Educational Principles

If educators are asked if there is a generally accepted set of principles of

cducation to which their colicagues ascribe, they will probably agree that
there is one. This ready response suggests that these principles should be

casily identificd by individuals and pre sminently discussed in the professional
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literature. Operating on these assumptions, I gathered information from two
sources to identify principles of general education in the United States: |
conducted an informal survey, and I reviewed selected samples of educational
literature. I did not ask any individuals to suggest principles of multicultural
education but relied on the professional literature to generate these. I had two
reasons for not asking for the latter principles. First, since multicultural
education is still struggling for general acceptance, most educators would
probably not be able to identify any of its principles. Second, many of the
educators who could suggest some multicultural principles are specialists and
proponents. Their thoughts and beliefs could be easily retrieved from profes-
sional writings.

The informal survey and literature review did not produce identical
statements of educational principles. However, certain values and beliefs
about the purpose, content. character, and process of education appeared
repeatedly in both. The principles identified later in this chapter were extrapo-
lated from the different explanations these sources generated about major U.S.
values and why they are important for education and society. Although the
principles were eventually compiled into a single list. the sources are dis-
cussed separately.

Suggestions from individuals

I began the process of trying to identify a set of commonly accepted
principles of general education by listing my own. I then proceeded to
validate or refute them. To do this. I asked four different groups of educators
to identify “two or three of what they considered to be the most fundamental
principles or purposes of education in the United States.” The four groups
were college students enrolled in preservice teacher certification and graduate
studies programs; suburban public school district superintendents: college
professors engaged in teacher preparation; and personal friends involved in
different levels of education. The last group included elementary and second-
ary teachers, district level administrators, counselors, and college professors.
was curious to see what different groups of educators would suggest and
whether there would be any variance among them by role function and level
of professional experience.

4 The individuals who participated in the informal survey varied in their
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Principles of General Education

professional experiences. Many had ex). .enced long careers as teachers,
administrators, and professors; as a group they were racially, ethnically, and
regionally diverse, representing both genders. The group was not a represen-
tative random sample of the order that is required for empirical studies. Rather,
this collection of individuals emerged from an impressionistic and intuitive
impulse on my part as I sought to determine whether my beliefs about the
major tenets of education in the United States were shared by others engaged
in different aspects of education. The results indicated that there is. indeed, a
high degree of consensus on the intended character and outcomes of U.S.
education. As we will see later, this consensus was further substantiated by
emphases found in the professional literature.

The survey produced a list of approximately 35 suggestions. Many of
these overlapped or were repetitive. Most of the suggestions were phrases that
signalled a value or belief rather than complete statements of actual principles.
Certain ones were offered by many different individuals. including:

¢ Educational excellence for everyone.

e All students can learn.

¢ Teaching the whole child.

¢ Universal literacy.

¢ Teaching @ universal set of values and the national culture.
.

e Capitalize on students’ strengths.

¢ Equity and equality in education.

¢ Education for democratic citizenship.

Every child is unique und has value.

¢ Develop the maximum potential of all students.

¢ Critical thinking skills.

e Preparation for future success.

In order to make the list more manageable, 1 reviewed it for clusters of
similarity. Analysis of the beliefs about the nature and purpose of the educa-
tional process reveiled four types of value orientations: socialization., citizen-
ship, buman development. and effective teaching and learning. These catego-
ries were used in reviewing the professional literature and in providing the

framework for organizing the final list of principles.
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Professioral Literature

There are few writings in the body of educational schotarship that deal
explicitly with principles of general education. A computer search of library
sources produced none with this specific designation. Instead, principles of
education tended to be embedded in discussions of other issues. such as the
rights of studcnts und teachers, school reform. learning theory. and democratic
ideals. Writings on educational philosophy. psychology. and sociology deal far
more frequently and explicitly with these beliefs than does the professional
literature in curriculum planning and classroom teaching. The references
included here are not the only available resources on educational principles.
Rather. they are intended to represent various scholarly perspectives as wel as
explanations of values that undergird educational goals and practices in the
United States. This sample of educational writings is also included to show

how principles are embedded in. and often have to be extrapolated from. dis-

cussions about soctal values and educational goals. programs, and practices.

Categories of General Education Principles

Three categories of general education principles are introduced here and
d_iscusscd in greater detail in Chapters 3 through 5. buman growth and
decelopment. citizenship and soclalization, and teaching and learning. There
is a very close interaction between beliefs and ideas related to socialization—
preparing students to be members of different groups—and citizenship—
students” roles. rights, and responsibilities. These concepts are often discussed
together under topics such as socialization for citizenship, democratic values,
citizenship skills. and schools and society. Therefore, the princinles of educa-
tion for citizenship discussed here incorporate ideas about socialization,

The categories of educational principles approximate those used by other
educators to identify and classity the major goals, visions, and values of U.S.
education. Taba (1962). for example. summarized views about the functions of
education under the three descriptors of education as preservation and
transmission of cultural beritage. education as an instrument for transforming
culture. and education as a means for individual development.

Human Growth and Development

Two themes that appear frequently in discussions of educational theory,
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philosophy. and practice are individual development and personal empouer-
ment of students. They include ideas about how patterns of human growth
and development should affect educational planning and practice, as well as
how instructional programs should influence human development. Together
they generate many important principles of education. Shor (1992) defined
empowering education as a style of teaching that perceives the individual
growth of students as an active, cooperative. and social process, since the self
and society create each other. Its goals are to demonstrate how an individual's

personal growth relates to public life and to develop strong, academic knowl-

edge, habits of inquiry. and critical curiosity about how power. equality, and

change operate in society. Obviously, the empowerment of students involves
more than the mere trunsmission of cultural knowledge and the socialization
of students into the existing social order. It engages students in change
processes that combine knowledge. values, and actions to improve their own,
as well as society’s, well-being. Shor conceived education for empowerment
as participatory, affective. problem-posing, situated, multicultural, dialogic.
democratic, researching, interdisciplinary, and activist. Although this kind of
education is difficult to achieve, it is absolutely essential for the healthy future
of individuals and society. Shor (1992, 263) concluded his book with an
cloquent statement that captures the flavor of the importance of education for

personal empowerment and liberation:

_Empowering education is thus a road from where we are
to where we need to be. It crosses terrains of doubt and
time. One end of the road leads cuway from inequality aned
misecucation while the other lands us in a frontier of
critical learning and democratic discotrse. This is no easy
rocad to travel. Any place truly different from ihe status
guo is not close by or down a simple trail. But the need to
go there is evident, given what we know about unequal
conditions and the decay in social life, given the need to
replace teacher-talk and student alienation with dialogue
and critical inguiry.

Fortunately, some valuable resources already exist to

demaocratize school and society. That transformation is a
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Jjourney of bope. bumor. setbacks, breakthroughs, and
creative life. on a long and winding road paved with
dreams whose time is overdue.

Many other educators agree. Hitt (1973) perceived education as a human
enterprise with a primzlry. obligation to nurture the humanity of all students.
This belief is often transmitted through phrases such as “teaching the whole
child™ and “helping students to become caring and sharing human beings.”
According to Foshay (1970), attending to a student's *wholeness” requires
developing six dimensions of the human condition simultaneously. He identi-
fied these as the emotional, intellectual, social, aesthetic, spiritual, and biologi-
cal. Other educators express the same idea as teaching to four domains of
learning—cognitive, affective, psychosocial, and performance. To accomplish
these goals, school programs and practices need to provide a variety of
options so that all students can participate fully and in multiple ways.

Hitt (1973) elaborated on these general ideas by identifying some
fundamentals <. education that improve humanness. He described humans as
dualistic organisms, or what might loosely be called a combination of internal
and external, rational and intuitive, mental and emotional, scientific and
humanistic. and objective and existential dimensions. For example, humans:
are objects of observation and they study others; receive and create knowil-
edge; live by reason and faith: are individually unique but very similar; and
exist as complete individuals yet are in a constant state of development,
Education programs and practices should cultivate both ends of the “continua
of being.” Hitt believed that 10 key indicators of humanness could form the
core of all education: identity, authenticity. communication, reason, problem
solving, concern for others, independence, open-mindedness, responsibility,
and zest for life.

Thelen (1970) provided another image of the “humane” person that
schools should work to develop and that socicety needs in order to flourish. Tt
complements the ones constructed by hoth Foshay (1970) and Hitt (1973).
Thelen defined humane persons as those who (1) are actively involved in their
culture and contribute to its further refinement; (2) have a clear understanding
of the relationship between individual and universal human needs; (3) have a

strong sense of history and an appreciation of humanity’s continuing struggle
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Table 1.1

+ Education must be comprehensive and multidimensionai in order to be
congruent with the interrelated and holistic nature of human growth
and development.

Educational programs and practices must be flexible in order to
accommodate the different rates of growth among the various aspects
of human development.

Education should create learning environments and experiences that
enhance the learning preferences and styles of students.

Education should lead to greater individual social and intellectual
freedom for all students.

Education should improve the self-acceptance of students.

Education should build upon the personal strengths and abilities of
students.

Education practices should be organized to match the sequence of
human growth and development.

Educational programs and practices should aliow for different kinds of
internal and external motivations for learning.

Education should use diverse means to achieve the universal ends of
humankind.

Educational practices should provide variety in learning experiences to
accommodate the variability in human growth and development.

Educational practices should promote the human dignity of all students.

Education shouid consider the role of cultural influences in human
growth and development.

for improvement: and (4) are citizens of a society interactively involved with

their social and natural environments. Students become more humane when
schools and teachers act as facilitators in their search for self-discovery, rather
than telling students what to think, believe, know, and do.

From these ideas emerges another key principle of education as a human
enterprise: students should be the primary architects of their own learning,
with teachers providing supportive guidance and assistance. When schools
accept these challenges and redefine their roles accordingly, they too will
become more truly humane institutions, with the human fulfilment of indi-
vidual students being the prevailing theme. This, in turn, will lead to a more
humanistic and democratic society (Hitt 1973).

Several familiar principles of U.S. education are derived from these
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values concerning the nasure of the process of growth and development
common to most individuals and its influence on educational decision muking,

Some of these principles are listed in Table 1.1,

(itizenship and Socialization

Phenix's writings illustrate how educational scholars integrate beliefs
about education for citizenship and socialization. In 1961 he published a
moral philosophy for school curriculum, which gave priority to socialization
and citizenship. Phenix suggested that the major principles of U8, education
could be discerned from the nation's democratic philosophy. In fact, educa-
tion is the foundation of democracy. and democeracey is the ultimate outcome
of education. Both are grounded in principles of treedom, equality, and
justice. These are essentiully moral impertives, since democricy rather than
being a political structure is more a philosophical ideal and social system in
which all individuals are considered to be equal in significant ways, However,
this does not mean that all people have the same abilities, interests, needs, or
circumstances. They are equal in being human, mortal, possessed of body,
mind. and spirit, and they are engaged in a continuing scarch for truth, right,
and goodness. The challenge of schools in a democratic society is to seck out
greater freedom and justice for the common good and to develop strong
feetings of national loyalty. Teaching and learning should be characterized by
analysis, reflection, didlogue. and social action. Even though the content of

this common good is not yet fully known or fully agreed upon,

cducation for democracy . . . should encodarage the habit
of sustained inguiry and the art of sincere persuasion,
and . .. confirm and celebrate faith in the priority . . . of
truth and goodness, in which the moral enternprise is
grounded (Phenix 19601).

Theretore, all parts of the educational process have o moral obligation to
maodel and teach principles of democracy.

Gardner (1984 made basically the same point as Phenix about the
interaction between text and context of educationad values and beliefs. He

explained that in a pluralistic society like that of the United States we should

s
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expect to huve a great deal of diversity of values. opinions. goals. and behav-
iors among individuals and groups with regard to personal priorities and the
common good. However, this does not mean that there is no consensus about
the aims of education for a democratic society, United States citizens from
different ethnic identities. social clusses, and culturad backgrounds support the
ideat vatues of peace. justice, freedom, humun dignity. equadity. and the

pursuit of excellence. Furthermore, Guardner (1984, 82-83) contended:

We beliere that men and women shonld be enabled to
achieve the best that is in them. cand we are the declared
enemies of all conditions . . that stunt the individual and
precent such fulfillment, '

Exactly what is “the best™ tor different individuals—and opinions about how 1o
climinate conditions that interfere with its realization—vary widety. Educa-
tional programs and practices should be conceived broadly enough to accom-
modate this diversity instead of imposing a few narrow visions of excellence
upon everyone.

Some educators lind it challenging to apply Phenix's mandates in
cthnically diverse and culturally pluralistic schoot settings. Their anxicety is
retieved somewhat by remembering that “there is nothing . . . intrinsically
incompatibie between democratic principles and multi-ethnic living™ (Sigel
1991, 3). Nor should we assume that students will tearn how to live democrati-
catly in a multicthnic, multicultural, and multiraciat society and world without
being taught how to do so. Al students must learn these skills, not just recent
immigrants. groups of color, children of poverty. or fimited English speakers.
They must learn to value the lives and cultures of different groups “without
blindly assuming that their own culture is superior. and therefore immune to
change or improvement™ (Sigel 1991, 63,

Shapiro and Purpel (1993) oftered a different viewpoint of the major
values that direct our society and schools, They suggested that capitalism is
the driving force that encrgizes all dimensions of society. Consequently,
approaches to schooting in the United States cannot be understood fully
without a carcful analysis of capitalistic values.

Cagan (1978) analvzed how US,individualism is shaped by o capitadistic
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philosophy that generates social relations that are competitive. egotistical, and
self-serving. She warned that "such relations are inimical to the development
of true individuality and human liberation and must be deliberately offset by a
pedagogy that adheres to collective goals™ (Cagan 1978, 228).

Bianchi (1975, 45) described capitalism as the “total environment in
which we are reared and conditioned.” not just an economic system. Its values
of personal initiative. competition, individualism. and consumerism are not so
much concerned with promoting the emotional. intellectual. ethical, and
cultural growth of individuals as they are with maximizing individual profits
and gains. Biznchi perceived these priorities as a variation of the social
Darwinist idea of “survival of the fittest.” which is contradictory to other U.S.
values that stress the creation of community among individuals. He explained
that “possession of material goods is still the clearest sign of fitness.” To
possess more is to be more worthy as u person™ (Bianchi 1975, 46—47). While

lip service is given to the ethics and morality of the techniques used to

Table 1.2
Principles of Education for Citizenship and Socialization

Public and free education is a basic human right of all children.

Education should teach students to become social change agents as
individuals and members of groups with common interests and causes.

Education for social consciousness, personal well-being, and
community building is essential for democratic citizenship.

Education for responsible citizenship involves cultivating knowledge.
values, behaviors, ethics, and morality consistent with democratic
ideals.

Education should model the values of freedom, equality, dignity.
enfranchisement, and justice.

Education should teach students to understand the interdependent
and interactive relationships between individuals, groups, and
environments.

Education should promote intolerance of all forms of discrimination.
oppression, and exploitation.

Education should teach students how to create national unity and a
common culture out of individual and group diversity.

Education should teach students to respect, value, and celebrate
individual ethnic, cultural, social, racial, and linguistic diversity.




Q

ERIC

PAFullToxt Provided by ERIC

Principles of General Educaliun/

become successful, respecting and protecting the humaneness of self and
others in the drive toward capitalistic success are minimized or ignored
entirely. “In this milieu, to be human is to be violent toward nature, self and
others. For only the respectably aggressive will possess goods, status and
selfhood™ (Bianchi 1975, 47).

Advertising is a graphic example of how capitalistic values are transmit-
ted. There is a persistent socialization subtext in all advertising that is as
important as the one designed to sell the product or service. According to
Shapiro and Purpel (1993), this subtext teaches consumers that the more they
buy. the happier and more fulfilled they will be, and the better they will be
able to deal with such fundamental human concerns as sociability, sexuality,
security, gender role identity, and physical well-being. Conversely, those who
are less able to buy can expect to be less successful, both as persons and
citizens.

In schools, students are taught similar values in many subtle and explicit
ways. They are nested in the emphasis we place on competition for grades,
awards and recognitions, test scores, and an academic caste system perpetu-
ated through tracking. The underlying message is that everyone can succeed
with proper skills and individual initiative. This idea is often expressed in
contemporary educational theory as “all students can learn.” However, not all
students do learn because some lack the necessary motivation and skills.
These beliefs are sometimes referred to as the “principle of meritocracy.”

Several specific principles of education related to socialization and
citizenship emerge from these explanations and similar ones found in profes-

stonal literature. They are summarized in Table 1.2,

Teaching and Learning

While principles of education about socialization, citizenship, and
humanism relate to the desired “products™ or outcomes of schooling, those
about teaching and learning focus on making “process features” most effec-
tive. They include beliefs about the best ways to facilitate learning of the
knowledge and skills essential for socialization, citizenship, and human -
development.

Most educators in the United States view teaching and learning as being
interactive and reciprocal. That is, the characteristics of learners and how they
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engage in the learning process are major factors in determining how teaching

is organized and executed. Other common thoughts about learning are:

(1) the level and quality of current learning are affected by prior experiences:
(2) learning is an active process in which students are engaged in creating.
selecting, and organizing information and experiences into new structures of
meaning: (3) learning is @ “whole™ process involving the “total™ persor:

(-i) learning is essentially a social process that requires learners to interact with
others; and (5) lczlrhing is enhanced by motivation, interest. and practice
(Hilgard and Bower 1975: Taba 1962).

Although learning is a social process. individual differences affect
learning significantly. Each individual brings & unique set of experiences to
learning situations, influencing how cach responds to current teaching encoun-
ters. Classroom programs and practices should build upon these personal

differences and preceding experiences. Because this continuity is an essential

Table 1.3
Principles of Teaching and Learning

Learning is more effective when the ways and environments in which children learn
match their personal preferences.

Providing academic access, equity, and excellence for all students is a moral obligation of
education.

Learning is more effective when students are involved in cooperative, coilaborative, and
mutually supportive experiences. .

Education should empower students through knowledge acquisition, moral conviction,
social consciousness, and political activism.

Child-centered program planning and instructional practices improve the quality of
educational opportunities and outcomes for all students.

Education should promote high standards and expectations of achievement for all
students.

Educational content and processes should reflect the perspectives and contributions of
ail citizens of the United States.

Diversity and flexibility in curriculum and instruction are needed to accommodate the
different readiness levels, developmental rates, learning styles, and intellectual abilities of
students.

Education should expand the personal, social, intellectual, and experiential horizons of all
children.

Relevant teaching methods and materials increase student mastery of content and skills
taught.

Positive self-concept and seit-esteem are necessary conditions and companions of
academic achievement.
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condition of learning. curriculum and instruction shoald provide cumulative
learning opportunities for students,

These concepts about learning have direct implications for planning and
implementing instructional programs. Taba (1962) identified several significant
ones. Fist. more importance is assigned to cognitive processes, understanding
contexts and relationships. problem-solving techniques. creativity. and inquiry
learning than to knowledge of isolated facts. Second. the act of learning is
viewed as a fransaction between the leamner and the content to be learned.
This means students question. explore. critique, and analyze all forms of
knowledge they encounter in the learning process. Specific content has
relative value. Itis important only to the extent that it is part of @ meaningful
context, serves a given purpose, helps to shape particular mental processes,
and leads to the formation of new ideas. Third, learning with understanding is

best achieved by using a variety of instructional materials and techniques that
Table 1.3 (continued

o Maximizing the human development of students requires teaching the whole child.

o Learning is easier and lasts longer when the tasks are developmentally appropriate for
the students.

o The quality of student learning efforts and outcomes should be judged on individual
merits.

o Mastery of basic literacy skills is imperative for all students.

o Critical thinking and problem-solving skills are essential to the personal growth of
individuals and the continual development of society.

« Transmitting the cumulative knowledge of humankind and the national culture to
students is a fundamental purpose of education.

o Learning generated from intrinsic motivation is retained longer than that stimulated by
external motivation.

o Education for social change is both desirable and imperative.

«  Learning with understanding is more thorough. permanent, and transferable than
learning that is by rote or by formula.

o Learning is culturally relative and is affected by significant influences from both the
macroculture and microcultures to which students belong.

o The contiruous search for scholarly truth is a valid goa! and characteristic of the
educational process.

+  Knowledge should be understood as a form of cultural capital and a significant source of
personal and social power.
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have personal meaning for different students. Fourth, frequent opportunities |
are provided for students to be active participants in the decision-making
processes about what, why. and how they will learn.

Walker and Soltis (1992) extrapolated other directions for designing
curriculum and classroom instruction from such common values of U.S.
culture as individuality, freedom, progress, conformity. and change. They
advised that educational goals and practices must offer a variety of teaching
and learning techniques in order to prepare students for “new conditions and
emerging social values . . . to cultivate knowledge, to sustain and improve
society, and to foster the well-being of individuals™ (Walker and Soltis 1992.
82). Each of these is important to some degree in the education of all students,
but how they are achieved varies widely. Thus. diversity in curriculum and
instruction is the best way to prepare all students for the wide variety of
situations and experiences they will encounter in life and to be effective and
responsible members of a democratic society. Embedded within these two
general ideals are several more specific roles for schools and teachers: facilitat-
ing intelligent and critical thinking: relating schooling to living: contextualizing
basic and cultural literacies for different groups and situations: perceiving
education as an instrument of societal development: and recognizing that it is
important for all students to learn a common core of historical. social. and
scientific knowledge (Walker and Soltis 1992).

Taba (1962, 25) added another perspective for identifying principles of

teaching and learning in the United States. She reminded us hat:

education must. and usually does. work in the cultural
setting of a given society, at a given time, in a given place.
shaping individuals in some medsure lo participate in that
soclety. . .. The decision-makers themselves are immersed
in the cultitre and therefore subject to the culturally
conditioned conceptions of bow educdtion is 1o serve that
society. . . . Education must adjust its aims and programs
to changing conditions . .. Without a continual reorienta-
tion 1o changing conditions, education becones unreal
and, in a sense, useloss because it does not prepare youth

Sor life's problems and responsibilities.
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Principles of General Educaﬁon/

From the ideas of Taba, Walker and Sé)]tis. Hilgard and Bower, and
others, including the individuals who participated in the informal survey,
emerged principles of education that addressed what knowledge is of most
value, the best ways of knowing. and the most effective ways of teaching.

Some of these are presented in Table 1.3 on pages 24 and 25.

Reflections and Applications

Several attributes of general education principles evolve from the discus-
sions in this chapter. First, they address elements of individual and social
development. For the sake of analysis, these were examined separately, but in
actual practice they are closely interrelated. It is almost impossible to talk
about values, goals. and processes of education for individual development
without placing these within some kind of social context.

Schools are doubly social in nature: they are created by society to
educate its youth, and the materials that constitute the core of school pro-
grams are drawn from the society in which they exist (Tuba 1962). These
retationships become more apparent in Chapters 3 to 5 as principles of
education for human growth and development, citizenship and socialization,
and teaching and learning are discussed in more detail.

A second attribute of general education principles is thewr close similarity
to the values of the national culture, Most educational principles are grounded
in the democratic ideals of freedom, equality, justice, and human dignity and
the capitalistic ideas of individual worth, competition, progress, and success.
This is not surprising since education is always culturally relative.

Change is a consistent theme in descriptions of our society and in visions
of U.S. education. Consequently. many educational principles are, third,
prescriptive, in that they emphasize “where we need to be™ as individuals and
as a society. They have within them elements of cultural transmission, social
transformation. and individual actualization,

A fourth attribute of principles of general education is evident in the
emphasis given to concepts about teaching and learning, Thoughts about what
is worth learning and how learning can best be achieved invariably focus on
pracess over content, skills instead of facts. and how to learn and teach rather
than what to learn and teach.

Several suggestions are offered below to help you to further clarify and
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extend vour understanding of the relationship between principles of general
education and principles of multicultural education. Others suggest ways to
begin to apply these understandings in classroom practice.

1. Now that you have had o chance to consider what selected educators
believe are the major principles of general education. compare them with your
own. Return to the chart entitled *Relationship of Teaching Behaviors and
Beliets™ (page 13) that you completed at the beginning of this chapter. Exam-
ine it carefully and compare your beliets with those identitied throughout this
chapter, and then determine what types of principles are embedded in cach.
Did vour beliefs and values about the goals and processes of education fall
into the same categories Chuman growth and development. citizenship and
socilization. and teaching and learning ) In the third column of the chart.
phace the appropriate category of principles opposite cach of vour suggested
behaviors and beliefs.

2. sometimes educational reform does not move forward as quickly and
successfully as it might because educators do not necessarily share @ common
vision and often end up working at cross-purposes. Is this the situation in
vour school environment? If you are already teaching. ask 15 to 20 other
teachers, counselors, and administrators to (1) identifv what they consider to
be the five most important kinds of content areas or skills students should
learn: and (21 explain the reasons for their choices. It vou are in college. the
same questions can be asked of students and professors in different areas of
specialization, such as education, engineering, liberal arts, and scienees. after
vou have collected the comments. compare them by respondents and their job
functions (i.e.. teachers with counselors and administrators). and by the
categories and types of principles Gle. human growth and development.
citizenship and socialization. and teaching and learning). Then, determine the
degree to which the different groups are consistent or in agreement.

3. Create a primer of “Ten Principles of Education To Guide Classroom
Practice.” Setect principles from those described in this chapter. Give two or
three examples of cassroom actions generated by cach of vour principles. For
instance. “Diversity and flexibility in curriculum and instruction are needed to
accommodate different readiness lesels, developmental rates, fearning styvles.
and intellectual abilities of students™ might be associated with these behavioral

examples: (D students can choose to wgites el or pecform their skill mastery

¢
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when [ do achievement assessment: (2) 1 routinely use several different kinds
of sensory stimulation (reading, listening. viewing, acting) to teach facts,
concepts. ideas, and skills: and (3) My students have frequent opportunities to
practice what they learn through individual assignments. peer teaching,
cooperative groupwork. and large-group instruction. You can involve your
students as active partners in creating the primers. Explain what each principle
means, Ther, ask yvour students to provide examples of your teaching that
they feet represent each principle. Or. depending on their maturity level, ask
them to extrapolate principles from vour classroom practices. This is a good
way to find out if vour students perceive vour instructional values and prac-
tices the same way you do. Once the primers are completed, distribute them
1o vour students and their parents as a means ol communicating your beliets
about the most important goals and values that guide vour classroom prac-
tices,

4. Develop a bibliography of children’s and voung adults” literature that
reflects the categories identified and claborated on in this chapter. Your
bibliography shoutd: '

o Huve a total of 10=15 entries distributed across the themes of human
growth and development, citizenship and socialization, and teaching and
lcarning.

e Include an annotation for cach enury, telling the theme iltustrated by
cach literature sample.

e Be pluralistic: entries should represent different ethnic, racial, and
cultural groups and experiences.

o Include multiple literary genres (novels, poetry. essays, dramt, short
stories, song hyrics) and titeriy categories Uiction, nonfiction. autobiogra-
phics).

Some of vour selections will probably deal with more than one of the
themes., but your complete fist should still include 10-15 items. You muay have
1o use i few professional books or articles. especially for the teaching and
Jearning theme. However, these should be the exception, since the focus of
the bibtiography should be children's literature. If vou teach middle school.
high school. or college students, have them analytically read the selections in
your hibliogeaphy to sec i they can discern the caltural values and educa-

tiomal principles embedded in them
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3

Perspectives and Principles
of Multicultural Education

In periods of crisis the question of the central function of schools in society becomes & -
subject of heated controversy, with the nature of the relationships of education to
society at the very core of that controversy.

(Taba 1962, 17)

y7 S

We need leaders and educators of good will, from all political and ideological persua-
sions, to participate in genuine discussions, dialogues, and debates that will help us
formulate visionary and workable solutions and enable us to deal creatively with the
challenges posed by the increasing diversity in the United States and the world. We
must learn to transform the problems related to racial and ethnic diversity into
opportunities and strengths.

(Banks 1994, 3)

mw
The mere mention of multicultural education evokes a variety of reac-

tions and images among educators. The reaction varies both within and
among groups of proponents and critics and ranges along a continuum of
intensity from gentility to militaney, from conserviative to radical. Some educa-
tors only pereeive problems with multicultural education and predict collisions
between it and the efforts and gouls of general education; others see comple-
mentary, enriching, and interactive relationships between multicultural educa-

tion and general education. The position one takes in this debate reflects

certain kinds of philosophical beliefs about the place of cultural diversity in

cducation, and that position has a profound cftect on the identification and
interpretation of the perceived values, henefits, nature, and purposes—that s,
the principles—of multicultural education.

What about you? How do you react when you hear the term
multicultural education? Do you feel doubt, joy, frustration, confusion, fear,
excitement, ambiguity, incompetence, or opportunity? Perhaps the term

evokes memories of specific experiences, such as a movie you saw. it lesson
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vou taught, a curricutum reform project in your school district. a professional
conference you attended. or o new student who just arrived in your classroom.
What kinds of images cross vour mental sereens? Might these include cultural
festivals, special holiday celebrations, hostilities among diverse groups,.
“rainbow coalitions™ with diverse groups engaged harmoniously in common
causes., or everyday people doing everyday things? Do you think of
“multicultural education as planting sceds of construction or of destruction. as
limiting or increasing the potential of individuals and society? Do you wonder
it your thoughts, feelings. and images are “correct.” and shared by other
teachers? Or. do you wonder if you stand alone?

If vou have not thought about these kinds of questions betore, take time
to do so now. If you have already begun to think about them, keep them in
the foretront of yvour mind as you read this chapter. The information presented
may affirm some of your thoughts and positions. clarify others. and provide
some insights that you have not considered previousty. At the teast, it will
undoubtedly demonstrate that you are not alone in whatever positions you
tuke on multicultural education.

This chapter explores some of the najor arguments for and against
multicultural education and its connection to general education. The focus is
more on the major principles than on the practices of multicultural education.
The intent is to explain why critics contend that these principles contradict
those of generat education and why proponents argue that multicultural

education and general education are highly compatible and complementary.

Parameters of the Controversy

Multicuttural cducation is a very controversial idea. and the debate over

it is gaining widespread national attention. It is controversial because there are
~o many different notions about what it is, how it shoulkd be implemented. and
where it fits into the overall scheme of education in the United States. It also
challenges how some of the nation’s most fundamentat value assumptions
have been interpreted and translated into action. Interest in it is becoming
more and more widespread, not because it is commonly accepted. but be-
cause ethnic and cuttural diversity is growing in magnitude and influence in all
segments of society. People in government. business, cconomic institutions.

religion. media, and the entertainment industry are asking questions about
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Perspectives and Principles of Multicultural Education

how to deal effectively with ethnically and culturally diverse issues and
audiences in their respective areas of interest. Consider, for example. how
frequently ethnic events dominate newspaper headlines and prime-time
television newscasts. Or how often businesses engage in “segmented nuarket-
ing” to make their goods and services more appealing to different raciad,

cthnic, and gender groups.

Changes occurring in the ethnic demographics of the United States are so

widespread and important that William Henry (1990) dubbed them “the

browning of America.” He suggested that increased tensions between ethnic
groups over economic and potitical resources are unavoidable. However, the
greater challenge of this diversity is “what it means to the national psyche, to
individuals’ sense of themselves and their nation—their idea of what it is to be
American” (Henry 1990, 30). Rather than accept without question the until-
now standard renditions of the histony of the United States and its culture,
these diverse citizens will more freely debate the sources of the nation’s
strength and success, the compositon of its unalterable beliefs, and the identity
of those with the right to define popular culture.

This is not the first time in the history of the United States that groups
and individuals who were denied access to nuinstream institutions and
opporturitics have questioned prevailing norms and practices. In fact, this was
the impetus behind the birth of our nation and its phenomenat rise to interna-
tional prominence. From Europeans who settled in the New World to escape
the quality of life in their native ands. 1o African skaves who refused to accept
bonckige as their destiny, to the Civil Rights Movement of the fast 40 years,
diverse groups have demanded that our society and institutions be inclusive
and accessible to all the peoples who contributed in their making.

A major paut of the controversy surrounding multicultural education
stems from questions about how to reconcile its emphasis on diversity with
the values of unity symbolized by the national motto, ¢ pluribus wnum.
According to Banks (1993), a leading proponent. the debate is framed by three
commonly held misconceptions—that multicubtural education is: ¢1) an
entitlement program and curriculum movement only for and about groups of
color, the powerless, women, and other “victims™ (2) contradictory to Western
cultural and democratic ideals: and €30 a divisive foree that will destroy the

mtionat unity, Other dimensions of the controversy revolve around questions
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such as: Will studying cultural differences aggravate existing hostilities be-
tween ethnic and racial groups or even create new ones? Aren't schools
obligated to teach a national common culture to all students? If we concentrate
on cultural pluradism in schools, will there be enough time left to teach such
fundamentals as literacy. critical thinking, problem solving, and the various
subject matter skills? How can teachers be expected to teach the culture of so
many groups when, in some instances, there are 15 or more different ethnic
groups and lunguages represented in a single classroom and even more in a
school? These questions are ut the heart of what might be called an ideological
or valuative debate, since they ask us to determine the “right™ and “best” ways
to educate students from a wide variety of ethnic and cultural backgrounds.
Davidman and Davidman (1994) identified six contributing factors

helpful in understanding the controversy surrounding multicuttural education:

As o reform movement, multicultural education punctures
theories and beliefs of individuals comfortable with and
interested in maintaining the existing social order.
Multicultural educators offer a new vision of what it means to
be an American, which threatens old notions of national
strength and unity.

Multicultural education challenges those individuals who view
the United States as 1 monocultural society built around
human values. Tt suggests that a universalistic, “one world,
one people” viewpoint is inflexible and promotes the cultural
cthnocentricism of European-Americans.

Multicultural education’s emphasis on equity causes some
people to perceive it as a threat, reducing the resources
available to other important programs.

Many people find the antiracist theme in multicubtural educa-
tion difficult and intimidating to embrace. They view teaching
about racism as a highly explosive and volatile undertaking
that they prefer to avoid.

The multifaceted nature of multicultural education generates
diverse conceptions that sometimes cause division among its

proponents. This apparent lack of consensus is often inter-
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Perspectives and Principles of Multicultural Education

preted by critics or skeptics as @ weakness that causes the

integrity and validity of multicultural education to be suspect.

Another major point of controversy can be added to the list provided by
Davidman and Davidman: Multicultural education challenges how the basic
assumptions and beliefs we hold about education in the United States are
interpreted and practiced. Many educators misunderstand this challenge and
conclude that multicuttural education is disavowing the beliefs themselves
instead of how they are understood and pricticed. A case in point is the idea
that all students can tearn and have the right to a high-quality education.
Multiculturatists support this belief as strongly as other educators do. Ditfer-
ences begin to appear in discussions about what to do in practice to achieve
it. Many educators feel thatall students should be exposed to the same
educational practices in the same ways to ensure high-quality learning oppor-
tunities. Multicultural educators believe that treating all students the same is a
philosophical mandate. not a practicat one. When it comes to classroom prac-
tices. variety and diversity of instructional methods that reflect cultural and
ethnic sensitivity must be used in teaching students from different racial.
social, linguistic. and ancestral backgrounds. Thus, advocates of mutlticultural
cducation argue that cultural diversity must be a fundamental part of alt com-
ponents of the educational process. including curriculum. instruction, adminis-
tration, counseling, evaluation. and school climate. and it must be aceessible
to all students.

By comparison, some critics contend that there is no place for cultural
diversity in the curriculum of public schools. They feel that the purpose of
public education is to teach students about the common national culture, with
an cmphasis on similarities and unity. Other critics concede that students
should fearn about cultural diversity, but they restrict the learning to lessons
and units added o existing curriculum. They would be receptive to selective
efforts to teaching about cuttural diversity, such as having a cultural fair of folk
customs and cuisines at the end of a social studies unit on immigration. They
would advocate adding hooks by Japanese-Americans, Latinos, Native Ameri-
cuns. and African-Americans to a language arts unit on novels, These critics
would wso limit learning about cutturad diversity to students in schools with

large percentages of students of color, such as Lurge urban centers, They see
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no place for multicultural education and cultural pluralism in suburban
and ruril schools with predominantly European-American student populations.

Many classroom teachers do not like to become embroiled in arguments
about educational ideals, preferring instead to focus on instructional strategies.
Yet educational vidues, ideuls, and behaviors are not separate entities: their
relationship is reciprocal. The beliefs and values that drive the controversy
surrounding multicultural education have a direct influence on decisions
educators make about curriculum design. instructional strategies, and teaching
materials. Therefore, it is imporant for all educators to be consciously wware
of what some of these beliefs and values are. The major points of contention
between critical and advociey perspectives on multicultural education are
summitrized below. This knowledge will help vou better understand your own
priorities, as well as why your school district and colleagues may preter
certiin strategies over others, including, perhaps, deciding to do nothing about

multicultural education.

Critical Perspectives

Skeptics and critics of multicultural education fall into four major catego-
rics—the consenvative right, the radical left. moderates, and the undecided.
Despite differences in emphasis and points of analysis. most critics of
multicultural education tend to center their arguments on what they consider
the negative social consequences associated with teaching about ethnic and
cultural pluratism and the questionable quality of multicultural scholarship.

Prominent iumong the conservative critics of mufticultural education are
Chester Finn, Dinesh 1Y'Souza, Diane Raviteh, Arthur Schlesinger, and Williium
Bennett. These opponents feel that muhticulwaral education contradicts the
busic purposes of U.S. schooling, which are: to teach students skills to partici-
pate in the shared national culture: to promote atlegiance to the vatues of the
nattion; to become competent in English: and to ensure national unity, They
see the demand that education include the contributions of all cultures and
ethnic groups s an attempt by racial minorities to destroy the Western Euro-
pean cultural heritage on which the United States was founded. A Drief

summitry of Schlesinger, Raviteh, and 1)'Souza’s speditic ideas on these general

Adssues is included here as representative of the type of arguments conservative

critics offer against teaching cultural diversity and multicultural educaion.
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The type of language Schlesinger (1992) used in The Disuniting of
Americd to express his views on multicuttural education is as revealing as the
substance of its messages. Schiesinger repeatedly used phrases like “cult of
ethnicity.” “new ethnic gospel.” and “multiethnic dogma™ to refer to the
increasing levels of ethnic group identity, association, activism. and demand
for multicuttural education, He conceded that “the eruption of ethnicity™ has
had some positive consequences, such as helping Americans realize that they
are citizens of a shrinking world and that there is a need to learn much more
about other races, cultures, and countries. But he pointed out that when
carricd to extremes. emphases on differences can have serious negative
effects. Schlesinger identified some of these as rejecting the vision of unifying
individuals from all natonal origing into 4 single nation and culture, decreas-

ing interest in integration and assimilation, and increasing levels of segregation

and separatism among cthnic and racial groups. He stated that these demands

have already transformed the United States “into a0 more segregated society
. imposed ethnocentrie. Afrocentric. and bilingual curricula in public

schools . .. filled the air with recrimination and rancor and have remarkedly
advanced the fragmentation of American lite” (Schiesinger 1992, 130). As a
result, rucial prejudices are being nourished. and antagonisms between groups
are flourishing. He also said that cultaral diversity is the aspiration of only a
few ethnic individuals because most “American-born members of minority
groups, white or nonwhite . . still see themselves prinarily as Americans”
(Schlesinger 1992, 19). even though they muy selectively cherish their particu-
lar cultural heritage.

Raviteh (1990) agreed with Schlesinger’s contentions that advocating
cultural diversity is a threat to national unity and cohesion. She callted the
demands by groups of color for the inclusion of their histories. cultures, and

contributions in school curricuty “ethnic particularism.” She deseribed it as an:

‘wnabashedly filiopictistic notion which teaches children
that their identity is determined by their cultiural genes.
That something in their blood or vace memory or their
crltieral DNA determines who they are and whel they mey
achicre That they must innmerse themselves in their

native” cudtire in order o anderstand subject matier thet
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is taught in school. That the culture they live in is not their

native culture. That American culture is Eurocentric

and therefore hostile to anyone whose ancestors are not European (Ravitch
1990, 46—17). In her estimation these demands deny the fact that ethnics of
color are a part of mainstream LS, society. and they may actually damage the
self-esteem of racial minority children and intensify their sense of
marginalization in the national culture.

I>'Souza (1991) presented his criticisms of multicultural education in
Hliboral Education. They evolved out of his assessment of college-level ethnic
minority and women studies. 1Y'Souza described these programs as “bullying

pedagogy” und “tyranny of the minority.” creating a “monolithic ideological

focus that places minority sentiments on a pedestal while putting majority

ones on trial” (1991, 214=15). He questioned the intellectuat rigor of these
programs and suggested that they are more “ethnic and female cheerleading”
than scholarly investigations. He supported the contention of other critics that
the study of cultural differences is divisive and is intended to destroy the
European-based heritages of the United States,

At the other end of the spectrum of opposition to multicultural education
are leftist critics. Referred to in the professional titerature as “the radical
critique.” these opponents have been much more vocal in Englund. Canada,
and Austradia than in the United Sttes. Among the leading spokespersons are
Brian Bulivant (1984: 1986) from Australia, Mike Cole (1992) and Chris
Mulard (198 D) from England, and Cameron McCarthy (1988) from the United
States. They believe multicultural education does not deal aggressively enough
with race. class, and gender oppression, potitical and economic inequities, and
the institutional structures of society. Instead, it places too much emphasis on
cultural studies. race relations, insignificant cultural artifacts Gsuch as folk
heroes, festivals, foods. holidays, and traditional practices). isolated historical
events, and improving self-concepts. Radical critics deery as simplistic and
naive the assumption that teaching children of color about their cubtural
heritage will improve their academic achievement and altimately fead to better
cmplovment. To them these emphases are “trivial pursuits”™ that ignove the
more important issues of power. poverty, and racism in education and their

pervasive negative influences for ethnic minorities. McCarthy (1988, 269)
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added that “by focusing on sensitivity training and on individual differences.
multicultural proponents typically skirt the very problem which multicultural
education seeks to address: WHITE RACISM.” Multicultural education creates a
convenient smokescreen or illusion of change that allows the dominant society
to continue to deny minority groups the political power and economic re-
sources needed to improve the quality of their lives. It placates ethnic minori-
ties and lulls them into the false belief that cross-cultural understanding will
lead to more social equity (Bullivant 1984: 1986: Cole 1992; McCarthy 1988),
Therefore. 4 more appropriate programmatic goa! and focus for schools is
antiracist education. All curriculum content, learning experiences, and instruc-
tional strategies should emphasize liberation for oppressed groups, social
action for social justice, redistribution of political and cconomic power, and
developing skills for combating the insidious ways in which racism is prac-
ticed, maintained. and reproduced (Cole 1992; Leicester 1992: Troyna 1987).

John Ogbu’s (1992) criticisms of multicultura! education represent a
moderate position in comparison with those of the conservative right and the
radical left. An anthropologist who studies the relationship between education.
ethnicity, and social class, Ogbu is known for his distinctions between volun-
tary and involuntary minorities. His critiques attend more to pedagogical or
instructional issues than those of many other critics. In two recent aicles.
Ogbu (1991; 1992) expressed strong reservations about the academic potentizl
of multicultural education. He doubted whether it would bring about any
appreciable changes in the academic performance of those involuntary racial
minority groups, such as African-Americans, Latinos. and Native Americans.,
who traditionally have performed poorly in schools. His reasons for taking this
position included that multicultural education: (1) tends to ignore the responsi-
bility of ethnic minority students for their own learning: (2) is rarely based on
thorough studies of minority groups within their own cultural communities; (3)
does not distinguish clearly between minority groups who achieve academic
success and those who do not; and G is not sufficiently informed about how
the home cultures and Linguages of racial minorities aftect their learning
cfforts and outcomes,

A fourth group of cducators who are not unequivocal supporters of
multicultural education might be called the “undecided.” They are more

skeptical than critical, These individuals are not so much philosophically
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Chapter 2

opposed to multicultural education as they are genuinely puzzled about how
to implement it in the classroom. They may recognize that the education
system is failing to meet the needs of some ethnically and culwrally different
students and that an undercurrent of racial hostility prevails among students,
but they do not know what to do about these problems. This was the situation
at a middle school in Bellevue. Washington, which appealed to me for help.
The principal explained that the ethnic diversity in the student population had
changed radically in the last two years. Most members of the teaching staft,
which wits 99 percent European-American. were encountering for the first
time in many vears of professional experience Africian-American, Latino.
Korean-American, Filipino-American. Cambodian-American, Vietnamese-
American. and Laotian-American students. The students exhibited attitudes and
behaviors that the teachers did not understand and that they often perceived
as negative and hostile. Some teachers actually feared the students.

The teachers were genuine in their appeal for help. yet they were
reluctant to aceept suggestions that the solutions to their problems might be
found in applying multicultural education strategies in their teaching and
interactions with students. Explanations of strategies. such as using culturally
different examples and materials to teach concepts and skills and changing
teaching techniques to match ditferent ethnic learning styles were met with
skeptivism. Teachers raised predictable questions about whether these strate-
gics might: lower academic standards: seem unfuir and discriminatory: cause
European-American students to resent being left out: and cause students of
color to feel teachers are intruding in their lives, These are common responses
of European-American teachers to mutticultural education (Howurd 1993).
Embedded in these reactions are denial. fear guilt. and even hostility.

Educators with these kinds of reactions and concerns are so confused.
uncertain, overwhelmed. or overburdened that they hardly know what to do.
They often take the course of least resistance. which is to do nothing different
from what they have always done. They reason that students are all alike
because they are human beings: theretore. all of them should be treated the
same. Or. they heeome susceptible to the persuasions of the conservative
critics who see multicultural education as a threat to high-quality education

and unity in our society
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Advocate Perspectives

Many. but by no means all, of the nationally recognized proponents of
multicultural education are scholars and educators of color. Their counterparts
in England. Australia, and Canada frequently align themselves with the
antiracist education movement. Unlike the critics whose arguments hinge

primarily on social issues, the advecates tend to focus their explanations in

support of cultural pluralism and its potential for improving teaching and

learning. Social benefits are important. too. but not the prinary goal.

Proponents of multicultural education claim that it is. at its most funda-
mental level simply an attempt to bring education closely in line with a basic
characteristic of the human condition and our society: cultural, racial. ethnic,
and social diversity exists! The national unity procluimed in statements tike
“one nation indivisible, with liberty and justice for W™ and e pluribus wiom is
still more of a vision than o reality. As Barber (1992) explained. diversity is, at
once, i prominent virtue, a source of pride. a brave boast, a troubling reality.,
and an unsettling problem that complicates and muddles what it means
culturally to be an American and a citizen of the United States. Banks (1993,
23y added that while the United States may be one nation politically. sociatly it
is deeply divided along racial. ethnic, class. and gender lines: “Multicultural
cducation is designed to help unify a deeply divided nation rather than o
divide a highly cohesive one.™ It supports the national ideal of e pluribus
tonina but demands that the standard of wnren be changed from the current
Furocentric dominance to o composite or confluence of ethnic and cultural
pluralism. This new standard for creating national unity out of diversity is what
Asante (1991-92) envisioned as “pluralism without hicrarchy.”

Asante’s (1991 1991-92) nonhicrarchical. equal-status approach to
cducation challenges the notion that because European-based culture is the
nutjority one in the United States, it is inherently superior and universally
correct and should be imposed upon other groups. Multicultural education
celebrates the rich tapestry of all the peoples, cultures, and traditions that
comprise the United States by studying the heritages and contributions of
people of color, the poor, and females along with those of” European-
Americans, the middle cliss, and males. In this regard, multicultural education
works to “close the gap between the Western democratic ideals of equality

and justice and societal practices that contradict those ideals, such as discrimi-

.
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nation based on race. gender. and social class™ (Banks 1991-92, 32). Virtually

all proponents of multicultural education endorse this approach to the study of
cthnic, soctal. and cultural diversity.

The declaration that there is “no one model American”™ made more than
20 vears ago by the American Association of Colleges for Teacher Education
(AACTE) (1973) is o ceniral theme in multiculturat education and one of the
two mjor arguments in favor of including information about different ethnic
and cultural groups in school curricula and diversifying instructional strategices
to accommodate a variety of ethnic and cultural learning styles. The other
argument is the indisputable fact that no two human beings are totally identi-
cal. According to Butts (1978, 375) the incredibly wide variety of peoples.
cultures. and experiences that comprise humankind are “the essential ingredi-
ents of both democracy and personal development.”™ Since educational systems
are integral parts and reflections of the societies in which they exist, and U.S.
society is composed of so much diversity. there is no choice but for its schools
to be culturalty pluralistic. Therefore, multicultural education is a viable way
for schools to fulfill their funciions of socializing students into the national
culture and providing thene with the very best education possible.

Multiculturatists believe that knowing, appreciating. and paticipating in
different cultures will lead students to agree with Martin Luther King. Jr.. that
“We are caught in an inescapable network of mutuality: tied in asingle
garmene of destiny. Whatever affects one directly. atfects all indirectly™ Gin
\V:is‘hingum 1956, 210). Furthermore, these reciprocal interactions enrich
individuals and socicety. make life more interesting, stimulating. and exciting:
and provide more solutions to social and personal problems than are possible
in monocultural systems (AACTE 1973: Pai 1984).

Multicultural education’s goals for schools are not radically different from
those embedded in the ideals of TS, democratic values. But. multicultural
cducation asks that they be reinterpreted within the context of cultural diver-
sity. Multicultural education demands that schools “expand their coneepts of
political and cultural democracy o include large groups of students who have
been historically denied opportunities to fully realize American democratic
values and ideals™ (Banks 1984, 63). Asante (1991-92) proposed achieving this
expansion by “centering” children in their own cultural traditions in order to
nuke the educational process more effective for culturally diverse students.

o
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Asunte explained that genuine “centric” education provides to African-
American, Asian-American. Latino. and Native American children similar kinds
of learning opportunities and experiences that are provided for European-
American children: to know their own cultures, to learn in styles that are
familiar to them. and to attend school in settings that celebrate their heritages.
This is reasonable since “children who are centered in their own cultural
information are better students, more disciplined. and have greater motivation
for schoolwork™ (Asante 1991-92. 30). The use of cuttural examples from
dgifferent ethnic groups in teaching and learning enrich the educational experi-
ences of all students.

Critics are correct when they say that multiculturalists place a heavy
emphasis on cultural understanding within and among racial, ethnic. and
social groups. But, they are wrong in contending that these emphases concen-
trate on cuftural trivia and exoticism. Proponents of multicultural education
advocate comprehensive analyses of the cultural heritages of diverse ethnic
groups. However. sometimes multicultural practices are not consistent with
theoretical ideats and focus too much attention on obvious and superficial
symbols, artifacts, customs. and traditions of cultures. Critics often emphasize
this in their opposition,

However, both eritics and advocates of multicultural education seem to
forget the lag between educational theory and practice and the difficulties
associuted with implementing educational innovations. Implementation
involves: a complex interplay of teacher beliefs, knowledge, experiences. and
skills: the availubility of teadership. curriculum, and resources; the school and
community context; the existence of a supportive infrastructure; and a
plethora of daily demands and constraints of operating classrooms. Often
when philosophical ideals are filtered through these “reality screens,” the
results are less than the vision constructed in theory. The situation is compli-
cated further by the fact that educators are frequently placed in situations
where they are expected to implement multicutiural education without having
had adequate professionad preparation and training,

Multicultural advocates believe that the cultural heritages of ethnic
groups in the United States are not mutually exclusive or irreconcituble.
Rather. they are closely interretated and enriching of cach other, One simple

but significant indication of this belief is the way that multiculturalists routinely

5

] e
r d)




(hapter2

identify their various constituent groups. They consistently evoke their dual
identities, referring to them as Mexican-Americans, Jupanese-Americans,
African-Americans. Chinese-Americans. Italian-Americans, and so on. rather
than as Mexican, Japanese. Chinese. African, and Itadian. This is revealing
testimony to their commitment o cultwral dualism—to pliribus and win.
unity and diversity, o differences and simitaritics among and within ethnic
and cultural groaps. Tt bcrsoniﬁcs the belief of multiculturatists that the
cultural heritages and experiences of different ethnic and social groups ary
legitimate and valid, and that they enhance rather than diminish individuals
and society.

sigel (1991, 7y explained further that these “cultural pluralists envision an
organic relationship in which the individual freely partakes of his or her own
distinctive heritage. but also becomes an integral part of the history and
experience of the common culture.” The position statement of the Association
for Supervision and Curriculum Development Multicularal Education Commis-

sion included a similar argument. explaining that multicultural education:

recognizes the vight of different cultires o exist. as
separate and distinet entities. and acknowledges their
contribution to the socictal entity. It evolves from fitnda-
mental wnderstandings of the interaction of dicergent
cultieres within the cultiire of the Uniited States CASCD
19770 3,

Others, such as Darder (1991 Banks (1988), and Ramirez and Castaneda
(197 0, referred o teaching students skills needed to function in the national
culture and different ethnic cultures simultancousty as helping students
become bicidtral. All of these emphases belie the contentions of erities that
multicultural education opposes national identity. loyvalty, and caltare.

Multicultural education rejects the notion that our cultural standard and
cource of knowledge is universal and absolute. Instead. it promotes an ¢thos
of critical analvsis that subjects all Ginons of knowledge to thoughtful and
thorough interrogation “Fhese orientations embody the featares of critic al
inquiry that Barber 11902y descrbed He espliined that any version of T8

hestory . culture, and development that cannot withstand sharp interrogation is
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worthless. To question whether the history, culture, and life of the United
States include sufficient and appropriate representations of the contributions of
descendants of Africans, Native Americans, Asians, Pacific Islanders, Latinos,
Jews, and Pakistanis does not mean that those of Europeans will be automati-
cally denigrated or rejected. Nor does it mean that one or some of these
groups will be indiscriminately glorified. Rather, all groups™ contributions
should be carefully scrutinized in order to gain greater knowledge of the
human genius and o present @ more balanced and accurate rendition of the
story of the United States (Hilliard 1991923,

Advocates also contend that multicuttural education is simply “good
education” for students living in an ethnically, culturally, and racially pluralistic
society. On this point Suzuki (1979, 50) explained that multicuitural education
“hasically amounts to sound educational practice coupled with a vision for a
hetter society.” It has all of the elements that constitute principles of good
pedagogy. such as relevance, developmental and contextual appropriateness.
validity, significance of instruction, and teaching the whole child. Additionally,
it places these ideas within the context of a wider range of social and indi-
vidual diversities than do traditional educational programs and practices.
Multicultural education visualizes an interactive, reciprocal. and full partner-
ship between components of cultural diversity and principles of good quality
teaching, Out of this relationship emerges an educational environment where
more students are actively and intellectually engaged in the leaming process
and are empowered through self-knowledge. affirmation. and high levels of
academic achievement.

As “education for freedom.” multiculturatism works to liberate individu-
als, groups. and society from the shackles of oppression, exploitation. and
cthnocentrism. This is done by developing a moral. ethical, and political
commitment to individual, group. and culwaral equality: developiag skills
needed to function well in multicultural settings: and promoting democratic
living within and among culturally pluralistic groups and communities. Parckh

(1980, 20-27) explained this perspective of multicultural education as:

it attenmipl 1o refease a child front the confines of the

cthuocentric straitjac ket and to aieaken bing to the

existence of other ciltires. societios aned wavs of tife aned
ol
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thougbt. It is intended to de-condition the child as much
as possible in order that be can go out into the world as
[free from biascs and prejudices as possible and able and
willing to explore its rich diversity. . . . Multi-cultural
education is therefore not a departure from, nor incom-
patible with, but a further refinement of. the liberal idea of
education. It does not cut off a child from bis oun culture;
rather it enables bim to enrich, refine and take a broader
view of it without losing his roots.in it.

These notions of multicultural education are a natural complement to
other conceptions of it as a means of including cultural diversity in school
curricula or of giving voice to diverse peoples so that they can tell their own
stories. All of these are important dimensions of the freedom, equality, em-
powerment, inclusion, and justice of culturally diverse people in the United

states to which multicuttural education is committed.

Principles of Multicultural Education

The multicultural education principles included here emerged from two
sources: the general education principles identified in Chapter 1 restated to fit
within the framework of culiural pluralism; and the values and beliefs about
the importance of including the cultures, experiences, contributions, and
perspectives of different ethnic, racial, cultural, and social groups in school
nrograms and practices. Chapters 3 to S examine how general education
principles can be multiculturalized™ or modified for a culturally pluralistic
framework. Six examples are presented here to illustrate what the “transla-
tions” will look like. They will afert you to the complementary relationships
between general and multicultural education that are developed in Chapters 3
to .

You might “pretest” your understanding of the discussions to come by
trying some “translations™ of your own. Space is provided in Chart 2.1 for this
exercise. See if vou can create four examples. A review of the ideas discussed
in Chapter 1 may be helptul in completing this task. Below are some ques-
tions to ask about your cfforts to “multiculturalize™ general education prin-

ciples (positive answers to them mean that your efforts are successful): Do the

N
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Chart 2.1

General Education

Multicultural Transiation of General Educational Principles

Muiticultural Education

1. Teachers should build upon and expand
the {earning potential and style prefer-
ences of students.

Teaching styles should match the learning
styles of different ethnic individual and
cultural groups.

2. Education should facilitate the self-
acceptance of students.

Education should help students accept their
ethnicity as an essential component of their
personal development.

3. Education is necessary for social
consciousness, democratic citizenship,
and personal well-being.

Knowledge about cultural, racial, and ethnic
diversity is needed for citizenship in a
democratic and pluralistic society.

4. Education should promote intolerance for
all forms of discrimination and oppres-
sion.

Students should be taught an ethic of socia!
justice tor cufturafly diverse groups and
individuals.

5. Relevant teaching methods and materials
increase learning.

Multicuftural content, experiences, and
perspectives improve learning for culturally
different students.

6. Education should transmit the cumulative
knowledge of humankind.

Students should learn about the contribu-
tions that diverse groups and individuals
have made to humankind and culture in the
United States.




PAFullToxt Provided by ERIC

Chapter2

translations incorporate culturally pluralistic values? Do they encompass
elements of both general education and multicultural education? Are the
transtations inclusive of many different ethnic groups. including European-
Americans and groups of color? Do the translations place general educational
ideas and values into multicultural contexts?

Multicultural education provides a specitic context. arena. or point of
reference for general education ideals applied to particular constituent groups.
However. their essential meanings remain the same. To illostrate: Multicultural
education may translate the general idea that “students learn more easily from
materials that validate their personal experiences™ into -instructional materials
that present positive views of different ethnic and social groups increase the
learning of students who are members of theae groups.” This content and
context relationship is similar to those that exist between universal and
particular, ideal and reality, abstract and concrete, and theory and practice.

Efforts to translate commonly held beliets about teaching and learning
into the context of specific groups™ cultural orientations. life experiences, and
social conditions are often stymied because many educators either do not
understand or do not see the validity of the multicultural screens. They assume
that when general educational principles are screened through the lens of
cultural diversity. their meaning is destroyed. A case in point is the confusion
surrounding multicultural educators’ proposals that culturally sensitive instruc-
tional techniques be used to achieve common learning outcomes for ethnically
different students. This appeal is often misunderstood as either discriminating,
against or lowering academic standards for Latino, African-American, Asian-
American. and Native American students. Quite the contrary is true. Students
from diverse backgrounds who have different learning styles require variety in
teaching techniques to master the same academic skills at similar levels of
proficicncy. Understanding the relationship between general and multicultural
education can help prevent such confusion and can help educators find ways
to improve the quality of education for all students. This need grows in
importance as the popukition in U.S. schools and society becomes more
ethnically, racially. culturally. socially, and linguistically pluralistic.

In addition to sharing the principles of general education, multicultural
education espouses some unigue principles that emerged from a review of its

leading proponents” publications. Most writings on multicultural education are

61
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pedagogical: they deal with issues and techniques of teaching and learning.
Consequently, they are not easily separated into categories such as cducational
psvchology. sociology. and philosophy: they tend to incorporate elements of
all of these. The educational principles that emerge from these writings reflect
this synthesis. The multicultural writings reviewed were chosen in the same
way. and tor similar purposes, as those about general education. They are
highly sclective. and illustrate how leaders in the field conceptualize educa-
tional values. content. and processes related to ethnic and cultural diversity.
The review of multicultural education scholarship revealed tour catego-

ries of vidues and beliefs about the role of cultural pluralism in U.S. education:

1. Cultural background and cethnic identity are critical determinants of
human attitudes, values. and behaviors in all settings. including
teaching and fearning,

Racial. cultural, and ethnic biases permeate schools and society. and
thereby minimize individual and social potential.

The diversity that characterizes individuals and cultural groups
requires @ plurality of instructional programs and strategics. if educa-
tion is to be most effective for all students.

The ethnic identity and cultural backgrounds of students are as
important as their physical. psyehological. and intetectual capabilities

in planning and implementing effective educational programs.

The obsersations of Pai (1980, Novak (1975). Kimball (1978), and Hall
(197 iltustrate the significance of culture in teaching and learning. Pai
explained that because culture is so much a part of what people say and do.
for educators o ignore. demean. or reject its influence on student behaviors
constitutes an act of psychological and moral violence. o legitimize the
significance of only one cultural system Gas is most often the case in US,
schools when only the Eurocentric nainstream culture is studied and valued)
is to engage in cultural hegemony. Novak and Hall suggested that culture
determines our thoughts, actions, emotions. and values and creates the
standards of aceeptability for all of these. According o Kimball. cultural
perspectives and experiences provide the screens through which hunun

potential is filtered, interpreted. and made meaningtul.
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Mason (1960) offered excellent advice to teachers: referring to the critical
role of culture in the educational process, he noted that since society's values,
traditions. and controls influence the personalities of its members, the best
way to understand individuals is to study the societies and cultures in which
they live. Furthermore, culture is a powerful medium through which teaching
and learning are mediated. Educators whoe understand the cultures of diverse
students are likely to be more successful in teaching them than those who do
not make the effort to understand.

Other educators, such as Shade (1989). Boykin (19806), Ramirez and
Castaneda, (1974), and Darder (1991), suggest that many individuals from
different culturil. ractal, ethnic, and social groups are bi- or even tricultural. If
teachers are to understand the cultures and personalities of these students,
they need to become familiar with their primordial backgrounds. They cannot
assume that African-American, Asian-American, Latino, and Native American
students have no culture other than the one they share with mainstream
society. Social class, nationality. gender, language. and length of residence in
the United States are other key factors that influence how the “raw materials”
of culture are applied and expressed in human behavior, Teachers must
understand how all of these affect the personalities and potential of their
students,

Schools have cultures, too. and the educational processes they use are
cufturally determined. Students and teachers bring all of their cultural experi-
ences, perspectives, and screens to the classroom with them. Often these
cultures conflict with each other. and learning sufters. This point was ex-
plained cogently by Spindler (19873 and his associates: they concluded that the
greater the extent to which there is cultural incompatibility among students,
teachers. methods, materials, values, and expectations. the more likely the
cducational process will be less successtul tor everyone, Several researchers,

including Boggs, Witson-Gegeo and McMilien (1983), Boykin (1982), Cazden,

John, and Hymes (1983), and Greenbaum (1983%), found this to be the case

with Native Hawatian. Native American, Latino, and African-Americin students.
These findings suggest that the emphasis multicultural education places on
nmuttching the home cultural styles of diverse students with those of the school
is o viable way to improve the quality of their learning,

Another argument that multiculturalists use as a basis for generating and
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justitying principles ot education for cultural diversity is the effect of wha
Cortés (199D and Gollnick and Chinn (1990) called the “societal curricutum”™—
the attitudes, values, and images of culturally different groups portrayed in
popular culture and transmitted to schools. Untortunately. most of these
continue to be negative and stereotypical. Even though they may be more
subtle than blatant, more benign than malicious, and more incidental than
intentional, the negative consequences are nonetheless devastating. For
example, the image feft by prime-time television programs and advertising is
that only Anglo-Americans and Aftican-Americans five in the United States
since they are most often the only groups portraved. African-Americans who
appeitr as regulars in programs that are not predominantly Black rarely are
involved in sustained and stable family and intimate relationships. The subtle
message is that these do not exist in reat life,

A closely related image and frequently used metaphor for African-
American males that appears in popular culture and academic scholarship is
~an endangered species.” No other group is referred to by a designation
usually reserved for animals, Descriptions and rote functions of Native Ameri-
cans are translated into negative stereotypic images and used as maseots for
high school, coltege. and professional athletic teams. Thus, sports news tells
about the feats and failures of the Braves, Chiefs, Indinns, Warriors, and
Redskins. Automobile manufacturers get into the act by giving tribad names to
their products such as the Navaho truck and Cherokee jeep. In other in-
stances. groups of color, the poor. females. and other ethnic minorities are not
represented at alll These oversights are especially: prominent in those formal
structures of society that have high social and power status such as law,
politics, and business. Cultural, ethnic, and racial diversity are far more evident
in other areas of society that are popular but of relatively low status with
respect to power and influence in shaping policy tsuch as the food. fashion,
entertainment, sports, and tourism industries).

Schools mirror these trends, and thereby perpetuate social class, racial,
gender, and cultural inequities in several ways, One is refegating the teaching
ol cuttural diversity and multicultural education to special events, celebrations
and ceremonics. and to what some people consider low -status, “low capital
value™ subject arcas, such s social studies, literiture, humanities, and the fine

ans, Another is the overrepresentation of African-Americans, Latinos, Native
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Americans. and poor students in low-level curriculum tracks (e, general
cducation uas opposed to college prep or office and secretarial preparation
instead of business management). low-status courses (general math versus
algebra or caleulus). vocational education. and special education. A third
discriminatory practice is the continued use of standardized test scores 1o
assign students to gifted. talented. and Advanced Placement (AP) courses
despite evidence gathered over a tong period of time that shows most groups
of color and students of lower sociocconomic status score significantly lower
than their Anglo and middle-class counterparts, The only deviation from this
pattern oceurs with Japanese-. Chinese-. and Korean-Americans whose test
scores are comparable o European-Ameticans in most academic ireas tested.
However. they do not score as well on tests mensuring social, communicative.
and interpersonal relations.

Practices like these ereate an academic caste svstem in which Latinos,
African-Americans, Native Americans. and females are repeatedly disadvan-
taged. and European-Americans (especially males) are consistently
advantaged. They violate principles of equality and justice in the rules, strue-
tures, and procedures of schooling that regulite the quality and distribution of
learning opportunitics. These practices are analogous to the employment of
disproportionate numbers of individwils of color and poverty in minimum
wige. entry levels and unshilled jobs in society.

Inani Perry (1988). a fifteen-year-old African-American student. retlecting
on her experiences in public and private schools. oftered poignant personal
observations about the kind of academic discrimination experienced in
schools even by achieving students of color. She described transferring from
an upper-chiss private school. where she was one of the few minority stu-
dents, into upper-tevel classes in o multiracial school where she continued to
be one of the very few.™ In the public school. she observed and experienced
a kind of teaching that emphasized form, formulas, facts, and behavior instead
of learning significant knowledge. exploring ideas. thinking critically and
analvtically, and being creative, Well-behaved meant “abways taking the
teachers word as absolute truth and never questioning the teacher’s authority.
Tlos definition of well-behaved is of course culturally based and can be in
opposition (o cultures of Black and Hispanic students™ (Perry T988. 3330 Perry

concluded that this neglect of intellectual development. based on teachers”
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assumptions that students of color are less intelligent. tails to establish cultur-
ally sensitive relationships between students and teachers, and trains students
for tow-powered and menial jobs.

These practices were especially prevalent with African-American. Latino,
and Native American students who retained strong ethnic identities and
cultural characteristics. Several authors have written detaited descriptions of
virious aspects of groups” enttures that conflict with the normative values.,
rules. and structures of schools, which Gay (1991) summurized.

The higher incidence of disciplinary referrals for Latinos and African-
Americans means that they are removed from the instructional process more
often than other students. School rules enforced more rigorously for certain
students aggravate racial tensions and hostilities and raise questions about
racial inequities. One such case occurred in a high school in Anchorage.
Alaska. While visiting this school. T learned that the African-American students
(mostly male) were irate about being punished for “hanging on the walt.”
They could not understand why the principal established a rule that prohibited
students from congregating in a particular hallway before and after school.
According 1o them. they were not rowdy. foud. or causing any trouble. This
wis just a place to gather and visit with friends. The students felt the rule was
particularly unbuir to African-Americans, since the school had established for
other ethnic groups (such as the Native Alaskans and Latinos) a place and
time to meet. No similar provisions were made for African-Americans, so they
began “hanging on the wall”

The frequent and penasive occurrence of these kinds of academic and
disciplinary discriminatory practices in schools provide multicutturalists with
persuasive reasons for the principles they offer. Suggestions for promoting
cultural - quity, ensuring equat aceess o high-status knowledge tor all stu-
dents. teaching students to become social change agents, and desveloping an
cthic of humin dignity and social justice come directly from these “societl
and symbolic carticula,™ All students. not just those who are poor and from
groups ol color, are victimized by cthaoic and sodial class bias in curriculum
content, by the faiture to learn skills for cross-cultural interactions, and by nol
understanding hiow the lives of ethnic individuals and groups in the United
States are dosely interrelated. Therefore, multicultural education should be

intused throughout the entire curricula of all schools (Suzuki 198 0. Further-
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more. eliminating discrimination and providing for equity in the educational
process require comprehensive and complex efforts throughout the infrastruc-
ture of the schooling system (Banks and Banks 1993). This is why proponents
o muliicultural education believe thut systemic institutional change is neces-
sary to ensure the full participation of culturally diverse groups is fundamental
to the effective implementation of multicultural education and reform of
society.

From these values and beliefs emerge several principles of multicultural
education that reinforce and extend the ones shared with general education,
They are grounded in the coneepts of cultural cquatlity. cultural compatibility.
cducation as a cultural process. and reciprocity between cultural equity and
educational excellence. These principles are summarized in Table 2.1 below.
In the remaining chapters they are integrated with discussions of the relation-

ship between general and multicultural education.

Tabie 2.1
Specific Principles of Multicuitural Education

Multicuttural education is appropriate for all students. subjects, grades, and school
settings.

Cultural diversity is a normal trait of our society and humankind; cultural pluralism,
therefore. should occur routinely in the educationat process in order to accommodate
and value diversity. :

The close interactive relationship between culture. ethnicity. and learning validates the
need for multicultural education.

Multicultural education is a valuable and valid tool for achieving educational access.
equity. relevance and excellence for culturally different students.

Teaching culturally different students is more effective when it is culturally
contextualized.

Education should promote cultural diversity in the United States without hierarchy.
imperialism, or hegemony.

Understanding and accepting cultural diversity are fundamental to building social and
political unity among diverse racial. ethnic. and social groups.

Educational equity and excellence are reciprocally related: the achievement of one is a
condition of the other.

Multicultural education empowers individuals and groups for personal liberation and
social transformation.

Cultyral diveréity should be infused throughout all aspects of the educational process.

.
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Reflections and Applications

The arguments for and against mu-icultural education presented in this
chapter are selective and illustrative. Many other individuals and pers~ectives
on cuch =ide of the debate could be included. However. those mentioned
represent the major dimensions of the debuate about the relationship between
the visions of multicultural and general education. They deal with three key
issues—establishing the primany goals of education. promoting social cohesion
and national unity, and determining the most effective methods of teaching
and learning. The critics tend to focus on the social consequences of
multicultural education. They contend that the emphasis it places on differ-
ences among ethnic. social, and cultural groups creates obstacles to racial
harmony. national unity. and promotion of the common good across groups.
Bevond responding to the claims of critics, proponents of multicultural
education concentrite on its pedagogical potential. They believe it can make
the educational process more relevant and effective academically, soctally, and
psvchologicully for all students—European-Americans and groups of color:
immigrants and citizens: temales and nmades: poor and middle class: urban,
rucal. and suburban: clementary. secondary, and college. Multicultural educa-
tion is also essential if schools are to fulfill their basic function of socializing
students for the society in which they live.

Advocates of multicultural education view it as a means of helping the
cducational process reflect social realities. enriching the common national
culture, and ensuring that all students have the right to freedom. justice,
dignity. and unrestricied participation in all dimensions of the educational
process. It is also a means of promoting cultural equality. equity. and excel-
lence in school programs and practices. Therefore, proponents of multiculiural
educiation view it s a restatement., transkution. or application of the democratic
principles to which our society and schools are committed within the context
of ethnic and cultieral pheralisin,

Two underlving premises of this book are worth mentioning here sinee
they serve as a conceptiad bridge between the fist two chapters and the Tast
three. First. knowledge is enlightening and empowering. Educators can make
hetter choices and decisions about multicuttural education practices in cliass-
rooms when they have a thorough understunding of the fickd. Knowledge
about the various philosophical argumenis in the debate over mudticultural
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education helps teachers better understand why certain strategics are sug-
gested and by whom. It is a good guide for helping educators mancuver
through the maze of suggestions offered about why multicultural education is
important and how it should be implemented. and finding those that are
compatible with their own needs. values, beliefs, goals, skills, and teaching
contexts,

The second undetlying premise is that demonstrating how general and
multiculturad education principles are closely related can create a "connecting
bridge™ across the schism between advocates and critics, theory and practice,
ideals and realities. The debate over multicultural education is fueled by basic
diffcrences in value priorities of the eritics and advocates and tensions be-
tween forees for change and nuintaining the status quo. However, some of
the disagreement is due to miscommunication on both sides and the tendency
of crities to assume that the philosophy and beliets of the advocate scholars
are synonymous with clussroom practices. 1t is important tor all educators 10
remember that while values. belicts, and ideals have a significant influence on
practice. theory and practice are never identical. The ideas presented in this
chapter about the debate over the nature, purposes. functions, and benefits of
multicultural education should help educators avoid these pitfalls in future
discussions about multicuttural principles and practices, and thereby improve
the quality of both.

Sia suggestions are offered here o extend and further clarify your
understanding of the ideas discussed in this chapter,

1. Now that vou have had a chance to read some of the major arguments
for and against m icultural education, write a reflective essay on the contro-
versial debate surte anding multicultural education. Address such questions as:
What do vou feel are the most sensitive points of contention of cach side of
the debate Gin your own words)? How do these points of view compare with
vour own? With which of the crities or advocates mentioned in the chapter do
vou teel a personal affinity or strong sense of shared vision? Do you think that
there can ever he a meeting of the minds between the advocates and critics of
multicultural education? How might this e achieved and to what benefit? After
vou have identilied the person in the debate with wwhom you have a strong
alfinity, vou nuay v ant to read the complete text of some of his or her writings

1o further clarify vour personal position on multicuburat education,
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2. Find examples of the conflicting arguments about multicultural
cducation. Working in conjunction with members of your instructional depart-
ment. teaching team, a study group. or other interested colleagues, examine
vour school’s tormul and intformal curricula, social climate. and interpersonal
relations to see if vou can locate itlustrations of some of the specific points
made by the critics and the advocates. For example, is there any indication of
hostility among students from different racial groups. or has the resistunce of
teachers increased or decreased as a result of introducing multicultural educa-
tion in vour school? If you find evidence of increased hostility. develop a
position statement explaining why this occurred. selecting from the arguments
presented in this chapter. Include some suggestions for how this hostitity can
be alleviated. 1 you find decreased hostitity, ask students, teachers, and
administrators what accounted for this. Compare their responses and catego-
rize them according to the different explanations about the benetits of
multicudtural ¢ ducation that are offered by its proponents, If vour scarch
reveals that  arrently there are no multicultural education practices being
implemented. develop aist of recommendations for vour school to undertake.
These should reflect vour own personal beliets or those implied by the
advocacy arguments presented in this chapter. They might include suggestions
f - curriculum changes. instructional strategies. media materials, o selected list
of readings on multicultural education for the professional staft, or examples
of visual images that convey multicultural education ideals,

3. Conduct an informal survey of your colleagues. Ask them to share
their opinions about the meaning. potential problems, and benefits of
multicultural education. Group these into categories according to the kinds of
arguments presented in this chapter. For instance. list ideas for improving
aceess to high-quality educational opportunities for students of color and the
henefits of multicultural education for European-American students. Compure
vour survey results with the arguments presented in this chapter. Use the
comments collected in vour survey to determine which perspectives on
mudticultural educition are most prominent among vour colleagues, Then,
write an tinstitutional position statement™ on multicultural education for your
school, using comments vou selected from the survey. This statement may
criticize multicultural education principles or advocate them.

4. It you still have questions about the arguments for and against

U
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multicultural education. consider reading some primary sources on the issuce.
The works by Schlesinger (1992) and Raviteh (1990). cited in the reference list
on page 61, present critical viewpoints, Two useful references for the advo-
cacy position are Banks (1993) und Suzuki (1984).

5. Analyze a multicultural education program that has been in the center
of the debate about issues of educational quatity. Two possibilities are the
New York State Department of Education’s 1989 Curriculum of Inclusion and
the 1987 California History-Social Science Framework. Examine one of these
carefully, or compare the two to identify ideas that might be highly conten-
tious. Use the discussion in this chapter as a point of reference to evolain why
and how these pasts of the proposal can be attacked by critics and, simulta-
neously. applauded by proponents of multicultural education. You might alse
compare your analyses with some of those that have been conducted by other
educators. To obtain o copy of the Curriculum of Inclusion write to:

Office of the Commissioner

Room 115 Education Building

New York State Education Department
Albany, NY 12234

The California History-Social Science Framework can be obtained fronn:
California State Depariment of Education
Bureau of Publications Sales .
P. O. Box 271
Sacramento. CA 95802-0271

6. Work with your students or colleagues to conduct a “content analysis”
of a popular newsmagazine's trewtment of the increasing diversity of US.
society and schools over a specified period of time, perhaps three or five
years. Select articles in which diversity was highlighted, from two or three
issues of the magazine in each year of your selected time frame. When
analyzing the content of the aiticles, ask questions such as:

o What factual aspects of ethnic and cultural diversity were emphiasized?

o What were the major themes or messages of the article?

o What was the overall tone of the article (e.g.. advocacy. critique.
celebration, anxiety. ete.)?

N
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* Were there any shifts in the tone and emphases of the coverage across
the years of analysis?

¢ How do these articles contradict, validate, complement, and. or illus-
trate the issues, ideas. and arguments presented in this chapter?

¢ What are the mplications for educational and social action relative to
cultural diversity?
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Principles of Human Growth and Development

We become more enlightened about the nature of the person with his [or her] unpre-
dictable and predictable qualities when we view him [or her] from many perspectives.
(Roderick 1977, 203)
T -

No matter what a person’s social status, material wealth, or trappings of success, if
that person remains frustrated by questions of selfhood, how meaningful is his or her
life?
(Hedges and Martinello 1977, 230)
A", -

Meeting the individual needs of students is of paramount importunce to
virtually all teachers. although the reasons given for its significance vary
widely. Some explanations emphasize personal uspects of development; others
focus on the social. John Dewey, well known for his support of child-centered
education, wrote eloquently in the early 1900s about the central role of
students in educational decision muking, Many teachers are still influenced by
nis ideuas. In The Child and the Curricufum (1902), he declured that the child is
the beginning, center. and end reference ter alt decisions, Whether from the
perspective of individual needs or as members of groups. the growth and
development patterns of children should furnish the baseline standard and - et
the visionary ideal for all that is done in the name of education.

Teachers huve many ways of expressing their commitment to the human
development of students, especially when ihe issue is raised in relation to
cultural diversity und multicultural education. Many declare, “When 1 look at
my students, I see no differences. 1 treat them all the same.” Almost simulta-
ncously. they proclaim. “Every child is an individual human being and should
be treated accordingly.” Implicit in these statements is the tendency to equate
social, racial, and cultural differences with inferiority and discrimination.
saying ~I see no differences™ is a wav of declaring innocence of bias and
prejudice. Multicultural education contends that the individuality and humanity
of students cannot be genuinely addressed without accepting their diverse

cthnic identities and cultural experiences. Race, class, ethnicity. culture, and

ﬂ«.
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gender are important components of humanity. and they should not be
ignored or neglected in the educational development of individuals in our
sodiety.

Three other nujor assumptions underlie the principles of human devel-
opment discussed in this chapter. First, heredity alone does not determine
human potential and learning. It contributes the raw materials but does not
guarantee their realization (Loree 19701 Second, man individual becomes the
kind of person he or she is as a result of continuing and continuous interac-
tion between a growing, changing biological organism and its physical,
psychological, and social environment™ (Conger and Petersen 1984, 32). That
is. culture and sockalization are required to convert human potential into
reality. The third assumption is the concept of antecedent-consequent relation-
ships. 1t holds that ~the eftects of events occurring at any one stage of devel-
opment depend on and proceed from the developmental events that preceded
them and will, i turn, influence the individual's responses to future events”
(Conger and Petersen 198+, 33). These assumptions have protound implica-
tions for providing effective education to all students. including developmental
compatibility, comprehensiveness in curriculum and instruction. diversity of
instructiona! methods and materials. and carly and cumulative school success.

The human development concepts most frequently invoked in educa-
tional theory are continuity, sequence, and progression: critical tasks and
periods in development: motivation: individual diversity and human universal-

ity: cumulative effects of experience: and maximizing personal potential.

Multicultural education adds the dimension of culdtural context to these. it

contends that these principles cannot be tully understood or translated into
practice for culturally different students unless they are interpreted through the
screens of their diverse ethnic identities, cultural orientations, and background
experiences.

This chapter attempts to place the general principles of human growth
and development identified in Chapter 1 ¢see Table 1.1 on page 191 into the
contexts of ethnic diversity and multicultural education. Principles of human
growth and development and their implications for education are highly
interrekated, rather than discrete and mutually exclusive. Fhis is also true for
principles of citizenship and socialization. and pedagogy (see Chapters - and
3). Therefore, no attempt is made 1o discuss separately cach of the principles

Q nd : d
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identified in Chapter 1. Such an attempt would be redundant. Instead. this
chapter is organized according to the four major themes represented by the
specific principles listed in Chapter 1. (The sume technique is also used for
organizing Chapters + and 5.) The four themes are holistic growth, universal
psychological needs and decelopmental tasks. identity development. and
individuality and universality. Each of these sections begins with abbreviated
statements of the general education principles—and their multicultural transla-
tions—related to each theme.

Before reading further, complete the following activity. It will help
establish a practical baseline or point of reference for the ideas discussed in
this chapter about principles of human development and their implications for
classroom practice. Develop an “Inventory of Personat Development Tech-
niques.” Acquire ideas for this inventory by consulting your colleagues. or
observing in classrooms. or thinking back to your experiences as a student. in
order to identify different technigues teachers use to acknowledge and
facilitate the individuat development of students. These might include use of
student assistants, personal counseling in the classroom. recognizing special
tlents, or having peer tutors. Keep vour inventory close at hand as vou read

this chapter. and think about how it could be maodified or extended.

Holistic Growth

General Principles: Nubticultiral Translationz
e Human growth is ¢ Ethaic and Cl.lhlﬂl factors are key
multidimensional and holistic.

¢ Human growth is sequential.

e Human growth vaties in rate. * Rate of growth is affected by
cultural conditions.

Teachers use their knowledge of developmental psychology to plan the
scope, sequence, and pacing of their instruction. For example. we know that
all individuals go through the same stages of intellectual. social. emotional.
physical, and mioral development. The patterns within this normal process of
human growth and development are continuous and comprehensive among
and within individuals. This means that all individuals experience similac

stages and sequences of growth: that the entire organism is involved in the
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developmental process; and that what happens at one stage of growth is a
foundation for subsequent stages. For example. understunding concrete ideas
is o prerequisite to abstract thinking in intellectual development. How children
are socialized culturally affects how they perform intellectually. Physical
changes cause emotional and social changes and are. in turn, affected by
them. The advent of puberty is accompanied by anatomical changes and
ethnic identity changes. and both influence the other. Abruham Maslow (1954)
described these patterns of changes as being circular, interrelated, consistent,
holistic. and internally stable.

However, rates of change and their specific details are not uniform or
identical across individuals and groups. Not everyone experiences or ex-
presses the stages of development in the sume way or at the sume pace. Some
of this variability results from biological factors, but much of it is sociological
and cultural. Simpson (1977, 188) summuarized this idea: “While sharing our
hunuanity. we differ from members of other groups around the world and
through time because the groups within which we interact. while tulfilling
much the sume human needs. differ in values and in action.” Maslow (195-)
lent additional support to the importance of cultural influences on human
developmentad patterns. According to his research, the relationships between
culture and personality are too complex and too profound to be treated
lightly. How the main goals of life are achieved. how self-esteem is expressed.
how status roles are determined, and what are the appropriate levels of
security, sociality, and activity for individuals are targely. although not totally,
culturatly determined. These concepts contribute to multiculturalists” beliefs
that understanding cultural differences is fundamental to appreciating individu-
ality and humanity, and that race, ethnicity. culture, and social class are all
migjor factors in the human development of individuals and deserve a place of
significance in educational decision making.

Both general educators and multiculturalists agree that four sets of
factors—inteHectual, physical, moral, and socioemotional—neced to be exam-
ined in concert with each other in order to better understand the attitudes,
values. and behaviors of individuals and to design corresponding develop-
mentally appropriate educational programs. This is especially important for
cthoically ditferent students because their cultural backgrounds and experi-
ences add another lver to general developmental characteristics, Teachers
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nced to understand these and learn how to design educational experiences
that are sensitive and responsive to cultural variations in developmental
patterns, Otherwise, the Eurocentric dominance in the educational system
could lead them to try to make children of color into carbon copies of middle-
class Whites.

Even though European-American, Arab-American, African-American, and
Vietnamese-American students may be going through puberty at the same time
and may exhibit many of these changes in the same way, some behaviors
have unique expression according to cultural identity. These might be observ-
able in friendship choices. management of contlicts, body adornment. and
kinds of symbols and insignias used s notations of ethnic identity. The value
prioritics and related socilization stvles of different ethnic and cultural groups
also influence how developmental patterns are shaped. Individuals from
cultural groups that place relatively little emphasis on social interactions may
not be as advanced in this area as their counterparts who come from cultures
where this is a high priority. For example. African-Americans. whose culture
prizes interpersonal interactions and verbal skills, are far more astute in verbal
communication in social and informal settings than in written communication
in isolated. formal environments. These value priorities can become significant
points of intersection between multicubtural and general education at the level
of acting to improve teaching and learning for more students,

Anodicr interpretation of holistic human development is that physical.
social, mental, and emotional chianges occur simultancously. These changes
are interrelated. but the resulting symphony they ereate is not always evenly
balanced or harmonized. Children who are intellectualy precocious are not
necessarily socially and emotionally mature at comparable levels. Some
individuals have highly developed computer and technological skills but are
virtwally incompetent in mterpersonal relationships. Others whose academic
abilities are barely adequate may be acknowledged social leaders and be
emotionalh mature. They may find it extremely difficult to pass any subject
without a struggle yet are very charismatic and personable in sociad and
interpersonal settings, The realization o, other students™ high' intellectual
potential may be blocked by feelings ot rejection, ambivalence. shame. or
dissonance assocred with their ethnic and racial identity,

Fordham and Oghu (19867 illustrated how intellectuad and sodial devel-
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opment may be out of balance. Their study examined the attitudes of high
school African-Americans in Washington, D.C.. with respect to academic
success. Although intellectually capuble. the students did not perform well in
school or disguised their academic success with illusions of failure. The
authors concluded that these behaviors occurred because the African-
American students who participated in the study tended to define academic
success as i European-American prerogative: the students did not want to be
accused by their ethnic peers of “acting White™: and they began to doubt their
own inteltectual ability after educators repeatedly refu ed to acknowledge or
celebrate it This is an example of how a centain kind of social and emotional
development—emerging ethnic consciousness and a particular kind of reluted
socially adaptive behavior—interfered with intellectual development. It is also
an illustration of how the individual potential of culturally different students
can become distorted or aborted when their ethnic identities and cultural
heritages are not a valued part of school programs and practices. If the
students in the Fordham and Ogbu (19801 study had thought their ethnicity
was an aceeptable part of their humanity to be developed in school along
with their intellect, they would not have felt that one had to be sacrificed for
the other. This possibility suggests that the students” attitudes and actions were
not entirely wrong or irrational and contradicts Ogbu's (1992) interpretation
that cultural identity is detrimental to motivation, aspiration. and achievement.
From a multiculturat education viewpoint, as tong as the educational process
ignores cthnic and cultural diversity or ereates situations where some students
feel that they must sacrifice their ethnicity in order to receive an education. we
cannot say with any confidence that complete human development ot African-
Americans, other groups of color. timited English speakers. or children of
poverty is oceurring,

Another example of education failing to facilitate the comprehensive
deyelopment of students frequently occurs with Asian-American students.
especially those from Japanese. Chinese, and Korean ancestry. Students from
these groups are often called the “model minority™ because high pereentages
of them perform well on portions tathematios and analysis) of standardized
tests CNational Center Tor Fducation Stat ties 1994 These results fail to
acknow ledge that namy of the same students Tave poor mterpersonal skills

and low physical and ethme identity self-concepts.

Xl
ERIC oAy

PAFullToxt Provided by ERIC




Q

ERIC

PAFullToxt Provided by ERIC

Principles of Human Growth and Development

Multicultural education argues that no individual can be deckared “suc-
cessful” or any group held up as a genuine "model of achievement™ until all
dimensions of human growth and development—the intelectual, emotional,
social, aesthetic, ethical. moral, and physical—have reached equally high
levels of accomplishment. This is one of the main reasons why advoeates of
multicultural education are so adamant that school policies. programs, and
practices include both cultural diversity and academic excellence for students
from all ethnic groups, social classes, and cultural backgrounds.

That individual capacity varies within cach of the ditferent domains
tintellectuzal, social, moral, emotional, ethnic) of development is another
fundamental that teachers accept as a guiding principle for classroom instruc-
tion. Students are not equally capable in alt subjects tiught or even in all
aspects of a particular subject. Some may pass Spanish and set the achieve-
ment cunve in caleutus and history but demonstrate only mediocre perfor-
mance in music. Others may find the skills necessary tor reading short stories,
drama, and narrative writing very casy o master but be chatlenged by wehni-
cal writing, poetry, and grammar. Some students may find certain periods in
history totally captivating and intellectually engaging. and other eras com-
pletely perplexing. Some students may be highly articulate when writing but
virtually mute when called ulon to express themselves orally. Youths who are
highly cthnocentric may not see any contradictions between this and accusing
others of being culturally prejudiced against them. They also may be very
accommodating to members of their own ethnic group but extremely intoler-
ant of “cthnic others.” Holliday (1983 referred to this variability in skills

according to task and setting as having “situational competenee.”

Universal Psychological Needs and Developmental Tasks
(General Principles; Multicwbtural Translations:

¢ Behavior is internally and ¢ Motivation varies by ethnic and
externally motivated. cultural group, situation, and context.

e Psychological needs are e Psychological needs are satisfied in
hierarchical. culturally specific ways.
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Closely refated to the view of human development as a total process
involving the entire organism is the ideu that all individuals have certain
psychologicul needs that must be satisfied in order for them to be healthy and
fully functioning. These psychological needs and the associated developmental

tasks linked with critical periods or stages in the lite eycle, especially those

Self-Sufficiency

Other-Dependency

Figure 3.1 Maslow's Hierarchy of Needs

As individuals advance up the scale of psychological needs. they become less other-dependent
and more self-sufficient.
Source: Based on Maslow. A. H. 1954, Motwation and Personality New York: Harper and Row.
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that coincide with the school yeuars. Psychological needs are usually regarded
as the motivitors or energizers of human behavior (Conger and Petersen 1984:
Loree 19703

Maslow’s (1954 Hierarchy of Needs (see Figure 3.1) is one of the
models of psychological needs most familiar to educators: however, it is not
necessarily unique. There are many models that convey a similar message.
These models suggest that psychological needs and tasks are cumulative and
progressive. As such. some are more fundamental or basic than others, and
their sutislaction is a prerequisite to the achievement of more complex, higher-
order needs. They usually begin with such basic physical needs as food,
clothing, and shelter and progress to psychoemotional needs, such as security,
belonging, self-concept, acceptance. achievement, and competence. For
Mastow (193-4), the highest need and task is self-actualization, which is
sometimes referred to as personal autonomy and readization. As individuals
progress from satistying physical needs toward self-actualization, they become
inereasingly more human and humane, happy and serene. Joyal, friendly, and
conscious of civie responsibility. According to Maslow (1954, 149-50), “people
living at the level of self-actualization are, in fact. found sin* dancously to love
humankind most and to be the most developed idiosyncratically.” In this
schenu, learning is a very high-order need and skill (Combs and Snygg 1959:
Mastow 193+,

Typically, educational programs designed around developmental hierar-
chies of needs tend to progress from simple o complex, from concrete to
abstraet, from parts to whole. 1t is @ common pattern observed in most school
programs, both across grades and throughout subjects within grades. It is often
clled the expunding spiral™ approach to curricutum design. lts finear ap-
proach to organization is similar to many other ways in which mainstream
culture conceptualizes and arranges space. relationships, and experiences.
However, this orientation to educational planning and teaching can be prob-
lematic for ethnicadly ditferent students whose cultures do not have the sume
perceptions of how learning experiences should be sequenced. Some cultures.
such as those of Mexican-Americans, Native Hawaidtans, and African-Ameri-
ains, tend o arminge space and relationships in a circular fashion and o deal
with complexity and simplicity simultancously. Thus, young Mexican-
American children are present and participate in adult functions along with
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grown-ups. instead of being separated from them. In schools these students
are likely to be more gestalt in their approaches to learning—they want to see
the “big picture™ first, move sequentially from the whole to the parts, and
combine cognition with emotions.

Multicultural education does not challenge or contradict any of these
claims. It contends that these needs are so closely interwoven with culture and
ethnicity that they cannot be understood outside of their cultural contexts.
Multiculturalists also identify aspects of developmental needs that can cause
major misunderstandings. and others that are pacticularly appropriate for
cultarally pluralistic sensitivities and interpretations. For example. security and
belonging are considered to be prerequisite conditions and major goals to be
accomplistied in order to establish the best cimate for learning in pluralistic
classrooms. And. students feel more secure in learning environments where
they see reflections of themselves in instructional materials—and where they
are successtul. Consequently., self-concepts of ethnice students shoutd be
developed in tundem with academic and subject matter skills.

By the time many racially, ethnically, culturally, and socially different
children begin their formal education, they already have internalized the
negative values attached to their groups and cultures by racist and ethnocen-
tric forces in mainstream society. They arrive at school only to discover that
there is little of significance about their groups™ heritages. cultures, and
contributions in the content and climates of learning. Too often the best-case
scenario is that cultural diversity is absent or invisible: the worst-case scenario
is that it is actively resisted and deniea. Feelings of isolation. alienation. anger,
and helplessness result. Schools do not present caring and supportive climates
conducive to maximum learning for all students when their programs and
personnel ignore., distort, or demean culturally pluratistic identities. cultures, or
experiences. As students” sense of selfhood is diminished. there is a corre-
sponding decline in feelings of competence and in the frequency and quality
of participation in the instructional process.

In addition, students may experience stress and anxiety in the routine
operations ol classrooms because the expectations and climate are very
dilferent from those of their cultural communities. These mismatches create
feelings of uncertainty, insignilicance, frustration. and incompetence, which in

turn can lead to tensions and animosities between students and teachers. The
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effort and energy consumed by resolving these conflicts compete with atten-
tion needed for seademic tasks. Mental energies that might be devoted to
learning tasks are diverted to solving these psyehological and emotional
dilemmas. Consequently. engaged time on academic tasks, attention span.
tevel of intellectual effort. and subsequent academic achievement suffer.
Students in this situation ponder: “If T act ethnic, T am going to get into trouble
with teachers. but if I don't, the other kids from my ethnic group will think [
am a sell-out, What am [ to do?” “Why should 1ty to learn what teachers
want me to when they don't care anything about me?” “Just because Latino or
Vietnamese students hang out together, teachers think they are gang
wannathes and are trving to start trouble, but they don't say anything to White
kids who do the same thing. Why are they abways picking on us?” Or, ~Why
does the eacher think 1 should know about a bunch of old Latinos just
because T have a Spanish name? Doesn't she realize how embuarrassed T get
when she starts talking about that stuffy” :

Students with these kinds of feelings do not have o strong sense of
security in their ethnie identity. and they are uncertain about how well they
are accepted by teachers. They feel that they are being attacked psychologi-
cally. or pereeive school as an atien and hostile environment. These disposi-
tions mean that they are not able o concentrate as well as they might on
academic tasks. Conversely, the sense of psychological well-being that results
when students feel they are valued and cared about and that they belong
feads 10 higher tevels of personal confidence and competence. more learning
efforts. and greater achievement outcomes. This is the rationale behind the
multicultural idea that teaching culturally diverse content. perspectives, and
expeiiences is essential to achieving a balanced and high-quality education for
all students.

Whether the effect is positive or negative. teachers are “significant
othiers” o students. Their attitudes toward cultural differences have o profound
efteer upon both majority and nonnajority students. Teachers” benign neglect
of cultural diversity can fead some students to infer that it is of litde or no
importance, Others may tike it as personal rejection. causing them to distrust
teachers or reject all that teachers have to ofter instructionally, For students
who do not want o acknowledge and appreciate cultural diversity, teachers
who avoid or denigrate it in the classroom are models of acceptable behavior
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to be emulated. Teachers cannot be supportive of the needs and potential of
culturally diverse students without understanding their cultural values and
expressive behaviors. They may misinterpret or fiil to recognize a cry for help
that is transmitted in cultural codes, and therefore ignore or mistreat it. For
instance. some of what educators perceive as "gang wannabe behavior”
among young teens may be nothing more than students trying to satisfy their
psychological need to belong and to affiliate with their ethnic identity. Further-
more, schools” success in maximizing the learning of students from different
ethnic, social, and racial backgrounds directly reflects the extent to which
cultural pluralism is incorporated in all aspects of the educational process. This
is especially true if there is any validity to the arguments that students who
feel comfortable with who they are learn better, and that multicultural educa-

tion improves self-concept and sclf-esteem for diverse learners,

[dentity Development
» Self-acceptance leads to greater
academic achievement.

e Improvement of individual abilities
enhances personal competence of
students.

Identity formation is another major psychological need of individuals that
is puramount to general and multicultural principles of human development. It
has many different dimensions. Among them are uniqueness, sclf-consistency,
wholeness, continuity, competency. and psychosoctal reciprocity (Conger and
Petersen 1984). In other words, identity development is an interiactive process
involving individual and group. personal and social factors. For individuals to
be confident and secure in themselves, there needs to be some consistency
between how they see themselves and how significant others in their lives
pereeive them,

The point made carlier that educators are significant others to students is
important here. Educators” influence on the identity and academic achieve-
ment of students is well established in research on teacher attitudes and

expectations (Good and Brophy 1978). Students for whom teachers have high
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achievement expectations and personal acceptance tend to do much better in
academic performance. as well as in social adjustment to school rules. Unfor-
tunately, many teachers have negative attitudes toward, and low expectations
for. students of color and of poverty. These can be accounted for, in part, by
the fact that there is a growing social gap between students and teachers.
Teachers in the United States are predominantly European-American, middle
class, female. in their mid-40s, highly educated (having master’s degrees or the
equivalent), and living in suburbs or small communities bordering large cities.
By comparison, the stadent population is increasingly composed of children of
color, poor children, immigrants, speakers of languages other than English,
and children who live in large urban areas (Status of the American School
Teacher 1992 Stout 1993). The absence of shared tiving experiences and
points of reference is a serious obstacle to successful teaching and learning.
Complicating the situation further is the fact that teacher preparation programs
still do not provide enough training in multicultural education and ethnic
diversity to build strong cultural bridges between students and teachers. Thus,
too many teachers arrive in classrooms with negative, biased. or confused
attitudes about cultural diversity, and they have expectations of low perfor-
mance for some groups and high anxiety and low confidence levels about
teaching multicultural education. These factors generate instructional behaviors
that have long-range cffects on how African-American. Native American,
Latino. Asian-American, and European-American students perceive themselves,
their personal worth, and their academic competence—that is, their individual
self-concepts, cthnic and cultural identities, and schoot achievement. Feelings
of superiority imong European-American students may be inadvertently
reinforced: Jupanese- and Chinese-American students may feel pressure to live
up to the image of themselves as the "model minority™ who are never disci-
plinary problems and always do well academically: and African-Americans
may feel that academic faiture is a foregone conclusion regardless of how hard
they try to achieve,

To a large degree, educators” coneeptions of personal identity as part of
humun development, and its place in the educational process, can be traced
huck to Erik Erikson (1908). He placed identity formation within the frame-
work of cight major stages of personality development between infancy and
adulthood. These are summarized in Figure 3.2,
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Figure 3.2 Erikson's Stages of Personality Development

identity formation is piaced within the framework of eight major stages of personality
development between infaiicy and adultnood.

Source: Based on Erikson, £. H. 1968. /dentity. youth, and crisis. New York: Norton.

Erikson suggested that “crisis™ is endemic to the process of acquiring a
mature and clarified identity. and such an identity is imperative for building a
psychologically healthy adult personality. 1t is a crisis because the individual
has to negotiate and resolve conflicts between shifting internal and external
demands. The need 1o resolve conflicts between an integrated identity and
role diffusion or confusion is present in all age groups, but it becomes u major
issue during adolescence. when students are in middle school or high school.
It ix not until then that individuals have developed the prerequisite physical
growth, mental maturation. and social responsibility needed to pass suceess-
futly through the crisis of identity. During carly adolescence, the entire human
organism goes through radical changes. 1tis hardly surprising. then, that
identity dev clopment is among them, or that it has nmany different aspects or
dimensions. Erikson conctuded that the creation of o clarified identity is both
simple and complex, universal and unique. positive and negative. nomuative
and deviant. definitive and ambivalent, autonomous and dependent, coherent

andd certain, confusing and problematic. Tt is also affected by gender, race.
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class. ethnicity, nationality, microculure and macroculture, language. and
community. A mature. clarified. and integrated identity is the foundution in
which several other prized principles und goals of education are anchored.
These include personal tiberation, individual empowerment, social conscious-
ness and competence. moral conviction and courage, improved academic
achievement. and self-actualization.

Two of the components of identity development that are significant to
adolescents are personal ego identity and sex-role identity. Publications on
middle level education and carly adolescent development ofter myriad de-
scriptions of how the behaviors and values of young adolescents are governed
by their need to be accepted. peer pressures, perceived self-images. vacilla-
tions between independency and dependency, and often-exaggerated notions
ol gender attributes.

As people progress through ditterent stages of ego and gender identity
development. they become increasingly more competent in coping with life.
solving personal and interpersonal problems, and accepting who they are.
According to Conger and Petersen (1984, 82). those who achieve o strong

clarified identity are:

likoly to be more antonomons. less dependent o the views
of others, imaore complex in their thinking, less constricted.
more resistant to stress. aned more creative. ... They are
also likely to showr a greadter capacity for intimacy with
same- and opposite-sex peers, a more confident sexial
identity, a more positive self-concept, a higher level of
moral reasoning. and greater cultiral sophistication.

I addition. they tend to be better liked by their poers,
especially by those 1who bare achiceed a strong sense of

identity themselres.

Given these positive effects, it is understandable that teachers of both
general education and multicultural education place heavy emphasis on
helping students develop a positive self-concept. self-esteem, and self-image.
[t also explains why the theme, “Who am 17 an obvious component of

curriculum for the K=3 grades, is an issue of utmost importance in all school-
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ing. While the carlier grades explore this question on a personal or primordial
level. othier grades examine it on a broader scale. Thus, when students are
studying U.S. history, world cultures, and comparative literatures, the issue of
identity as a4 member of a group. a nation, a culture, and the world is the
common point of analysis.

Multiculturatists suggest that there is another component of identity that
is equully as important as personal self-concept and gender. Erikson (1968)
identified it in discussions of how his model operates when applied to African-
Americans, This factor is ethnicity. As individuals from different ethnic groups
and cultural backgrounds grapple with universal questions—"Who am 7"
“How did I come to be?” and “What might I become?"—they cannot avoid
reflecting on what it meuns to be African-Americon. Curopean-American,
Asian-American, Lutino. or Native American. For students from these groups,
fashioning a positive and clear ethnic identity is often complicated by the fact
that society and schools frequently ignore or demean their ethnic groups and
heritages. There is not a4 wide variety of easily accessible models—significant
cthnic others—to use as yardsticks in constructing their own ethnic identity.
Conscequently, the journey toward ethnic self-acceptance can be frustrating,
and even agonizing, Once schools and teachers accept ethnicity and culture as
legitimate elements of psychological and educational development, adults can
intervene appropriately to assist students through the process.

Boykin (1980) suggested that African-Americans experience a “triple
quandary” in constructing their ethnic identity and achieving in school. They
have to negotiate in three realms of experience simultaneously—the main-
stream culture, their ethnic cultures, and the cilture of membership in an
oppressed and marginalized minority. Boykin's ideas apply to other ethnic
groups of color as well. Individuals engaged in the resolution of these issues
pass through developmental stages and sequences that approximate models of
other types of identity formation (Erikson 1908: Marcia 1980) with similar
results. These stages are assigned different lubels, but the traits and effects are
basically the saume.

Fach stage of cthnic identity development has its own distinguishing
characteristics: there are also stylistic differences in making decisions, solving
problems, processing information, and translating values into expressive

behaviors. In other words, there is a strong correspondence between stages of
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ethnic identity and different ways of valuing, being, and behaving. Generally,
the pattern of ethnic identity development begins with feelings of unaware-
ness. denial, or disaffiliation. Individuals either are not conscious of what it
meuns to be European-American, Africun-American, Japanese-American, or
Puerto Rican, or they have distorted notions about these ethnic identities.
These distortions may take the form of ethnocentrism (*"My ethnic group is
better than everyone else’s™: assuming that everyone feels the same way
about their ethnic group: feeling shume and embarrassment about member-
ship in particular groups; and making deliberate efforts to deny one’s ethnic
identity.

From here, growth toward ethnic clarification and acceptance progresses
through (1) a questioning stage where different bases tor determining ethnic
identity are sought, to (2) trying out new notions of ethnic identity, to
(3) achieving genuine acceptance of ethnicity, based on a thorough under-
standing of what it means personally, individually, socially, and collectively. As
individuals advance through the stages they become increasingly competent in
arcas such as self-acceptance. academics. interpersonal relations. and social
adaptations. These growth patterns have been described in detail by several
researchers whose work focused primarily on groups of color, including
Atkinson. Morten, and Sue (1979), Berzonsky and Sullivan (1992). Cross
(1991), Gay (1985: 1987). Phinney (1989: 1992), und Streitmatter (1989). Helms
(1990) und Tatum (1992) modified Cross's ethnic identity development model
and applied it to European-American students. They found similur results with
respect to how individuals” attitudes toward and interactions with other ethnic
groups change as their own ethnic self-identity becomes increasingly clarified.

‘Thus. factors of race and ethnicity are as important to the formation of a
clear and healthy identity as are individual personality traits and sexuality.
Multicultural education is helpful both in understanding these factors and
responding to them by designing instructional programs and practices. Sclf-
concept. ethnic identity, and a sense of personal competence. all part of the
identity development process, are too important in their own right. as weli as
in their effects on acadenmic performance, to be ignored or left to happen-
stance. This is why multicultural education contends that (1) achieving educa-
tional equity and excellence is inextricably interrelated with culturally respon-
sive teaching, and (2) understanding ethnicity and culture is essential to
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muaximizing the human development of culturally ditferent students.

[ndividuality and Universality
General Principles:

¢ Individual differences in hniman
growth and development are normal.

* There are both similarities and
differences among individuals and
groups.

¢ Individual learning styles and
preferences should be
accommodated.

Specialists in human development agree that the patterns of growth are
the sume for everyone. but that no individual experiences them in exactly the
same way ws another. This fact causes educators to emphasize the simulta-
ncous uniqueness and universality of student growth and development,
Similurities in developmental needs and differences in individual abilities give
credence to the idea that education is a personal, as well as a group. process.
In order to implement this. there must be instructional cariability within a
wntified frametwork of buman growth and decelopment.

Gardner €1993) further explored these coneepts in relation to intelli-
genee. Intelligence. which he defined as the ability to solve problems. or to
credate products, that are valied within one or more cultural settings™ (Gardner
1993, x). is not monolithic, universal, or transcendent of cultural boundaries.
Instead, like other dimensions of human development, it has multipte content.
forms. and expressions that become meaningful within situational and
cudtieral contexts. He identified seven “intelligences™ linguistic, musical,
logical-mathematical. spatial. bodily-kinesthetic, and intra- and interpersonal
competencies. Each employs different means of acquiring or transmitting
information, selecting nmatcerials to be mastered. determining ways of learning,
and choosing the particular learning site of (Gardner 19930, Educational
progrims and instructional strategios nuest do likewise if they are 1o capitalize
on the strengths of students. compensate tor their weaknesses, expand their

intellectual horizons, and help them makimize their human potentiai.
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Intelligences should be perceived as interactions between certain indi-
vidual prodiivities on the one hand. and the opportunities and constraints that
characterize particular settings on the other (Gardner 1993). Multicultural
educators add that the criterin used to determine intelligence, and areas of
intelligence dominance, are culturally determined as well. The importance that
muainstream society attaches to linear. rational. and analytical thinking culti-
vates logical-mathematical intelligence. This focus fits well with the form—
standchurdized tests—used most often to measure both intellectual potential and
performance. Since African-American culture is anchored in relational logic
and oral. musical. and performance traditions. it is not surprising that its
members exhibit high levels of musical. bodily-kinesthetic. and interpersonal
intelligences. Many authors, for example. Gay and Buber (1987): Heath (1989);
King and Mitchell (1990): Kochman (1982). and Pasteur and Toldson (1982),
have presented detailed and vivid descriptions of these. It should not be oo
surprising that these kinds of skills are not highty valued. transterable to
school settings. or assessed by standardized tests, given the dominant vilue
orientation of schools. Furthermore. how the abilities of some individuals are
expressed behaviorally can difter markedly from those of others who have
similur competencies but are from different ethnic and cultural backgrounds. A
case in point is the test performance of Furopean-American, Japanese-Ameri-
can. and Chinese-American students. On many of the measures of academic
achievement. such as the National Assessment of Educational Progress (NAED),
these students have similar overall perfformance protiles. However. specific
differences within these patterns exist. Japanese-American and Chinesc-
American students tend 1o perform better than European-American students on
mathematics but not as well on verbal abilities (NCES 1993: Applebece. Langer.
and Mills 1980).

Another indication that intefligence is contextual is the fact that compe-
tence in one setting does not necessarily transfer to other settings. Many
examples are reported in ethnographic studies that deseribe the high levels of
competence exhibited by African-American. Latino. and Native American
“udents in various roles within their cultural communities, but not demons-
srated in the schoot environment. One example is communicative and
interpersonal skitls among cultural and cthnic peers. Students who are very
fluent and adept in expressing their ideas and thoughts outside of school
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cannot write a coherent paragraph in the classroom. Other graphic descrip-
tions of this phenomenon have emerged from studies of Native Hawaiian and
Native American students by Boggs. Watson-Gegeo. and McMillen (1985):
Cazden, John, and Hymes (1983): and Trueba. Guthrie. and Au (1981). When
the styles of learning in school were adjusted to be more similar to those used
in their homes, students who were failing in school did a complete turnabout
and performed very well on academic tasks. The content of their intelligence
did not change at all: what changed were the contextual factors and frame-
works provided for the students to demonstrate their intelligence.

It is imperative, then, o include situation and context, along with
mudtiplicity. in educational plans designed to reflect and complement the
intelligences of ditferent students. Educators must recognize that the struc-
tures. forms, and procedures through which students are expected to demon-
striite their abilitics may obscure. rather than elucidate. intelligence. Stated
somewhat differently. the problems that culturally ditferent students have with
achiceving success in school may be more procedural than intellectual. They
may have the knowledge. or the capability to learn, but may not know how to
transmit it through the methods used in schools. This phenomenon is analo-
gous to the degree of understanding and the level of production in second
language learning. Many English speakers learning French as a second lan-
guage may be able to read and understand more than is evident in their
French listening and speaking capabilitics. And just because limited English
proficiency (LEP) or dialect speakers have not mastered the form of standard
English communication does not mean that they are not intelligent. These
“situational competences™ un-lerscore the need for teachers to use many
different instructional techniques that are culturally sensitive to tap the various
intellectual abilities of students.

Understanding the coneept of situational competence should prevent
cducitors from assuming that just because culturally different students do not
demonstrate intelligence according to school standards. they are not intedli-
gent. 1t should also tead to a greater appreciation of the ways different cul-
tures characterize, celebrate. and award intelligence, More will be said about
this in Chapter 5. where learning and teaching stvles are discussed.

Conventional educational thought contends that schooling must celebrate

personal uniqueness but treat all students the same. This is possible hecause
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every peison is @ human being but is unique in specitic development. mental
abilities. social and emotional behavior, and total personality. As Lefrancois

(1988, 122) explained:

We are not products of a single bluepring, put through the
same assembly line, and appearivg. identical and fully
Jormed. reacdy to learn, on the educational scene. Rather,
each of us is a unique model—a finction of different

genetic recipes and different envivonmental forces.

At the same time, afl of us are. in some ways, like everyone else. We
share certiin elements of the human blueprint of attributions, growth. and
devetopmental traits. This is why so many teachers resist suggestions that
cthnic and culurat ditfferences should be discussed openly in classrooms. Yet,
real individual and group differences are apparent in all levels of life and
fiving. All students have intellectual ability. but the tevel and kind ditter.
Evervone learns to speak a language, but obviously not always English, let
done the same dialect of English. All children have families, but what consti-
tutes a family differs by ethnic, social. and cultural group. All groups. have
standards of acceptable and unaceeptable behavior in sociad interactions, but
the specific ways in which these are enforced through sandtions and celebra-
tions vary greatly. Al groups have criteria for success, but the content of
suceess is culturally determined. Given these differences and simikaritios, it is
virtwadly impossible that any claim schools make about facilitating the human
and individual development of students can be valdid if they do not give
serious attention to how culture shapes individuatity and universal humanity.

Multicultural educators agree that developing both individual and
universal humanity of students is necessary, but they feel that these qualities
cannot be separated from culture. Human beings develop personality and
charicter through soctulization processes that are always framed within
specitic cultural, ethnic, and social contexts. Everyone belongs to cultural and
cthnic groups, although the tvpes and intensity ol membership may vary
widely, These cultral and ethnie affiliations are necessary for healthy survival
tCnarea TOS2), This position is congruent with Dewey’s €(1897: [00.2) sugges-
tions that individutls are biological, psychologica, and sociological Dheings,
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and that none of these dimensions of human potential should be compro-
mised or subordinated to the others. Simitarly, the educational process should
have a biological, psychological, and sociological side. “The child's own
instinets and powers furnish the material and give the starting point for all
education. . . . but we do not know what these mean until we can translate
them into their social equivalents™ (Dewey 1897, -+-5).

Multicultural education is an important set of instructional techniques for
translating the “raw material” of individual intellectual potential into ~social
equivalents” for students from ditferent ethnie groups and cultural back-
grounds. It uses “culture™ and “biology™ as bases tor justifying its emphasis on
using different strategies to develop common human qualities. Embedded in
this emphasis is the notion that individual values. attitudes. and potentials are
expressed in actual behaviors that vary widely because they are shaped by an
interaction of hiological inheritance, social experiences, and cultural condition-
ing, Culture is u critical screen for educators to use in understanding all
dimensions of human development and understanding what they imply for
designing and implementing educational programs, For example, the cultural
hackgrounds of Native American students, which give priority to the group
over the individual, may inhibit the initiative and competitivencess that educa-
tors cultivate and reward in schools. Their culture’s conceptions of time and
harmony with nature may lead to o pace in performing tasks that teachers
view s Creluctance” or "nonengagement.” Teachers, using their own cultural
lenses tointerpret the behavior, might bedieve that students are not motivated,
or that they don’t take responsibility for their own learning,

While this tendeney 1o generalize one’s own vatues and methods to
others is understandable, in culturally diverse classrooms it can be devastating
to the success of teaching and learning. 1t ignores the fact that people are
much more than mere biological organisms or even unique individuals: they
are cultural beings and members of groups (Katlen 1970, Belore them in time,
within them in quality, and surrounding them in influence are their ancestors,
relativ es, and Kin. 1tis within this historical, interpersonal, and cultural context
that students Hive, vaue, and acquire identity. 1t is also where and how they
come closer to capitalizing on their personal strengths and masimizing their
human potential. Without o cultural framew ork to provide applicd meaning to

raw . undifferenticted potenual, mdividuadity and humanity are mere theoretical
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abstractions, if not complete illusions. Therefore, teachers need to understand
how biological. sociological, hereditary, and environmentai factors combine to
shape the uniqueness and humanity of every individual student. and how
instructional programs should reflect these understandings.

A companion explanation to culture. for using diversity in curriculum
and instruction, is hiological inheritance. Multiculturalists remind us that no
two humans are biologically identical. just as no two individuals are culturally
and socially identical. This is a haitmark feature of humans. Therefore. treating
students the same while recognizing individual differences is literally and
practicatly impossible on all counts. Philosophicully und conceptually. these
two ideas are not reconcilable when the standard of sameness is the diversity
and uniqueness of everyone. The only way to ensure that everyone is treated
the sume is to treat everyone differently! The degree to which diversity of all
kinds pervades practice is 1 measure of how close the educational process
comes to genuinely recognizing the uniqueness of individuals and the univer-
sality of their humanity.

Mutlticuitural education facilitates this process by introducing dimensions
of individuality and humanity that are nested in ethnicity, race, sociul class,
culture, fanguage. historical experiences. and national origins, Heretofore.
these factors have not been adequately considered in educational decision
nutking. Yet. they increase the validity. refevance. and effectiveness of the
educational process for all students, including those from oppressed ethnic
and cultural groups in the United States as well as those from European-
American, middle-chass. mainstream groups who are victimized by false

notions about the superiority and universality of their culture,

Reflections and Applications

The undeniable fiact of Hife is that people are different. This is an inherent

part of their human inheritance. The sources of these differences vany widely,
as do their manifestations in attitudes. values, behaviors, and learning poten-
tials. Factors centeal to this varianility are biological heredity. cultural soctaliza-
tion, contextual settings. and developmental rates. but these differences are
not necessarily disadvantages or limitations that restrict or minimize learning.
They are paositive attributes that can be used to translate general principles into
practical possibilitics of specitic groups and to serve as benchmarks of the

o
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quality of educational programs and experiences for all students.
Both generat education und multicultural education agree on certain

busic principles of human development:

1. Development is holistic and universal, but not uniform; that is, all
parts (physical, mental. sociul. moral) of the human organism are
enguged at the sume time but progress does not occur at the same

rate;

Development follows a continuous, orderly, and progressive se-

quence; and
As the development! process advances, individuals become increas-
ingly more independent, confident. capable, and complex in aca-

demic, personal, and social skills.

Whereas general education theory approaches human developmental
factors at high levels ol conceptual and generalized abstraction, multicultural
education interprets them operationally and with greater contextual speciticity.
These patterns of growth have important implications for providing quality
educational programs and practices for students in a cubturally pluralistic
society. To make educational experiences developmentally appropriate and
maximally relevant for ULS. students, they need to be culturally pluralistic and
sensitive to the diversity of needs, skills, interests, and growth rates inherent in
the humun condition.

These realizations are part of the underlying reasoning for the priority
that general education gives to teaching the whole child by matching curricu-
lum and instruction to the developmiental readiness levels of students and by
using instructional strategies that have multiple sensory appeal and a variety of
fearning outcome potentials. In multiculturad education, these ideas form the
foundation for using alternative instructional meuns to achieve common
learning outcomes, placing general principles of pedagogy into the framework
of cultural diversity, and .nultching teaching techniques with culturally different
learning styles, All of these ideas offer promising possibilities for translating
the principles of child-centered, devetopmentally appropriate, and relevant
cducation into a variety of classroom practices for children who differ in many
ways—biologically, psychologically, socially. and culturally.

/!
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The different perceptions and principles of human growth and develop-
ment presented in this chapter have many implications for teaching and
learning. Some of these were stated explicitly and others indirectly. Now is the
time for you to think about other practical applications. The following activi-

ties offer some possibilities and may generate others.

1. Review the “Inventory of Personal Development Techniques™ that you
began to develop at the beginning of this chapter (page 63). In view
of the insights you have gained from reading this chapter. revise.
refine. or even replice your inventory and make it more culturally
sensitive.

Consult a developmental or educational psychology textbook to
identify general characteristics attributed to difterent age groups, such
as young childhood (3-5 years old). middle childhood (6-9 years old).
early adolescence (10-1+4 years old). late adolescence. and young
adulthood. select for study one age group appropriz’ 2 to your teach-
ing assignment. Analyze the list of traits to determine how much or
how little of it is sensitive to cultural differences in developmental
patterns. Choose a specific ethnic or cultural group in your school.
such as European-, African-. Filipino-. Appalachian-. Hmong-. or
Mexican-American, on which to focus. Observe students from this
group for a given period of time (one or two weeks) to see if or how
they manifest the characteristics attributed to their age group. Based
on what you see. either () revise the list of characteristics to reflect
vour obsenvations or (h) currently contextualize the traits hy providing
a behavioral example of how they are expressed or demonstrated by
the students you ohserved.

Ask students in your class to develop an "1 am " portrait of
themselves by using descriptive adjectives such as “1 am imaginative,
inspiring. curious. energetic.” Then have them create a visual image of
their self-portrait. such as a photo essay. collage, videotape presenta-
tion. or painting. Compare the portraitures to see it there are any
discernible differences by ethnicity or gender.

Assess how vour school transmits messages about the development of

individuality and the humanity of students through its institutional
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"symbols and signs.” Examine such things as the school's motto. song.
decorations. rules of decorum, award ceremonies. and disciplinary
policies. What kinds of values are embedded in these “symbols and
signs™ To what extent do they reflect cultural diversity? How can
these signs and symbols be changed or extended to convey the idea
that different types of ethnicity and elements of cultural socialization
are valued contributors to individual and human development? If you
teach in the fourth grade or above. vou could have your students
participate in this activity as well.

Read further about ethnic identity development in order to identity
and describe the different stages of the process. for example. Gay
(1985). Phinney (1989). and Tatum (1992). Use the stage descriptors to
create an observation scale. Choose two ethnic groups in your school
to observe. and see how they exhibu the ethnic identity stages. Then.
@) list some descriptive behaviors for each stage as expressed by the
students from cach of the ethnic groups you chose to observe: (b)
compuare the two groups to determine stage dominance. and differ-
ences and similarities in types of behaviors within stages: and (¢)
think about some ways your school's programs and procedures can
b modified 1o e more responsive to the general characteristics of
cach stage of cthnic identity. and the specific behavioral expressions

of the students you observed.
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Ptinciples for Democratic Citizenship

Democracy and excellence are compatible. Education is their broker. Democracy is the
rule of citizens, and citizens alone are free. For citizens are self-conscious, critical
participants in communities of common speech, common valug, and common work
that bridge both space and time. As freedom yields community, so the forms of
community and commonality alone yield freedom. Education makes citizens; only
citizens can forge freedom. Democracy allows people to govern themselves; indeed, it
insists that they do so. Education teaches them the liberty that makes self-government
possible.

(Barber 1992, 265)

-

Education is supposed to serve the population for whom it is designed
and the society in which it exists. In the United States. this means the educa-
tiorl process should be democratic in structure. purpose. content, and
character. The same principles and ideals attributed to our political system of
democracy apply to education as well. Just as the government is considered to
be of. by, and for the people. education should have similar characteristics
and intentions: to embody the heritages and legacies of the people: to be
determined and controlled by the people: and to serve the needs and interests
of the people. The operative question binding general education and
multicultural education equally to these coneepts is. Who are the people?

If you are not atready familiar with them. find out the ethnic. gender.
age. and social class profiles of our country’s general and school populations.
A good source for this information is the Statistical Abstract of the United
States, published vearly by the Bureau of the Census. Another sourcee is The
condition of Education. an annual publication by the United States Depart-
ment of Education, Office of Educational Research and Improvement. Com-
pare these figures 1o those for vour own local schools and community.

The social service goals of education are designed to prepare students
for their citizenship roles and responsibilities in society. They are shaped by a
et of dual-focused functions that include adaptaton and innovation: affirma-
tion and reformation: continuity and change: transmission and transfornition:

100
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promoting ideals and understanding realities; teaching the special one and the
common many. These purposes establish close and reciprocal relationships
between personal and social development, individuals and groups, and
principles of general and multicultural education. Roughly speaking, principles
of general education for citizenship provide the valuative contextual frame-
workfor citizenship education, while multicultural education offers specific
textual references for their application. Schools evoke the democratic values of
the country when they promise a free, equal, and excellent education for all
students. Multicultural education applies these values specifically to culturally
different students by establishing conditions of excellence and equity for
educational materials, experiences. and outcomes for Latino, Native American,
Asian-American, African-American, and European-American students, as well as
for our society. The ultimate ideal of both general and multicultural education
is to create an educationat foundation for an open, equal, moral, and just
society for everyone. However, suggestions of how this ideal should be
operationalized differ both within and among various groups of generat and
multicultural educators. '

This chapter is organized into two major parts. The first provides a
conceptual framework for understanding the source and focus of principles of
education for citizenship and socialization. The second deals with the specific
principles of citizenship education listed in Table 1.2 in Chapter 1 (see page
22). This discussion is organized according to three major themes represented
by these principles: the right to an education, conscience and community, and
representation and participation. The discussion of each theme begins with
shortened versions of the principles from Table 1.2 and their multicultural

translations. These are followed by a detailed analysis,

Conceptual Contours

Observations made by John Dewey almost 100 years ago in My

Pedagogic Creed (1897) capture the flavor and significance of the social and
civic vajue commitments or principles of TLS, education. Dewey extended
these 20 years later in Democracy and Education (1910). Another influential
and informative classic reference on the basic principles of TS, education is
Philip Phenix’s Education and the Gommaon Good, published in 1901, Although

these books were written many years ago, the ideas they present are still
1
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relevant today. They are both timely and timeless—of particular relevance to
the specific time and context in which they are initiated, as well as transcen-
dent of any given temporal or environmental context, and therefore apropos
to all. For these reasons, Dewey and Phenix are referenced frequently in es-
tablishing the parameters of principles of education for democratic citizenship.

Two themes in Dewey’s and Phenix's works comprise the heart of
educational principles for citizenship: sociality and democracy. According to
Dewey, individuals are social beings with a natural need for community, and
society is an organic union of these individuals. But, society and community
are not achieved merely by having people live in close physical proximity to
cach other; rather, they result from the existence of common purposes and a
commitment to act collaboratively to accomplish them. None of this is possible
without some compromise between different interests, groups, and individu-
als. Similar ideas are espoused by proponents of cultural pluralism and multi-
cultural education. They suggest that simply because many different groups
live in the United States, this does not mean that they are strongly connected
to cach other or that feelings of affitiation among them will develop automati-
cally. Creating a cohesive society out of this country’s incredible diversity
requires knowledge, skills, and values that can, and should, be taught.

The process and product of education for democracy should always

have a social and experiential dimension. Dewey (1916, 7) explained:

Nat only does social life demand teaching and learning
Jorits own permanence, but the very process of licing
together educates. It enlarges and enlightens experience: it
stimulates and enriches imagination; it creates responsi-

bility for accuracy and rvividness of statement and thought.

Furthermore, education acts as an agencey for the formation of individual
character traits that are compatible with socictil norms: transmits the cumula-
tive knowledge and values of civilization: develops social consciousness; and
is the ultimate means of continuous social progress and reconstruction.
However, education’s social processes and tunctions have no definite meaning
until the contexts in which they operate are identitied and the kind of society

we desire is defined. Thus, the knowledge base of a pluralistic society that
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recognizes that alt segments of its population make worthy contributions i.s;’\

very difterent from one that is monocultural,

To say that education is a social function is to acknowledge from the
outset some of its major distinguishing traits. First. its specific details will vary
according to the nature of the context and the quality of life of the groups for
which it is intended (Dewey 1916). Second. education is not « neutral or
objective enterprise in content. form. or function. All of its dimensions are
influenced by certain cultural values and convictions about what is important
to know and to become. and why.

The priority we give to individual effort and competition in learning
reflects the et ttural values of the rugged individuatism, the work ethic, and the
autonomy of mainstream socicty, Cagan (1978, 229) presented a powerful

explanation of this point:

Perbaps no other aspect of American social thought and
culture is as widely acknowledged and deeply feit as that of
individualism. The moral and political primacy of the
individual over the group is often presented as the corner-
stone of democratic society. Personal liberty. individual
initiative, and the private scarch for bappiness are values
and ideas deeply rooted in the fabric of American society: if
they do not accurately reflect the realitios of life in this
country. they do represent its ideal description. Americans
hae always valued the freedom to pusue their own inter-
ests andd the ability to attain personal goals through their

own efforts. eren when these are more apparent than recl.

It is not surprising that people who worked hard to attain an industrial
and technologically advanced society place a high value on work, punctuality.
and orderliness: nor is it surprising that these values would become a major
part of the education that schools transmit to youth as part of their socializa-
tion for US. citizenship Claba 1962). The problem lies in assuming that these
values and standards are “the best there is™ and are universatly correct for
evervone, Teaching social vatues is o fundamental obligation and action of

education. The challenge for schools s teaching values that include the
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viewpoints and experiences of the full range of ethnic and cultural groups that
comprise the United States.

For Phenix (19613 the most impornant educational values for democratic
living were the pursuit of goodness and truth. and excellence in being and
doing for both individuals and society. Within this framework. democracy is
more of a standard of living and a moral imperative for behavior than it is
simply a political system. Phenix (1961) noted that it refers to all aspects of

"life. the establishment of universal principles of conduct. and the belicf that
everyone is worthy. Democracy is equitable and promotes just behaviors that
insure that no individuals or groups will arbitrarily and capriciously exercise
power and control over others. 1t represents rule by the laws of ethics and
morality. It also incorporates a devotion to freedom. equality, and excellence
in all human endeavors. The pivotal values of excellence to be developed in i
democracy are intelligence. conscience, creativity, and community.

PDewey (1916, 101 added that democracy is “prinmarily a mode of
associated living. of conjoint communicated experience.” Tts hatllmark traits are
the existence of shared common needs and interests. diversity of motivation
and variation in responsive behaviors, mutually supportive relationships. and
continuing changes in social habits to promote the common good.

Banks's (1993) and Sleeter and Grant's (1988) descriptions of
multicultural education are similar to Phenix’s and Dewey's descriptions of
democracy. Banks (1993) viewed multicultural education as a concept. move-
ment. and process designed to deliver equal educational opportunities to all
students. Tt is a visionary goal by which school practice can be directed.
guided. and evaluated. Sleeter and Grant (1988, 175) pereeived multicultural
cducation as " different orientation toward the whole education process.”

These values form the American creed as embodied in such preeminent
documents as the Dedlaration of Independence. the Preamble to the Constitu-
tion. and Abraham Lincoln's Gettysburg Address. They are universal ethical
auidelines for living together in society. Their universality derives from their
relevance and appeal to all humans and from their potential to elicit every
person’s lovalty (Phenix 190D, In practice, however, these values appeitr in
wide variety of forms, actions, and expressions, What is good, true. right, just.
and excellent is determined within particular situations and contexts, rather
than in cosmic abstractions. Herein lies o critical connection between general
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education and multicultural education,
Education as a Basic Right
». Bveryone has a right 10 a free and

» Education serves society.

Both multicultural and general education believe that a free and public
education is a right of citizenship and a condition of democracy in the United
States. As a public enterprise. it is both for and about the masses of the
people. not simply the privileged few. This means that everyone—the com-
mon folk as well as advantaged individuals—should have equal access to the
benefits of education. an unrestricted right to participate and be represented in
its policies und programs. and shared responsibility for its support. As u right,
education should be relevant to and of high quality for all citizens and all
facets of society. It should be realistic. functional. enriching. and enabling.
Good education for citizens and societies helps them to be their best in the
present and to strive toward an even better future, Since culturally different
individuals fall i wo all categorics—citizens. public. common folk. and
advantaged individuads—education must also be culturally pluralistic. Other-
wise, i fundamental right of citizenship is systematically viokted.

Educators who are not committed to cultural diversity tend to use the
concept of majority rule to determine who the public is and to set the stan-
dards for selecting content and skills to be taught to students. They contend
that since the majority of people in the United States have European origins. it
is nutural for their cultures and values 1o establish the normative standitrds of
the national culture and all of its subsidiary institutions, including schools.
When people decide to live in a given society, they enter into a tacit social
contract to live by the rules and regulations of that society, In the United
States, a key provision of this contritet is that, while minority rights will be
respected and can be practiced largely unencumbered in private, majority rule
will prevail in public life. The purpose of education is to help enforee this
social contract and perpetuate the national culture by socializing all individuals

into its common features. In this way, it serves as a national unifier. liberator,

—w 1£3
ERIC .

PAFullToxt Provided by ERIC

BEST COPY AVAILABLE




Principles for Democratic Citizenship

equalizer, and common denominator for all the diverse strands of people and
experiences that comprise the nation (Butts 1978). Essentially, this is the
position teachers are taking when they proclaim, “In school all students need
to learn how to act and talk properly if they expect to get a job and function
in society. Culturally different students can practice their native languages and
lifestyles in private, but in the public arenas, English and mainstream culture
should prevail.”

Multicultural educators do not reject the idea that the majority should
rule. but they do question some commonly held notions. One is the extent to
which the First Amendment provisions of the Constitution are honored in
practice. These passages were added to the Constitution to protect minority
religions, opinions. and beliefs, and to prevent the majority from becoming
oppressive, dictatorial, and capricious in the exercise of its rights. Thus, if
majority decisions in society are racist, then they are wrong, and the groups
negatively affected by these actions have the right to seek redress. However,
thie historical record of the United States shows that many people who have
not been targets of oppression and discrimination themselves have sympa-
thized with oppressed groups and joined ranks with them in their struggles for
treedom, equality, and justice. The opposition to slavery and the 1960s Civil
Rights Movement :re graphic examples of these trends.

The existence of ~coalitions among freedom fighters™ prompts a chal-
fenge to another common interpretation of majority rule—that “nugjority™ is
abways o numerical concept. Multicultural educators contend that, when
applicd to issues of culture and community in pluralistic settings, majority rule
is more a matter of “plurality of influence” than numbers. All ethnic, racial,
social, and celtural groups in the United States have been. and are, instrumen-
tal in shaping its history, life, and culture. The result is a national majority
culture that is more @ synergy of pluralistic contributions than the domination
of Europcan-Americans, even though the contributions and full participation
of all ethnic groups have not been acknowledged. Cruse (1987) suggested that
the intent of the school desegregation and broader civil rights movements of
the 1960s was to muke society recognize, reflect, and accommodate the
cufturally pluralistic composition of all of its component parts. In other words,
the ideal was for society to be “plural but equal.” Because the people and the

culture of the United States are a conglomeration of racially, ethnically,
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culturaily, and socially diverse individuals, groups, and influences, this is the
true “majority” that should govern.

Education in the United States is a public ereation. a public mandate, and
2 public service. Undeniably. the "American Public™ is becoming increasingly
pluralistic. We saw evidence of this in Chapter 1. To serve its constituency
sdequately. education must likewise be culturally pluralistic. In symbol and
substance it should convey to all students that they and their heritages are
important components of what constitutes the essence of society’s cultures,
values, and ideals. That is. individuals from all social classes. and cthnic,
racial. gender, language, and cultural groups have the right to be validated. 1o
have unrestricted access to the full range of opportunities available to citizens,
and to have a representative voice in decisions that affect their lives and
destinies, The ethics and actions these values engender are necessary condi-
tions for the support and survival of a democratic society. As Banks (1990.
211 explained. *To develop a clarified national identity and commitment to
the nation. groups and individuals must feel that they are integral parts of the

nation and national culture.” Dewey (1916, 97-98) had carlier noted that:

all members of the group must bave an equiable opportii-
nity to receive and to take front others. There must be a
large variety of shared nundertakings and experiences.
Otherwise, the influences which educate some into
masters, educate others into slaves. And the experience of
cach party loses in meaning when the free interchange of

rarying modes of life-experience is arrested.

Another dimension of the right to education is access to knowledge that
has value for personal affirmation and social utility. For the United States, this
means learning about the cultures, experiences. and lifestyles of others. as
well as being educated in one's own cultural traditions and styles. This is
important because it is very unlikely that youth who are living and working
today in monoracial or single-cthnic communities will live their adult lives in
similar settings. Knowledge about cutturat diversity will help students learn
how to function better in a pluralistic society. Another reason for students to

be sensitized to cultural diversity is the fact that it is atready virtuadly impos-
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sible for any of us to live a day of our lives without being dependent on
others. Consider. for example. where our food. clothing. transportation,
communication technology. and recreation tools come from. They are both
multicultural and international. We use automobile parts made in Germany.
Korew. and Tapan. Many of our dothes and shoes (or the raw materials for
then) are made in Thailand. the Philippines. Koreu, Ttaly, and Brazil. Within a
given week, most of us are likely to eat several different kinds of ethnic foods

or visit places where food is served by many ethnically diverse individuals.

This global interdependence affects the quality of our daily lives, Students

have the right to know who they are dependent upon for the convenience
and richness of their evervday lives. They also need to examine critically how
the policics and practices employed by the United States to meet its needs
may lead to the exploitation ordislocation of peoples and cultures around the
world.

For muny students who are not fully assimilated into mainstream culture
and society, such as African-Americans. Lutinos. Asian-Americans. and Native
Americans. the right to a culturally pluralistic education is reinforced by their
dual or bicultural identity. These students have the right to maintain an
identification with their cultures of origin while simultancously learning and
adopting mainstream cultural vatues and lifestyles. Rameriz and Castanieda
(1974 and Darder (1991) referred to this as the right of all students to cultiral
democracy. which is 1 natural corotlury to and extension of their right to
political democracy. This means accepting the fact that the ways students
communicate. relate. value, think. and learn are strongly influenced by their
ethnic identity, background experiences. and value systems. To learn in
cducational environments—via instructional methods and from curriculum
materials that are inclusive of their cultural orientations and reflect their
group's contributions—is a birthright of citizenship and a pedagogical mandate
for education in a culturally pluralistic society (Darder 1991: Rameriz and
Castaneda 1974 Shade 1989).

Multiculturalists belieyve their approach to education can beter prepare
all students to live more productive, satisfying. and responsible lives ina
society and world of increasingly diverse people, fanguages. and cultures,
They are tools for transkating the ideal of democratic rights into instructional

programs for the masimal development of individual abilities and for helping
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students to understand their social responsibilities. Individualistic goals lead to
personil competence and confidence that are prerequisites to social and civic
involvement. The social responsibility need is met as students learn about the
contributions of other groups. understand how the lives of groups and indi-
viduals are interrelated. and develop value commitments and action skills to
work for the betterment of society for evervone's benefit. Together these
learnings create a union of plurtbus and unwm. a pivotal concept in the
democratic social experiment ‘Therefore, the civie, moral, cultural, and peda-
gogical implications of ine right of all children to a high-quality education
suggest that multicultural education is indeed the foundation and essence of

all education for democratic citizenship.

Conscience and Community
General Principles:
» Community building is necessary
for democracy. ¢
¢ Freedom, equality, and justice

should be modeled by educa-
tion.

¢ Interdependent relationships are
understood.

» National unity and a common
culture are promoted.

Imiplicit in the right to an education was the idea that achievement of
democratic values for all citizens requires a clear understanding that individual
rights come with social responsibilities and that collective action is the best
wity to ensure both. Multicultural education and general education agree that
democracy as a political and soca! svstem, as well as o philosophy of living, is
a noble but imperfect experiment. They differ on what are the degrees of
imperfection and where to plice the emphasis and effort of future reform.
Both recognize that, historicatly. the gains 1S, society has made toward
achieving a true democracy have not been accomplished without struggle or

multicthnic participation. This struggle has always involved questions of

£
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morality and cooperative group eftort: issues of access and equality of oppor-
tunities: battles between the rights of the few and riglﬁs of the many; tensions
between the individual and the community: needs to reconcile difterences
with similarities: quests for unity in the midst of plurality: and determination of
who controls cultural truths (Barber 1992). Some powerful examples of
struggles that illustrate how conscience and community come together in
efforts to achieve democratic ideals are the Civil Rights Movement and the
gender liberation movement.

Many contradictions and inconsistencies continue to exist between the

and its practiced realities. Alarming rates of racial and
gender prejudices and inequities in educational, economic, and political
opportunities permeate the entire fabric of society. Phenomenal progress is
being made in medical science technology, extending longevity and improving
the quality of lite. yet incredibly high numbers of people die or are unhealthy
beciuse they cannot atford even basic medical care. The United States is a
world leader in the production and consumption of goods and services. but
many females and people from groups of color cannot carn enough money to
live comfortable, secure, and dignitied fives. Education has the obligation to
prepare students to critically question inequities: to be morally outraged and
intolerant of all forms of oppression, exploitation, and injustice; to understand
the nature and cffects of these problems—personally, nationally, and globally:
to realdize that their personal lives and the fate of society are inextricubly
interwoven: and to engage in constructive actions to eliminate all restrictions
on individual rights and social possibilities. When ingrained, these attitudes,
vilues, and skills create the kind of critical inquiry, civie responsibility, and
communal interdependence that are essential to the preservation and exten-
sion of democracy.

Not only does true democriaey require o foundation of shared values,
experiences, and visions, but it depends upon shared morat convictions and
cthical obligations as well. Freedom. equality. justice. and respect are the
unrestricted prerogatives of every citizen of the United States, as tong as they
are not used to impose upon others or deny their rights, All children should
be tught that they have the responsibility to claim and honor these preroga-
tives as their human and civie birthrights and to actively vesist all actions that

might compromise or constrain the same rights of anyone clse. This knowl-
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edge is necessary for a genuine sense of community to evolve among diverse
individuals, groups, interests. and concerns, Therefore, multicultural education
recommends that all students learn how to recognize racism and its effects,
how they are perpetuated. and how to engage in social and potlitical actions to
combat racism.

Students need to unaerstand-that people in society are so closely inter-
connected that what happens to any one of them is signiticantly affected by
what happens to everyone else. If some people in our society are oppressed
and treated unfairly and if their human dignity is demeaned, then all people
and all dimensions of society suffer. Freedom of speech and expression is
indispensable for the maintenance and improvement of a democratic society.
However. it cannot be used irresponsibly or capriciously to deny those with
dissenting opinions the right to be heard. The concepts of interdependence
and community operate in close conjunction with the democratic principles of
freedom, equality. and justice. Macdonald (1977) even proposed that democ-
racy is best represented not by concepts such as libery or equality but by the
commitment to fraternity. In his words, "It is concern for each as a brother-
sister that provides the cornerstone of real democracy for a program built
upon cultural pluralism™ (Macdonald 1977, 13). Our nation’s Poet Laureate,
Maya Angelou (1993). delivered the same message in her reading of “On the
Pulse of Morning™ at President Bill Clinton's 1993 inauguration:

Here on the pudse of this new day

You may bave the grace to leok upy and out
Ancl into your sister’s eyes,

And into your brother's face.

Your cotntry.

And say simply

Yery simply

With hopre—

Good morning.

These should be the anchor points of educational programs designed to
teach skills tor democritic citizenship because, as Kohn (1986, 67) explained.
soctil change that benefits everyone ain take plice only =i collective action
supersedes the quest for individual rewards.”™ This is one of the most powerful

strategy messages of multicuttural education, It challenges the mainstream




Principtes for Democratic Ciizenship

cultural competitive value of *I win, you lose.” and replaces it with a coopera-
tive one that says. in effect, “If we win, you win and I win.”

John Dewey (1916) and Paulo Freire (1980). well-known proponents of
education for democracy, offered additional strategics for achieving this goal.
They suggested that schooling should be an apprenticeship for democratic
living. Both believed that education should help students develop ethical
foundations and moral convictions to guide their participation in the demo-
cratic process and to develop a sense of communal obligation for the common
good, Dewey (1916) proposed that students learn in environments and
through activities where mutual interests and cooperative efforts are basic to
achieving task mastery. Freire (1980, 28) added that democracy requires
~dialogue. participation, political and social responsibility. as well as a degree

of social and political solidarity.”

Representation and Participation
General Principles:

e Everyone is enfranchised.

e Citizens develop social
competencies.

e Citizens develop knowledge
and values consistent with
democratic ideals.

e Citizens promote intolerance
of oppression.

Multicultural interpretations of education for citizenship act as a critical
voice. 1 civie conscience, and a reality filter for general education values and
souls for democricy. They also offer some compelling perspectives on the
rieed for all ethnic and cultural groups to be represented in educational
programs and suggestions for accomplishing this. Four of these perspectives
are presented here to illustrate how the principles of representation and
participation operate when they are placed within @ framework of cultural
diversity.

First, multicultural education points out t!}chipcfcdihlc racial, cultural,
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ethnic. social class, linguistic, and national origin diversity that characterizes
the informal and cultural aspects of U.S. society. However, formal operations,
institutional structures, and power allocations are still dominated by
Eurocentric. middle-class cultural values, individuals, and groups. The tension
here is between a cultural democracy wherein all of this diversity is honored
and a cultural hegemony that impo.Q‘es the values. beliefs, and traditions of one
group upon all others. Out of these cultural disparities emerges a very strati-
fied. distorted. and often contradictory conception of who is “the public” or
who are “the people™ who comprise and control our society. Some segments
of the public become more privileged or disadvantaged than others with
respect to opportunitics and outcomes, solely on the basis of their racial
identity. gender. or social class. This violates the law, philosophy. and spirit of
democracy.

A surface analysis gives the impression that the United States is more
culturally integrated than it actually is. For instance, laws prohibiting racial
segregation in education. housing. and employment mean that one can find
people of different ethnic backgrounds in neighborhoods, businesses. and
cducational institutions. But this diversity is too often selective and peripheral.
The rich social and cultural pluralism that exists in society has not penetrated
the inner core of most institutions; nor does it necessarily impact. in any
significant way. the personal lives of many individuals. Hustrations of this
pattern are found in school administration and leadership, and middle- and
upper-level corporate management. School principals and superintendents are
predominantly European-American males, while classroom teachers continue
to be mostly European-American females. Corporate managers are predomi-
nantly European-American males. but entry-level employees come from a
wide variety of ethnic, cultural. and linguistic groups. Our experiences with
desegregation have not yet touched the deeper levels of interpersonal relation-
ships. since most people in the United States still live in relative isolation from
people who differ from them racially, cthnically. and socially. In the most
intimate and emotionally affirming dimensions of life, such as religion, resi-
denee, and primary interpersonal relationships. we tend to live in “cthnic
enclaves,” creating an image of many microcultures existing in close physical
proximity to cach other but not engaged in any significant, substantial, or

quality interaction. Political activist Dick Gregory once observed, “The most
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scgregated hour of the week is eleven o'clock on Sunday morning.™

This segregation is still the norm both symbolically and literally, reflect-
ing those parts of society that cultural pluralism has failed to penetrate. Many
neighborhoods and schools claim to be “integrated™ but the people who
inhabit them do not spend quality time sharing experiences, issues, and
concerns that make a real difference to them. These situations are both cause
and effect of the growing gap between the “haves™ and the “have nots,” and
the persistent resistance of many people to genuinely embrace cultural diver-
sity. Consequently, cross-cultural, interracial, and socially diverse interactions
continue to be infrequent, transitory. and perfunctory.

Education for democratic citizenship must build bridges across these
boundaries if we expect ever to have a genuinely cohesive, caring, just, and
egalitarian national community. These bridges must be varied, including
geographic, interpersonal, communicative, cultural, and ethical ones. Once the
“cultural bridges™ are built, students need to be taught how to “cross the
borderland™ between cultures and to participate freely and fully in different
cultural settings. Major steps toward achieving these goals include making
certain that the contributions of different ethnic, cultural, and social groups are
represented in school curricuta and ensuring that these groups have access to
all societal institutions.

A second multicultural perspective of principles of representation and
participation presents many graphic reminders that morality cannot be legis-
lated. and knowledge alone is not sufficient for social change. Although laws -
exist prohibiting discrimination and excluston from participation in institutions
on the basis of race, class, age, language. religion, or gender, society and
schools continue to be plagued by disparitics in opportunities. People who are
considered highly intelligent by some standards may be morally corrupt and
uncthical in their social and interpersonal dealings with different ethnic
individuals and groups. In the midst of declaring the sanctity of human dignity
and the universality of human value, practices such as sexism, ageism,
classism, and racism flourish, in opposition to these ideals. Economically, the
United States is one of the wealthiest countries in the world, yet the number of
children who are poor, hungry, homeless, or unhealthy increases daily. We say
we believe in human dignity and high-quality living for everyone, but more

cquitable tax reforms and funding for social welfare services. health care, and
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education fail repeatedly to be endorsed and enacted into taw, Many people
still believe and behave according to the premises that (1) there is a single
way to be “right.” and those who do not ascribe to it are either inherently
inferior. socially deviant, or in need of corrective intervention and paternalistic
guidance. and (2) evervone can “make it” in U.S. society if they just try hard
enough, and those who do not. lack initiative, motivation, and aspiration.
These situations are symbolic of gaps between ideals and realities,
principles and practices, knowledge and morality, conscience and cognition,
faw and ethics, and of the need to combine these in the struggle to achieve a
truly democratic society. They also illuminate Davidman and Davidman's
(1994) description of multicuitural education as “multifaceted.” The changes it
hopes to stimulate are so numerous and varied that they require multidimen-
sional, interdisciplinan . and integrated approaches. Knowledge about cultural
diversity has to be supplemented with vatues clarification to help students sort

out their attitudes, beliefs, morality, and actions on issues related to freedom,

equality, and justice within the contest of a culturaily pluradistic and ethnically

diverse society, The contributions of culturally diverse groups and individuals
must be included in the curriculum to correct for omission at the same time as
changes occur in the fundamental structures and assumptions of the educa-
tional process, Students need to know how to make cultural diversity a more
viable part of current society as they develop social and potitical skills to build
an entirely new social order, far more egalitarian than the present one ever
could bhe.

Phenix (1961 constructed a powerful argument in support of this kind
of education agenda. He dectared that all racist views and practices that
restrict or Hmit the participation of some groups in schools and society are
intolerable and undemocratic. Oppressive practices of all kinds should be
counteracted through education that redistributes knowledge and power in
order to challenge the privileged positions of the dominant group and its
culturatly hegemonic practices. The ultimate appeal should be to the prin-
ciples of right, equatlity, dignity. and justice. which supersede intergroup
rivalries. Thus, education for democratic citizenship in an ethnically and
culturally pluralistic society should be devoted to breaking the bonds of racial
hatred and exploitation and to promoting racial equality in their stead. Phenix

(1961, 177y outlined key components of education for democratic citizenship:
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The foundation of racial justice is a deep conviction of the
unity of bumenity and respect for the worth of every
person. It is not enough to affirm these as abstract general
principles: they must be controlling dirvectives. Education
for democratic race relations must go beyond factual
instruction: it requires a change of motive, from that of
promoting the prevogatives of one’s own group to thet of
serving the right without calculation of personal advan-
tage. This calls for a comprebensive reorientation. a total

rerersal of outlook which affects one’s entire system of values.

Accomplishing this type of “reorientation™ is 4 major purpose of
multicultural education. Tts successful completion will produce 4 stronger
sense of affiliaticin and community among the different racial groups in the
United states. as well as lead to psychological. social, political, intellectual.
and aesthetic liberation of individuals. Consequently. education for racial
justice is a critical component of both democratic citizenship and multicultural
education within the United States.

Multicultural education underscores the fact that diversity is a definitive
trait of humankind. Therefore, to be different is an inalienable right and
deserves the kind of care and respect worthy of all things human. Schools and
society in the United States. being merely small segments of humanity. should
aspire to do no more and no less. The ultimate goat should be to have
genuine pluralism present in all facets of education. without attaching any
hierarchical order to its constituent parts. We come closer to achieving this
goal when education includes an open analysis and thoughtful celebration of
cultural diversity, combining knowledge acquisition with values claritication.
moral and ethical commitments, and sociopolitical actions.

A third interpretation of the principles of participation and representation
by multiculturalists suggests that education—it cliiming to prepare students for
citizenship in the United States and to make their rightful heritage accessible
to thetn—nmust attend deliberately. torthrightly, conscientiously. and critically
to cultural plaratism. The inescapable fact is that cthnie diversity and cultural
pluralism are ever-present and determinant influences in U.S. history. hite. and
culture. Regardless of the subject educators use to transmit this legacy-—
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American history, American literature, American politics, American sociology,
or American economics—the content and message are incomplete, if not
totally false. when they do not include the contributions of different ethnic
and cultural groups. Educators must also help students reconstruct what it
meuns to be "American” and "human.” In the process of redefinition, the
perspectives. experiences, and contributions of all ethnic and cultural groups
should be examined thoughtfully and thoroughly. Morrison (1992, 5-6) made
this point eloquently. referring to the African-American influence shaping what
is known as a unique “Americanness” in literature:

The contemplation of this black presence is central to any
understanding of our national litevature and should not
be permitted to bover at the margins of literary imagina-
tion. ... [l wonder whether the major and chan pioned
characteristics of our national litevature . . . are not in
Jact responses to a dark. abiding, signing Africanist
presence. It bas occurred to me that the vevy manner by
which American literature distinguishes itself as a cober-
ent entity exists because of this unsettled and unsettling
population. . .. Through significant and underscored
omissions, startling contradictions, bearily nuanced
conflicts. through the way writers peopled thetr work with
the signs and bodies of this presence—one can see that o
real or fubricated Africanist presence was crucial to their -

sense of Americanness. And it shows.

To proudly prockiim, [ ani an American™ (meaning a citizen of the
United States). is to evoke a culturally pluralistic heritage. The idea of
multiculturalism is new in name only. From the very beginning of its history.,
the United Srates's story has always been one of racial, geographic, religious,
demographic, and cultural diversity in scarch of unity. The view of the United
States as 4 nation of predominantly White European-Americans was never
anything more than the hope and potlitical imposition of a fraction of the
immigrants to the United States and of the native peoples already here. Yet,

we are not very comfortable with our diversity (Barber 1992). Multicultural
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educators believe this can be corrected by making all of our diversity visible,
valued, and accessible to students, and by teaching them how to embrace it.
This approac : will lead to a stronger and more accurate sense of what it
means to be American, a deeper respect for human dignity, and stronger
feclings of community and camaraderie among diverse peoples. Individuals
who understand how their lives are intertwined with those of others are less
likely to engage in disrespectful, abusive, or oppressive actions. Thus, every
individual and all aspects of society benefit from multicultural education, as it
moves us closer to achieving social democracy and personal actualization.

A fourth perspective that multicultural education provides regarding the
representative and participatory dimensions of education for democratic
citizenship is that the cultural diversity that currently characterizes U.S. society
has not reached its ultimate conctusion. The country is becoming daily more
diverse. Ethnic demographics are literally changing the face of the United
States (Henry 1990; Perry and Fraser 1993). Educational and sociological
literature is inundated with growth statistics on ethnic and national origin
groups and how these will be distributed in the nation’s population during
different time periods within the next century. The actual numbers may vary
somewhu, depending upon the purposes and data sources of the projections,
but the basic message is the same: the United States is becoming even more
racially. ethnically, culturally. «nd linguistically diverse. Much of the cultural
content of this diversity is fundamentally different from what the country is
accustomed to, since the source of most of this growth is people of color who
have come from parts of the world other than Western Europe. It adds dimen-
sions and challenges to ¢ plribus wnem that we have not even begun to
recognize or understand. To be valid and realistic, the new normative stan-
dards in education and society will have to be cultural heterogeneity and
plurality. Restr turing schools to reflect these changes is o reasonable expec-
tation, since they are public institutions. As such, “they should be informed by
the social realities of the communities they serve and representative of the
vision of the socicty in which they exist™ (Perry and Fraser 1993, 10).

While the principles ol equality, freedom, justice, unity, and community
are in no way compromised by the new cethinic demographics, the ways in
which they are understood and practiced will have to change radically. One

brict example illustrates this need. Consider the practice of using majority vote
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to approve policies and laws, As the population of the United States becomes
more and more culturally and ethnically diverse in numhers and viewpoints,
no single group will comprise a clear and definitive numerical majority.
Increased knowledge and appreciation for cultural and ethnic diversity should
mean that more people will engage in “cross-over politics™ and vote on the
meerits of the issues rather thuan pany and ethnic group lines. The two-party
system of government may disappear entirely. In order 1o satisty the social.
political, economic. and educational demands of a very diverse population.
more “rainbow™ coalitions and more broadiy based negotiated compromises
will be required (Henry 1990). The United States also may need to modify its
position as 1 monolingual society. The new standard for determining public
policy on what language is used may have to be “plurality rule” instead of
“mitjority rule.” if cultural democracy rather than hegemony is to prevail. In
some major cities and large school districts. such as Chicago. Los Angeles.
New York. Milwaukee, and Miami. this new standard can already be observed.

Multicultural education advocates consider plivality and diversity 1o be
the most viable frames of reference for translating into practice the right of all
students to a relevant and excellent education. knowledge and skills for
functioning in cross-cultural settings. and socialization for the citizenship that
is nested in the culturally pluralistic realities that characterize the present and
the future of U.S. society. A busic condition for achieving all of these goals is
the representation and inclusion of cultural and ethnic diversity in all educa-
tionatl programs and practices. Some proponents refer to this inclusion process
as "giving voice” to previously silenced or muted cultural groups and tradi-
tions by allowing them to “tell their own stories™ (Darder 19910 Giroux 1992
McElroy-Johnson 1993). Voice is a validation process at the level of both
principle and content. As principle. it is analogous to the democratic ideals of
freedom of speech and the right to be actively involved in determining one's
own destiny. As content. having voice means that the experiences and contri-
butions of all cultural groups are included as worthwhile knowledge for
students.

These demands are not unreasonable, given that few educators in the
United States would take issue with the statement that schools are created by a
society to teach students the knowledge. attitudes, values. and techniques that
huve cultural relevance. curreney. and expediencey CTaba 1902). Multicultural

.4 c oy

o ko




PAFulToxt Provided by ERIC

Principles for Democratic Citizenship/

cducation meets all of these criteria. Furthermore. it incorporates principles of
democracy; offers a teaching philosophy and methodology not tried before
with culturally different students: and charts a course of action that has the
potential to transform society.

Reflections and Applications

The ideus discussed in this chapter extend the meaning of principles of
democracy and education for citizens by placing them within the context of
cultural pluralism. From them emerges a clearer picture of why proponents of
multicultural education declare that it is us American in origins, values. and
intentions as general education. Both are grounded in the democratic ideals of
freedom, equality. and justice, and view the primary task of schools as prepar-
ing youth for democratic citizenship and leadership. The fact that the United
States is growing more and more cubturally and ethnically diverse means that a
permanent partnership is being forged between democracy and cultural
pluralism. The democratic fext can be understood practically only within a
context of culural pluralism. Demeeracy is impossible to achieve without the
inclusion of cuttural pluradism, and cultural pluralism rests on democratic
values, cthics, and morality.

Therefore. the filters that mudticultural education provides for making the
abstract principles of freedom. equality, and justice more meaningful to the life
experiences of culturally different groups are essential it genuine democracy is
to be achieved. This makes multicultural educiation a necessity in education
for citizenship, not a choice. This is what Banks(1991-92, 32) mcant by
declaring that multiculural education is “for freedom’s suke.”

Opportunities to practice increase the level of learning. Hopefully, you

have learned many new things from reading this chapter. Your learning could

e further enhanced by engaging in one or more of the activities and experi-
ences suggested helow,

1. Review your classroom routines to identify rules and regulations that
you cmploy on a regular basis. These may be a list of “dos and don'ts,” some
general rules of social decorum, principles of behavior management and
interpersonal interaction. or procedures for task performance. After you have
completed your list, analyze it to see how many of the “democratic citizen-
ship™ values and principles discussed in this chapter are represented. A rule

oy
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such as “Do not yell out answers; raise * r hand and wait to be called on”
might be interpreted as representing the principles of participation and
equality of opportunity. Place the principles opposite the rules. and use these
for a lesson on democratic citizenship rights, values, and responsibilities with
your students,

2. Work with students and, or colleagues to create a “Bill of Rights for
Cultural Diversity.” Include information and insights gained from the discus-
sion in this chapter. Your “Bill of Rights” can be generic, focusing on rights
that apply in any school setting and subject. Or, it can be specific to a given
subject area. such as English and Linguage arts, science, mathematics, or
humanities. After you have completed vour list of rights, approuch the entire
faculty of your school to endorse and accept it as a statement of the value
commitments of the school. Write your Bill of Rights in a form similar to the
one that appears in the Constitution of the Upited States, Display it in a place
of honor in the school and classroom. It then will become the “code of honor”
for your school and classroom.

3. Schools transmit their commitment to democratic ideils and values in
many ditferent ways. Two of these are student handbooks and vision, philoso-
phy. or mission statements. Schools frequently accept the mission or philoso-
phy statement of the school district as their own. Eximine the handbook and
philosophy statement to see if you cun extrapolate the particular democratic
values that are embedded in the goals, statements, and rules and regulations.
Then, suggest some ways these can be modified to include specifics about
cultural diversity. For example, a student handbook rule that says, “All stu-
dents will receive the same punishment for violating school rules.” might be
interpreted as an attempt to apply the democratic principle of “equality.” A
madification of this might include some culturally-specific extenuating circum-
stances when this rule would actually be unfair, such as students who do not
know enough English to understand the rules.

4. Have vour students work together cooperatively to C wvelop an
“Analytical Profile™ of how the “right to an education™ is distributed in practice
throughout your school. Have them collect information such as who is en-
rolled in what kinds of clisses (e.g., special education, advanced placement,
vocational, “tough™ vs. “casy,” cte.) and extracurricular activities; who is

clected to or selected for which leadership roles (e.g., honor society. student
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government, teaching assistant); who gets what kinds of awards and recogni-
tion: the percentage distribution of students, teachers, and administrators by
cthnicity and gender: and how disciplinary actions are distributed by ethnicity,
gender, and grade. After collecting the information, have the students compile
it into comparative tables and charts, draw some interpretative conclusions
from the data. and develop a position statement of commendation or recom-
mendation for the school. The full report can be disseminated to the school

prncipal and leadership council, district office, and community leaders.
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Pedagogical Principles
The professional judgments of the teacher should be based on an understanding of
how the student’s behavior and thought processes involve. . . the reenactment of
cultural patterns. Being responsive . . . thus means to be aware of and capable of
responding in educationally constructive ways to the ways in which cultural patterns
influence the behavioral and mental ecology of the classroom.
(Bowers and Flinders 1990, xi)
£ ht
Too frequently in the past, culturai characteristics [of ethnic background students]
have caused these students to become alienated from schools with a predominantly
Anglo culture. Now it is important to see ethnic characteristics as powerful resources
for learning. . . . Rather than being denied in the classroom, they can and should be
used to promote educational achievement.
(Burger 1973, 18)
i i g
Jrom reading the preceding chapters, you have begun to anticipate
issues that will be discussed and to plan how you will reflect on the ideas

presented. If so. you have probably already hegun to question your personal

heliefs about how teaching and tearning should proceed. how these processes

should be adjusted to be more responsive to cultural diversity. and why you

hold the beliefs you do. Perhaps you will pause here. and begin a journal of
your thoughts on these questions. Write your reactions before you read the
chapter. and then add other reflections as you read. At the end of the chapter.
afte r you have made your last entry. review and reflect upon the journal to see
it or when changes occurred in how you view teaching and learning in a
culturally pluralistic society.

Another activity to help you create a “personal mindset” or framework
for this chapter is the following prereading activity. Think about the ways you
regularly adert your students to the kinds of knowledge and procedures that
are- important for successful learning in your classroom. For example. you
might frequently use overhead transparencies to underscore key ideas, cue
students to information on which they will be tested with comments tike
“keep this in mind” or “remember this.” or use cooperative groups and peer

ot
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Chapter

tutoring as major components of your teaching style. Make a list of eight or

‘ten of these practices and keep them nearby as you read through this chapter.

It will also be helpful for you to do a reflective review of the tist periodically—
possibly afier reading each scection—to see if the discussions help you under-
stand how and why the features of your teaching that you have identified are
culturally embedded. The first reflective review of the list of your teaching
procedures and priorities might be to group them into the five categories of
teaching and learning principles discussed in this chapter.

A third chapter preview activity is to scan the topics to be discussed, and
then design o set of interview questions to clicit educators’ personal principles
of teaching uand learning related to the different topics. Some questions you
may ask are: What is educational equity? Should Latino. Native American,
Asian-American, and African-American students be treated the same as Euro-
pean-American students? How do vou determine when students are ready to
tearn? Does this differ tor mainstream European-American students and
students of color? What obligations do teachers have toward students. other
than teaching them their subject areas and skills? Use the list of questions vou
created to conduct a self-interview. Audiotape or videotape your interview and
put it away until vou finish reading this chapter.

This chapter is about how values and beliefs influence decisions about
the structure and process of teaching and learning, The pedagogical principles
they generate stem from two key questions and encompass both curricutum
and instruction. One of the questions is about content. It asks, “What knowl-
cedge has the greatest worth for all students?” The other question is about
methodology. 1t asks, “How can the educational process achieve maximum
learning results for all students?” These questions, and the principles they
generate, are essentially the same for generad education and multicultural
education. As is the case with principles of human development and socializa-
tion for democratic citizenship. the only difference is that multicultural educa-
tion adds the contextual lens of cubturat diversity to them. Thus, multicultural
cducation asks: “What knowledge is of greatest worth for all students in a
culturally pluralistic society?” and “What must we know about the relationship
hetween cultural diversity and fearning in order to make the educational
process of maximum benefit for all students?” The questions are framed so as

to incorporate the histories, cultures, experiences. and traditions of both
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Pedagogical Principles

majority and minority ethnic, racial, and social groups. This orientation is
consistent with the idea that multicultural education includes everyone., Or, as
some proponents claim, multicultural education is the only way to provide a
relevant, appropriate, and quality education for a culturally pluralistic society
such as that of the United States.

The discussion of the pedagogical principles included in this chapter is
based on three major assumiptions:

1. All teaching and learning are embedded in particular cultural contexts;

2. Cultural inconsistencies due to different expectations about knowledge
and ways of knowing interfere with effective teaching and leaming in cultur-
ally pluralistic classrooms; and

3. Culturally responsive teaching is an appropriate strategy for reforming
classroom instruction, acceptable to both general and multicultural education.

Bowers and Flinders (1990) and Greenbaum (1985) found that most. if
not all, of the important dimensions of knowledge and the procedures of
teaching that we take for granted in schools are culturally determined. Bowers
and Flinders (1990) identified several examples of “taken-for-granted™ or “tacit”
knowledge that are, in fact, culturally specific. They are: viewing time as
linear. perceiving change as progressive, associating good things and success
with spatial direction of “up” (e.g., "He's at the top of his field™) and failure
with "down" (c.g.. “She is falling down in her grades™, and rationality as the
hest-quality thinking (e.g.. “Your emotions are overshadowing your reasons™.
Other examples include the following:

* Using a lincar, three-part, topic-centered approach in telling stories
(while some students are accustomed to a more circular, topic-chaining,
episodic pattern of story telling).

* Using behavior patterns, such as pausces, eyve contact. body gestures,
and onc-to-one communication. to establish the right to speaking turns
(which may conflict with the more group-oriented patterns of some
cthnic groups).

e Introducing new concepts by using metaphors that are limited to one
gender, age, social class, ethnic. or cultural group.

o Representing numbers and facts as the best hasis of high-quadity think-
ing (when some students are more culturally inclined toward the

authority of affective, relational, and aesthetic forms of knowledge).
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Chapter 5

* Giving priority to literate forms of discourse (while some students are
embedded in various traditions of oral discourse) (Bowers and Flinders
1990).

These samples of “taken-for-granted knowledge” are included here to
help create a general framework for the remainder of this chapter. This
framework has two major pillars. One is the belief that if education is to fulfill
its obligation of teaching well all children of the United States and making its
other philosophical principles meaningful to everyone, then its content and
processes must be multicultural. The other pillar is understanding that teaching
as a culturally relative process has a profound impact upon how well educa-
tors are able to modify classroom dynamics to make them more sensitive and
responsive to multiculturalism.

The number of pedagogical principles listed in Table 1.3 on page 24 is
too extensive to discuss them all separately here. The same process was used
to organize the discussion for this chapter as was applied in Chapters 3 and 4.
The discussion is arranged according to 5 major themes embedded in and
represented by the principles listed in Table 1.3. They are universal literacy.
scholarly truth, equity and excellence, developmental appropriateness, and
teaching the whole child.

Universal Literacy

General Principles:

¢ Education empowers through ~ +
knowledge, morality, conscious- '
ness, and activism. §

e All students should master basic ‘e
literacy skills. '

* Critical-thinking and problem-
solving skills are key componenta
of quality education.

* Education should prepare
students for social responsibility.  reform’ m ® M‘M
freedom, snd justice for ethnicatly and
culturally different groups.
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General education and multicultural education agree that all students
should be taught the fundamental knowledge and skills needed to function in
an increasingly complex and globally interdependent society. All people need
education to make the best of their membership in the human family, to
exercise responsible conduct in social life, to make good choices, and to
enhance their personal identities. Because the idea of democracy in the United
States is founded upon an intelligent citizenry, “education should be universal,
socially oriented, aimed at the development of mature judgment, and cogni-
zant of individual differences” (Phenix 1961, 35). Basic literacy skills are the
building blocks of this universal education.

Although the fundamental intellectual skills commonly referred to as the
three Rs” are central elements of literacy, educators are now saying that
learning to read, write, and compute is not sufficient anymore for one to be
considered literate. The complexities of contemporary and future life demand
much more. The types of literacies people need to function well will multiply
as society becomes more complex and the aspirations of individuals are
raised. Arthur Combs (1991), the renowned humanistic psychologist, clarified
some of these complexities and how they affect changing conceptions of
litetacy. He pointed out that we live in an extremely interdependent society.
This interdependence makes us instantaneously visible and vulnerable to
world :sudiences and events. Thanks to developments in electronic media,
images of victims of war and famine ten thousand miles away are beamed into
millions of homes in the United States as its citizens engage in their daily
activities, surrounded by peaceful, safe, and secure neighborhoods. When
historical rivalries among warring factions erupt in the Persian Gulf, we feel
the effects immediately in the availability and costs of energy. The collapse of
the Berlin Wall, the decline of the 11.5.S.R.. the ravages of war in Southeast
Asta, and the economic and political difticulties in Haiti cause shifts in the
ethnic distribution of our population at home. Other changes that have
profound effects on how literacy is defined include the exponential growth of
information. often called “the knowledge explosion™ the phenomenal pace of
technological change: the primacy of “people problems™ in the United States
and the world: and the growing needs of individuals for personal affiliation
and fulfiltment in an increasingly crowded, violent, morally corrupt, and

depersonalized society.
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To accommodate these needs, current conceptions of literacy are adding
myriad skills to the basic intellectual operations, including technological,
geographic, scientific, global, religious, cultural, political. computer, economic,
aesthetic. historical, and interpersonal competencies. Permeating all of these
are companion process skills: critical thinking, problem solving, decision
making, values clarification, conflict resolution, and social and political
activism. These literacies are at once universal and particularistic. They are
universal in that their value and utility apply to everyone. However, the
specific forms of various literacies and the functions they serve for individuals,
communities. and nations are as diverse as the historical, political, and cultural
contexts in which they operate (Guthrie and Kirsch 1984).

Even though the list of what comprises literacy is expanding, the nature
of the components remains essentially the same. The emphasis is more on
process skills than factual content. Traditionally these have been understood
within the framework of intellectual and cognitive operations, just as learning
to read is a prerequisite for understanding mathematical propositions, extrapo-
lating factual information from literary passages. comparing different perspec-
tives on historical events, and analyzing scientific data. Now, notions of
literacy are being extended to other areas of operation such as feelings.
values, beliefs. morality, and social actions. Being literate also includes criti-
cally assessing knowledge content and sources; clarifying one's values about
social and human rights issues: developing a sense of conscience and ethics as
a guide for balancing commitments to technological and humanistic develop-
ment: acting upon one'’s moral convictions to alleviate racial. cultural, social,
and national prejudices, oppressions, and exploitations; and mastering skills of
social and political action to change society and its institutions to be more
cgalitarian and accessible to all citizens.

What does multicultural education add to these conceptions of literacy? It
offers specific operational f.ameworks for their application, and suggests an
additional dimension or category of literacy. This is ethnic and cultural diver-
sity, which has both content and context functions. A basic premise of
multicultural education is that all students need to acquire more accurate
knowledge about the cultures, histories, contributions, traditions, experiencees,
and critical events of the different ethnie, racial, and social groups which
comprise the United States. This knowledge constitutes ethnic literacy. 1t is

~ oy
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needed to compensate for the paucity of information that most people possess
about their own and others” ethnic and cultural groups. Unfortunately, what
many think is ethnic and cultural knowledge consists of stereotypes, distor-
tions, and untruths. or, at best, partial truths. Lack of accurate information can -
lead to racial and ethnic fears and anxieties, as well as distorted levels of
ethnocentricism and cultural biases. These attitudes, in turn, interfere with
constructive relationships between people from different ethnic and cultural
groups. and with the establishment of kinship and camaraderie.

These arguments are similar in kind and context to those provided by
advocates of global and human relations literacies. The common implicit
message is that U.S, students are not adequately prepared to be citizens of
either national or global society since they lack the literacy component of
culturally pluralistic knowledge and values.

Like other categories of competence. ethnic and cultural literacy encom-
passes more than factual information. Attitudes, values, and actions are also
important. Students who are ethnically and culturally literate understand.
respect. and appreciate how cultural diversity permeates their individual and
social lives: they are actively involved in the cultivation and celebration of
cultural diversity as a vital force for enriching future lives: and they exert their
power and leverage in social and political situations to promote equality of
treatment for all groups.

Ethnic and cultural literacy should be a contextual factor in all other
learnings to which students are exposed. Other essential literacy skills can be
practiced, and their mastery demonstrated. by using culturally different
materials, experiences, examples, and perspectives. Reading. writing. critical
thinking. and problem-solving have no substantive content of their own. They
are infellectual processes that rely on some other substantive sources for their
application. People do not “read” reading or use critical thinking to do critical
thinking: instead they apply reading, thinking. and problem-solving skills to
some other database. Invariably. these substantive sources derive from the
social settings. cultures, and times in which schools exist. Since cultural
diversity is a definitive feature of U.S. and world cultures, material related to it
is appropriate and vital to use in teaching these process skills. Thus. students
can practice critical thinking by investigating the allocation of economic

resources among ethnic groups in the United States. They can learn vocahu-
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lary, word attack, and inference skills by reading poems, essays, short stories,
and speeches written by individuals from different ethnic, racial, and gender
groups. Mathematical concepts and operations such as proportion, distribu-
tion, projections, and percentages can be practiced by using actual information
about ethnic groups’ immigration rates, employment trends, settlement loca-
tions throughout the country, and e~rollment patterns in schools, colleges and
universities.

Multiple benefits result from integrating ethnic and cultural literacy into
other types of literacies. First, multicultural education and generic intellectual
skills are taught simultaneously, and the two reinforce each other. Second, the
interest appeal of the materials used to teach skills increases and, in tumn,
causes a corresponding improvement in the relevance, depth, and transfer of
learning for more students. Third, the importance of cultural and ethnic
literacy for all students is demonstrated by attaching it to other high status
educational priorities. Fourth, the idea that quality education for U.S. students
and society is necessarily multicultural becomes institutionalized and a regular
part of the daily operations of the instructional process. Fifth, the commitment
of schools to making education successful for all children may come closer to
being realized when general education priorities are processed through many
different cultural filters.

Scholarly Truth
(eneral Principles:

¢ Education content and process
should include the
contributions of everyone.

¢ Education should transmit the
cumulative knowledge of
humankind and the national
culture.

* Search for truth is a valid
educational goal.

¢ Knowledge is cultural capital.
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Of importance equal to that of universal literacy in conventional U.S.
educational thinking is the idea tha all students have a right to knowledge
that is accurate. Many U.S. educators believe that intellectual liberation can be
achieved by knowing “the truth.” The basis used to establish this “truth” is the
presumed claim of objectivity and rationality attached to scientific inquiry: If a
statement can be verified with quantitative facts, then it is almost certainly
“absolute truth” because “facts don't lie.” Hence, mainstream education assigns
more value and importance to reason than intuition, to cognition than emo-
tion, and to scientific knowledge than aesthetics.

These beliefs are often signified by two common axioms: “The truth shall
set you free” and “Knowledge is power.” Individuals who have knowledge—
that is, mastery of a body of verifiable facts—are better able to think for
themselves. critically analyze various interpretations of events, defend their
moral convictions, und make their own decisions without being unduly
influenced or intimidated by others. They are empowered for personal au-
tonomy, and for heightened social responsibility. Phenix (1961) believed that
these skills lead to the improvement of both social democracy and individual
humanity.

Multicultural education dethrones any single source of authority and
opens the gateway for knowledge to find expression in many different forms
and sources. It suggests that knowledge and scholarly truth in a culturally
pluralistic society are relative. and socially constructed. Different individuals
and groups have very different notions of what comprises knowledge and
truth; their perceptions reflect their social. cultural, and ethnic experiences. For
example, a government document may present one version of “truth” about
the internment of Japanese-Americans during World War II by giving a numeri-
cal analysis of how many and to where individuals from different cities were
relocated. Japanese-Americans who describe life before. during, and after the
internment give an entirely different version of knowledge and truth. Which
one is correct? Mainstream education may say the government report is better
because it is dispassionate and deals only with numbers. But is it really
dispassionate, since it is delivered from the vantage point of a mainstream
cultural value (e.g., high priority given to cognition and quantifiable sources of
knowledge) and presented in a way that serves a particular historical view-
point, purpose, and audience? Multicultural education endorses the validity of
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both in that the Jupanese-American and traditional historical accounts provide
different perspectives on the same event. It also supports the idea that the
Japanese-American perspective is just as legitimate as the government's.
Depending on the purpose and intent, this perspective may be even more
important. The point is that each party is actively engaged in creating knowl-
edge about the same event. While both may be legitimate and valid, they are
also relative.

Multiculturalists suggest that, contrary to the common misconception
held by many educators, truth is never totally objective. absolute, and permu-
nent. Instead. the quest for knowledge and truth is a continuing process, and
a universal feature of humanity. Everyone does it. However. just as there is no
one model American or human being, no single group has a monopoly on
knowiedge. and there is no one universal canon of truth that is equally valid
for everyone. Consider how perceptions of events change as new information
and discoveries emerge. For many years, people wrote convincingly about
how enstaved Africans in the ULS. pussively appealed to religion for redemp-
tion from their fate. Recent amtlyses of their religious practices and songs now
suggest that they engaged in what Cone (1984) called a “theology of libera-
tion.” Many of the religious songs were coded messages of resistance and
opposition to oppression. Phenix (1961, 35-36) reminded us that “knowledge
is never purely objective, nor purely subjective. but a product of object-subject
relationships. . . . Knowledge is hypothetical and conditional rather than
absolute., in the sense that any true statement is an assertion about what is the
case under certain specified circumstances of observing, experimenting, and
language usage.” Therefore. in a genuine search for truth. no prescriptions of
knowledge are used to impose arbitrary limitations on inquiry, inquiry pro-
ceeds freely without any form of coercion. and no obstacles are created to
prevent the truth from being heard. Furthermore, “the many kinds of knowi-
edge and the wide variety of symbolic forms by which it may be expressed
and mediated should be acknowledged and utilized” (Phenix 1961, +42).

Phenix's comments on the nature of knowledge and truth strike a
responsive chord among multiculturalists. They suggest that many complex
factors influence what becomes knowlkedge and truth for different individuals
and groups, and how that truth is expressed. Some of these factors are the
actual occurrence. the interpretations attached to the experience, the ethnic
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identity, sociul context, and cultural backgrounds of the interpreters, and their
positions in the economic and political structures of society (Banks, 1993b).

There is no question that slavery existed in the United States, but “truths”
about that existence vary greatly, Skive owners, abolitionists, enslaved Afri-
cans, nineteenth-century mainstream historians, and African-American social
psychologists all relate different versions of the experience. The medium used
to record and share experiences also influences what is told and how well.
Poetry, persomal narrations, fictionalized accounts, interpretative essays,
newspaper repotts, and biographical renditions offer different perspectives on
slavery. To a degree, all of them represent both truth and untruth. As students
examine different versions of the “truth” of various critical incidents, events,
and developments in UL S, history, life, and cutture. they will begin to experi-
ence what some educaors (Darder 1991: Giroux 1988, 1992; Shor 1992: Slecter
1991; Suzuki 1984) meun by knowledge is socially constructed, curriculum
transformation, deconstructing existing knowledge paracigms. and being
actively involved in the creation of one’s oun knowledge.

The diversity of knowledge sources, and the corresponding interpreta-
tions or truths they generate, must be made accessible to students in U.S.
schools as part of teaching them how to live effectively in society and to fully
appreciate the gifts of humankind. This knowledge will help remind them that
“human culture is the product of the struggles of all humanity. not the posses-
sion of a single racial or ethnic group™ (Hilliard 1991-92, 13). The intent of
having students critically examine these struggles and the knowl-dge they
produce is not to find a single. definitive, absolute truth, but to ensure chat all
perspectives central to issues and experiences are examined thoroughly and
thoughtfully. This means that any valid canon of knowledge is inherently
culturally pluralistic, It attests to the power of Hilliard's (1991-92) statement
that the multicultural goul of pluralizing school curricuta is not a matter of
using ethnic quotas to balance perspectives, or replacing one cultural standard
of truth with another; instead. it is simply a question of teaching knowledge
with accuracy and validity.

As students continue the struggle to understand the legacy of humankind
and its many sources. they will become active constructors and more thought-
fut consumers of knowledge. They will also be more capable of formulating

their own knowledge about ethnic and cultural diversity. and scrutinizing
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other claims of truth for their accuracy and validity (Banks 1990). Hence,
understanding the knowledge construction process is a critical form of intel-
lectual, personal, and social power for students, embedded in principles of
teaching and learning for both general and multicultural education.

Equity and Excellence
General Principles

e Cooperative and collaborative
learning has positive academic
and social effects.

» Equity and excellence are
moral imperatives of education.

¢ Self-concepts and ace-!emic :
achievement are interrelated.

In order for all students to experience educational excellence, there must
be equity of access, resources, content, and processes. Multicultural education
places these notions within the framework of cultural diversity by explaining
that educational programs that do not include cultural pluralisin as a central
feature can never he considered excellent. Nor can students from different
ethnic groups and cultural backgrounds have ua real chance to achieve educa-
tional excellence without equity in the learning system. Implicit in these
beliefs are conceptions of excellence and equity that are much broader than
the conventional focus on academic achievement and equal treatment. Excel-
lence must include all dimensions of learning the cognitive, social. psychologi-
cal. emotional, interpersonal, moral, and aesthetic. Similarly. equity requires
much more than providing similar treatment to students who differ in signifi-
cant ways, A case in point is learning styles, Using the same techniques and
procedures to teach students who leam in different ways ensures inequity of
learning opportunities and outcomes.

Thus. both excellence and equity are required if cither is to be achieved.
For this relationship to be clearly understood and implemented, some com-
mon misconceptions need to be climinated. Montero-Sieburth (1988) provided
a helpful perspective. She explained that the concept of equity is historically

grounded in the democratic principle of equal education for equal participa-
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tion. Unfortunately, in practice, equity initiatives have been governed by the
assumption of homogeneity—the belief that educational equity can be guaran-
teed by providing the same kind of education for all students, regardless of
their individual ethnic, racial, or cultural differences. Many educators believe
that if they do not treat all students identically, they are being discriminatory
and inequitable.

Mutticultural education challenges both assumptions: that heing respon-
sive to individual and cultural differences among students is discrimination,
and that equity is synonymous with sameness. Gay (1988, 328) explained a
more appropriate relationship between equity and excellence for improving

the quality of teaching and learning in a pluralistic setting:

Whereas equity is a methodological input issue, excellence
is an evaluative outcome measure. Excellence finds
expression in common standards and expectations of bigh
achievement for all students, and equity translates into
appropriate methodologies and materials according to
specific group and individual characteristics. Excellence
occurs when individual students achieve to the best of
their ability. and equeity is accomplished when each
student is provided with learning opportunities that make
bigh level achievement possible. . . . If learners from
different ethnic, social, and cultural groups do not bave
access to comparable quality resources, facilities, and
instructional interactions as others who are succeeding in
school. then their chances for achieving excellence are
minimized.

Access to high-quality, high-status knowledge is necessary for educa-
tional excellence, but does not guarantee it; nor does the belief that all
student . can learn. These are two popular dicta of the most current school
refornt and effectiveness movements. Multiculturalists contend that, in practice,
no students can enjoy the best educational opportunities possible or leamn as
well as they might, unless all learning experiences are comparable—not

identical—in quality and kind. Since all children do not learn in the same

c o~
vdJ
Q

ERIC

PAFullToxt Provided by ERIC




PAFullToxt Provided by ERIC

(hapter 5

ways. they cannot learn to the best of their ability if they are treated identically
in the instructional process. How students leam, as well as what they learn.
are functions of their ethnic identity, social class. and cultural backgrounds.
Teacher attitudes. expectations. and competence, instructional materials and
techniques. and school and classroom climates also affect what kind of
learning experiences students from various ethnic and cultural backgrounds
receive. All of these are critical factors in providing educational equity and
excellence for all students.

The essence of instructional equity is the use of comparable but diverse
strategies to accomplish common achievement outcomes for culturally differ-
ent students. “The emphasis is on quality status, significance of leaming
opportunitics, and equivalency of effect potential thaving similar likelihood of
producing similar kinds of results). Since these will vary by circumstance.
purpose, group. and individual, the best way to achieve comparability of
learning opportunities is to differentiate among them according to the charac-
teristics of the students for whom they are intended™ (Gay 1988. 329). The
roles of A. Philip Randolph in organizing the Brotherhood of Sleeping Car
Porters. Cesar Chavez in forming the United Farmers Workers Organization.
and Sumuel Gompers in creating the American Federation of Labor are
comparable examples of the leadership of an African-American, a Mexican-
American. and a European-American, respectively. in the libor union move-
ment. The message here is similar in intent and technique to that of some civic
leaders whose motto is by any means necessary” to eliminate inequities in
social. political. and economic opportunities. Another symbolic summary of
these instructional priorities is Asante’s (1991-92) notion that achieving
plurality without hierarchy is both the means and ends of incorporating
cultural diversity in all components of the educational process. That is, teach-
ing students that many different ethnic and cultural groups have made valu-
able contributions to the shaping of ULS. life and that mayjor issues and events
in socicty are better understood when analyzed from many different perspec-
tives.

If educators are to provide comparable learning opportunities for
culturally different students, they need to understand specific cultural charac-
teristics of ethnic. racial, and social groups, and how culture shapes the

hehaviors of teachers and students in learning situations. Instructional strate-
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gies should then be designed to reflect and complement these styles and
preferences (Garcia 1982; Gay 1988: Hale-Benson 1986: Shade 1989). This
does not mean that teachers should know everything about every ethnic
group. Such an expectation is unreasonable and impossible. But, teachers do
need an understanding of key cultural traits and core values of major ethnic
groups in the United States. They also need to know (1) how to recognize
cultural differences in their students; (2) how to ask informative questions
about cultural diversity: (3) how to involve students actively in the process of
accumulating uscful cultural information about different groups: and (4) how
and why diverse techniques such as individual competition. cooperative
groups, visual learning, peer tutoring, and participatory learning are needed to
ensure that students who fearn in different ways have comparable opportuni-
ties to master learning tasks. By providing more options for how students can
approach learning tasks, none will be unduly advantaged or disadvantaged in
the provedural aspects of learning. This point is crucial in making provisions
for educational excellence,

A growing body of educational research and scholarship (see. for
example, Boykin 1980: Kochman 1981: Shade 1989: Spindler 1987: and
Cazden, John. and Hymes 1985) suggests that some of the more serious
problems students of color have with academic achievement are matters of
mismatches in the procedures of teaching and learning rather than lack of
intellectual ability. interest. or motivation. These observations led Holliday

(1983) to conclude that competence in, and successful adaptation to. the social

and procedural rules of schooling are prerequisites for academic success. If

students violate the rules of turn-taking in the classroom, they have less
opportunity to participate in the content of teaching and learning. Some
children are denied the chance to read, or contribute their ideas to a discus-
sion, because they do not raise their hand or wait to be calied on, Raising the
hand is a management or procedural rule. white reading and contributing
ideas to discussions are substantive components of teaching and learning,
Other more subtle behaviors, such as personal hvgiene habits, nonverbal
communication nuances, and dialects and accents have as much, if not more,
effect on the kind of opportunities offered students from various ethnic and
culturat hackgrounds to participate in instructional interactions in the cliass-

room. Therefore, providing educational equity and excellence for cutturafly

A I

Q

ERIC

PAFullToxt Provided by ERIC




(hapter

pluralistic students has substantive, procedural, instructional, environmental,
and interactional components (Montero-Sieburth 1988). They, like other
dimensions of multicultural educatio_n, require comprehensive, holistic, and
systemic institu{ional and individual reform. As Montero-Sieburth (1988, 131)
cautions, “In analyzing how equity is achieved it is crucial that we consider
multiple factors and their interactive power to create positive learning oppor-
tunities.”

Developmental Appropriateness
General Principles:

¢ Continuity across learning
experiences improves
achievement levels.

¢ Child-centered learning is most
effective.

* Education strategies should be
compatible with the readiness
levels of students.

* Intrinsic motivation leads to
greater learning.

Closely related to the idea of making educational opportunities equituble
and excellent for all students is the principle that students learn better when
instructional tasks and techniques are appropriate for their ability levels and
learning styles. This is catled the developmental appropriateness of teaching
and learning. It is one of the key conditions or criteria of educational equity.

This principle of learning yiclds several implications for anatysis and
practice, including readiness. continuity. compatibility, pacing, and talidity. In
theory, it means that all components of the content, context, and process of
learning are determined by, and in agreement with, the profile of individual
learners. Tt is another way of conceptualizing, the idea that the child is the
beginning. center, and end of all instructional decisions and actions. In
practice, educators tend to use group patterns and developmental trends, and
depend most heavily on intellectual development to guide instructional
planning and practice.

Multicultural education is based on the belief that understanding both
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the individual and cultural characteristics of students is essential to making

educational practices more developmentally appropriate for all students. This
notion was developed further by Brembeck and Hill (1973) in their explana-
tions of the refationship between culture and learning. They contended that
cultural characteristics are (1) as much a part of individuals’ personal endow-
ments and learning potentials as are psychological characteristics; (2) persis-
tent and continuous over time; and (3) as available for and significant to the
improvement of teaching and learning as psychological traits.

Readiness for learning is one of the most common criteria educators use
to determine the developmental appropriateness of instruction. It can be
defined as the psycho-emotional disposition and ability of individuals that
make them receptive to learning. It is based on the assumption that effective
learning requires educational experiences to be closely aligned with the
developmental sequences and levels of growth in individuals.

Two ideas are particularly significant for designing instructional programs
and practices to match the readiness levels of students: (1) the development
process becomes increasingly more complex across the life span of the
school-uge years, and (2) the various aspects of development (physical, socia,
emotional. intellectual, moral, cultural) are closely interrelated. These ideas
suggest that teaching and learning should increase in complexity and sophisti-
cation as the school years advance, to paralle! the natural order of human
development. Learning should proceed sequentially from simple to complex,
from concrete to abstract, from present to past, from self-centered to other-
centered, from the tangible and tactile to the hypothetical and ideational, from
acquiring information to critically analyzing its sources. purposes, and validity.
A good illustration of these orientations is the cognitive Taxonomy of Educa-
tional Objectives (Bloom, Engelhart, Furst, Hill, and Krathwohl 1956), Tt
organizes intellectual skitls in @ increasingly complex and sophisticated
sequence. starting with knowledge and progressing through comprehension,
application, analysis, synthesis, and evaluation. These perceptions of how to
sequence teaching and learning reflect the lincar emphasis of mainstream
cultural values and rules about how to organize human interactions. and are
not sensitive to the research that suggests that many ethnic and cultural groups
do not ascribe to the same vilues, rules, and priorities.

Uinfortunately, many educitors continue to rely heavily upon cither
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mental indicators, as measured by Piaget's stages of intellectual development,
or physical levels of motor skills development, to determine students’ readi-
ness for learning. They believe that students who are in the formal operations
phase of the Piagetian model are more capable of sophisticated and abstract
jearning than those in the sensorimotor and concrete stages. Such students are
ready to engage in problem solving using hypothetical situations; to empathize
with the situations and circumstances of others outside their immediate
environment; to apply ethical standards in governing behavior; and to use
higher-order thinking skills such as analysis, synthesis, and evaluation. The
content of different subjects is organized in a similar pattern. Percentages,
ratios, and pre-algebra can be taught in seventh-grade mathematics because
the basic operations of adding, subtracting, dividing. and multiplying have
been mastered in the lower grades. Students can be expected to write well-
crafted compositions only after they have learned the basic rules of grammar.
Some recent pedagogical developments suggest that we may be moving away
from strict adherence to linear patterns of teaching and learning. These
include instructional techniques such as reading and writing across the cur-
riculum, whole language learning. integrated curriculum. interdisciplinary team
teaching. and cooperative learning.

Overreliance on any single dimension of development to assess readi-
ness for learning is too narrow a basis for making crucial instructional deci-
sions that shape students” entire learning careers, It is also in direct contradic-
tion to the diversity inherent in the human condition, and the cultural social-

ization of students in the United States. Taba (1962, 935) explained why:

If each aspect of . . . derelopment is contingent on anotber,
a proper prediction of what a student can or cannot do
should not be made without examining all lof its] signifi-
cant dimensions. . . . The evidence on interrelationship
among the sereral aspects of growth also suggests that cach
indivicdhial brings to each learning situation a differenti-
ated combination of capacitios and abilities. each at a
penticuler level of maturity. This wounld indicate that
recdiness to learn is determined by such a constellation

rether than by any single individual factor. Diagiiosis.
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then, should attempt to describe these constellations of
developmental patterns and the factors affecting them.

Multiculturalists agree wholeheartedly with Tuba’s conception of readi-
ness for learning and its application in teaching culturally different students.
They consider readiness to be the intellectual and psychosocial predisposition

of students to receive. process, and understand learning stimuli. Intellectual

ability provides the rudimentary potential for being receptive to and capable

of learning, Whether and how this is actualized in behavior is affected by a
combination of personal. cultural. and situational factors. Significant among
these are teacher attitudes and expectations, the nature of the school ad
community climates in which learning occurs. the relevance and interest
appeal of the materials and resources used in teaching, and the overall feering
of well-being of students. All of these. in turn, are influenced by ethnic and
racial identity. social class. and cultural conditioning (Cazden. John. and
Hymes 1985: Garcia 1982; Nieto 1992),

Several examples illustrate how issues specific to cultural diversity affect
the learning readiness of students, First. many students from different ethnic
groups. social classes. and cultural backgrounds feel alienated. discriminated
against. and insignificant in schools. These feelings cut across gender. achieve-
ment levels, and school settings. In other words, it is not only poor students of
color living in lurge cities and failing in school who have these feelings.
Achieving. middle-class European-American students living in suburban
communities do not find school very exciting, supportive. and embracing
cither. In his extensive study. A Place Called School. John Goodlad (198+)
provided a graphic and chilling account of what life is like in most schools.
substantiating students” pereeptions. These feelings are not conducive to high-
tevel academic performance. even though students may be very capable
intellectually. Similarly, instructional materials that ignore or demean certain
cthnic groups and cuttural traditions can become impenctrable obstacles to
learning for students from those backgrounds. Developmentally appropriate
instructional practices reduce the likelihood of these situations occurring
because they incorporate knowledge about and sensitivity to factors of race.
cthnicity, social class. and culture, and how they affect learning behaviors,

Second. classroom practices can be made more responsive to the
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learning readiness levels of culturally different students by matching them with
the stages of ethnic identity development discussed in Chapter 3. Students
who are ashamed or unconscious of their ethnicity have a different level of
readiness for learning about their own and others’ cultures from those who are
proud of their ethnic identity. They may resist and reject all classroom efforts
to celebrate cultural diversity. Students who are comfortable with their
ethnicity may be eager. excited, and very willing to share their own, and learn
about others’ cultural heritages, traditions, and experiences. These different
stages of ethnic identification should be considered in designing strategies to
teach other skills and subjects such as reading, math, and science, since
positive self-concept, cultural consciousness, and level of ethnic identity
correlate positively with academic efforts and achievement (Phinney and
Traver 1988; Streitmatter 1989).

A third readiness question concerns what and how to teach students
about issues central to multicultural education. For example, all proponents
agree that racism is a crucial issue that needs to be addressed in all
multicultural education programs. But how is it possible to teach about racism
in ways that are appropriate and authentic for first-graders, as well as fifth-,
tenth-, and twelfth-graders? How can constructive teaching and learning about
racism proceed without drifting into “White bashing™ and “guilt tripping™
General education would look primarily at the intellectual maturity of students
to answer these questions. Multicultural education says this is not enough to
adequately determine students’ readiness for dealing with racism. Other
significant factors must be considered as we'l, such as the racial and ethnic
composition of the classroom. the students” prior experiences with racism, the
kinds of racist practices to which their ethnic groups have been subjected, the
racial climate of the school and classroom, and the level of teacher compe-
tence and confidence.

A fourth prominent theme in multicultural education is the need to
provide students with a variety of different ethnic and cultural role models.
The choice of likely candidates to serve this function should be influenced by
the students' intellectual levels, emotional, social, cultural consciousness, and
ethnic identity development. The same individuals who captivate third-grade
Latinos may be rejected by seventh- o1 cleventh-graders. Students who are

caught in the midst of clarifying their ethnic identity may find those who are
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not members of their own ethnic group—or members who seem to interact
too closely with ethnic others—unacceptable as role models. A proponent of
integration may be perceived as a “sell-out” to his or her own group. To other
students, these types of individuals are prototypes of the most desirable values
and behaviors in a culturally pluralistic society. Hence, African-Americans who
are just beginning to come to terms with their ethnicity may eagerly welcome
Malcolm X as a role model but reject Booker T. Washington. Those who have
completed the process may accept both, as well as individuals from other
cultural groups. The discussion of stages of human growth and ethnic identity
development in Chapter 3 explain some reasons for variations in reactions to
instructional methods and materials.

A fifth readiness question deals with the institutional climate of schools
and classrooms. Multicultural educators believe that programs and practices
related to cultural pluralism should be compatible with the environmental
context in which students live and learn. As with individuals, the readiness
levels or receptivity of schools and communities for multicultural education
vary. Programs for and about cultural diversity should be responsive to this
variance. In schools where there is a lot of interracial hostility, focus on
prejudice reduction may be fur more appropriate than concentration on cross-
cultural interactions. Schools and neighborhoods where ethnic and racial
diversity is 4 new occurrence may benetit more from basic knowledge of
cultural characteristics and artifucts. and ethnic myths and stereotypes. than
from trying to achieve empathy from students for victims of cultural and racial
oppression. Schools with u single ethnic group of color (such as African-
Americans, Asian-Americans. ot Latinos) will require different strategies to
teach common multicultural issues from schools with mostly European-
American students or multiracial populations. The intent of these different
instructional emphases is to accommodate different developmental levels of
schools and classrooms, not to suggest that multicultural education is more or
fess important for some students and institutional settings than others,

Several multiculturalists (Baker 1983 Banks 1993a: Baptiste 19806;
Bennett 1990; Gibson 1976; Nicto 1992; Slecter and Grant 1988) have designed
models that can be helpful in matching appropriate multicultural curricular
and instructional practices to the developmental readiness levels of students,

teachers, and schools. Typically, the models progress from supplementing
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regular course content, lessons, and units with ethnic contributions; to infusing
cultural diversity into all parts of curriculum and instruction; to transforming
the structures of the entire educational enterprise to reflect cultural pluralism;
to developing social consciousness, moral convictions, and political action
skills needed to promote equality, freedom, and justice in schools and society.

Continuity is another significant condition of developmentally appropri-
ate instruction. It is endorsed by both general education and multicultural
education, and means that instructional strategies and learning experiences
that build upon the knowledge bases, learning styles, and frames of reference
of students are likely to be more effective than those that abruptly introduce
change. This idea is expressed by educators when they declare that the
teaching process should “start where children are™ and expand their horizons
afterwards. Many multicultural education beliefs parallel this philosophy. One
is the idea that students should be affirmed and validated in their own cultural
frames of reference before they are eipected to engage in cultural reform.
Another belief is that students should be taught how to shift from one cultural
style of operating to others to fit situational needs, as part of the skills required
for school success and living in a culturally pluralistic society (Holliday 1985:
Shade 1989). Gay (1993) suggested a third multicultural education interpreta-
tion of establishing continuity in learning—building cultural bridges™ between
the different styles of learning. behaving, valuing. relating, and communicating
that students encounter at home and at school.

Long before multicultural education became a prominent issue, Taba
(1962) analyzed why continuity between the home and school is so important
to students” success. She observed that the rules, expectations, and procedures
required to succeed in school constitute a whole new value system and modus
operandi for students from cultural groups ditferent from those that set the
norms in schools, Conflicts often result. with negative eftects on academic
achievement. They are compounded by social class, race, ethnic, and language
differences. by the failure of school programs to bridge these cultural gaps. by
curriculum content that has little practical meaning to the lives of some
students, and by instructional techniques that do not reflect the ways students
are accustomed to learning in their home cultures. Consequently, for many

students:
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The school itself is d contributing agent to some of the
difficudties in learning. It creates nonlearners by system-
atically alienating a substantial portion of . . . youth. not
all of whom are individuals of inferior ability. . . . Since
there is no scientific reason for assuming . . . that talent is
more scarce among lower-class and minority groups. the
explanation of differences in achievement und the
Junctioning of learning ability among these groups m:ist
be found in the conflict between the content of social
learning and the content of the curriculum. and in the
discrepancies between the motivational devices that the
school uses and the actual motivation. . . . It seems. then.
that it is important for educators to consider the conflicts
and discontinuities involved in adjustment to school
culture. . . . Modification of curricula and of methods to
belp close the gap between social learning and the school
culture might be the key to opening avenues to learning
Sfor many more students (Taba 1962, 146—i7).

This line of analysis continues in multicultural education. Examples were
provided by Holliday (1983), Irvine (1990). McDermott (1987). Nieto (1992),
and Shade and New (1993). who noted that major communication and interac-
tion barriers can exist between some culturally diverse students and their
teachers. These are caused by differing expectations about acceptable behav-
ior, social decorum, procedural rules, and communication content. form, and
style. These discrepancies have negative effects on learning metivation, efforts,
and outcomes, To reverse these trends and improve academic success for
greater numbers of culturally diverse students. teachers should foster class-
room climates and use instructional techniques that facilitate a wide variety of
relational, communication, thinking, and learning styles,

Two strategies emerge from multicultural education theory for creating
cultural bridges and continuity in learning and for making the educational
process more inviting for culturally diverse students. They are matching
teaching styles with cultuvally different learning styles, and promoting culdtieral
context teaching. Paulo Freire's (1992) Pedagogy of the Oppressed. which
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resulted from his work with impoverished Brazilians, is often quoted in
support of these ideas. The philosophy and research of King and Wilson
(1990), Ludson-Billings and Henry (1990). Foster (1989), and Shade (1989)
provide additional supporst for culturally relevant approaches to teaching, or
anchoring the instructional process in the students’ own cultural and experien-
tial backgrounds.

Essentially, these teaching strategies use the contributions, cxperiences,
and perspectives of diverse groups to make learning more relevant and valid.
For students who incline toward kinesthetic learning. teachers should center
much of the instruction in motion and movement activities. Individuals from
cultural backgrounds that give high priority to group and communal efforts in
task performance may perform better in cooperative and coltuborative learning
formats. Learning activities grounded in soctal issues, affective experiences,
and pasticipatory and discovery learning are a better match for students from
cultures that place a high value on interpersonal relations and demonstrating
abilities in performance behaviors.

In order to match instructional and learning styles, teachers must be
familiar with the preferred learning modalities of individual students, and
understand how these are aftected by culture and ethnicity. Burbe and
Swassing (1979) provided helpful descriptions of learning modalities (verbal.
visual, auditory, tactile, kinesthetic) and the kinds of instructional strategies
most appropriate for cach, but these are not culturally specific. Multicultural
education suggests ways these general learning preferences can and should be
translated to apply to different cultural groups. This is necessury because
culture and cthnicity have a strong impact on shaping learning styles. There-
fore, teachers must understand cultural characteristics of different ethnic,
racial. and sociul groups so they can develop instructional practices that are
more responsive to cultural pluralism. Cultural characteristics of pasticulur
significance in this undertaking are communication styles. thinking styles,
value systems, socialization processes. relational patterns, and performance
styles (Bennett 1990; Hale-Benson 1980: Shade 1989: Shade and New 1993).

Throughout the process of making educational programs and practices
more developmentatly appropriate by matching teaching and learning styles,

teachers should keep in mind four points:
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Learning styles are multidimensional. fluid. individually and culturally
determined. and. to some degree, situational,

Gender may have a significant influence on learning styles. Rescarch
suggests that males and females. within and across ethnic and cultural
groups. have some unique learning style characteristics (Gilligan 1982;
Halpern 1980).

In addition to the perceptual orientation described by Barbe and
Swassing (19791, other key components of learning styles are environ-
mental setting, substantive content, motivation, procedural prefer-
ences, and interpersonal qualities.

Some of the learning style components are stable across time and
context, while others vary greatly. Once basic learning patterns are
established they tend to prevail thereafter as the primary points of
reference and central tendencies for processing information, thinking,
and problem solving. Students enter into the learning process through
their preferred styles. but they do not abways operate exclusively in a
single e aing style tRochman 1981 Shade 1989), 1t is also possible
for studeats o iwar., how to operate effectively in different learning

styles—that s, how to “style shift.”

Most assuredly, matching teaching styles with culturally different learning

styles offers many promising opportunities for establishing cultural continuity

and developmental appropriateness in the instructional process. thereby
improving learning for diverse students. These may be achieved by modifying
how students are organized for learning. and the relationships between
students and teachers, as well as by changing the content of instruction and
the ways in which performance is evaluated. Ramirez and Castaneda (1974),
Shade (1989, Hale-Benson (1986). Kochman (1981). and Cazden, John, and
Hymes (1985) provided more extensive descriptions of the fearning styles of
difterent ethnic and cultural groups, These are valuable resources to assist
teachers in adapting their instructional styles to better accommodite and
incorporate cultural diversity,

Classroom instruction can be further culturally contextualized by using
varicty of culturally phivalistic examples. scenarios, and vignettes for learners
to practice and demonstrate mastery of concepts, facts. and skills, Novels

oy
O 4 AN =

Q

ERIC

PAFullToxt Provided by ERIC




Q

ERIC

PAFullToxt Provided by ERIC

Chapter

written by individuals from different ethnic and culturai groups can be used to
illustrate the mechanics of fiction writing such as plot, setting, character
development, theme, and climax. Ethnic-group, social-class, and gender
vernacular can be used to illustrate the concept of “voice™ and contextual
meanings. Economic principles of supply and demand can be demonstrated
with data about patterns of ethnic employment and consumerism. The point
of these suggestions is that culture is a powerful screen through which abstract
phenomena and new learning experiences can be filtered to make them more
meaningful to different students. This is the essence of cultural context
teaching. It is a valuable tool for improving academic achievement and for
demonstrating the reciprocal relationship between educational quality, equity,
and excellence.

Teaching the Whole Child

General Principles: Nalticultura Trantlafien
» Education should expand the e Students should be taught cultural
herizons of all children. style-shifting skills: ' '
e Education should maximize the & Educationdl programs and prac-
individual potential of students. tices should be sensitive to how
culture and ethnicity influence the
academic, social, and
psychological potential of students.
e The abilities of students should ¢ Educators should understand that
be measured against their own many individual competencies and
standards. skills are culturally contextual and
situationally specific.

Another principle of general and multicultural education that is closely

connected 1o achieving educational excetlence and developmental appropri-
ateness is teaching the whole child. This principle is based on the betief that
true education encompasses more than developing the intellectual ability of
students. Good. high-quality education is a holistic process in that knowledge.
attitudes, values, morality, cethics, and actions are developed simultancously.
This is true for both personal growth and socal development. especiatly
within the philosophy of dentocratic citizenship and individual self-actualiza-

ton.
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Whether we realize it or not. most learning activities involve the student
at multiple levels. A rather simple drill on geographic concepts, a minor
chemical experiment. and a short, straightforward. reflective, free-writing
assignment are not as isolated and fragmented as they may tirst appear. What
scem like simple cognitive tasks are emotionally, psychologically, and cultur-
ally engaging as well. They involve positive and negative reactions to the
teacher's expectations and instructional styles. the attitudes of other students in
the classroom, sociul memories, aesthetic values, and ethaic and cultural
identity. “In this sense learning concerns the whole person and results in an
entire reorganization of the individual's pattern of behavior™ (Thorpe and
Schmutler 1954, 461).

Foshay (1975) identified six essential dimensions of the human condition
that must be nurtured routinely in the educational process i educators are to
teach the whole child. These are the intellectual. the physical. the aesthetic,
the spiritual. the emotional, and the social. Other variations of this idea were
discussed earlier in relation to the principles of human growth and develop-
ment and the interaction between individual and social development. More
contemporary interpretations appear as proposals for integrated curviculum.
where content and concepts from difterent subject areas are taught in conjunc-
tion so that learning becomes a unified. rather than a fragmented. experience.

The importance of teaching the whole child is supported by the belief
that developing uny single aspect of a student’s capabilities succeeds to the
degree that all others are cultivated. Cultivating some and ignoring others
creates an imbalance that contradicts the imperative of maximizing human
potential. For example. emotional blocks can prevent learning as effectively as
lack of mental abifity. just as a sense of psychologicat well-being can enhance
academic performance.

Multicultural education helps classroom teachers and school administra-
tors understand what teaching the whole child means for culturatly ditferent
students, Whereas Dewey saw the child as the beginning. center, and endt of
all educational decision making, multicutturalists suggest that children must
always be centered in their cutture and ethnicity to find both their individuality
and their human universality, Educational programs and instructional practices
designed for them must be similarly grounded. African-American. Asian-

American, Latino, European-American, and Native American students can
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never maximize their human potential if the cuttural and ethnic components of
their humanity are ignored in the educational process (Asante 1991-92: Garcia
1982). In addition to being of major importance as separate factors, these
variables permeate all other aspects of the human condition—intellectual,
social, psychotogical. physical. moral, ethical. or aesthetic. The goal of creating
a “safe” environment in schools, where all children can learn. is unattainable
without addressing cultural and ethnic factors. Ensuring that every child leaves
school having mastered basic literacy skills cannot be accomplished without
simultaneously attending to their cultural consciousness, moral character. and
ethnic identity.

The commitment to teaching the whole child is embedded in all prin-
ciples, coneepts. and strategies of multicultural education. However, it is
transmitted especially through the ideas of infision and systemic change.
Proponents of multicultural education contend that because cultural pluralism
is holistic in that it characterizes all dimensions of the human condition.
changes in educational programs and practices designed to respond to this
diversity also must be systemic and pervasive. All parts of the schooling
process must be culturally pluratized—policy mandates: tormat and informal
curricula: instructional methods and materials: institutional climate. values,
symbols. and ethos; administrative leadership: counseling and guidance: and
dingnosis of needs and performance assessment (Banks and Banks 1993;
Bennett 1990; Hernandez 1989: Nicto 1992).

These changes are too comprehensive and multidimensional to be the
responsibility of only one or a few aspects of the educational enterprise.
Sometimes the affirmation and celebration of cuttural diversity can be
achieved more effectively through changes in teacher attitudes, expectations,
and instructional styles than through modifications o curriculum content,
Factual knowledge about ethnic and culturad differences can be transmitted
through the formal curriculum, as well as through school assemblies, ceremo-
nics. and celebrations, and symbolic imagery such as school mottoes, insignia,
emblems, and awards, This concept is similar in meaning to the Alvican
proverb, =1t takes an entire village to vaise a child.™ 1t can be modified for our
purposes to read. It takes the whole school to teach multicultural education.
and every dinension of the student must be altected for it to be most effec-

tive.”
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Teuaching the whole child also requires that the educational process be
persistent in its culturally pluralistic commitments and actions. This is not an
issue to be set apart from other educational functions, or relegated to special
occasions and events. Instead, it must be a regular feature of the daily. routine
operations of the educational process. Once multiculturalism becomes this
pervasive in the schooling enterprise, the whole person of culturally different
students is being taught through the school climate in which they live and
learn, as well as through the various content and procedures used within and
across the educational enterprise.

Educators must understand diverse cultures, social backgrounds! and
cthnic identities. and teach to them as well as through them if they are to be
successtul in teaching the “whole person” of culturally diverse children. In
other words, effective instructionad progrums employ a three-pronged ap-
proach: (1) they originate out of an understanding of how cultural traditions
and experiences shape the learning potential of individuals; (2) their content
and structures are determined by individual culturally different students’
needs, interests, and styles: and (3) their purpose. focus, and goals are di-
rected towurd developing greater knowledge. appreciation, and acceptance of
the vatue and vitality of cultural pluralism for all individuals. Nothing short of
this unity of content, technique. intent, and context will ensure all students
their incontestable educational rights as citizens of a democratic society and

the human family—that is. educational equality, equity. and excellence.

Reflections and Applications

The crisis of academic achievement for students of color in the United

States continues largely unabated. Despite some nominal signs of improved
scores on recent standardized test measures, the long-established pattern of
disproportionute academic achievement of European-Americans, Native
Americans, Latinos, African-Americans, and Asian-Americans prevails. As
individuals and groups of students move progressively away rrom being
cconomically advantaged and Eurocentric, their performance rates plummet.
And this is only one type of achievement indicator, Others, such as psycho-
logical. social, emotional, and acsthetic well-being, may be even worse. A
major factor contributing to these problems is the continuing dependency of

cducators on one type of teaching to facilitate and assess the achievement of
M
Q
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students who are culturally different. This practice violates virtually every
principle of teaching in both general education and multicuttural education.

Both general and multicultural education perspectives on the educational
process emphasize principles of diversity, contextuality, developmental
appropriateness, flexibility, comprehensiveness, and cultural consciousness as
conditions for determining the content and quality of teaching and learning.
These apply to diagnosing students’ needs, selecting content and instructional
strategies, providing climates for learning, and assessing learning efforts and
achievement. The intentions embedded in and transmitted through these
principles constitute what some educators have called “a pedagogy of and for
difference” (Giroux 1992; Giroux and McLaren 1989). It means understanding
the many different factors that influence how students™ identities, values, and
abilitics are constructed, how these insights are used to develop and imple-
ment o wide variety of corresponding instructional strategies, and how goals
and outcomes of education are defined to serve multiple purposes. Qut of this
diversity comes @ new standard of educational excellence, individual self-
actualization. social development, democratic citizenship. and human dignity.
Cultural plurdism amplifies the interdependence and reciprocity among
different ethnic, social, and racial groups, cultures, experiences, and contribu-
tions.

The other significant message to emerge from this chapter is that educa-
tional cffectiveness and excellence for diverse students are contingent upon
the developmental appropriateness and cultural contextuality of educational
programs and practices. Because the factors that determine the learning
readiness of students, the nature of scholarly truth, the equity and excellence
of educationaf opportunities, and what is “the whole child™ are multifaceted
and culturudly pluradistic, school programs and practices designed to respond
to them must also be highly diversified. This is the only way that diverse
students can be assured access to equitable opportunities so that they can
achieve educational excelience. Therefore, multicultural education is a rel-
evance and validity tool. bridge. filter, or conduit for transhating general
principles of teaching and learning into a framework to better understand how
classroom practices can be maodified to better serve the needs of students from
many different racial, ethnic, social, and cultural backgrounds.

Now that you have finished reading this chapter. allow yourself some
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time to reflect on the ideas presented. Four activities are suggested that may

help vou to further clarify the principles of teaching and learning discussed in
this chapter. Try some of these in your classrooms and schools with your
students and colleagues.

1. Use the questions you designed at the beginning of the chapter for
your self-interview to conduct a post-chapter interview with yourself.
Record it. Analyze the first self-interview to see how consistent your
ideas were with those discussed in the chapter. Then compare the two
interviews to see if reading this chapter has caused you to modify or
clarify your beliefs and assumptions about teaching and learning in
culturally pluralistic settings.

Keep a journal of your teaching behaviors for a specified period of
time, perhaps one or two weeks. In your entries, focus on what you
do. when you do it, and how you “teach the whole child.” At the end
of the observation period, critically analyze your journal entries to
determine how your instructional behaviors are distributed across the
six dimensions of the human conditions suggested by Foshay. and the
extent to which they are responsive to cultural diversity, If there is
little cultural sensitivity, develop some ideas to modify your teaching
style to correct for this. Select a tew of these ideas and make a
personal contruct with yourself to make these changes. Include within
your contriact some criteria for how you will assess the quatity of your
chunge cfforts,
Have your students read several different ethnic groups” accounts of a
common event or incident, For example. they may read a female,
Mexican-American, Native American, and Chinese-Americun interpre-
tation of 118, culture. Or they might interview different ethnic stu-
dents, asking, “What is life like in {your schooll?” Then ask your
students to decide whose version is the “truth,” and explain the
reasons for their decisions, Explore further with the students to see
how their own ethnic identities, cultural backgrounds, and other
factors contribute to their decisions about what is truth.
Analyze the instructional materials you use as the “core resources™ in
your teaching to determine the degree of their ethnic and cultural

ro

o M -

PAFullToxt Provided by ERIC




equity. To complete this task, first develop or select a set of criteria for
achieving “Cultural and Ethnic Equity in Instructional Materials,” based
on the ideas discussed in this chapter. Additional criteria can be
obtained by writing to:

Guidelines for Selecting Bias-Free Texthooks and Storybooks

Council on Interracial Books for Children

P.O. Box 1263

New York, NY 10023

Curriculum Guidelines for MultiCultural Education (1992)

by James A. Bunks, Carlos E. Cortés, Geneva Gay, Ricardo L.

Garceia, and Anna Ochoa

National Council for the Social Studies

3501 Newark Street, NW

Washington, D.C. 20016

Then use vour criteria to analyze instructional materials (e.g.. textbooks.

films uand videos, literature books, test materials). Based on your findings.
think of ways these materials can be improved. If no improvements are
necessary., identify some specific examples of how these materials mode] the

different elements of your criteriat.
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Epilogue

:g;f;\

It seems appropriate to end this book the way it began, by placing
multicultural education in the philosophical context and perspective of general
education values and beliefs. Despite the claims of somy» critics, multicultural
education is not un-American or antidemocratic. It is not the dream of irratio-
nal extremists bent on destroying the unity of the country and its European-
hased cultural heritages. Nor is it a set of irresponsible and unsound pedagogi-
cal suggestions that reduce education to merely making ethnic minorities feel
good about themselves. Quite the contrary.

Multicultural education is the birthehild of Western ideals about civic and
educational freedom., equality, justice. dignity, and excellence. It was initially
conceived in the civil rights movement of the late 1960s with its emphasis on
removing legal restrictions to the rights and opportunities of individuals from
cthnic and racial groups who have been victims of oppression and exploita-
tion in .8, socicty and schools. Civic leaders' efforts in political and social
arenas to extend full rights to all citizens of the nation parallel multiculural
education proponents” efforts in schools. In effect. their mission is to use
democratic imperatives as the ideological foundation tor changing schooling,
niiking its structure, content. processes, and practices more egalitarian,
representative, and effective for all children. Thus, in ideology. content.
methodology. intent, and essence, multicultural education is fundamentally an
attempt to democrittize the educational enterprise.

1t is also a very humanistic and progressive enterprise. Like many
cducational innovations that preceded it and others that operate in tandem
with it, multicultural education gains its momentum and vision from ethical,
moral. and pedagogical principles deeply ingrained in the fabric of Western
social, political. and cducational thought. 1t gives preeminence to the child as
the center of all educational decision making: it extends the concepts of
frecdom, equality, and justice to policies, programs, and practices in schools; it
fucilitites the personal empowerment and self-actualization of students by
affirming their personal and cultural identities: it maximizes students’ academic
achicvement and enhances their developing sociopolitical action skills; it helps

students acquire the knowledge, attitudes, and vatues neceded to improve the
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quality of individual and communal lives.

As demographics change. reflecting the changes in the ethnic and
cultural diversity of society, the United States is shown to be evolving toward
hecoming a microcosm of the global society. Many of the dynamics that justify
the need for multicultural education are similar to those that undergird global
education, such as growing economic interdependence among culturally
different peoples, tension between cultural democracy and cultural-imperial-
ism. violation of civic and human rights, unequat distribution of rights, privi-
leges, resources, and political power, and the civil right to high-quality educa-
tion for everyone. For these reasons, many proponents of multicultural
education suggest that it establishes a foundation from which students and
teachers can build citizenship skills for the global village.

Another central theme in multicultural education is the idea that an
interactive, reciprocal relationship exists between the intellectual growth of
individuals and the economie and social development of society. The preemi-
nent responsibility of educational institutions is to serve the needs of their
individual clients and the soctul systems in which they function. A salient and
undeniable characteristic of these two constituencies in the United States is
pluralism—racial, ethnic, cultural, and social. Of necessity then, to be ad-
equate—not to mention to aspire toward exeellence—and to fulfill its most
basic functions, education in this country must be multicultural. Within this
contest, transmitting the heritage and collective knowledge of the culture, and
socializing youth into their roles, rights. and responsibilities, are functions that
require the inclusion of cultural pluratism in the educational process. This is
necessary in order to achieve educational quality, relevance, representation,
and excelience for all students.

There is very little mystery about multicultural education. Tt is simply an
effort to improve the quality of education provided for all students in all
socicties. It advocates that all chitdren, including the poor and the middle
cluss. Aican-Americans, Native Americans, Latinos, Asian-Americans and
European-Americans, males and females, English and non-English speukers.
recently arrived immigrants and indigenous groups, deserve the very best
education that the nation can provide—now and in the future. This is both
human and a democratic citizenship right, Since education is always filtered

through cultural screens, and since the United States is @ culturally pluralistic
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society, all decisions about the content, process, and context of teaching and
learning must be multicultural.

It is a fact that culture has a determining influence on all asperts of
human life, including teaching and learning. Because students and teachers
come from many different cultural backgrounds, school practices, if they are
to be based on ethical and pedagogical standards of good teaching, such as
readiness, scholarly truth, relevance, validity. developmental appropriateness,
and teaching the whole child, must be culturally pluralistic. Anything less, in a
significantly and increasingly diverse society like the United States, leads to
unnecessarily strident practices of cultural imposition, discrimination, and
hegemony. Consequently. national ideals of achieving universal literacy,
respecting individual differences, and creating educational excellence for
everyone are unattainable without a companion commitment to cultural and
cthnic equity. Excellence and equity are so closely interwoven and dialecti-
cally related that one cannot be achieved without simultaneously attending to
the other.

Therefore, multicultural education is, at its essence, a way to conceptual-

ize and translate principles of good pedagogy. commonly accepted theories of

learing, and conceptions of education for democratic citizenship into pro-

grams and practices that are appropriate for the social. political, cultural,
cthnic, and racial realities of the United States. Its value commitment. targets of
change. and intended outcomes are informed by the same libertarian and
democratic principles that govern general education. Both aim to create better
individuals and improve society by making cultural legacies, cultural capital,
and individual potential readily accessible to and feasible for everyone. The
only difference is that multicultural education recognizes and celebrates
specific cultural and ethnic segments of the population, while general educa-
tion conceives of students in more global and universal terms. The relation-
ship between these two conceptions of teaching and learning is very comple-
mentary. It is similar to other classic relationships, such as those that exist
between theory and practice, general and specific, local and universal, means
and ends, ideals and realities. Both are necessary to make education successful
for our culturally pluralistic students and society.

Al strategies that expedite the achievement of these goals should be

enthusiastically welcomed by educators and the general public alike. Despite
1€ P
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the controversy. confusion. and misconceptions that surround it. multicultural
education has the potential to improve the quality of educational opportunities
and outcomes for all students and to better prepare them to become active
agents of social change. committed to reforming society so that it is more free.
equal, and just for ethnically and culturally diverse individuals and groups. To

speak separately of multicultural education and good education is rapidly

becoming redundant. Within the United States and the world. education that

reflects existing realities and is designed to prepare students for the projected
future must be multicultural. Education that is not multicultural retards the
possibility of both socicty and individuals reaching their maximal potential on
all levels—intellectually, sociatly, politically, economically, morally, ethically,

and aesthetically.
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(Gardner), 80-82; logical
mathematical, 81, types of,
KO-K2

interpersonal relations, and
desegregation, 1043




interpersonal skills, 51-82

inventory of personal
development techniques,
65

K

knowledge, as enligl tening
and. empowering, ¢35,
“taken-for-granted.” 117-18

knowledge explosion, 119

L

learning, compurable
compared to identical.
coneepts about, 23:
instructional methods. 2
principles of. 2428+
readiness for, 130-35;
significance of culture in.
19-50: and teaching, 23-20:
transactional nature of, 23—
24

learning modalities, 137-38

learning readiness, and
school climate, 132-33

learning styles, 80. 120:
matched with teaching
style, 1370 nature of, 138
and teaching methods. 28,
48

literacy, hasic skills of, 119-
20 and process skills, 1201
universal. 118-22

literature bibliography, and
cducational principles. 28-
20 .

M

majority, redefined. 98

majority rule, versus cultural
diversity, 9097 versus
plurality rule. 110

Maslow’s Hicrarchy of
Needs, 70, 71

media, clectronic. and
Ineracy, 119; inlluence on
Struth.” 1250 tacial and
cthnic stereotypes in. S0-51

meritocracy, prindiple o, 22

moral values, and democ-
racy. 10E-20and the law,
105

motivation, nceds as, T0-T 4

multicultural education,
advocate perspectives on,
+1—10: compared to
democracy. 95-96;
consenvative right critics ot
30-38; controversy
surrounding, 5. 32-36:
critical perspectives on, 36-
+1: descriptive definition of
(Nicto), 3—1 as education
for treedom, 45—6; as
good education, 45: goals
tor schools, 42—3: as
instructional technique, 8+
leftist crities of, 38-39; and
literacy. 120-22: and low
status activities, 51:
meaning of, 2. 3: and
meaning of success, 69:
moderate critics of, 39; as
multitaceted. 100: need for
persistence in, 142;
pedagogical potential of,
53 principles of, 13, 40-5«
reactions to, 31-32: relation
to general education, 1, 2;
review of literature on. 48—
» i spedific principles of.
48, 54; truth as refative and
social in, 123-2-t uncle-
cided critics of, 39—i0: and
vilues of unity. 30-38

My Pedagogic Creed
(Dewey), 92

N

Nationai Assessment of
Educational Progress
(NAEP), 81

Native Americans, culwre of.
and school tasks, 81+
learning styles of. 82

Native Hawaitans, lciarning
styles of, 82

needs, psvohological, 69-"-4.
Maslow's hicrarchy of, 70,
~l

(o]

organization, lincar versus
circular, T1-72

p
partictpation, 103-11

personal affirmation, and
decess to knowledge, 98-99

1€

personal autonomy, 71

personal empowerment.
See human development

Piaget’s stages of cognitive
development, 131

Place Called Scbool, A
(Goodlad), 133

pluralism. See diversity

“pluralism without
hierarchy,” 41, 128
plurality of influence. 97-98
plurality rule, 110
political democracy, 99
politics, decrease in pany
and ethnic strength, 110
primordial background, 50
process skills, 120
psychological needs, 69-"+
puberty, and culturat identity,
07. See also adolescence

R

racism, and agenda for
ceducation, 106=7; as focus
of ~radical critique.” 38-39:
and internalized negative
values, 72-73: recognition
and combat of, 102
teaching about, and
learning readiness, 1333+

“radical critique,” 38-39

readiness for learning, 130~
35

reform, cducational, 27
excellence and equity in,
127=28; and lag berween
theory and practice, +3;
multicultural education as.
3435

relative truth, 125-24

representation, 103-11

restructuring movement,
109

role models, cthnic. 134

S

scholarly truth, 122-26

school, chumate of. and
learning readiness, 132-33:
clinute of. and multicutuisl
cducaton, 134=35; culture
of, 50, and democratic
vilues, 112 discipline and
culture, 52-33, multiculral




Index

educanon’s goals for, 42—
+43: restructuring of, 109
social mature of, 26

self-actualization, ~1

self-concept, and lcarning.
h)

sex-role identity, =~

situational competence, 52

slavery, truth about. 124, 125

social utility, and access to
knowledge, 98-99

sociality, and cducation, 93—
95

socialization, and citizen-
ship, 18-22; educauoenal
principles tor. 22

societal curriculum, 50-51

standardized tests, and
Asian-Americans, 08-04:
discrimination of, S1-53:
and types of intelligence,
wi

stereotypes, in socicetal
curriculum, 30-51

students, and cducational
decision-making. 2+ role
of, 18; and scholarly truth.

125-20; ~teacher social gap.

5
systemic change, 1 1

T

“taken-for-granted™
knowledge, 117-18

Taxonomy of Educational
Objectives (Bloom). 131

teacher(s), creating a sclf-
interview, 117 cultural
knowledge in, 128-29:
cifect on student identity
and achievement, 7+75%;

and human development of

students, 03 instructional
nuterials tor T—45; as
significant others to
students, T3+ social
profile of, 73 white. and
cthnically diverse students,
10

teacher preparation, and
multiauaral education, ™5

teaching, cultural context ol.
49-50, 137 cultural
refativity of, 118; and
learning. 23-20: nanage-
nient or procedural rule,
129: principles of, 24-25:
substantive components of,
129: values and beliefs as
basis of, 3: and value
beliets, 12, 13: the whole
child

teaching cues, 115-10

teaching methods, and
cultirally-specific knowl-
edge, 1175 and educational
principles, 28: and learning
stvles, 18, 1370 principles
of, 115-45

text and context, 111

tracking, as academic caste
system, 22: discrimination
in, 51

transactive function, of
ceducation, +

transformation function, of
cducation, +

translation, multicultural, of
cducation principles. 40-514

transmissive function, of
education, 4

truth, decisions about, 1-+
scholarly. 122-20

U

unity values, and diverity.
33—34; and multicultaral
education, 36-38: and
pluralism without hierar-
chy, 41

universal literacy, 118-22

universality, and individual-
ity, 80-85

v

value orientations, 15. about
multicultural education, 49—
St .

voice, giving. 110
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