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v EIOWPS. .
- The various chapters present fresh perspeclwes on our country’s;

t

Thisisan lnformatwe, and important book 1t speaks cogently to the
present and future educational needs of individuals, ethnic groups, and

the mation Creatively edited by Jaime$ A. Banks, this book is a “futures” "

guide for every educator. It can serve as 2 useful guide for educational
excellence souight by classroom teachers who have a commitment to

become multiethnic educators, who are conscious of the nation’s ethnic _
diversity, and who want ethnic pliralism to be reflected, supported, and

respected in their classrooms.
This book will help teachers i multiethnic commumtles respond
more effectively to the ethrlic diversity within their classrooms and

schools. It.is also’a useful apd rational guide for teachers working in,

isolated manocultural communities who would like their students to

attajn the knowledge, attitudes, and skills needed to appreciate the

ethhiic diversity in the United States, and t¢ improve or establislﬂposi-
tive intergroup relations with members of .other racial and ¢thnic

multiethnic expenence dnd on the history of -public education as it

telates.to the nation’s ethnic groups, including reserch which has im- .

portant implications for teaching and learning in diverse educational
settings. Thus the book helps us realize that in collaboration with the

* larger sogiety, we educators can assist in bnngmg about the reform and

_the excitement so desperately needed today in our public schools.

This book contains a combination of elements that teachers rarely

find in one volume It p‘rov'icles a philosophical background; a multieth-

nic, historical perspective; ingtructional guidelines; plapning proce-
dures; and important information about ways that other professionals,

-such’as counselors and test specialists, can support our efforts to imple-

ment multiethnic educational reforms. Going beyond the four walls of
the classroom, ifs concept of education includes the school and the
commupity, as well as the popular media and other aspects of what
Cortés perceptively calls “the societal curriculum “ In other words, the
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. v
contnbutoas are not under the wtdespread illusion that scheo/ing’1s the
‘same as edthon

Highlighting the need’ to examine the total educational environ-
ment when planning and implementing innovations such as multiethnic
education, the authors point out that the school and the community
must work cooperatively in the educational process” Efforts must be
undertaken to bridge the gaps between the home, the school, and the
community As the authors indicate, however, the home, the school,
and the commugity oftén distrust one another and contradict, rather
than support, one another’s purposes and goals The distance between

the societal and the school curricula—so clearly described by Cortés—-

is enhanced by behavioral specifics in Gay’s description of the conflict
between the home cultures of ethnic youths and the culture of the
school Cox and Ramirez describe the frequent conflict between the

learning styles of ethnic youths and those favored by the school And-

Grant discusses thé benefits that can result from school-community
collaboration, highlighting the need for home-school cooperation in
order to effectively educate students

Educators other than classroom teachers will also find this book
useful and informative, Counselots, social workers, and administrators
will be more sensitive and rational in performing their jobs and provid-
ing leadership in reforming the educational program to meet the chal-
lenge from the changing student.enrollment if they absorb its ideas and

‘begin to implement the policies and practices recommended. Adminis-.

trators, in particular, must be aware of the dtrategies‘used by multieth-
nic teachers if they are to fulfill their supportive roles and effectyely
evaluate and: encourage the teaching-learning process in pluralistic
schools But ti-le k{y person is the classroom teacher. Teachers are the
ones who make the difference Working cooperatively with parents, the
community, dnd our colleagues, we have the power to bring equlty to
the school environment for aI! students.

As a classroom teacher who works with a multlet-hmc and multira-
cial population, T have spent many years searching for educatienally
sound content and processes that will help bring equity into my class-
room and school. Many reader! have probably been engaged in similar

.quests. After reading this- book, they will therefore understand. more
fully why [ say this scholarly work summarizes years 4f research and
readings for the classroom teacher. Each chapter succinctly captures the

essengg of an important issue or problem related to mulfiethnic educa- .

tion. The authors are trailblazers in this area, deeply commmed to
human rights and educational equity.
I hope that readers will find the learnings reflected in this book as
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renewing, reinforcing. and expanding as I have found them For exam- .
ple. because Fam a holistic and visual learner, | found Figure 2 in chapter
1 very meaningful In ths figure, James A Banks identifies the scope of
“The Total School Environment,” which is discussed by the other au- -
thors. and by Banks himself in chapter 10 Indeed. every chapter con-
tains specific helps for teachers as well as common threads that unite the
book Among these are behavioral references to which we can all relate /
For example, 1n discussing an understanding of langtiage diversity, Sa-
ville-Troike cites specific messages that students express, both verbally
and nonverbally, that are influenced by ethnicity Students’ commumi-
cation systems also influence the learning envitonment, synce the way
, 1n which teachers perceive and respond to these communication styles
significantly affects the learning process g
Baker. provides insights into step-by-step planmng behavlor ex-
plalnlng how teachers can change the curnculum to make it more mul-
tiethnic Howard describes the implementation of an inpnovative and
effective multiethruc education program within a predominanPy White
suburbah community His encouragmg account should stimulate other
teachers working in similar communities to take action to break down
ethnic encapsulation and ethnocentnsm Gay focuses on the culturally
determined behaviors that we cani observe in the classroom, recom-
mending an analysis of these behaviors to 1mprove interpersonal rela-
tions bdtween students and teachers  ° - r
Several 'of the writers observe that indgiduals respond to their ° :
ethnic cultures and characteristics differently. Thus, there are tremen-
dous differences within ethnic groups .This observation has powerful
implications for planning and teaching. Arciniega asks us to view ethnic
idengifications and groupbehaviors as positive coping behaviors to be -
fostered as sources of strength-for students rather than as cultural defi-
cits to be eradicated. Cherry A Banks considers the awareness of ethnic
cultures needed for effective interethnic interactions, and the way in
which each individual's ethnic cultuge ff\ﬂuences Lross- ~cultural ifiterac-
. tions and commumcat:ons As she points qut, we are all individuals, yet o,
. members of groups. This theme of mdwlduallly andcgreupmss is also -
a concern of Cortés in the “cutriculum of perSOnal experience.”
Mercer's chapter on testlng is enormously instructive. | have Iong
been aware of the discrimination resulting from norm- referenced test-
ing, and the way it perpetuates educational inequality with tracking and
isolation under thé guise of homogeneous grouping and its alleged

benefits. Mercer's suggested altern @ such tests: i§ equitable ahd < v
* should be Helpful-to fost teachers ’ B
In a_chapter on the classroom teacher as the most important factor -
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\}w atutﬁnt s learning environment Curne suggests guidelines for
training tca s to Fum.tmn successfully in multiethnic, educational
settings (_heng Brizendine, and Quakes thoughtfully chaltenge several
traditional assumptions about schoohing in thetr discussion of the school
iy'relation to the dominant ideologies and goals of society And tn the
Afterword, Blumenberg highlights key points of the book, proposing
actiens geeded by a vanety of institutions to help implement reforms
in myftiethiw education The bibliography which appears at the end of
the book 15 a useful source of addifional information on the 1ssues,
problem3, and proposals for action presented in this publication

Asteachers., we have the future of multiethnic education precari-
ously placed 1n our hands The way we attend to and nurture it wll
determune its value to the education ©f a new clientele and to our society
as aworld leader The complex problems facing the teaching profession
today demand strong and concerted leadership for resolution Let us be
" the ones to provide the leadership needed to rewmtalize our profession
, and tobnng about educational equality for all the nation's youth The
refogns needed to implement multiethnic education provide teachers
with a rich opportunity for leadership This thoughtful and stimulating
book issues a challenge Let us acgept it )

another fine contribution to the profession, and to the National Educa-
tior” Associatjon £or its continuing leadership 1in the ongoing quest for
human rights and educahon;l equits

s ! . - ’ ¥

3 -

L
. Barbara | Shun, Teacher
' Pratt Continuous Progress Elementary School
! " . . Minneapohs, Minnesota

L3 T

| am deeply grateful to James A Banks and his colleagues for’
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The ethni¢ revitalizabion movements of the 1960's emerged in re-
sponse to the inequality and institutionalized discrimination that
American ethmic groups were experlencmg These movements in the
Unuted States echoed throughout the world as ethmuc groups n such’ .
natigns as Great Britain, Lanada. and Austraha renewed their quests for

. equahty and deepPned their expressions of cultural integnty and pnde

The ethnic revitahzation movements caught both the established
social science community and educational institutions by surprise So-
aal scientists, whose disciplines were dominated by assimilationist con-
cepts and 1deologies. lacked adequate concepts and theortes to explain
and analyze the new ethnic quests for separatism, identity, power, and
equality The nation’s schools, colleges. and uniyersities, which pro-
moted Angle-conformity goals:and perspectives. lacked the knowledge.
viston, and*commitment needed to respond progressively to these

_movements iy ‘ )

Since the 1960's, with varying degrees oPsuccess and reflection. the
nation’s schools and other educational institutions have responded to
the unique educational problems of the nation’s growing ethnic popula-
tions. Many schools have also tried to increase the ethpic awareness of
the ‘Anglo g\mencan population and help all the nation’s students to
become more sensifive toand knowledgeable about the racial and ethnic
diversity in America Professional educational associations, such as the
National Council for the Social Studies, the Association far Supervision
and Curriculum Development, the National Council of Teachears of
English, and the American Association of Colleges for Teacher Educa-

. tion, have issued position statements, publications, and guidelines, and
sponsored workshops, conferences, and institutes to support the emerg-
ing concepts of multiethnic and mtlticultural education The National
Education Association, the publisher ofshis book, has sponspred previ-
ousrpublications and projects related tp ethmic and cultural diversity.
Commercial textbook PUbhshers have also published books and mate:r

als related to ethnic studies and multiethnic education

These efforts by schools, professional education associatibns, agd
textbook publishers have, without question, had an impact on the na- N
tion’s schools and colleges. The degree of impact is difficult to deter-




mine Almost any educapor who has recently visited schools in different

parts of the nation would probably agree, however. that the teaching

strategies, culture, norms, and other ¥spects of the schools indicate that

' many of the nabion’s educators have been little 1f at all influenced by
the myrniad developments and publications 1n multiethnic education

The rise of neoconservatism, the so-called “back to the bastcs™
movement, and the recent upsurge of racial incidents in the nation
suggest that the national comm!tment'io equality for excluded groups
which emerged durning the 1960 15 rapidly waning and that many
leaders would like to see the nation return to the "'good old days™ of |
doing business as usual, with little attention devoted to the problems

" and promises of ethnic group hife in the United States -

The currett national sociopohitical ¢himate 15 a pernicious one 1n
which to talk and.write about multiethnic education in the 1980°
Many developments in the world, howeyer, suggest that helping our
future citizens develop cultural knowledge and global understandings
of events and issues {both within this nation and in the rest of the
world) may be our only hope for survival a5 a strong and respectec}
nation in the next century It is clear that the non-White nations of the
world, such as those of the Arab world, Afnica, and the People’s Repub-
hic of China, will play key roles in determining public policy on such
Jgsues, as energy and international politics that will deeply affect our
ives and the role of the United States imr the world community

PAnglo-centric schools that teach students distorted and restricted
views of our nation and world, and that perpetuate ethnic ethnocen-
trism, cannot prepare effective and sensitive citizens for the world com-

. munity of the future. A reform of the total school*environment 1s
therefore imperative The school should reflect the ethnic and racial
diversity in our nation and world, and _help students develop the cul-
- tural knowledge and <ross-cultural behavior needed for interpersonal
and international survival and effective decistonmaking in the twenty-
. first century Only a sound and thoughtful multiethnic education can
. prepare our students for the challenges of tomorfow’s world.

The collection of essays in this book js designed to help teachers ™
and other members of the educational community attain the nsights
and conceptual understandings needed to prepare Amencan youths to
function effectively within the world community of the present and the
future. The book focuses on key conceptual variables in the school
environment that need to be reformed so that schools may create envi-
ronments in which students from all ethnic and racial groups can experi-
ence educational equity. Figure 2 in chapter 1 illustrates these variables
No attempt 15 made to survey thé histories and cultures of-specific ethnic

O ‘ 11 12 ) '
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groups since that 1s beyond the scope of this work. Several informative \
publications that acfompl:sh this goal admirably already exist, and )
some of them are 1nc|ude¢.m the annotated blbllography at the end of . .
this book ‘
The reader may want to know why the term multethnic educabion
rather than mulhcultural eddaton 15 used in the title of this book Mul-
tiethnic education refers to the process used by educatlonal institutions RN
' to reform their environments so that stugents from diverse ethnic and
'raclal groups will expenience edycational equity Multicultural'educa-’
tion refers to a reform process whose aim 15 to creasge an educational
environment in which a wide range of cultural groups, such as women,
handicapped persgns, ethnic groups, and various regional groups, will
experience educatfonal.equjty Thus multicultural education 15 a much
more comprehengtve conc han ultiethnic education. which is fim-
ited to the concérns and préflems of racial and ethnic groups Multieth-
nic educationt is therefore used 1n the title'because this book’s scope is
limited to the research and educational concerns of racial and ethnic
groups Consequently. the book deals with but one very important part’
of the broader concept of multicultural education. .
I am indebted to the gifted and knowledgeable professionals who
took valuable time from their busy schedules to help with this publica-
-tion | am especially grateful to the authors of the chapters for their
thoughtful and informative work. |- -also wish to thank the individuals
(named elsewhere) who served as prepubllcatlon reviewers Their per- .
ceptive comments on the manuscript enabled us to strengthe( it It was -
in response to the comments of one reviewer that I added the previously -
published chapters by Cheng and hjs colieagues and by Curne to - o
broaden the scope of this volume While the reviews were helpful and
" anformative, the authors and the editor assume total respon51b111ty for
the contents .

z
*

- - Jarpes A Banks, Editor
., University of Washington, Seattle

\)“ . 13 1 " )
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.. CHAPTER I’

.
*

- The. Nafy\reﬂof Multiethnic Education
2T ” James A. Banks

- 3

America has lpngsbeen a land rich in ethnic diversity. Before the
’ Esmpean colonists b(gan to arrive f the fiffeenth-century, l_ﬂ;ny*ﬂfer—
_ ent groups.of Native Americans—with varled cultures, 1dnguages, and
physical characteristicsz—lived on the continent. Then the Spaniards,
the French, and the I%lish established colonies in rklorth.America.
Africans came with the earliest Spanish explorers. The physical and
cultural mixture of these diverse racial and ethnic groups further en-
riched plurahsm in America. New! cultures and ethnic groups, such as
Mexican-Americafls and Afré-Americans, emerged.

v ‘During the colonial period many different European ethnic and
nationality groups came across the vast Atlantic to improve their eco- |
‘nomic status, pulled by the promise of the American dream widespread
in Europe and pushed by the harsh conditions and political repression
- in their homelands. Each of these European groups tried to establish -
European institutions on Ayi@ric# soil and to remake North America
in the image of ifs native land. The British, however, became the domi-
nant and most powerful ethnic group in early colonial America. control-
ling entry to most _social? economic, and political institutions.! Immi- .
grants from other nations—the French Huguenots, the Irish, the
Scotch-Irish, and the Germans—were unable to fully participate in co-
lonial life and culture‘and became victims of overt discrimination as the

15
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attainment of Anglo characteristics became a requisite for full societal
participation Thus the groundwork was laid for Americanization to
become synonymous with Anglicization

THE MELTING POT IDEOLOGY | '

Like other social institutions, the public schools were dominated by
Anglo-Saxon Protestant culture and values One of therr major func-
tions was to rid stUdents of their ethnic characteristics and to make them
culturally Anglo- Saxons Thus the schools taught the children of immi-
grants contempt for their cultures, forcing them to experience self-
alienation and self-rejectibn Many immigrant parents accepted and
promoted Anglo-Saxon behavior and values because they believed that
Anglicization was necessary for their survival and for their children’s

economic and social mobility As Greenbaum observes, the immigrants

accepted Anglo-Saxon values and Anglicization because of shame and

hope. .
Most important is the fact that the main fuel for the American
melting pot was shame The immigrants were best instructed in how

to repulse themselves; millions of people were taught to be
asharhed of their own faces, their family names, their parents and

grandparents. and their class patterns, histories, and life outlooks- -

This shame had incredible power to make us learn, especially when
coupled with hape, the other main energy source for the melting pot
—hope about becoming modern, about being secure, about escap-
.ing the-wars and depressions of the old country, and about being
*equal wnth the otd Americans.?

The meltlng pot ideglogy, popularized by the Enghsh Jewish au-
thor, Israel Zangwill, thus became the philosophical justification for the

- cultural and ethnic desocialization promoted by the sotiety and the

schools. All European cultures, it was'argued, were to be blended, and
from them a novel and superior culture would emerge. Melting pot
advocates rarely discussed non-White ethnic groups such as Blacks and
Indians. Perhaps they assumed that these ethnic-groups would stick to
the bottom of the mythical melting pot. In some ways, however, the
Anglo-conformity concept more accurately describes what happened to
ethnic and immigrant groups in America than the melting pot idea
Ethnic and immigrant groups abandonéd major parts of their cultures
and acquired many of the values, behaviors, and characteristics of An-
glo-Saxon Protestants. But neither the Anglo-conformity nor, the melt-
ing pot concept adequately describes the complex process whlch oc-

’
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curred and 1s still occurring in the development of American civilization \ .
and culture

Both concepts are in some ways lncomplete nd/or mls]eadlng
because non-Anglo ethnic groups have had (and are st aving) a much
more cogent impact on American sotiety than is reflected by either
theory Anglo-Saxon Protestant culture in the United States has been
greatly influenced by other ethnic and immigrant cultures. Such ethnic
groups as ltalian-Americans and Polish- Americans retain many more
ethnic characteristics than is often acknowledged and/or recognized
The rather strong ethnic cultures existing within_many Black and .
Chicano communities are usually more often recognized by scholars and
practitioners As~Novak has insightfully pointed out, however, eth-
nicity within White ethnic communities is often subconscious and sub-
tle.? Ethnic individuals themselves, especially White ethnic group mem-
bers, are often unaware of the extent to which they are ethnic. As early
as 1963, Glazer and Moynihan recognized the tenacity of ethnicity
within modern American society, writing int their classic book, Beyond the
Melting Pat. “Individuals, in very considerable numbers to be sure, broke
out of their mpld, But the groups remained. . . . The point about the
melting pot is that it did not happen.”* .

THE LIMITATIONS OF EXISTING CONCEPTS AND _
IDEOLOGIES - .

The melting pot concept is ihaccurate and misleading because -
human cultures are complex and dynamic and do not melt:like iron
The Anglo-conformity contept suggests that Anglo-Saxon Protestants .
were changed very little in America and that other ethnic groups did- ~
all the changing. This theory does not reflect the fact that while An-
glo-Saxon Protestanfs were influencing other ethnic groups, these
groups were also influencing the values, behaviors, and characterjstics
of Anglo-Saxons. -
In the 1960’s, the idea of cultural plurahsm became popular in the
educational literaturé. This idea was born mear the turn of the century
when tremendous numbers of European immigrants were endering the-
United States, at the same time that na}lvnsm, designed to stop the ° |
-~ massive flow of immigrants, was becoming peznicious and widespread.* '
A few philosophers ahd writers, such as Horace Kallen, Randolph
'®__Bourne, and Julius Drachsler, strongly defended the rights of the immi-
grants, arguing that they had a right to maintain their ethnic cultures
and institutions in the United States. and usingﬂli??o’r?&pts of cultural




pluralidm and cultural democracy to describe their phulosophical positions
During the 1960°s, many members of ethnic groups such as Blacks,
Mexican- Amencans, and American Indians endorsed some form of cul -
tural pluralism An idea born near the turn of the century was thus
refashioned to fit the hopes, aspirations, and dreams of alienated ethnic
peoples more than half a century later Like the concepts of Anglo-
conformity and the melting pot. however, cultural pluralism does not
» adequately describe the complex nature of ethnic relatnons and cultural
development in the United States
In its strongest form, the cultural pluralist idea suggests that ethnjc
groups live within tight ethnic boundaries and communities and rarell)(r
if ever, participate within the universal American culture and society.
This concept denies the reality of a universal American culture and
hational identity which every American, regardless of ethnicity and
ethnic group membership, shares to a large extent. Most Americans
. highly value their national identity, even though they may have a
strong “sense of ethnic identity and significant ethnic behaviors and
characteristics This common nationa} culture and identity should be
recognized, respected, and promoted by the schools in any reform effort
related to ethniaity Theconceptualization Of.the shared American culture
- _ and identity, however, eS}QUI(:I be broadened ¥ more accurately reflect
thre ethnic, racial, and cultural diversity in our nation. For example,
Afro-Americans, Mexican-Americans, and Puerto Ricans in the United
States usually do not find their cultural expressions, hopes, aspirations,
and problems depicted in many of the media and school presentations
of the Amencan culture and the American ways of hife. ~

THE NEED FOR A NEW CONCEPT AND IDEOLOGY TO
GUIDE SCHOOL REFORM

To deSIgrl sound multiethnic school programs, we-need a conceptu-
« alization of ethnic groups in the United States which accurately reflects
the complex nature of ethnicity in America Some writers argue, for
example, that the United States is an Anglgsociety, their argument ema-
P nating from the assumption that American culture developed as the
Anglo- conformity concept suggests. If the United States is considered
an Angl society, then American literature is Angl- -American literature
s and AmeMan history is Anglo-Amencan history. The schools, the media,
and other American institutions have traditionally assumed this. Buf our
nafion 1s not an Angle nahon culturally, even though Anglo-Saxon Protesiants exerase

the maor sortal, economie, and polifical Power in the Unifed Stales.
However, many presentations of American culbure and society in
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the mass media. in textbooks (which have improved considerably in
recent years), and in the school curriculum depict the United States in
ways which suggest or give the impression that American culture and
~%  Anglo- Amerlcamculture are synonymous. For example, Alistair Cooke’s
Amenica, both the television program and the popular book that fol-
lowed, depicts the United States primarily as a nation of Anglo-Ameri-
cans and their culture We urgently need new‘views about America and
ethruqty to permeate the school as well as other institutions. Only
when they have been helped to gain new concepts about Amerza and
“the role of ethnicity in our society, will teachers be able to function
effectively within classrooms which promote positive norms toward the
differences within our society. If schools are to help this nation shape
the kind of future which is imperative for our survival in the twenty-
first century, they must help students gain broader and more accurate
views of American society and culture.

MULTIPLE ACCULTURATION: A NEwW CONCEPT

According to Gordon, structural pluralism best describes the ethnic
“ reality in the United States. He believes that ethnic groups in America .

have experienced gross levels of cultural assimilation but the nation is
characterized by structur’ai plurallsm 5 [n other words, ethnic groups are
highly culturally assimilated but have separate ethnic subsocieties, such
as Black fraternities, Jewish social clubs, and Chicano theapers.

Although*Gordon’s concept deals more adequately with the com-
Plexity of ethnic diversity in American society than Anglo-conformity,
the melting pot, or cultural pluralism, structural pluralism needs~to-be
combined with another concept, multiple aceulturation.” to completely and
accurately describe the past and present formation of the universal
American culture. The White Anglo-Saxon Protestant culture in Amer-

. ica was changed as were the cultures of Africans and of Asian immi-

grants. African cultures influenced and changed the WASP culture as
the WASP culture influenced and modified African and Asian cultures.
What we experienced, and what we are still experiencing, is mulfiple
acenlturatton and not a kind of unidirectional assimilation whereby the
Black culture was influenced by the WASP culture but the latter was
not influenced by the former The general or éniversal culture in the Y
United States resulted from this series of multiple acculturations.
Anglo-Saxon Protestant culture had the greatest influence on the devel-
opment of American civilization and culture. Hoever, ofher ethnic groups. .
such as' Blacks, /rws and Chicanos, have cogently mfluenied the universal American
culture muck more fimn is offen recognized. ThTse groups have strongly affected

¥
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American music, English, literature. values, and behavioral patterns
Their contributions to the econoy and to labor have also been sub-

stantial

THE NATURE OF AMERICAN CULTURE

American culture consists of a shared universal culture as well of
ethmc subsocieties and communities (see Figure 1) The universal
American culture resulted (and is resulting) from ethnic cultural ele-
ments which have become universalized and cultusy components
which resulted from the synthesisof ethnic cultural elements and cul-
tural elements which evolved within this nation. This culture is shared

by all the ethnic graups in the United States. The ethnic subsocieties

5

FIGURE 1

Etanic Subsocteties anD THE UNIVERSAL AMERICAN SOCIETY )

N N

Ethnic Subsociety A
|

.

Universal
P American
. A Society
ol
Ethnic Ji =~ —7
Subsociety D -
y 1
——/ AN 1// Ethnic
47 A

Subsociety B

Ethnic Subsociety C .

L) N

This figure repreéents the universal Amernican society by the ruled area This culture 15
shared by all ethnic groups within the United States A, B, C. and D represent ethric
subsocieties consisting of unique ethnuc institutions, values, and cultural elements which
are nonuniversalized and are shared primarily by members of specific ethme groups
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within the nation consist of nonuniversalized ethnic caltural elements
. and institutions These are still shared primarily by ethnic subgroups.

Almost every American participates both within the universal American

culture and society as well as within his or her ethnic subsociety.

4

THE MULTIETHNIC IDEOLOGY: IMPLICATIONS FOR
™~ SCHOOL REFORM :

My analysis of ethnicity in American society leads to a philosophi-
cal position which may be called the multiethnic ideology, since one of
its key assertions is that Amegicans fynction within several cultures,
including the mainstream culture and various ethnic subcultures. This
 multiethnic ideology suggests that a major goal of school reform for the

‘future should be to help students develop cross-cultural competency,
consisting of the skills, attitudes. and abilities needed to function within
their own ethnic subsociety and the universal American culture, as well
as within and.across ‘different ethnic cultures (see chapter 10).

Historically, the school has alienated ethnic youths from their eth-

" nic cultures apd often has not succeeded in helping them acquire the
skills and abilities needed tol\function within the mainstream American
culture or within other ethnic munities. A major assumgtion under-
girding the chapters in this book is that the school, in order to plan

) effectively for thg future, must examine its assimilationist ideclogy and -
Anglo-Saxon goals, and structure an ideology and goals more consistent
with the complex nature of efﬁ'ﬁ'i.city within American society. The
" multiethnic ideology is an appropriate one to guide school reform
within a democratic pluralistic nation. To create a school environment
consistent with this ideology requires systemic {or total) school reform.

Educators who want their schools to reflect a, multiethnic ideology
must examine their total sthool environment to determine the extent to
whicR it is monoethnic and Anglo-centric, and then take appropriate
steps to create and sustain a multiethnic educational environment. Ini-
tial school reform may focus on any one of several factorg: school Pélicy'
and politics, the ethnic and racial composition of the school staff, its
attitudes and perceptions. the formalized and hidden curriculum, the
learning styles 4n¥ cultural behavioral patterns favored by the school,
the teaching strategies and materials, the testing and counseling pro-
gram., the languages and dialects sanctioned by the school, and the role
of the community in the schout. Figure 2 illustrates the total school

" environment, igcluding these andl other Variables which must be re- .

formed in order to make the school multiethnic
L}
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FIGURE 2
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Thus figure conceptualizgs the total school environment as a system consisting of a number
of major wdentifiable vanables and factors, such as school culture, school policy and
politics, apd formahized curnculum and course of stydy In the idealized multiethnic
school, each of these vanables reflects ethnic pluralism Whsle any one of these factors
may be the focus of inshal school reform, changes must take place 1n each of them to create
and sustain an effechive multiethnic educational enviconment
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This book is conceptualized around this systemic (total) view of -

school reform Each deals with an important part of the school or com-
munity environment which must be reformed in order to make the
sthool more consistent with the culturally diverse and global naturé of

pur nation and world Plyralistic schools will help students enrich their’
personal and public lives and live more effectively withun an increas-
ingly small and interdependent world society ’
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_ . : CHAPTER 2

o - - " hl . T - ‘

The Societal Curriculum: Implications for -,
Multiethnic Education

2 ot L v Carlos E Cortés
- - - ' " < 4
Schools do not monopoli iethnic edutation nor will theyydo

$0 in the future, eveh if they so wish Why? Because all students, all
people, continuously receive multiethnic education—both posntn}e and
negative—outside schools Aware of it or not, we are all students of the
societal curriculum? . ; L
What is the societal currn:ulum? It is that masswe, ongomg, mfor-
mal curriculym of family, peer groups, nﬂghborhoods chyrches, organ-",
- izations, occupations, mass media, and other socializing forces that ”eci-
ucate” all of g throughoyt our llvesyh-quch of thlS 1nf0rmal education
"concerns ethnicity and t?*m:c groups,! *
The recognition of the evitability, omniprésence, and COntlnuous
Pervasiveness of the multiethnic societal curriculum raises sngruﬁcant
Y questions fos both society in general and educators in parti¢ ]ar What .
* does this cumculum ‘teach” about ethnicity? How does it ect what -

people “know” 2bout ethnicity and ethnic groups? How doks it mﬁu- %;

ence behefs perceptions, attitudes, and behavior related to drfferent ~*

o

“$thnic groups? How does it increase of limit the effectiveriess of school T

multlethnlc education? What are its implications for schools, Including , -
5 school curriculum development? How can educhtors more effectively
use jt in school multiethnic education? :

20
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COMPONENT* THE SOCIETAL CURRICULUM

The multiethnic societal curriculum comprises at least four general
» components: (1) home, peer group, and neighborhood; (2) organizations
and institutions, (3) the media; and (4) personal interethnic experiences.
For each person, some aspects of that curriculum work positively to
increase sensitivity to and understanding about ethnic groups. Ror each
. person, other aspects have a negative impact through spreading distor-
tions, building stereotypes, or increasing prejudice. For example, studies
have shown that many children develop well-formed attitudes about
ethnic ‘people, incuding prejudices and stereotypes, by the time they
reach school.2 While we have no way of determining the specific con-
tent of each person’s individual societal curriculum, educators should
remain alert to the general processes and diverse content of societal
curriculum multiéthnic education.

For most people, multiethnic education begins in the home, long
before they enter school—through conversations about ethnic people or
ethnic groups, through offhand remarks (including ethnic epithets and
stereotyping), and through observation of actions of family members
and friends. Multiethnic education also comes from the aéighborhood
peer group through conversations ald the spreading Df children’s
“knowledge” about ethnic groups These statements do’not label the
home and the neighborhood multiethnic educational villains; they de-
scribe a reality. In fact, the family and the neighborhood may provide
either or both positive or negative multiethnic education, even if, not
conscious that they are doing so. ~

Societal institutions and organizations other than schools and mass
media institutions also serve as multiethnic educators These include
such institutions as churches, social clubs, political organizations, occu-
pational associations, even the workplace itself ‘Each organization
“educates,” in such ways as providing religious and moral instruction,
informing members of societal developments affecting theis livelihoods, -
or exhorting members to take Certain positions on issues. Somg of this
edukation may relate clearly to multiethnic concerns; other aspects may
have less obvious, but no less significant. ethnic lmpllcatlons

A few specific examples of the ongoing institutional multiethnic
curriculum include labor unions counseling members about undocu-
mented aliens and‘m'@ority job training prografns; religious leaders
delivering sermons about desegregation; professional associations dis¢
cussing affirmative action; private businesses or government agencies
providing cultural awareness training for their employees, and social
clubs maintaining ethnically oriented membership policies,




The media—television, motion pictures. radio, newspapers, and *
magazmes—rank among the most powerful and pervasive aspects of the
societal curriculum * Television, for example, has been recewing in’
™ creasing scholarly attention One study reported that young people
between the ages of 3 and 16 spend one-sixth of their waking hours
with the television set? By the time of graduation, the average high
school senior will have spent 12,000 hours in the classroom and 15.000
hours 1n front of the television set. according to another estimate

Some examples of the multiethnic educational tmpact of the so- ~
called entertainment media include the following [n a pioneering study,
Ruth C. Peterson and L L Thurstone discovered that viewing theclassic
stlent film Birth of @ Natwm increased student prejudice toward Black
”\' Americans * Irwin C Rosen found that the film Genfleman s Agreement
: imptoved student attitudes toward Jews. even though most of the stu-

I dents tested stated that the film a4 nof changed their attitudes & A-more -

N recent study reported that White children felt that TV comedies like

- “The Jeffersons” and “Sanford and Son” accurately portrayed Black .
famuly life, although these same children admitted that such shows

3.~ contrasted withk personal experiences with their own Black friends:
whom they labeled as exceptions 7 A teacher in one of my multiethnic
education courses discovered that her elementary school students had
deeply rooted preconceptions about gypsies. In discussing where they
had “learned™ so much, students responded with answers rahging from
“my folks” to “Wolfman” movies) These examples provide evidence of
both the actual and potential multiethnic educational impact of the’
media -

¢ Finally. of course, is the curniculum of personal experience. Increas-
ing national mobility has drastically reduced the possibility of living in
total ethnic isolation Most people have some sort of personal intéreth-
nic contact—in school; on the job, through travel, or in their communi-
ties Personal experiences vary, as do the ways in which they are per-

* cetved, interpreted, reacted to. and remembered Yet these experiences

comprise an important part of éach person’s multiethnic societal curric-

' ulum and become integrated into the pérsonal storehouse of multiethnic
; knowledge and attitudes, ”

TOWARD UNDERSTANDING OR MISUNDERSTANDING

The societal curriculum has both positive and negative multiethnic
effects Good interethnic personal experiences can increase positive per-
ceptionsof other ethnic groups: negative experiences can create or rein-
force prejudice Sdme families make a conscious effort to bring mul-

.
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tiethnic understanding into the home, provide positive interethnic ex-
periences, and avoid ethnic slurs and stereotyping, other families take
the opposite tack, leaving a terrible legacy for our society in terms of
interethnic misunderstanding, .
Businesses and government agencies which provide training in in-
tercultural uﬁderstanding serve as positive rﬁultiethmc educational
forces, those which ignore this need or implement procedures and prac-
tices which discriminate, }Lauwer'unmtmhanaﬂy,, against persons of certain
ethnic backgrounds make multiethnic negativism a part of their day -to-
day curricidum, By showing “The Autobiography” of Miss Jane Pitt-

man,” “Roots”, and “Holocaust,” television probably contributed to.

multiethnic understanding Theatrical and television films ranging from
traditional anti*Native American westerns to the recent plagae of ethnic
gang movies, however, have helped to heighten 1nterethmc fears,.dis-
trust, and stereotyping

For better or for worse, the multiethnic societal curriculum has had
and will continue to have a powerful educational influence. Moreover.
whether because of neglect or ineffectiveness of multiethnic education,
schools have not successfully offset the negative aspects of the societal
curriculum In fact, as anilyses of ethnic content of textbooks a

children’s stories have demonstrated, schools may contribute in some |

respects toward interethnic negativism.? In a recent social studies as-
sessment project of the California State Department of Education. sev-

enth grade students in 65 Cdlifornia public schools were asked to select *

one of four answers to “Which of the following is an example of an
ethni¢ group in the United States?” Fourteen percent selected “The
United Auto Workers,” 24 percent each answered “All the people who
live in the same towh” and “The Chinese,” and 34 petcent answered
“People on welfare’! The societal curriculum had done its job.

INTEGRATING THE SOCIETAL CURRICULUM INTO THE
SCHOOL CURRICULUM

When designing and implementing multiethnic education, educa-
fors should constantly and seriously consider the societal ¢urriculum
To ignore it 1s to operate in a land of make-believe, because students
will learn about ethnicity and ethnic groups from the societal curricu-
lum and that learning will affect their school multiethnic 2ducation |
would suggest at least two basic lines of educational reform. First,
integrate the multiethmic societal curriculum into the school curricu-
lum Second, attempt to make the socwtal currictlum a more positive
multiethni¢ edpcator

o
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There are myniad ways to integrate the societal curriculum intb the
school curriculum 1 will discuss three of these strategies (1) building

"from student “‘knowledge,” (2) studying the local community, and

(3) bringing media into the classroom.

One of my favonte strategies 15 to build from preexlstenq' student
beliefs Prior to teaching about a particular ethnic group in schosl, have
students keep records of the ways in which they have observed the
societal curniculum “teaching” about that greup—through personal ex-
periences. neighborhood, media, and other institutions Such an ap-
pr‘bach will help raise student awareness of the existence and cgntent
of the societal curniculum as well as of their own pa‘rtlcular behefs,
Moreover, this strategy can ° “prime’’ students for the "dassroom study
of the group by helping educators avord what philosopher Paul Tllich
has labeled one of the basic failings of education—"to throw answers
like stones at the heads of those who have not yet asked the questions
Most imiportait. this approach car contribute to preparing students for
“a lifetrme of continuous understanding of the multiethnic societal cur-
nculum - ' : '
= * A second sttategy 15 to use the local commumity as a source of

"study Effective multiethnic education requires expanding the classroom

beyond four walls Every human being is a valuable source 'of knowl-
édge There are no class, caste, educational, or hnguistic qualifications
for being a part of hlglory., for having a culture, for participating in
society, for having famaly or ethnic group traditions, for percewing the
surround:ng communty, or for relating one’s expenences

Teachers can yse various means to involve students 1n community
study For example, in the early elementary grades, persons of differ-
ent ethnic backgrounds can be brought into the classroom to tatk
about their expenences, cultures, traditions, and- behefs Fef'older stu-
dents, tedchers can use field trips into local ethnic areas, student “eul-
tural mapping” of the area around the school, and indigddual or teamn
{nvestigabion mto the historical development of [ocal ethmc communi-
ties '

The writing of blographles‘of local individuals or famihes. includ-
ng one’s own, combings the development of research and writing skilis
, with the discovefy of persenal or community roots ° This strategy may
provlde some students fvith their_first in-depth personal contact with
persons of different ethrgc backgrounds By hearing hustory and obtain-
ing perspectives on socigly as viewed, recalled, gnd 1vterpreted by per-
sons of diverse ethnic b ckgrounds., students should obtain new and
broader multiethnuc perspectives on the US past and the communty
around them ~ . : '
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Using these classroom interviews, field trips, community investiga-
tions, and family biographies as basic sourkes, teachers can help stu-
dents test hypotheses, réevaluate previous conceptions {or misconcep-
tions), and develop new generalization’s about ¢thnic groups Moreover, **
this process of community investigation can both increase interpersonal
communication skills and give stl_.ldenis a |ocalized awareness of and
sensjitivity to the ethnic backgrounds in the community. Finally, com-
munity investigation can “humanize’ the sfudy of ethnicity for stu- -
dents by providing direct involvement in ghe workings of society. :

) A third strategy is to make multiethnic analysi‘s%kmedia an integral

" part of the K~12 curriculum. Feature films, radio, telkevision, newspa-
pers, magazin&s, and advertising can be stimulating and significant as- 4
pects of the school curficulum. So what's new? Haven't such sources
been used for years jn the classroom? Ceftainly. but seldom as sources
for mudtiethnic analysis. \

Too often the visual media, jn particular, have served snmply as -
surrogate teathers, as substitutes for the written ‘word, or as spoken - .
textbooks from whln?h students are asked to recall factually and memo-
rize uncritically. Media should not be viewed as transmitters of jnfor-
mation, providers of facts, and pipelines of truth. Rather, they should
be used as sources to be considered analytically, including an examina-
tion of their multiethnic perspectives, interpretations, and implications. .
How have different media porfrayed, treated, or depicted different eth-

“nic groups? What assumptions about -ethnic groups and ethnicity do
different media reflect? What historical forces- and societal conditions
have influenced media treatment of ethmc:ty dn-rmg different eras?

In the early elementary grades, teacheps ¢an use children’s stories

* about dlﬂ’erent ethni¢ groups as well as photographs, drawings, and
ammated films which include ethnic groups to introduce the concept of
lmése formation. Advertisements in magazines and newspapers, on tel-

- evision, and even on billboards and bumper stickers,.can be used
throughout the elementary grades for the analysis of role depiction of
etﬁm’c&roups.“’ The secondary school teacher may ask students to
analyze the local newspaper or local or national news telecasts fot the
kinds of stories carried about spécific ethnic groups and the interpreta-
tions of and attitudes toward ethnicity-related issues, such as immigra-
tion and desegregation. Feature films, television entertainment series,
and newscasts make excellent classrgom sources—not for what they
"tell” about ethnicity, ethnic gron ps, ¢ or intergroup relations, but for the
examination of the perspectives and” ‘interptetations they present. The
goal, of course, is to raise the level of critical thinking and awareness
of the process of media multiethnic education." .




CHANGING THE SOCIETAL CURRICULUM ,

' While mu]tlglhmcmng the school curriculum, educators should
also strive to help the societal curriculum become more of an ally and
less of an antagonist in our multiethnic quest. While our ability to
modify the societal curnculum is limited, there are avenues to effect
chahge Let me give some examples from my own experience

' Some of the most rewarding multiethnic education workshops
have been for school district parents In these workshops [ not only
explain and illustrate multiethnic education, but also suggest how par-
ents can contribute multiethnically. Parents can be an extraordinary
force for interethnic understanding—or misunderstanding. To maxi-
mize multiethnic educational eff ectiveness. school districts should make
parent participation an integral part of their total program.

Societal institutions can be outstanding allies in the effort for mul-
tiethnic understanding At the present time | am working with one
rehigious denomination in develoving a multiethnic approach to church
school education using the theme, the Bible as a multicultural docu-
ment Educators should encourage governmental agencies to expand
awareness training to help employees more effectively provide equita-
. kg services to persons of all ethmic and cultural backgrounds.

: Many private businesses are introducing forms of multiethnic edu- ~
cation into their employee development programs, a trend we should
/ support. For example, at the present time, | am presenting a series of
workshops on Mexican- Americans for supervisors and managers of
Southern California companies. Why? Because of growing private in-
dustry awareness that the traditional “culture-blind” managerial train-
ing is merely “blind”.—it does not necessarily prepare, and in some cases
may actually disprepare, people’to deal effectively and sensitively with
a multiethnic work force and public.

IMPLICATIONS FOR TEACHER EDUCATION _ .

Effective multiethnic education requires effective multiethnic
teachers—teachers with multiethnic knowledge, skills, and attitudes.
Such effectiveness ultimately requires the multiethnicizing of teacher
education, both pre-service and in-service. This includes education fn
the multiethnic societal curriculum. Two strategies are the use of soci-
etal curriculum journals and training in multiethnic analysis of media.

Whenever I present in-service training courses, [ ask each teacher
to keep a multiethnic societal Curriculum journal—a record of the edu-
cation on etth‘city each observes outside school. Even those teachers
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possessing considerable.awareness usually express surprise about the
degree’ of multiethnic education occurring in the societal curriculum.
”Awareness training,” which helps teachers develop a better under-
standing of the societal influences on their own and their students’
beliefs and attitudes about ethnicity and ethnic groups, should become
an integral part of teather education

A second component of teacher education should be training in
multiethnic analysis of media. In the spring of 1979, for example, Dr.
Leon Campbell and I presented A Filmic Approach to Race and Eth-
nicity in the History of the Americas as one of the series of film-and-
history courses offered at the University of California, Riverside. In that
course we paired two feature films about three ethnic groups-—a U.S.
film and a Cuban film about Blacks in their respective societies, a U.S.
film and a Bolivian film about the Indian experience in the two coun-
tn'es, and a US. film and an Argentine film about Italian-descent people
in their nati Students not only analyzed the treatment of ethnic
groups and lﬁethmc relations in the films, but they also investigated
the historical and societal factors affecting those ﬁlmlc interpretations.,
In addition. they wrote papers comparing class films with others viewed
in the societal curriculum. The result-—a growth in both general critical
thinking and specific understanding of the multiethnic educatlonal na-
ture of the medla 12

L] k]

CONCLUSION

Schools exist to prepare young people for the future. Throughout
. that future, students will constantly “go to school” in the multiethnic
societal curriculum How they perceive that curriculum, how it affects
their beliefs and attitudes, how it influences their interethnic bebavior
+ will to a great extent be a result of school successes or failures in
preparing them to be multiethnically literate.}* -~

How well are schools preparing students to deal with that curricu-
lum—to be aware of it, to comprehend it, to analyze it, and to resist its
more noxious effects? By helping students develop a knowledge base for
a multiethnic societal curriculum, teachers will be preparing a citizenry .
that is more aware, sensitive, and constructive. As a result, our nation
and the increasingly interdependent earth will be a better sdciety.’
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CHAPTER 3

The Teacher and Mulhefhmc Education

" Guwendolyn C. Baker

(/-.——"'

v !

Multiethnic education as defined and presented by James A. Banks.
the editor of this publication, is an encompassing concept. Conse-
.Quently. developing an appropriate environment for its implementation
has implications for every facet of the educational setting. First of all,
the future of multiethnic education depends on the ability of all who .
are involved in the educational arena to assume the appropriate level of
reSponsibility-—-staté boards of education initiating and helping develop
legislation to give direction 10 individual schodl systems; local school
boards developing policy to provide support for the local school dis-
tricts; superintendents playing an important role in the administrative
aspects of impleme®tation on a districtwide basis; and principals ensur-
ing that the intent of the legislation and the policy are carried out at the
building level. If and when these conditions are present, the success of
multiethnic education in our schodls is imminent; because, then, teach-
ers will have the necessary support system to ensure successful im-
plementation. Accordingly, with such a suppért system in place, the
degree to which multiethnic education becomes a reality in our schools
depends largely upon #he attitude and behavior of.the teacher. Indeed,
the role and the responsibility of the teacher are crucial in determining
~ the future and the success of multiethnic education. .

N\
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SIGNIFICANCE OF TEACHER AT”T]TI:IDES AND BEHAVIOR

Teachers play a significant role in the formation of childrens’ atti-
tudes Research suggests that next to parents, they are the most signifi-
cant people in children’s lives ' Thus the burden placed upon teachers

is great For example, children bring biases and prejudices to the class-

room Studies have found that they come to school with previously
established negative attitudes about people who are different. from
themselves When this happens, 1t becomes necessary for teachers to
help change these existing attitudes and to encourage the children to
develop accurate and positive images of such people.2 24 If this cannot
be done. cur entire educational system must shatre the responsibility for
propagating a monocultural view of society that is inconsistent with the
past and present realities of life in the United States.® As long as the
educational system'is based on direct and frequent contact between
teacher and child, the teacher’s role is crucial in the success or failure
of desired changes in the curticulum.® Therefore, teacher education and
training are of the utmost importance . .
Teachers. too, bring to the classroom biases and prejudices toward
people who are different from themselves. These predispositions can
influence the communication of accurate and objective information
about ethnic groups in the educational setting In addition, many teach-
ers may lack factual information about ethnic group history, and reli-

‘g1ous and ¢ultural diversity This is not surprising because teachers, too,

are the products of their education and training; and the rnalonty have
not been exposed to multiethnic education.

_ Of equal importarice is the teacher's commitment to the value, the
worth, and the dignity of every child in the classroom. The way in
which the teacher acts cut the'way he/she feels will set the pattern for
students 7 Behavior is as important as attitude because it demonstrates
the attitude. Therefore the teacher's behavior will reflect the téacher’s
feeling about the child. A sensitivity to the various cultures or ethnic
groups and an acceptance of the viability of these diverse lifestyles are ,
also necessary before information about them can be taught.

Multiethnic education implies the utilization of a multiethnic ap-
proach to the curriculum, an appgoach that involves planning and or-
ganizing the learning experiences hildren in educational settings

. that will reflect ethnic and cultural diversity. It is therefore important

for teachers, through classroom instruction, to develop attitudes and
behavior conducive to living in a pluralistic society.

) ‘)‘ N -
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: .
. TEACHER PREPARATION ~

As indicated. the rote and responsibility of the teacher are impor-
tant aspects of. multiethnic education. requiring adequate preparation
Teachers can begin to appreciate the value of multiethnic education
when they become famihar with the concept Unfortunatefl, most
educators have received their entire professional training from institu-
tions devoid of tramang in ethnic and cultural diversity The lack of
teacher preparation in this area, either pre-service or in-service, 1s more
often than not the case This situation has created a teacher population
less knowledgeable about teaching ethnic content than it might other-
wise be As long as this state of affairs exists, the burden and/or respon-
sibility for training teachers in multiethnic education falls primarily
upon 1n-service programs In addition, individual teachers may also find
it necessary to assume some responsibility for their own instruction in
this area

Recent efforts of the National Council for the Accreditation of
Teacher Education (NCATE} in revising the Standards for Accreditation
to include training for future teachers in multicultural education should
contribute greatly to filling this void. Other encouraging signs are the
work of the Teacher Corps in enhancing in-service education, and the
possibilities of teacher centers for helping to fill this gap cannot go
unnoticed.

Because the absence of training in this area implies a possible lack
of interest in and sensitivity to the necessity and value of multiethnic
education, unless the individual school and/or school district has provi-
sions for encouraging teacher participation in multiethnic in-service

premise may hold, frue for individual teachers who may be reticent
about developing individualized programs of instruction. In order to
encourage the involvement and participation of teachers, some effort
- —will need to be exerted to convince them of their importance in the

successful implementation of the program, including an awareness of
. the value of multiethnic education to both student and teachgr.,

3 . For the minority student the multiethnic appreach can serve to.

enhance the worth of self. Strong self -concepts tend to serve as motivat-
ing forces and can encourage aci%emic achievement, and minority sta-
dents need to know that they are a legitimate part of this society. The
nonminerity student can gain a more realistic view of the world and an
. exposure to cultural differences that can lead to a better understanding
of self in relation to others The nonminority child also needs to know
of the contributions that other people have made to build this nation.
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As for the teacfér, 1 can still feel the joy. the excitement, and the
sense of accomplishment from my first experience wlttl multiethnic
instruction There 15 something very special about providing learning
experiences to students that expose them to ethnic and cultural diver-
sty If carefully executed, such exposure&gopen avenues for explora-
tion and learning that can only add rnchness to the education of those

involved .

¥

. PREPARING TO TEACH MULTIETHNIC EDUCATION

When 1 first thought about lnclud{pg.ethﬁ@content 1n the curricu-
lum of my fourth grade classroom, [ was overwhelmed by the thought
of becoming sufficiently prepared to do an éffective job. There seemed
to be so much | needed to know and [ wasn't quite sure how or where
to start 1 was comfortable only with .the fact that [ wanted to become
mvolved, and [ was beginning to realize how unfainit was to deny
students opportumities to learn about ethnic and cultural diversity it
took me a while, however, to organize my thoughts and to thmk
through the necessary steps to prepare myself

A First Step

Then | realized that 1 hid already made the initial step in becom-
ing prepared; | was motivated' | realized that as an educator [ had
certain responsibilities I felt that educatien is a process in a demo-
cratic society that can excite students with the possibility of a full life
Thus possibility is limited only by the knowledge, curtosity, and imag-
ination of the student My responsibility was to help students broaden
their expectations and live fuller lives In fulfilling this responsibility ]
had to help students ynderstand the pressures in society that lead to
1solation and prejudice [ also had to'help them discover ways to create
a society that can be free of ethnic and racial biases.® Unfortunately,
very little is being done to counter the biased and prejudiced attitudes
that develop among American students Students are rarely exposed to
accurate information about racial differences. This failure limits stu-
dents” understanding of others and such.silence can lead to the ﬁere
petuation of existing myths aboutpeéople tl":t are prevalent in the
larger society [ realized that the task of counteracting racial biases was
difficult but essential for the maintenance and continued development
of a democratic society.® In spite. of the difficulty. 1 knew that ]
wanted to approach this task by accepting the responsibility for teach-

ing a multiethnic curriculum
£
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Gaining Content
Allﬁough motivation was impértant,, | knew that [ needed much
more My second step was to learn more about the ethnic cultures |
wanted to imtroduce to my students, particularly the history and the:
involvement of specific groups of people in the development of this
country Before I could incorporate this information into the curricu-
lum, many questions needed answers For a time it seemed an over-
whelming project How would | find the time to do the required research
and continue to develop lesson plans and gather material for current
classroom activities? Looking for the most convenient way to acquire
the necessary content, I divided the information into hwo types: one
dealing with diversity in general. to provide a broad understanding of
ethnicity and culturg, the other focusing more specifically on individual
ethnic and cultural groups Much of the reading, preparation, and time
that I was already spending on teaching could be recrganized and redi-
rected to help me accomplish my goal. :
- One very important decision at the outset was to limit my first
attempt by focusing on one ethnic group. This approach allowed greater |
concentration on certain aspects. It also helped me acquire the informas
tion needed to begin to teach. Later, | could add another ethnic group
to my course O%setudy and T could continue in this manner lndeﬁmlely
I was ready to begin! A quick survey of all the things I did to remain
intellectually alert as well as to prepare for my responsibility in the
classroom produced the following activities: | read newspapers, perlod:-
cals, novels, and children’s books; [ attended movies; I visited museums;
I previewed movies and filmstrips for classroom use; and | occastonally
attended lectures or events at a nearby university where I also took
several courses once or twice a year. Not only was I doing mach more
* than [ was aware of, but in every instance I recognized that the focus
for each activity could be structured so that the subject of the reading.
the museums visits, the film and filmstrip previewing, as well as the »
courses, could be on the ethnic group under consideration. | was using
the same amount of time, continuing with my usual classroom prepara-
tion, but at the same time gaining the content needed to teach a'mul-
tiethnic curriculum. A task that at first glance appeared to be over-
—wheh'rlmgwamddenly Teduced to one that was now manageable and
provided some challenge, as well as fun and information
Preparing 15 teach a multiethnic-curriculum requires motivation,
the desire to teach, ethnic content. Teaching ethnic content demands ~
that the teacher have a firm grasp on certain kinds of information
. necessary for adequate presentation of facts. And in order to providt:

-,
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effective multiethmic instruction some attention must be given to the
manner in which the instruction is imparted to the student, the “how’

of presenting the material My attention soon turned to the implemen-
tation aspects of a multiethnic curnculum i -
[ ]

Teaching Methods and Strategies ¢

Most of my teaching invBlved presenting information in the form
of units of study | found this method effective because it allowed me
to organize an abbreviated course of study in the subject areas for which
1 wasresponsible Because this approach is an interesting way to present
matgrial. | thought it might also prove to be effective in teaching ethnic
content After learning more about ethnic and cultural diversity~how-
ever, | acquired a better understanding of the rationale for teaching
ethnie content and decided the unit approach was not the best one to
use In my opinion. presenting information about an ethnic group in a
single unit style tends to separate the contributions and the involvement
of the group from the total histotical picture of this country. The unit
method has value, however, in situations where ‘emphasis and concen-
trated study are important. But to expose young children to ethnic
content in this manner can encourage a separatist view, which is not a
goal of multiethnic instruction Such content is far more valuable if it
is integrated throughout the carriculum and presented where appropri-
ate. The fact that most of what children learn about ethnic and racijal
biases is taught to them in a subtle way further convinced me that the .
reverse can be taught in the same manner. '

Linitiated my efforts by selecting only one subject area for concen:
tration, after learning a great deal about the ethnic group chosen for
study for the first six months of that year and feeling comfortable with
my progress Reading was, the subject area I selected for exposing my
fourth graders to information on Black Americans Integrating the ma-

. terial into the reading activities of the class became an exciting ventufe.

»During listening time I read an autobiography of a Black American to’
the class | made sure that the classroom library collection c%ainegl
several books about Blacks from which students could choose. ¥ pre-
pared_listening tapes of interesting stories involving Black gharacters
and/or containing some relevant material. I selected filmstips for the
reading corner, which also contained information on Blacks. I made sure
that all the reading activities were integrated with material about
Biacks; but. even more importantly, I made sure that the informatiop
presented was timely, meaningful, and appropriate. For examiple, 1 in-
troduced the class to Crispus Attucks when the reading text presented
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storiés about the American Revolution We discussed the involvement
of Blacks in the events of that period and the impact of these events on
the historical development of the country. The material presented was
supplemental to what appeared in the reading series; it was appropriate
and timely! An effort to correlate writing experiences with reading
activity encouraged me to develop a uniton poetty which then allowed
the introduchion of Phillis Wheatley, The study of her life gave the class
an oppoertunity to better understand some of the implications of slavery.
The poetry unit also paved the way for other creative writing experi-
ences that included a comparison of ‘yths and fables. At this point it
was quite appropriate to include stories about West African’countries,
which led to some work in geography and an opportunity to explore the
African heritage of Black Americans.

My first attempt could not have'been so successful if { had not
acquired the necessary background information. Establishing a knowledge
base Was an extremely important factor, Although I began the entire
processvafter developing a rationale for teaching ethnic content. the
more involved | became, the more clearly | could see that I had developed
a.philosophy for teaching a multiethnic curriculum. Once I had established
a knowledge base and developed a philosophy, 1 was ready to teach, and implemen-
fakon was a pleasure.

The following semester | branched outl, beginning to focus on an-
other ethnic group. The second attempt was easier because I'knew
where to go for the information 1 needed and I was encouraged by the
. success of my earlier efforts. Two factors determined my success: (1) the
attitudes and behavior I observed in my students and (2) the way I felt
about my new teaching approach. The students were excited about
what they were learning and they were becoming involved-—asking
questions, bringing materials from home, reading the books { had placed
in the classroom, and beginning to see relationships between current
events and information discussed in class. Their enthusiasm about
learning was encouraging and served to nurture my senée of motivation.

As I continued to discover relevant information for teaching, 1
became much more aware of the value of using an integrated approach .
to multiethnic education. Opportunities for correlating and coordinat-
ing ethnic content were many and varied, the most convenient area
being social studies. A unit on safety, for example, was appropriate for
including informahon about the contributions of Garrett Morgan and
it provided the basis for m@ving into the study of transportation A unit
on transportation offefed an excellent opportunity to brigg Harriet Tub-
man to the attention of the class when, after studying the most tradi-
tional modes of transportation, it was most appropriate for the class to

Parvy
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examine the meaning of the “underground railway ” Art presented anr

interesting opportunity for delving into the cultures of several ethnic
. groups, several exciting periods developed from a comparison of masks
from a variety of ethnic groups and cultures The students’ creations
took on a different meaning onde.they had an understanding of the
relationship of masks to the respecu\ve\groups

With an increasing sensitivity to the selection and development of
instructional matenials, | no longer used any material merely because it
was available but evaluated it to ensure that it contained objective
information about ethnic and cultural groups, My guidelines for evalua-
tion were informal | scrutinized textBooks as well as tradebooks, exam-
ining the written material as thoroughly as 1 did the pictorial content
| looked for materials that were not biased, that were accurate and
objective in presenting facts | searched for hidden messages in pictorial
representations—what were the pictures teaching? More often than not,
I discovered matenals that should not be used or that, if used. required
a careful and sensitive approach. The absence of appropriate commer-
cially prepared materials for multiethnic instruction was an encourage-
ment to develop matenals for classroom use,

By the end of the second.semester of teaching a multiethnic curnc-
ulum, [ was able to assess my progress and could clearly identify. the
stages. The first stage of implementation—smitiating— was very success-
ful I found a place to begin and selected the area of reading as the
starting point Once [ felt comfortable with the initial efforts, I hoved .
to the second stage and began m!egrafmg It was quite easy to incorporate
ethhic content into science and social studies once I had ganed the
necessary 'inl’prmation, which ['made very sure was timely, meaningful,
andrappropriate Then. I was ready to move ahead into the final stage
—enriching Plans for e\nriching were never-ending for [ could already tell
- —m——___that there.is no pdbsible way to exhaust all there is to learn about the

. different contributions made by various ethnic groups 1 was also able
. to enhance my teachmg by integrating ethnic content into the Other
subject areas of the curriculum. While information and content ‘Were
valuable, there was, in addition, a challengg,in creating and developing
teaching methods and strategies that woulcf'ﬁeTp_accompllsh the task.

CONCLUSION - C/‘/

. .My expenences confirmed that the success of multiethnic educa-

tion does depe ely on the teacher. The students in my classroom

demonstrated that the negative attitudes of children about people who
LY
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differ from them can be influenced by the teacher. It was evident. that
as a teacher, | played a significant role in affecting change in their
behavior as well I also discovered that certain of my own predisposi-
tions about differences among and between people were influenced by
my exposure to accurate and objective information about various ethnic
and caltural groups And I was constantly reminded of the importance
of, support from the principal, who encouraged my efforts in a great
many ways It was also helpful to know that although the district had
not adopted a policy, it was forthcoming

Organizing for the teaching of a multiethnic curriculum can be
challenging and not too difficuit if the preparation begins with esfabfish-
ing a Jmowledge pase to encousage the Hevelopment of a philosophy, which
provides the supporting rationale for becoming involved in the smplemen-
tahon of a multiethnic curriculum. Teaching a multiethnic curriculum
cah be made easier if the first efforts of im#tiating are small and manage-
able, Orice success is obvious, then more extensive attempts can be
made toward infegrafing content into a greater portion of the curricalum.
When these two stages are accomplished, the final stage of enriching can
provide the climate so vital for successful implementation of multieth-
ni¢ education. ’

,
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\ CHAPTER 4

Interactions in Cilturally Pluralistic Classrooms
Geneva Gay
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By far the greatest energy and efforts in multiethnic education to
date have concentrated on explaining the concept. and developing cur-
riculum guidelines for its lmplementatlon In many ways, these em-
phases are expected, given the tendency to devote great amounts of time
1o matenals production, ideological clarification, and sample curriculum
designs early in the life of educational innovations. -

"Although important and necessary, these endeavors are not suffi- -

cient to adequately institutionalize the study of ethnic groups’ hlstories,
heritages, and cultures in all aspects of the American education system.
Of equal importance to the future of multiethnic education in the 1980's
is the need for increasing attention to evaluation practices, staff devel-
opment, administrative policy and leadershlp, “and the environmental
context of the classroom in which multiethnic teaching and learning
occur. This chapter focuses on interethnic group studemt-teacher jn-
teractions in culturally plurafistic classrooms. The basic premise undir-

 lying this focus is that the climate of culturally pluralistic classrpoms is i

L

crucial to the success of multiethnic education since the “realities of the .

learRing process ... must be-viewed in the context of the total arrange-.

ments and cultural practices that constitute educahon and the environ- .

L |

ment within which it operates.
. 4 A
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IMPORTANCE OF CLASSROOM CLIMATE TO
INSTRUCTIONAL EFFECTIVENESS -

+ searchf theory, and conventional wisdomy about schooling, which sup-
ports the importance of classroom climate and interpersonal relations
among students aneteachers in determining the quality of instruction
and student academic achievement. Mdst often these ideas have derived
from research on lea‘chgr control of classrodm' instruction through pat-
terns of verba) intéractions with students {e.g.. direct vs. indirect, au-
thoritarian vs. democratic, dwergenl vs. conveflgent, open vs. closed),
and the spatial/physical charatteristics of the classroomn jtself (e. g, seat-

_ing arrangements, temperature, lightmg, decorum). The “hidden” cur-
riculum, or values that instructional leaders teach by attitude and im-
plicit example, is also considered an important “environmental factor”
in the educational. process. While these perceptions and characteriza-

> tions of the classroom environment are important, we have chosen to

focus here on some of the dimensions of interethnic group interactions
" among teachers and students in culturally pluralistic classrooms, the
cultural wonflicts that may occur, and the way in which these interac-
tions and conflicts can negatively affect the teaching-learning process.

Several major premises undergird the arguments presented regard-
ing the relationship between the climate (defined'fiere as the interper-
sonal intera¢tions among students and teachers from different ethnic
and cultural backgrounds) of culturally pluralistic classrooms and the

‘implergantation of successful fultiethnic educationsprograms.

r{1Z£!ble' body of literature exists, resulting from educational re-

'« 1.Cultural conflict is a critical factor in ethnically, socially, racially,
and culturally pluralistic classrooms. which car signiﬁcanlly affect
both the potential for and actual achnevemenl of success or failure
in teaching and learning.

2. Successful interpersonal relations among students and teachers
in eulturally and ethnically plurahsﬁ: school settings are reqmslle
o the effeclwgmplemenlanon of mulkethnic education.  °

a

° 3. Teachers and othereducational leaders should perceive culturally
pluralistic classr@oms as including different social systems, repre-
senting different ethnic groups. Each of these social systems has its
own set of attitudes, values, beliefs, and behaviors, _

4. Some degree of conflict among these different.social systems is

inevitable. -
Qo ’ .43 .,
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5 Many classroom behaviors exhibited by ethmcallyglfferent stu-
ents are culturally detgrmmed

6 The best way to understand and .mprove interpersonal interac-
tions among students and teachers in culturally pluralistic class-
rooms 1s through cultural analyses of classroom behaviors

Teachers need to know what significant questions to ask about
culural difféfences among ethnic groups, how these differences are
manifested in the classroom. how to find answers to questions of con-
cern, and how to use resulting information to improve their interper-
sonal and instructional rapport with ethnically diverse students, Such
cultural understandings are imperative in pluralistic classrooms because
by the time ethnically different children

begin their formal education they have already internalized
many of the basic values and beliefs of their native cultures, learned
the rules of behavior which are considered appropriate for their role
tn_the community, and established the procedures for continued

socialization.?

For many ethnic students their culturally. determined mind sets about
teaching and learning are incompgtible with the normative expectations
of schools A major challenge t& classroom teachers of these students is
to minimize, if not resolve, the points of incompatibility between school-
and ethnic orientations taard learning in order to maximize the aca-
demic payoff potential of their instructional efforts.

INEVITABILITY OF CLASSROOM CONFLICT

Anticipations of conflict and controversy with' students from diff-
erent ethnic backgrounds is often a source of anxiety for individuals
considering teaching in culturally and ethnically pluralistjc schools.
This anxiety can be minimized if teachers understand and accept two
basic factors about human interactions, especially in culturally plural.

“istic settiggs. First, there is no way that 4/ conflict can be avoided in

any classroom, whether it is culturally, ethnically, or socigliy homege-
neous of heterogeneous The key.quest}On, then, is not how to elimi-
nate conflict, but how to minimize it and constructively channel it
toward instructional purposes. Second, with sufficient knowledge
about cultural_differences and adequate observation skills, poinfs o peo-
tenhal conflict among different ethnic group norms and cultural lifestyles
are identifiable. And, if they are identifiable they can be managed,
oftenfgvmded and/or redirected to facﬂltate rather than to inhibit
teaching and learning

) 12 4
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Classroom conflict results whien |nd|v|duals and groups with-differ-
ent goals, values, attitudes, and behavioral patterns attempt to live and
work together in somewhat constricted spatial limitations, as is the case
in most school situations. The potential for conflict to materialize in-
creases considerably when students and teachers do not share similar
ethnic identities, cultural codes, value systems, and background experi-
ences. ' ’

Three types of conflict are most common in pluralistic classrooms
and other settings where different social systems exist side by side.

2

1. Procedural conflicts involve disagreements over courses of action
to be_ takeh to reach some stated goal.

s 2. Substantive conflicts stem from incompatible goals. For example,
the academic goals and expectations of teachers are often at odds
with the social and personal goals of their ethnic students.

13. Interpersonal conflicts exist when different setsof attitudes, beliefs,
and values are held by different groups and individuals.® A case in
point is the conflict between the,“home cultures” of the ethnic
groups and the culture of the school

All these types of conflict operate in cult!lrally pluralidtic classrooms,
but the latter are the most consequential for multiethni¢ education.,
Major interpersonal conflicts occur in culturally pluralistic class-
rooms for those students whose ethnic ideptities and cultural back-
grounds differ significantly from the rnainst eam norms of the schopl.
Such students frequently expefience "psychological transitional frau-
mas™ as they try to determine when and _how to move back and forth
between the expectations of the school and of their “home” cultures.
Such transitions require mental, emotional, and psychological energies
that could otherwise be directéd toward academic tasks. When these
transitions are not accomplished easily, they can cause students much
anxigty and frustration. These frustrations, in turn, mayjbe expressed
as hostility toward teachers and other students, disinterest in classroom
activities, omwithdrawa)f from any kind "of classroom interactions.
When students frfm different ethnic backgrounds find themselves
in these intrapsychic conflict situations, they may choose to meet either
individual or institutional needg If they choose to meet institutional
needs {to conform to school and cliassroom norms and expectations),
they are likely to experience unsatisfactory personal infegration in the
classroom, and to become frustrated and confused about themselves. If
they choose to satisfy individual or ethnic needs, {to practice "home”

‘cultural values, beliefs, behaviors), they are liable to unsatisfactory rofe

Pond . . .
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o adiushment inthe classroom. and to be ineffective as students ! Undoubt-
edly, this is the kind of dilemma many ethrically different students
encounter in plurahstic classrooms. The higher the degree of their per-
sonal sense of ethnic identity, ethnic group association, and cultural
- consciousness, the greater the prospect of their experiencing cultural
conflict 1n the classroom Thus 1s especially so if thewr ethnicity and
culture are not sanctioned by school norms, that is, Anglo-centric and
middle class The probability for conflict is great because ethnically ,
diverse students and teachers are frequently “'prepared for quite differ-
ent patterns of activity through different modes of traimng and experi-
ence, through onentation to different systems of value, gotivation to-
ward different goals, and throbigh the creation of different needs.”®
. In some situations ethnic students in culturally pluralistic class-
rooms are caught i double-edged conflicts Their personal need-dispo-
sitions ate different from the institutional expectations of both the
classroom culfure wmf their respective native cultures. Consider, for
example, the §ase of the Mexican-Amencan students who are labeled
“gningos” and’“tacos” by, other Mexican-Americans because they are .
not being “‘ethnic enough,” and rejected by Anglo students and teachers
because their ~Mexican- Americanness” is not valued. Or the Black
students who are seen as"“Afro-Saxims,” “oreos,” of “toms” by other
Blacks, yet who find 1t difficult to relate and adjust successfully to
s school norms and expectations. Or the [talian- American students who
are "wops” to other ltalian-Americans as well as to Anglos. In effect,
these students are “matginal individuals”; they are accepted neither by
eir ethnic groups nor by the school culture Such™a state of existence
is not conducive to either prsonal psychological well-being or producw. @
tive academic performance Situations like these present a critical chal-
lb;{,'e.fo teachers committed to multiethnic education—the challenge of
hotvebest to help these individua¥ resolve their ethnic ditefmas6f
self-identity. association with other members of their own ethnic group,
™ - and relating to ethnic others ' :
To understand why conflict situations exist in the classroom and
how they can affect the instructional process. as well a5 to know how
to dgﬁelop ame)iorating strategies. teachers need to examine the dynam- |
. ( ics atd varicus dimensions of cross-cultural interactions in pluralistic
classrooms. They also need to become knowledgeable about those com-
ponents of gthnic cultures which surfdce most frequently to challenge,
overtly, and subtly, schoo! norms. values, and expectations. In other
‘words. teachers need to become more consciously aware of and sensitive
to the ways in which the cultu'ral conditioning of ethnic students within
stheir own ethnic communities diff ers fm.m sghool socialization’patterns.

- -
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The resulting insights can be an nvaluable aid in making more viable
decisions concerning methods for increasing the success of scheoling for
“ethnically and culturally different students.

e

DIMENSIONS OF CULTURAL PLURALISM IN CLASSROOMS

In order to understand the interpersonal relations among students
and teachers in culturally pluralistic classrooms, and their effect on the
instructional process, many different cultural factors should be exam-
ined Of patticular importance to teachers and other school personnel
are those ethnic beliefs, atfitudes, and behaviors associated with learn-
ing styles, relational patterns, value systems, and communication hab-
its. These are the areas which seem to cause the greatest conflict and
dissension among students and teachers from different ethnic and cul-
tural backgrounds,

It is impossible to discuss any one or all of these factors in great
detail here. Some illustrative examples in only two of them—patterns
of teaching and learning, and communication—are presented to demon-
strate the kinds of questions to ask, the points of departure, and the
priority emphases to employ in the systematic study of interethnic .
group interactions in culturally pluralistic classrooms. The knowledge
and insights derivi;lg from such studies are fundamental to changing the
classroom atmosphere or climate so that it complements formal instruc-
tional efforts and activities to implement effective multiethnic edyca-
tional’ prograrns.

Ethmc Leammg Pattems. Cultural Values, and Classroom
Teaching Ty

A growing body of research and theoretical literature is emerging
on the interrelationship between ethnic learningstyles, cultural values,
and interpersonal relations, and their effects on student and teacher
behaviors in the classroom. Some agréement exists among several re-
searchers on the primary characteristics of-two major categories of
learning styles, the analtyical or field-independent and the relational or
field-sensitive ® Some significant discrepancies have also been found to
exist between the most predominant teaching style of the public sthools
(“analytical”} and the learning style of many ethnic groups (“rela-
tional”), . .

Studies of ethnic group cultures in the United States indicate that
learning style preferences or inclinations are closely associated with
family structures, child -rearing practices, and cultural patterns of inter-
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personal relations For example, 1ndividuals sagialized 1 cultural com-
munities which priontize group-achievement. wooperation, obedience
and deference to authority, and “persons over objects™ tend to be exter-
nally mohivated, dependent upon praise and reinforcement from signifi-
cant others, and more readily responsive to human-interest, socially
oriented curnculum content in learnilg sttuations Comparatively, eth-
niC communities which emphasize individualism, assertiveness, per-
sonal mitlative, and matenal well-being in socializing their young are
Likely to produce students who are more analytical, competitive, imper-
sonal, individuahstic, and task-oriented 1n their learning behaviors
These latter learning patterns tend to be more compatible with the
prevailing teaching styles found 1n most public schools

In examining learning and teaching styles, and analyzing their im-
plications for creating better culturally pluralistic classroem climates,
educators should remember that mdicidual dimensions and manifesta-
tions Of learnifg and teaching behaviors exist within established cul-
tural or ethmc group patterns Fn%ﬁermore,, descriptions of ethnic
learning patterns and teaching styles represent cultural configurations for
groups. not peafic behavore of any gwen dwidual within the proup. In other
words. “ethnic propensities, inclinations, tendencies, and specific char-
acteristics persist within large population groups but not necessarily in
specific individuals¥? Therefore, while it may indeed be true that the
most dominant instructional style practiced in American public schools
is “analytical and impersonal,” all teachers will nof operate this way.
Similarly, while the learming style that seems most charactenistic of
many Appalachian Whites and Hispanics is highly relational, coopera-
tive, and person-oriented, there will be some individual students from
each of these ethnic groups who will not exhibit any of the chafacteris-
tics ascnibed to their respective ethnic group. Others will exhibit some
of the learning style characteristics.in varying degrees and/or circum-
'stances The same 15 true for Anglo-Americans As a group, their learn-
ing pattern is primarily analytical (and thus quite ‘compatible with the
patterns approved by schools). but, as individuals, many variatiens exist
among them . . .

Obviously, then, allowances must be made for individual differ-
ences in any considerations of ethnic and cultural group learning styles
But teachers should not use these allowanceg to attempt to invalidate
the existence of ethnic growp learning styles As Stodolsky-and Lesser
explain, social class, experience, and intellect can cause individual varia-
tions within ethnic group learning styles by affecting the fevel of per-
sonal academic performance. Howeser, group patterns of cognitive proc-
essing (eg, learning style) are ethnically and culturally determined,
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and “once the patiern specific to the ethnic group emerges, social class variations within
the group do not aller this basic organization. ® )

Discrepancies between classroom teaching styles and ethnic group -
learning stfles can cause severe conflict in culturally pluralistic school
settings, and can create anenvironment wherein successful teachingand
learning are virtually impossible. Rosalie Cohen suggests that

so discrepant are the analytic and relatianal frames of referencethat
a pupil whose preferred mode of.cognitive organization 1s empath-
ically relational is unlikely to be rewarded in the school setting

. either socially or by grades, regardless of his native abilities and
even if his information repertoite and background of experience js
adequate.®

If this is true, the effective implementation of multiethnic education is
as much a function of the compatibility of teaching styles and different
ethnic group learning styles as it is of developing creative curriculum
designs and employing imaginativé instructional strategies in studying
ethnic group heritages, cultures, and experiences. _

Communication Behaviors
Three poinis about communication make it a significant factor to
consider in analyzing the classroom climate and student-teacher in-
" teractions in ethnically and culturally pluralistic schools.

1. Effective communication is the single most important require-
ment for effective teaching.

2. "The communication behavior of a teacher or a student is largely
the result of the social system and culture the individual grew up
in.’/9 )

3. Communication is an area of human relations that iavery suscep-
tible to misunderstanding, especially in cross-cultural and/or in-
teret hnic \3r0up interactions.

An understanding of the full impact of different ethnic and cultural
communication styles on interpersonal relations and insteuctional pro-
" cesses Tequires more than a linguistic analysis. Teachers should also be
aware of the cultural messages embedded in language structures and
communication habits of varicus ethnic groups. For example, knowl-
edge of the linguistic structure of Spanish may help teachers ufderstand
the vocabulary and syntax of the language Spanish-speaking students
use in-the classroom. But, without a suliural understanding of some other
dimensions of Hispanic culture and communication behaviors, teachers
are likely nof to comprehend some significant méssages students are send-
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ing A knowledge of the structure and form of Cantonete can be useful
to teachers of students who speak this language. but it alone will not
enable them to understand why Chinese- American students from tradi-
tional famidy backgrounds tend to be verbally passive in the classroom
and prefer mechanical tnstructional tasks over verbal and expressive
tasks Thus, teachers must understand that ethme group communication
styles are both linguistic systems and expressions of cultural systems

Without an understanding of their cultural foundations, neither
the commumication habits of ethnic groups nor their potential effects on
the teaching-learning process can be fully comprehended. For instance,
the emphasis on a written and cognitive communication style in most
American schools reflects cestain rules of form, order, structure, and
direction which denive largely from Anglo-centrrc values of rationality,
object-centeredness. and pas}i\re-recepli\re relations between speakers
and audiences An understandling of the communication habits of some
Black Americans in classrooms is facilitated by knowledge and aware-
ness of such cultural information 4s {1) the emphasis given to develop-
ing verbal dexterity within Black socialization processes, (2) the percep-
tion and use of Words as power devices, (3) the fact that Black culture
stems from an oral tradition, (4) the significance of style and delivery
in communication among Black Amerncans, and (5) the important role
of nonverbal nuances, symbolism,. and metaphoric language in Black
communication To respond appropnately to the verbal passivity of
many Native American and Chinese- American students, teachers need
to understand that they are socialized in their families and ethnic com-
munities more toward visual learning through observation and imita-
tion than toward verbal activity. To learn how to adjust classroom
climates. student-teacher interactions, and learning activities to accom-
modate the “cultural proclivity” of Italian-Americans, Hispanics. and
Blacks to be more metaphaosic and kinesically expressive than objec-
tively descniptive jn their communjcation behaviors. teachers must
know 'something about the ethnic heritages, the cultural conditioning,
the lifestyles, and the values systems of these groups. as well as how
and when these behaviors are manifested in the classroom.

Richard Porter suggests that teachers should be familiar with seven
cntical communication factors beyond linguistic structural characteris-
tics attitudes, social organization, patterns of thought, role prescrip-
tions, use and organuzation of space, time, and nonverbal nuances !
Hurt, Scott, and McCroskey also suggest giving greater attention to
nonverbal factors 1n cross-cultural commanicatfon. Among the list of
nonverbal communication components they reco‘mménd for analysis
are proxemics, touch. body movements, gestures, differentiations in
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. response-time patterns, use and quality of voice, eye behavior, and
usage of objects.!?
Nonverbal communication méssages are crucial in creating a con-

structive environment to facilitate productive teaching and Iearmng in"

pluralistic classrooms. As Hurt, Scott, and McCroskey explain:

Most people, including students, believe that our nonverbal com-
munication is under less conscious control than our verbal. Thus,
our nonverbal messages are seen as more honest refiections of what
we are really thinking or feeling at a particular time. Many of the
cues students use to make judgments about a teacher’s competence
or character are obtained by observing the teacher’s nonverbal be-
havior.1? . .

These observations are true about nonverbal communication in general;
they are particularly true in culturally pluralistic classroom settings.

Many nonverbal communication behaviors in pluralistic’ class-
rooms are culturally determined. Failure to understand this, and the
source, can result in serious cultural conflicts. For example, the timing
of a student’s response to a teacher's directive may be perceived as
inattentiveness or inability if it is slow in coming, or impetuosity and
academic sloppiness if it is too fast. Teachers may encourage those
students who respond slowly (even though therr cultural inclination is
to use a slow pace in talking) to “not take so long in getting your
thoughts together,” for “we can’t wait all day on you.,” or “you are
impeding the progress of the entire class.” Or they may admonish those
students who respond quickly to "YAimk about youtr answers before
responding” and to "slow down ” The ithplicit assumptions are that the
students cannot think-—and do it well-~as rapidly as they seem to be
doing, and that talking at a fast pace is somehow undesirable. In some
cultural and ethnic groups body movements and gestures are used liber-
ally as the level, intensity, and emotional involverment in communica-
tion acts increase These nonverbal nuances also play a major role in
determining the effectiveness of the communication mesigges being
delivered Other ethnic individuals, however, may consider such “gyra-
tions” as distractions which interfere with the effectiveness of the per-
son’s intended message Some students are perceived negatively, criti-
cized, and even penalized in instruction if they speak too softly, in a
high pitch. 1n dialect, and/or with an accent. Whereas in one culture
direct eye contact is a necessary condition to signal “attending behav-
ior,”” in anothe@it may be considered a sign of disrespect and deflance
The practice of “eye aversion’ has been found to exist among Blacks,
Hispanics,‘ and Native Amencans The role prescription of listeners in
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onk cultute as motivators and stimulators of a speaker’s level and qual-
ity of performance may be perceived as instigation of troublemaking,

disturbance, rudeness, and classroom management problems fot teach-

ers from a different ethnic and cultural background. A case in point is
that of Black American patterns of listening and responding to speakers
If Black listeners find the comments of a speaker (teacher, minister,
performer) engaging, stimulating, provocative, or otherwise personally
pleasing. they are likely to “talk back” to the speaker. This “talking
back” takes the form of audio, vocal, and/or motor responses, which
serve as motivation for the speaker to “rap on ” Teachers frequently
interpret these “normal Black cultural patterns of listener respondmg
behaviors” as noise, discourtesy, inattentiveness, rudepess, and dlsre-
spect - .
The conceivable points of cultural clash in the area of communica-
tion in pluralistic classrooms are numerous. The intent here has not-been
to list all of them Rather, it has been (1}to suggest the magnitude and
significance of these sources of cultural diffgrences for creating a class-

. room environment conducive to or destructive of instructional effec-

tiveness, (2) to argue that many of them are culturally determined, and
can'be best understood through cultural ana]ys:s, and (3) to explain the
role they can and should play in improving interpersonal refations
among students and teachers from different ethnic backgrounds in cul-

turally pluralistic classrooms, and ultimately, in the implementatiory-

quality multiethnic education in schools, .

CONCLUSION ' v

Before multiethnic education is successfully institutionalized in all
dimensions of the American educational enterprise, much remains to be
done Its future will depend as much on the attitudinal frames of refer-
ence of jnstructional leaders toward ethnic diversity and cultural plural-
ism, and the environmental contexts in which it takes place. as it pill
on the quality of the curriculum designs, materials, and instructional
strategies employed

Interethnic group relations and interactions among students and
teachers in culturally:pluralistic classrooms create a powerful environ-
mental context for the success or falure of multiethnic educational

activities in the formal structure of teaching and learning. Unless educa-

tors attend to the cultural factors—learning styles, value systems, tela-
tional patterns, and communication habits—which determine the envi-
ronmental sets or climates of culturally pluralistic classroomg, other
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attempts to implement multiethnic education are likely to be mini-
mized. In assessing the potentigl and promise for thefuture of multieth-
nic education in Aferican schools, it is therefore imperative that educa-
tors. give as much attention and consideration to the informal and
interpersonal climate of culturally pluralistic classrooms as to the formal
instructional processes. -
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'CHAPTER 5

The School Culture
and the Cultures of Minority Students

. ) ) Tomds A. Arciniepa

&

Improving the response of public education to ethnic minority
youngsters is the most important challenge facing the ‘schools of this
country ih the decade ahead. Given the deteriorating condition of urban
environments, schools have no choice but to play a larger and larger role
in the lives of children from low-income backgrounds. most of whom
are members of ethnic minorities. B

The challenge is clear: we must déveIOp better approaches. The
development of more viable schoRfprograms must begifs however, with
a recognition, especially by teachers and principals, of the functionality
of ethnic minority lifestylés for coping with societal realities. The pro-
gramming and day-to-day actions of the entire school staff- should
demonstrate that ethnic affiliation and identification with group behav-
iors among inner-city youngsters are considered positive coping behav-
iors to be fostered as a source of individual strength. Educational activi-

" tes should communicate cfearly in form and practice that our schools

really value the intrinsic worth of every child, striving also to reach
beyond the mere awareness of cbvious ethnic differences, .
Effecting meaningful changes in the schools’ response to ethnic
minorities requires the communijcation of a positive and overt affirma-
tion of the “rightness and worth” of ethnic and cultural differences in
children. Such a view embraces the value premise that the promotion
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of cultural plurahsm and cultural alternatives is something so basic and
important to Amenca that it must be made an integral part of the
educational experience of every one of our youngsters, In its classic
statement on multicultural education. the American Association of Col-
leges for Teacher Education underscores the importance of this point

To endorse cultural pluralism is to endorse the principle that there
is no one model American To endorse cultural plural®m js to
understand and appr‘enate the differances that exist among the
ndtion’s citizens. It is to see these differences as a positive force in
the continuing development of a society which professes a whole-
some respect for the intrinsic worth of every individual. Cultural
pluralism is more than a temporary-accommodation to placate racial
and ethnic minorities. It is a concept that aims toward a heightened
sense of being and of wholeness of the enti. » society based on the
uhigue strengths of each of its parts.}

. Despite the milli s of federal dollars invested in.programs aimed
at improving the edugltional lot of Blacks and other minorities during
the past fifteen years,iprogress has been painfilly slow. As Richard
DelLone points out in his controversial book Small Futures, recent U.S.
efforts to close the gap between the upper-and lower socioeconomic
classes through educational and other social interventions have in fact -
had hittle impact. Schools and other major institutional activities con-
tinue to be geared to serve primarily the needs of the White nonpoor,
resulting in the virtual exclusion of the @onomically disadvantaged
frone the intended benefits of all major social sérvice programs.’

Reversing that trend will not be easy. In order to change the status
quo, three kinds of action commitments are necessary

1 Schools need to recognize the existence of the. problem and
accept it as tl;ielr problem.”

Z Schools wifl need to commit themselves to working ‘collabora-
tively to find ways and means to develop workable solutions to
“their problem.”

3 Tegchers and 'prlncipais ‘must accept the need to take the long -
\r’eﬁ' Time and patience are egsential qualities for would-be re-
" Tarmers. .

4

. RECOGNIZING THE EXISTENCE Ale THE NATURE OFf"THE
PROBLEM” {

The organizational problem-of hoy to change Schools to more
« adequately meet the needs of ethnic mindrity students is a complex one

" . -
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It is tremendously complex primarily because gducational systems quite’
accurately reflect the existent socroeconomic stratification and makeup
of the communuties they serve The goals of school orgamzations and
the ways in which they are operationalized depend upon the allocation
process of the particulac regional system Organizational territories in all
communities clearly 1ndicate what, who, how, and to what extent the
society values the vanous goals it assigns In other words, organizational
terrains can tell us what and who are considered important and for what
purpose Thus the problem of changing schools to better meet the needs
of ethnic, minority students ts one aspect of the more encompassing
issue how to change through socal action programs certain key inter-
related structural practices in any given community system
. Meaningful changes require authentic involvement on a total sys-
tem basis in what is "really going on” in schools. The task of analyzing
the organizational response of schools, as they seek to provide more
relevant’ education for munority youngsters, is imposstble to separate
from thg more global response of the community as a whole to the
problem of providing more authentic access for ethnic minority stu-
dents to the mainstream of American life
g ) _In responding to pressures for change in meeting minority student
needs. too many school systems have used hold-the-line, resistive.
strategies They have consistently opposed making major alterations in
traditional goals Typically their respensé to the challenge of a better
education for minonties is characterized by increased efforts to socialize
and influence incumbents in the system to accept traditional ap-
proaches This may be accomplished in a variety of ways' outright
coercion, through‘t& system of extrinsic Tacentives and rewards, in-
creased emphasis on adherence to existing rules and regulations; status-
promotion alocations, ca-option, and other measures.

" Inaddition, resistive school systems alio promote the status quo by
increased efforts to *'properly” socialize ghe clients of the system and -1
their parents These groups must also be convinced of the appropriate-
ness of the system’s response lest they, too, mount serious pressures to
- change school organizational goals Incumbents, clients, and their par-
ents are thus reClpléT1ts of systematic persuasive effo‘{ts to cclnvmce
them that major changes in the.prevailing state of things are not good
for the opganization—nof good for them! . .

[t is a fact that our school systems have not been as successful with
ethnic m’nty and lower socipeconomic status (SES} White youngslers
as they have been with’'middle- and upper-class White students. Tradi-
tional responses to educating the culturally and ethnically different
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have not beef more successfyl because the school systems have reacted
to this challénge in overly traditional ways. For the most part they have
simply Japored to expand and improve past practices. In other words,
with mnor modifications they have continued doing what has nol warked before! Lack
of success has then been amribtited to limited resources or the federal
. government. by

As Banks® and others have consnstenlly pointed out, the failure of
traditional approaches stems from the false assumption that the probj-
lesn lies primanly u%n a group. Consequently, the school solutions ate
sought in the.most effective ways to make over particular ethnic groups
in the image of the middle-class majority. Wpether the area to be
changed is called their “value orientations,” their*cultural or socioeco-
nomic dlsadvanlage or more directly their “Mexicanness,” or other
ethnic label the intent is ¢lear: schools believe that society dictates the
need 10 resocialize these youngsters along the lines of White niiddle-
class values. . .

THE SPECIFICS OF CHANGE

orgAnizational thrust must begin with an accurate
what needs to change. The major problem areas are five:

jofative and pathological perspective regarding the appropri-
alen'éss, worth, and status of minonty languages.and dlalects as
bona ﬁde media of instruction in the classroom ’

-2, nadequale treatment and presenlahon of lhe hlsloncal, cultural,
¥economic contributions made by ethnic minorities in the cur-
cular programs of the schools

“ 3, Underrepresentation ethhic minonties in sthool district
staffing patterns (teachers, administrators, counselors; etc.)

4, Lack of authentic involvement of minority communities in lhe’

decisionmaking structures of the school system

5, Testing, counseling, and guidance programs and processes based
on a cultural deficit perspective of ethnic minority student needs.!

The search for viable solutions to these problems . must begin with
a commitment to change at the school site level” Teachers and pripcipals
are the key to successful reform. ‘Their commitment to move on the
issues involved is necessary. The process involved in working out how

best to address the situation is probably more important than the sﬁg\ -

cific strategies ultimately developed and agreed upon!
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" /’/Wh’atever the specifics, the planned reforms should clearly deline-
the direction fofchange The five problem areas identified can be -
rephrased in terms of goals for that purpose as follows’

Goal | Recognition of the appropriateness. worth, and status of
minority languages and dialects as bona fide media of instruction * -
1n the classroom

Goal'2 Adegquate treatment snd presentation in the curriculum of
Lhe historical, cultural, and economic contributions made by
mmorllles to American soCiety |

Goal 3 Adequate representation of ethnic mmor;tles in school dis-
trict stafing patterns (teachers, administrators, counselors, etc.)

Goal 4 Full and representative participation by the minority com-
muntties in the decistonmaking structures of the school system

Goal 5 Development of a testing, counseling, and guidance sydtem
based on a noncultural deficit perspectwe of ethnic minority stu-
dent needs ® N

s

The reform task facing each school then involves finding the best
approach for that schook for achieving each of the goals in context
Pushing together t6-achieve each goal is tremendously important. In
some ways, creating the schodl climate to move in the night direction
1s more important than reaching the goals quickly
\ The specifics for effecting th® needed changes can be outlined
. rather easily Doing somsthing about them is, of course, another matter.
The use of minority languages and diatects inrthe classrogm, for exam-
ple, is perpmaps/tlie most controversial’issue Muth o Af{:‘esistance to

of the school will
someh‘ow impede the learnmg of Standard Egglish, despite ample re-
"search and data indicating.rather ungguivoedlly that, on the contrary,
language minornty youngsleﬁg in arp English faster and better in
good bilingual programs . .

Th‘e use of Black English is mewhat parallel issue Here the
concernsrens o stem from the feEr that using the child’s home dialect
in any way in the school will somehow impede thegdearning of Standard
Pnglhsh The fears seem to be ill-founded since e intent in using tRe
hyme dialect early and where appropriaté js simply a method to better
reack the child-—to better enable the teallser to rekie the scheol’s pro-
\ gram to the reality base of the child -~ 0
«  In'both situations the mastering of Standard English is*a basic goal.

For bilingual childecn, however, the matter/1s more comphicated since

. .
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¢ the mastery of the formal minonity language is also included as a basic
curncular goal Trueba,® Lambert,” Ochoa and Rodnguez. and other
bilingual education specialists make a Convincing case for sound bilin-
gual instruction as a means for enabling 4// children to learn the state-
mandatéd curriculum and become bilingual in the protess
Finding curnicular materials which incorporate the contributions
of ethnic minorities 1s an issue of paramount importance, Basic text- .
books and clpssroom materials have not changed enoungt‘
ten years—despite the fact that this has been the most rea fc -
knowledgedsprobiem in the compensatory education movement Both
teachers and principals need to search for materials which their stu-

~

«  dents €an relate to. This is certainly an area, where teachers can have

a major impact \

v Achieving an adequate repfesentation of minorities on the school
staff 1s more than just an affirmativeactionjissue. PMnic minority chil-
dren in inner-city schools need very much to feel that they and their
kind belong in their school. There is no better and clearer way to com-
municateé*the school’s recognition of this fact than through teachers,
principals. and counselors they can identify with

Likewise, the involvement of ethnic commurdity members in the
“real goings-on” of school decmonmamg is catically important. It is
not easy to accomplish, but when minority parents and residents-really

' develop a feeling of ownership for “their schivol,” the difference is

phenomenal. There are no sure-fire recipes for accomplishing this effec-
tively, but it is clear that we have no choice. We have to try harder.
Fortunately, the climate for achieving good and positive school-parent
relationships has improved dramatically irthe last few years.

The testing and counseling system jssue is a particularly troublew
some one. What is needed is a systemwide commitment to ensure that
the test measures used by the district are culturally fair. Where the
instruments used are not culturally fair, it is the district’s responsibility

" to inform teachers and parents of the deficiencies What is needed,

“above all, is a posture which communicates to ethnic minority ‘young- |
sters in particular that the district, ¢heir schools, and their teachers have
high expectations concerning their performance in school.

A related'concern involves the need to keep a watchful eye on the
ratio of ethnic minority youngsters in programs'for the mentally re-

(_,;, tarded and the gifted, and in the noncollege vocationat tracks What -

about the drogout rate t& particular ethiic categories? Are minority
students makingthe honor rolls? All of these areas can be ifnportant
indicators of progress qnd, conversely, important signals of problem,

¥

situations . -t
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CONCLUSION

As noted at the outset, there 1s no more important challerige facing
those who work ahd direct schools than that of inding improved ways
to meet the needs of ethnic minority snd lower SES youngsters Qur
major city school districts are now serving predominantly ethnic minor-
ity studefts The umpact of this new reality is only now begifining to
make 1tself felt across levels of the educational establishment

Public rejection of the civic obligation to adequately fund schools
in the urban centers is not unrelated to this demographic shuft The
serious downward trend 1n the economy has also served to spur the
backlash that schools across the country have been experiencing

Never before has public education been more in need of courageous

and creative leadership And never before has the importance of the’

roles of teacher and principal been more obvious. We need-to recognize

that fact and marshal the level and type of support required by school .

sites to meet the challenge The 80’s may well prove to be the decade
of the swing back to a much-needed reemphasis on the individual
school as the focus of attention and resources I sm hopeful that teachers
and their principals, with help from the rest of us in the educatlonal
establishment, can rise to the occasion. .

¢
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- CHAPTER 6

"Cognitive Styles: lmphmhans
- far Multiethnic Education

Barbara G. Cor and Manuel Ramirer Il -

» 1 -

. Do minority students have a “style of 'learning” that is d?ﬁfereng
from mainstream students? Are minority students really any different
from other students in the way they learn? If such differences do exist,
how have they developed? What can or should educators do to be
responsive to these differences?

The concept of cognitive or fearning styles of minority and other
students is one easily oversimplifited and misunderstood or misinter-
preted. Unfortunately, it has been used to stereotype minority students
or to further label them rather than to identify individual differences

that are educationally meaningful. One of the purposes of thisxhapter

is to examine some of the assumptions concerning cognitive styles and
minority students, and to point toward some useful ways of applying
the construct in multiethnic aducation.

. Research reported by Ramirez and Castaiieda,! Kagan and Buriel,?
Keogh, Wellgs, and Weiss,? and others indicates that on the average young
* Mexican-American, Black, and some other minority gtudents are more

group-orientgd, more'sensitive to (and distracted by) fhe social environ-
ment, and 'more positively responsive to adult modéling than are non-
minority students. Some research has shown that thede behaviors, else-
+ where grouped and labeled “field-sensitive;” often apgear together and
describe a general approach to learning. Furthe €, research data
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<

¢

H ““-I:‘q




Q

ERIC

Aruitoxt provided by Eic:

a

L 4
>

"
o

describes minority students as, on the average, less competitive, less
sensitive to spatial incursions by others, less comfortable in trial-and-
error situations, and less interested in fine details of concepts, materials,
or tasks that are nonsocial These behaviors also often appear together
and describe f"ﬁeld-mdependent" approach to learning In' other
words, minonty students frequently show a less field-independent ori-
entation to learriing than do mainstream students

Recognition and identification of these average differences have
had both positive and negative effects in education The positive effect
has been the development of an awareness of the types of learning that
our public schodls tend to foster—more often field-independent and
du;covery-onénted than field-sensitive and demonstration-oriented or
even mised in approaches This awareness may be one of the first steps
toward improving instruction for individual students. In addition. the
fact that minonty students may more often display preferences for
ficld-sensitive learming appro.aches has underscered one,of the ways in
which public education has not been responsive to munority students
and has documented on important need in our attempts to provide
culturally appropnate and multicuitural education.

" The dissemination of reseafCh information on cognitive styles has
also had a negative effect in somé cases, arising pnmanly from common
problems associated with looking at mean differences, that is, by using
averages to describe differences between groups. the dangers of stereo-

ftyping are ‘more likely Thegreat diversity within any cultureis ignored.
and a construct which should be used. as a /0! for individualization
becomes yet another label for categorizing and evaluating Furthermore,
the theoretical construct seems to have been applied in some cases
without regard for the contribution of subject matter and situation to

- the student’s learning behaviors. |n other words, the situational aspects

that may contribute significantly to the variance have not always been
examined sufficiently. when applying the construct in educational prac-
tice - : -

" Not the least of the potential contributions of cognitive styles

research to multiethnic education is a framework for viewing and re.’

sponding to the diversity within as well as between cultures Such a
framework will assist in implementing a program that.respects individ-
ual differences and learning preferences n interactions with subject
matter. situation, and educational staffing.

Ramires and Castaneéda discussed this framework as an important

. means of validating and respecting cultural as wéll as individual differ-

- ences 1 their model of cultural effects onsocialization and consequently

on learning “style preferences * Clearly, the development of a set of




learning preferences 1s a complicated matter. However, it js not unrea-
sonable to expect child socialization to contribute to this development.
The Ramirez and Castafieda model focuses on child socialization varia-
bles and the effects of culture on socialization practicés or styles Take,
for example, the types of concept development that Families may en-
courage in their children One family may emphasize the importance of
people—how people relate to each other, who does what in the family
Children in this family may learn a lot about motivation—why people
do certain things. When they learn about such things as cooking, cars,
vacuum cleaners. or sewing machines, they may learn their functions in
relation to how people use them These children may learn many things
by modeling what they see older people doing. .

Another family may encourage their children to find out things for
themselves at an earlwage. Children from such families learn to work
out things for themselves by trial and error and will enjoy “experi-
ments” with materials—but they may not enjoy learning concepts

. which require careful and exact observation and imitation. They ‘'may

not learn to feel themselves a part of a group awearly as.will the children
from the family that encourages more field-sensitive learning.

Clearly, the task, the situation, and the materialsinfluence the ways
that children are encouraged to learn or behave, and few families en-
courage only field-independent or field-sensitive learning, even though
on the average they may use one fype of strategy more than the other.
The predominant or genieral teaching style of a family may thus be of
basic importance in deaiding the direction a child’s learning preferences
may take. Insofar 4s these teaching styles reflect a certain set of values
held by parents and family, values that in many cases are clearly cultyr-
ally determined, one may posit that cultural differences in learning style
preferences develop through children’s early expesiences.

WAYS
| cuLTURAL SOCIALIZATION CHILDREN
\ H .
ovalges | T L TTPRACTICES which intluence | prER
s TO LEARN

IMPLICATIONS FOR TEACHING

/é\lha‘t goals can a cognitive styles framework help multiet
cation achieve? What are some ways to accomplish these goals?
major goals form the core of such a framework inmultiethnic educ
(1) to utilize and extend the strengths and learning characteristics that




.

/ learning situations that reinforce the individual’s preferred or famihar
" ways of learning, (2) to help the student become more comfortable and
successful functionm‘g in situations and ways that he or she has not
previousiy experienced The former may be called “'providing for stu-
dents” preferred learning styles”, the latter may be called “encouraging

learning-$tyle flexibility,” or “developing bicogmitive functioning.”

.
Ly

FIGURF 1

Pranntu Provision of [Dvegst Liarnine BExprriENCEs

Group Achievement Independent Work
. Modehng-Oriented Achievement Discovery-Oriented Learming
Teaching Methods
Matenals
. Expectations
Assessment ’
Environments
\ Statt Attitudes
' L]
Students have opportunities I
to learn i ways they prefer, . \\

Students have positive. successful learmng
L experiences 1N new situations and tasks,
they develop learning style flexibility

This framework has been used at several preschool and ele‘ﬁlentary
school sites to implement a learning-style aspect of multiethnic educa-
tion The following 1s a summary of the process that has been held
tested. ’

1 Assess students” preferred ways of learning and the way(s) 1n
- which student behaviors change from situation to situation.

2 Plan learning experiences that address conceptual goals or skills
. /"“ T other objectyves that incorporate the student’s preferred ways of

/
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learrting, using teaching methods, incentives, materials, and situa-
tions that are planned according to student preferences.

3. Implement the leaming experiengds that were planned.

.4 Evaluate the learning experiences in terms of attainment of con-
ceptual or other goals as well as in terms of observed student
behaviors and involvement.

5. As the year progresses, plan and implement student participation
in learning experiences that require behavicrs the student has
* previously avoided. Incorporate only one aspect at a time of the
total experience from the less familiar behaviers—focusing on only
the reward, the materials, the situation, or the task requirements—
s0 that the student utilizes what is familiar and comfortablé or
motivating as support for the newer learning experience aspects.

6. Continue to provide familiar, comfortable, successful experi-
ences as well as to gradually introduce the children to learning in
new ways.

Student behaviors, teaching behaviors:and curriculum characteris-
tics that can be assessed and used for planning this program appear in
Figures 2, 3, and 4.

We would like to comment here that this process represents a
distinct departure from earlier assessment methods in work dealing with
cognitive styles. Earlier methods relied heavily on research tools such
as the embedded figures tests and portable rod and frame test. Such
measures do not meet predictive requirements that would make them
useful in educational settings; also, they assume that there exists a valid
unidimensional construct that has explanatory value, an assumption
which is questionable. However, the developers of these programs rec-
ommend the use of direct observation and classroom experience for
assessment and planning for addressing goals in learning styles.

The process described here has been included as an important as-
pett of a bilingual, multicultural program in preschool through third
grade classes. In this program, the cognitive styles framewerk has been
used to develop self-awareness for administrators; teacher$, and staff,
as well as to work toward the goals specified for children.l:me cultural
backgrounds of the children weré respected and used through other
strategies as well, including multiethnic social studies curricula and use
of Spanish and English for instruction. At the preschool level, the model
is in jts second year of implembntation in south Texas and southern
California and is being evaluated.® At the elementary level, the program
has been implemented for several years in a southern California com=
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mumty Data from evaluations of this program show that by the end
of third grade, math scores of children who participated were six
months ahead of those of children of comparable backgrounds in a
school without the program Furthermore, on standardized tests of aca-
“ v demic achievement, the participating children performed as well as, and
: n some cases better than, children in nonparticipating classes who were
¢ from hemes of higher SES and more fluent English-speaking back-
grounds Children participating in the program have shown annual
improvement tn self-esteem and respect for cultural diversity, while
teachers and staff implementing the program have shown increasing
sensitivity to and awareness of individual differences among children ¢7

CONCLUSION

White the application of the field-independence, field-sensitivity-
cogmtive slylt:ﬁmstruct in multiethnic education has potential for
important contgibutions and systematic change, the greatest care must
be taken to use the concepts as tools for growth and individualizatipn
and to avoid their use as labels or stereotypes Field-independence and
field-sensitivity are nat undimensional, although they were so tredted
in the early work on the subject. Furthermore, direct evaluation of

w ¢ student preferences. motivating influences, and study or learning ap-
' proaches by pbservation and classroom experience 1s the preferred mode
of assessment. rather than the use of research tools and tests that
typ1ﬁed most of the early work Various wa ys of applying the concepts”
in multiethnic situations need to be d‘éveloped described, and docu-
mented in order to provide evidence of applicability in differing mul.
tiethnic situationsand communities, with different teachers and staffing
patlerns. and differing task or curncular requirements Finally, in order
to efisure the success and ad’ vantages of muitiethnic edugation, its goals
must be approached from many perspectives and approaches

-q £
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FIGURE 2

OtsErvABLE STUDENT BEHaAVIORS i '

Date of Observation - -1 .... ..
FIELD-SENSITIVE FIELD-INDEPENDEN

RELATIONSHIP TO PEERS

1 Likes to work wath others to 1 Prefers to work independently
achieve a common goal -~ 4 ’ ¢ A
2 Likes to assist others 2 Likes t0 compete and g.nr:
- 0 individual recogmition 0
3 ls sensitive to feelings and 3. Task-oriented; 15 1nattentive to
opimons of others social environment when working.
0 0
¢ PERSONAL RELATIONSHIP TO TEACHER
1 Openly expresses positive 1 Avads physical contact'with
feelings for teacher 0 teacher - 0
2 Asks questions about teacher's 2 Formal interactions with teacher
tastes and personai experiences, * are restricted to tasks at hand
seeks to become like teacher’ [J 0
INSTRUCTIONAL RELATlONSI’!IP TO TEACHER
1 Seeks guidance and 1 Likes to try new tasks without
demonstration from teacher . [ teacher’s help 0
2 Seeks rewards which strengthen 2 Impatient to begin tasks; likes to
relationship with teacher 0 finish Arst 0
3 Is hghly motivated when work- 3 Seeks nonsocial rewards |
ing individually with teacher [ 0
THINKING STYLE '
- t Functions well when objectives 1 Focuses on details and parts of
are carefully explained ‘or modeled things
prior to actfvlly or lesson 0 £ Cl
2 Deals well with concepts.an 2 Deals well with math and
humanized or story format | science concepts 0
3 Functions well when curnculum 3 Likes discovery or  +
content 15 made relevant to per- trial-and-error learning
sonal interests and expenences [ ) 0

a

CODE- Neverl] .Seoom[]  Sometivesd  Usvautyll
‘ ' L3
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- ©, FIGURE 3
CUR{IlctJLuM CHARACTERISTICS

FIELD-SENSITIVE

1 Matertals readily lend
themselves to fantasy, humor, and
humanization

2 Relevant—teacher and students
can easily relate personal
experiences to curriculum

3 Materials “Invite” expressions of
feelings from both teacher and
students .

4 Design or format of materials 15
.suitable for cooperative efforts ahd .
Qup Projects

5 in principles and solutions

re easy for teaCher to demonstrate
and model, matefials given to
students call for application of
PrinCiples .

6. Lessons prefaced with
supportive assurances from teacher:
and detailed overview of

, objectives

7 Students” attention is drawn to
generalizatians and global

charactenst_lcs (“the big picture”)

) , .
87 Gurriculum is humanized and
adapted to students’ personal
experiences.

T

FIELD-INDEPENDENT

1 Matenals draw attention to -
factual details

2 Matenials have high IRtrIRSIC
appeal, although irrelevant 1o

personal experiences, conCepts are

sufficiently interesting in and of
themselves to sustain student
interest $

3 Matertals ‘requnre a high degree
of Con(erltratlcm. and methodical
attention to sybtle detail

4 Materials are more suntable for
individyal effort and competition
than for Cooperative group work.

5 Matenals stimulate students to
search on therr own for
generalizations and unlque
solutlons

6 Lessons prefaced with factual
information and teminders of

individual effort’ .o,

7. Students’ attention directed to
individual elements and ways of
combining these to reach
conclusions and genetalizations

8 Curriculum focuses on factual
details. :




. FIGURE 4
TeacHING BEtAvIORS

. " EIELD-SENSITIVE

HELD-.INDEPENDENT

CATEGORY Instruchonal Behamors

1 Express confidence n Student's
ability to succeed

=t

P

2 Give gmdawlm&e
purpose of actydties obvious

3 Encourage learning through
modeling, ask students to imitate
what you say or do

4

s

4. Encourage cooperation and
development of group feeling,
encourage students to think and -
work as a group

5 Provide opportunities for
students to see how the activities
are related to thelr'person:al
experiences

1 Encourage independent student
achievement, emphasize

importance of individual effort
- N
2. Encourage competition

3 Adopt a consultant role,
encourage students to seek hefp
only when they experience
difficulty

4 Encourage learning through
exploration and discovery

5. Encourage task orientation;
focus student attention on assigned

tasks.
' .

CATECORY Thnking Styié

1 Before beginning an activity,
ensure. that students understand
the “performance objectives,” that
is. give an overview or show a
sample of what they will be domg

2 Persorlallze curriculum; -relate
« Cufriculum materials to your own
interests and personal life as ‘well
as to those of the children

- -

1 Focus on detalls of currlculum
materials .

” 2. Focus on facts and concgpts

-
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# 3 Humanize curriculum. teach
concepts through stories and
anecdotes mvolving human (or
humanized} characters in
recognizable or familiar social
settings ’

1 Display physical and verbal
expressions of approval and
warmth ‘

2 Use personal rewards which
strengthen relationship with
students . 7
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" CATEGORY Personal Behawors

1 Somewhat formal in relationshup
with students. center attention on
tasks and activities
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. CHAPTER 7

" S dfmultieth nic education 15 10 succeed either in cultivating under-
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“ . Language Diversity in Multiethnic Education

» Muriel Saville- Troike

- . -

.

standing and respect for social-and cultural diversrit)', or in providing
truly equal learning opportunities for students from diverse socige
cultural backgrounds, it must be essentially concerned with diversity in

‘language form and use. This is true because language includes among

its functions those of serving as a symbol and identifier of group mem-
bership and as the principal medium for mediating and manipulating
social relationships. Language is unique in its dual role as an intrinsic
component of culture and as a medium through which other aspects of
culture—including the pontent of formal education—are éxpressed and
transmitted. . ]

In the identiﬁcatio‘mgion; sp‘éaki ng different languages is an
obvious.marker of differentigl group membership. By switching lan-
guages, bikinguals often have the option -ef-choosing which group to
idéntify with in a particular situation, and thus convey the metaphorical
meaning which goes along with such choice as'well ag whatever denota-
tive meaning is conveyed by the code itself. An example.of such meta-
phorical switching was reported by a college student from Nepal who

-~

Y

used three different languages when being questioned by a border cus-

tomis official: first Hindi as 2 “neutral” code for providing information,
then English tp convey an educated and elitd social status when gxcess

-
’
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tea in her baggage was questionéd by the guard and black- marketi‘
fmotives implied, and finally her native language for Ksohdanty” with
the guard when he was recognized (becau§e of his accent in Hindi'and
English) as belonging to the §ame ettinic group. Bilinguals in the United
States frequently use English (even with other speakers of their native
languageY in formal situations and to convey distance or status, but
switch to the other language to express ““solidarity” or ethnic identity
Diversity of-language within a single speech community, such_as
Qnghsh also prov:ﬁ::agﬁrelat_c_le_.a_l_g_ﬁinformation about speakers’ socEl
identities, and" eve olingual speakess of English (consciousty or
unconglously) employ metaphon;al switching between regional or so-
cial varieties of stylistic registers of the language to signal their role in
a particular situation, their relationship to those the}r are speaking with,
and the group jidentity they WISVtD convey
On thegreceiving end, heargrs of English (and other languages)
regularly use language variables as a basis for judging others’ social
backgrqund, prestige, and even personality characteristics, as well as
their ethnicity. Such concepts as status and Tole are not permanent

" qualities of language itself, but abstract communication symbols which

are always perceived m relation to a particular social context. Chlldren
may be characterized as "good” or “bad” at least partly$pn terms of their
Iangﬁage use, including not only the employment of politeness rules and
“proper” vocabulary, but even features of pronunqatlon, for example,
children who pronounce wming as "comin_’ " mhy be ]udged less well
behaved or intelligent than those who say “coming.” Perceptions of
individuals as “voluble” or “taciturn” are al in terms of cultural
norms, and even express:ons of pain and stress are culturally patterned
~=children in English speech communities Iearn withdrawal or anger, in
]apanese-newous laughter or giggling, and in Nava]o silence.
Conflicting attitudes toward language diversity create one of the
greatest problems in cross-cultural communication between teachers

= and students (or their parents), and misunderstandings often occur for

this reason. When the differences are understood, they may be used as
an educational base; when'they are not, they create 4 formidable,_ barrier
to learning. Contributing to anunderstanding of language diversity (not
only jn form, but in patterns of use) would clearly be one of the most
important possible cdntributions of multiethnic education.

No complete inventory exists of different social rules
usage or of diffent attitudes toward language even WIthlg ¢ Unjted
States. but welan think f many, examples. One is the differétce in
voice volume oflevel-normally used by some Native American groups,

’

with/lpclian students interpreting the non-Indian teachers’ Touder level -
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- children to talk at all in the presence
- tnappropriate for. women to talk in the pretence of men.

-

¥ .
as an%r ind hostlity.and the teachers interpreting the students’ softer .

level a 5s or unfriendliness A studgnt who looks dlreclly at the

‘teacher when talkihg or listening is considered “honest,” “direct,”

"straightforward” by most Anglos and “disrespectful” by many Mexi-
can-Afericans, Blacks, and lndmns The"student” who averts her/hls
eyes would be considered - respectful by the latter and “shifty”
“dishonest” by many Angids .

The standard middle-class English speech patterns p‘senfed as a
model in school are likely to be considered effeminate and thus rejected
by lower SES boys approaching adblescence, especially since these pat-
terns are used by female teachéis The English of male teachers or of
older boys is much more likely to be adopted by boys wanting to
establish a male \dentity Studies of the acquisition of English by Puerto
Rican adolescents in New York and Mexicar:,)zm)ericans in Chicago
document that the variety being learned and used is not the language
taught in English classes, but the language of the dominant peer group
in the communities—which in these cases is Black English.! Even very -
young children are aware of the function of language in establishing,
group identity, and use the appropriate variety to identify with friends.” *
One of my former kindergarten students developed a lisp when a best
friend lost his front teeth, and many migdle-class Anglo parents found
during the early years of integration in Southern states that their chil-
dren were adding the nonstandard forms of some Black and Spanish- .
speaking classmates. {(Middle-class Black parents were pften distressed
that their Standard-Enghsh-speaking cliildren were being lnﬂuenced by
the: nonstandard speech of lower -SES White students.)

Classrogm interaction 15 also affected by language diversity, includ‘-\
ing sociolinguistiz rules regarding who should talk- and when. The
school supports the convention of talking one at a time (after raising a
hand and being called on) and not mlerruptlng, other cultures would
consider that rude, -a sure s:gn that no one was interested in what the
primary speaker was saying Some cultyres feel it is inappropriate for
dults, and others that it is

Mitigation techniques also differ, and students encounter many
problems in our schools when they come from cultures that do nét use
the same ones that are accepted there A middle-class student from the
dominant cylture has learned to avoid unpleasant .assignments with
‘such indirect excuses as ['m fired. ‘Can't I do that later? or by nonverbal

_dawdling or g,aydreammg until the timeisup While often unsuccessful,

the attempt brings nowserious reproof If a student has not Jearned lhegeo(
cultural strategies and says, No, fean?,, or just Ne—which have essen- |
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“ tially the same meaning—he/she may be considered belligerent or rude,

and threatened with the principal’s office. *

Language learning for children is an integral part-of their socializa-

tioh; learning language is also part of learning to be a boy, or a girl, or
. +rich; or poor, or Black, or White, or Chinese, or Basque, or Chicano, or
dozens of other social roles.inte which the children «are being encul-
turated. Children learn the'social structure of their culture as they learn -
language, and learning to use appropriate linguistic forms when there . -
is a choice is arning one’s placein society The set ;??ocioiin-
guistic rules learned first through family interaction, then peer group
and wider community, involves age, sex, and social class, as well as
ethnic group and larger so¢ietal memberships. ° :

Understanding the roles and identities which others have 1

larger socfbty thus minimally involves understanding how langfiage
diversity function in manipulating and maintaining role-relationships,  +
. as a boundary marker between social groups, and as an instrument of. .
social change. ldeally, such understanding in the égﬁtext of multiethnic .
education will also involve the following: ,

. 1. Making use of students’ native languages as a medium of indruction and
-assessment. When the educational context is one in which students
fiderstand Jittle or no English,-this is considered essential by .

';ropnnents of bilingual educatign; students who cannot under-

-stand the language of instruction ‘clearly cannot learn effectively,
and instruction of sipport in their native language is wﬁie]y ac-
cepteﬂﬁneces'sary if they are to have equal opportunity for educa- +
tion‘ N ¢ . i Wt

2 Accepiing and accommodating the students " language and culfhral patterns of
language use The teacher, indeed the whole educational system,

- should seek to expand and enrich the existing répe;toire of teaching
stylesand instructional activities to provide for the linguistic diver-
sity of students. This is important not only when stud®nts speak * .
languages other than English; the essence of the 9v2?’cpurt\decisibn .t
against the Ann Arbor schools_was that although students speaking

Black English and their téachers could understand each other, lack . ,
"of acceptance of and accommodation to the language differences .
resulted in unequal educational opportunity, in ‘violakion of the ,
students’ constitutional rights. - ,

3 Teaching about 1mportant and useful somponents of English as if 1s used ¥

school and in other iieractional confexts within American socety. Studknts
2hould learn to expand ahd enrich their repertoire‘of language- .
related knowledge, skills, and behaviors, and extend théir linguistic = -

”~ - ) ) S - ,
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and cultural competence. A traditionally recognized function of the
school 1s to “prepare youth for life ** Hqwever, schools have always
taken a very narrow view-of language as s reldtes to thus function
Only a single “brand™ of English—middle-class formai—has been
recognized as legitimate, and the focus of te oks and teaching
has been orManguage form rather than use Drlling on “correct”
choice of verb form in fill-in-the-Blank exercises contnbyges httle
to fluency wn the use of socmlmgulstlcal]y appropriate styles i
various contexts

The need to take language differences into account is quite obvidus
when teaching students with hmited English proficiency, but accommo-
dation must also be made to social and cultural differences among
English speakers Students may differ in their willingness to ask ques-
tions or volunteer information becausefof cultural differences in the
appropriateness of these language behaviors. Teachers should both use
and allow a variety of procedures, and be sensitive to which procedures
are appropripte for which sfiidents, and to which differences in behav- )
1ors are due to cultural tifferences between groups and which toindi-
vidual personahty factors Many students have been incorrectly stereo-
typed as shy because the teacher was requiring mappropnate
behavior {from the perspective of the students” native langudge and
culture}) At the same time, students shouldsbe taught, at least by the -
secondary level, that asking questions and volunteering information 1s
not considered inappropriate or overly aggressive in school, but rather
is valued, and often rewarded with a lugher grade Teaching this, and

# suiding students to behave accordingly, is part of developing the lan-

guage ggmpetence required in school.

© QOther language-related classroom procedures and behaviors may -
need to be ewplaned or taught, including some which generally opegate
below the level of consciousness We already recognize such behaviors
as walking in line, or raising a hand to talk or ask permission to go to

the bathrooin, as unique to the subculture of the school, and therefore

we formally teach them But many students will also not know the more
subtle sociolinguistic rules which are appropriate for'school, and these,
tot, should be made the subfject of exphcit instruction These incldde

. recognition of indirect'instructions and commands {e g , “Tlike the way

Mary js sitting™ meaning “Billy, get off the table!” or “Would you like
to do yout anthmetic now?” meamn; ‘Do it'”’), means of verbal mitiga-
tion {"Couldn’t ldo something else?” vs ‘I won’t do it”), and even how
to prevaricate acceptably (e.g, how to make excuses) or to respond to
recognized prevarication ("Couldn’t there bé another _explan‘atnon?"‘ n-

>
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stead of “That's a lie”). These patterns.can be and should be taught as
part of teaching school English. The teachers might designate the mean-
ing to beconveyed (explained in the native language to bilingual stu-
dents, if possible) and then teach various English forms which would
express this, having students practice in role-playing activities; or the
teacher might give.a single English form and then interpret its possible
meanings.

For older students, instruction in the use of appropriate language
stylés and routines in various practical settings- (job interviews, tele-
phone communication. information-seeking procedures) can be an im-
portant part of their “preparation for life.” In the adult world, judg-
ments are continually being passed on people on the basis of their use
of language. The ability té style-switch apptopriately in different situa-
tions, and with different audiences, is a skill.which should be recognized
and consciouslg taught. Students from different cultural and linguistic
backgrounds, including nonmainstream English backgrounds, need at a
minimum to know how various linguistic behaviors are percelved and
interpreted i the mainsteam English-speaking cgmmunity,

This knowledge needs to be imparted in as objective and sensitive
a manner as possible. All instruction should begin with the premise that
the native language or language variety spoken by the student is intrin-
sically as good and valid as the type of English which is being tayght.
Because the latter is the medium of the communication in ‘the larger
society, as well as the language of social control, of art. of philosophy,
of human services, and of technological development; competence i its
-+ use is of great,potential instrumental as well as humanistic significance,
bul it is no automatic panacea, and false promises orimplications should
be avoided. Lack of controt of Standard English may leave one vulnera-
ble to social and economic exploitation, but American history is replete
with counterexamples of nonstandard-speaking leaders of industry and
labor, and Ph.D.’s working as waiters and clerks. Whitney Young
summed up the issue perhaps most succinctly when he once said, ”l-
would rather say ’l is rich’ than 1 am poor’.” .

Effective classroom management and discipline require a mutual
sociolinguistic adaptation, first on the part of teachers to caltural differ-
ences among students, and then on the part of students'tp what behav-
ior is considered appropriate in the subculture of the school. Teachers
must recognize that even unconscious signals used in communicating
tclassroom managerént expectations may not be read in the same way
by students from different cultural backgrounds. ”Accepting the lan-
guage of the home” does not necessarily entafl that everything said
there should be allowed in school. Students of one ethnic group may
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hear cultural epithets regdlarly uséd about another group by their fam-
ily or community, fér instance, but these cannot be allowed at school
Part.of soctalization to the subculture of the school 15 learning what is
appropriate or inappropriate verbal behavior for that context
The social nature of language must also be taken into account In
,that all-jmportant dimension—métivation for learning
Every chuld le a great deal of hus or her language from the peer
group child learns the subtle nuances of meanings of words by
tral-anf-error testing against other members of his or her group in
v actual fommunication By school entry, childsen know mbst of the
. language they feel a need for in order to communicate with other mem-
bers of their own group about everything in their cuiture which is
tmportant to them The educational program must give thera reasons to
know more language if 1t 1s to teach them more successfully
We should theréfore provide as much oppo‘tumty for interstudent
p communication as possible Programs which assign English-speaking
students to one classroom and non-English speaking students to an-
other are falling to utilize one of the most powerful psychological fac-
tors 1n language learning Motjvation for learning English can be fos-
tered by the heterogeneous assignment of students to classes whenever
possible, and by grouping procedures within the classrooms which will
create both need and opportunity for students of different language
. . backgrounds to talk to each other
Placing students with varied backgrounds and needs3a the same
class by no means implies that they should have exactly the same
classroom experiences All teachers should strive toward meeting the ,
individual needs of-students and should adjust to varied rates of learn-
. g and levels of interest If, for exampie, a class contains some students
<t who speak Spamish but hittle or no English, brief periods each day
should be devoted to teaching basic English sentence patterns and vo-
cabularwto just the Spamish-speaking students These students will
. learn English far more efficiently 1f there is opportunity throughout the
rest of the school day for them to participate-in varied activities in the
room and on the playground with English-speaking classmates.
Language fackérs are critically relevant to assessment of student
. achiev#ngent, teacher performance, and program effectiveness Testing’
15 itsef A communicative event, and students may perform differentially
n di ering testing conditions because of their language background
Eva]uatlon instruments can seldom be considered llngmstlcally neutral,
no matler how “objective’” their format.
Validity and reliability of tests should.be considered language-‘
specific Whale a test may, be valid for members of one language group,
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it may nof'measure what it purports to measure in another For example,
a test that has been used to “prove’” that Mexican-American children
have poorer auditory discrimination than Anglo children was based on
the discriminations made jin the sounds of ‘the Fnghsh phonological
system. If the test had 1ncluded the task of distinguishing between the
sounds [r] and [ T ] (as in pers "but’ and gerro “dog’) or the identity of
vowels in unstressed positions, Spanish-speaking students. would prob-
ably have scored higher than native English speakers, if tone, speakers
of Chinese and Vletnamese and if nasal vs oral vowels, speakers of
French

The reliability of tests is affected not only by the ethnicity of the
tester and the experience which students have had taking tests, but the
type of questions (e.g., true-false questions are not widely ysed in Latin

, America), the modality of the test {written+vs. oral), and the language
;:?g which is used (a Spanish test' developed in Puerto Rico is not valid

California or Texas, and perhaps not even in New York). The lan-
guage choice is relative to the subject area (depending on the language
in which a paiticular subject was learned), and tests in the “native
language” should take cognizance of the variety of that language which
the students speak, and whether they are literate in that language Just
as English has its regional, social,-and contextual varieties, so do other
languages, and a test (or tester) using one variety may fail to elicit a
performance on the part of the student which reflects \his/her true
ability. The classic demonstration of this is Labov's experiment in which
an intimidating White nterrogator in a school setting elicited minimal
verbal response from a Black child, who later responded freely when
interviewed at home by a Black interviewer.? Recent failures to recog-
nize langudge and cultural differences among Indochinese refugee stu-
dents have had sometimes unfortunate results.

, When language itself becomes a focus in the instructional program;
as it dees in bilingual programs, it may be the case that the effect of a
program results more from the affective impact of using the students’
language than from the purely cognitive bénefits (though both are
surely relevgnt) Research has shown that students who attend school
in theit native countries (g.g‘, Mexico) for several years before coming
to the United States tend to do better in English than those who begin.
school here.? In other words, the schools here are at least partly respon-
sible for retarding the students {the alternative explanation—that
schools elsewhere are better than U.S. schools—is unlikely).

The cause of the retardation is to be found both ist the school and
outside. Where schools have hired members of the students’ ethnic
group as regular teachers and administrators, and have develo da
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strong academuc program which respects, utilizes, and builds upon the
students’ native language and culture, achievement has exceeded na-
tional norms 1n English, reading, and mathematics Where the school
has hired staff from the minority group only in subordinate positions,
ot not at all. and has given only hip service to the more superficial aspects
of the group’s culture—food, dress, holdays—the reality of social
1fequities beyond the school has been telegraphed to minonity students,
whose achievement has been depressed accordingly.® In this context,
even the use of the npative language may have littfe positive effect .
Social attitudes may thus play a powerful part in 8etermining levels
of success in language learning In Syveden, where Finns are looked
down upon and disparaged, Finnish children have great trouble Iearning
Swedish and do poorly in school.® In Australia, on the other hand,
where Flans are admired and.respected, Finnish children usually learn
English and do well in school ® The “"Pygmalion effect” often manifests
itself in our own schools, where Chinese students are expected to do
well, and Hispanic or Filipino students are expected to fail—and the
expectation becomes x self-fulfilling prophecy.
", Since language 1s such a powerful symbol of personal and group
identity, direct and indirect attacks on it in the classroom .and outside
wre attacks on the students’ own ldentmes and on their perception of
self-worth and the worth of family, friends, and others they admire
Direct atjacks may take the form of prohibition on the use of another
languagd, or public corrections of thesform of a student’s speech lndl-
rect wttadls are often subtle, and may range from omissions of the
students® language from publIC use (on signs, In announcemeﬂts,.etc)

to disparagements of its expressive power, negative evaluations of the

intelligence of its users, failure to utilize.if 1n testing or making home
contacts, or restrictive pressures on its use by staff Even where the
students: language is incorporated anto ‘the curriculum, books and

materials used may have an inferior appearance to the English materials, ,

again betraying a second-class status for the other language, and by
xtension, for its speakers

Education of one kind or another is always going on in the class-
room—students are always learning something, whether it is what the
teacher intended or not It follows that education may be either positive
or pegative, and that what students learn from school may be beneficial
or detrimentat Although prejudice and ethnocentgism may not be ex-
phcitly histed as objectives of the curnculum, they. may be uncon-
sciously transmitted just as surely. as if they were While minority
students are learming tg disvalue their language, their culture, and their

. soctal group, the majonty students are likewise learning to disparage
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their peers and to believe in the inferiority of the minority language and
culture, and the inherent superiority of the majority culture and its
_-linguistic medium, Standard English. Such beliefs, though founded in
~ ignorance, become deeply engrained to the point that they acquire an
almost religious tenacity, and become the basis for perpetuating inequi-
ties and inequality of educational opportunity. o
While schools and teachers have understandably focused much of
their attention on raising the achievement level of minority students .
(sometimes at the expense of the students’ language or culfure), helping
nonminority Standard-English-speaking students develop an under-’
standing of the nature of language and linguistic diversity should also
form an important part of the educational program. While the school
must prepare students for coping with the society into which it is
graduating them, it can and should contribute to improving the society
of the future as it prepares today’s students to become tomorrow’s
adults Mirabeau B, Lamar, president of the Republic of Texas, said that
“An educated mind is the guiding genius of democracy”; teaching re- -
spect for linguistic diversity so that it comes to be considered a ¢harac-
teristic of the educated mind can thus form a major contribution of
multiethnic education to preserving the future of American democracy.
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Bea;ming an Effective Cross-Cultural Colinselor |

— _ Cherry A. Banks

-

-

s

Counseling touches all of our lives. We counsel ;l-ld are counseled
by friends, relatives, and even“strangers. Cur philosophiessfind styles
may differ, but we are all involved in 1nterpersonal communication. We
share with the professional counselor the desire to extend purselves and

. to help. This chapter discusses the qualities and skills necessary to
become an effective professional counselor in today’s multiethnie soci-
£ty It has important implications, however, for all professwnal educa-
tors and lay counselors.

THE COUNSELING RELATIONSHIP

—~

The-relationship between counselor and client is of utinost impor-
tance in interpersonal helping. By building a rapport, these two in-
dividuals begin to know and relate'to each other as unique persons.
TV:‘ relationship serves as a vehicle for a better understanding so that

‘N when the real problems facing the client are identified, they begin to
‘work o them. The quality of the relationship is very important in
cross-cultural counseling. However, in order to establish better relation-
. ships with individuals from diverse ethnic and racial groups, cross-
cultural/counselors also require a sophisticated understanding of ethnic
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“cultures, effective cross-culturai Eommumcaljcrn skills, apd an ability to
cemmumicate caning and positive athitudes to their clients

Basic Attitudinal Ingredients in Effective Co seling.‘ ' '
Carl Rogers has 1dentified three basic attituligpal ingredients that
are essential for effective cpunseling empathy genuineness, and {un-
conditional) positive regard ' Ethnic isolationrand cultural conditioning,
however, ‘can make it difficult for counselors to communicate these
o attitudes to people who are culturally and racially different from them-
selves Because many Americans are socialized within 1solated ethnic
communuties lackihg opportunities to know and relate to people from
diverse ethnic andTMral groups, such isplatedwexperiences frequently
result tn misconceptiofis and stereotypes about ethnic and racial groups.
‘ Inmany ways we are a nation of strapgers. Although we live in the
same time and space, often we do noyhavé an appreciation ar under-
standing of our common humanity and destiny. Too frequently, our
+  mental, spiritual, and social isolation results in distrust, misunderstand-
* ing, and rivalry. Without special cross-cultural counseling skills, there-
fore, most counselors may find that their ethnic 1solation and cultural
conditioning will make it very difficult for them to experience empathy, .
genuineness, and (unconditional) positive regard for their ethnic cli-
ents.? ' ‘ - . ~
Empathy. Empathic understanding requires counselors to put themselves
in their clients’ place and see their clients’ problems as their own.
Counselors who lack a diversified cultural background often can exam- >
ine and understand problems only from their own'limited’ frames of .
.reference. They may be unable to see problems from their clients’ per- ,
spectives. Moreo*r, they may be unable to gain a clear understanding
and appreciation of their clients’ feelings or the complexity of the situa- .
tions they face. Such counselors will most likely be seen by clients as .
uncaring or lacking the ability to understand their problems. .
Gemuneness. This quality js an important ingreaie_nt-in the counseling
relationship To be genuine counselors must present themselves as they S
really are. They -must be sincere. Those who have not examined their
..own psychodynamic and culturalyonditioning may feign Interest and
cori¢ern for their clients, but such counselors present a false image and
will usually be pefceive&l:y the client as insincere. On the other hand,
genuineness does not always have a positive effect on the counseling —
relationship. It is possible for a counselor to communicate genuine feel-
ings that are perceived negatively by the client. Counselors who are
genuine but who have negative feelings about their clients or their

| - ' 83 | ‘
EMC L] £¥ ) ! L(J,‘:. : - :-._. L }




4

chents” ethnic group will find it difficult to establish a posihive relation- @
ship with them Such counselors need to clanfy their feelings about race
and ethmicity, and try to gain an understanding of their real meanings
Uncondifanal Povihioe -Repard This attitude requires counselors to prize
their chents for what they are without judging.them They must actept
their cients as they are at the moment, not as they were yesterday or
as they may be tomorrow Counselors must begprepared to accept both
the angry and the positive feelings of their clients Whengideey{ relate to
chients in such an unconditionally canng fashion. they can Welp thetft
begin to see themselves 1n a more posihive way Uncond al positive
regard can help awaken untold potentialities in chents This attitudé,
however, can be especually difficultto establish in cross-cultural cofin-
seling relahonships Widespread misconceptions based on negative atti-
tufles and beliefs about the nature of race and ethniaty 1n our sgclety
often cause counselors to make inaccurate judgments about individuals
based on ethnic or racal group membership
. The cross-cultural counselor must be willing and able to explore
and question negative attitudes and beliefs about ethnic growps and
ethnic chents Without 2 sophisticated understanding of race and eth-
nicity in American society, the counselormay confuse soaietal problems
with the client’s problems and believe that the client must experience
. total assimilation before she or he will be acceptable L
Transference and Countertragsference, ' b ’
. Counseling does not occur il a vacuum, it occurs within a societal
coptext Both counselor and client are affected by many variables within
- society While these vanables occur outside the counseling relationsbip,
: they can pmfoundly affect it. The process and influence of these societal
variables on the counseling relationship are best described by the con¢
cepts of transference and countertransference .
Transterence lnvolves

¢ has had a i
S_g;he ethric
v counselor for md

cnmlnm n and
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e.race and ethnicity of the counselor,
clients may find it di t to trust an Anglo
gasons, including past exmes with racial dis-
ism. Counselors may find feelings of £ger Ynd
toward them because cli perceive them as road-

Snkay experience cogmtl_ve

ith an ethnic minoriggcounselor They may feel uncom-
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migorities Such clients may doubt that an ethnic minority cStnselor
has the skills and knowledge needed to help them

Counselors transfer their feelings from past experiénces to their
present relationships with clients during countertransference Some
counselors may find that through the years they have developed certain
ideas about ethmc minority clients and uge them when working with
new clients Such counselors may be in touch with their past experi-
ences but out of touch with their present clients This condition can lead
to inappropriate behavior and can strain the counseling relationship

1t 1s reasonable to assume that transference and countertransference
may occur during counsellng ese processes do not necessarily pre-
vent effective counsellng between counselors and clients of different
“ethnic and racial groups, however Transference ang countertrahsfer-
ence can also occur with counselors and clients who are members of the
same ethnic and racial groups. Such counselors and clients frequently
have different levels of ethnic identity, ethnic behavior. values, world
views, and socioecondmic status. Because of the possibility gf transfer-
ence and countertransference in any~counseling relationship. counselors:
. must be aware of this potential,“recognize these processes when they
occur, and use them to move the counselmg process and their own .

rsonal growth forward. .
. L |
aues in Counseling . '

Though often unrecognized. values strongly affect the counseling
relationship and are ant integral part of the process. Counselods’ values
arereflected in their philosophies, their methods. their use of test scores,

-and their conceptions of what is mentally healthy. Counselors™ value
orientations help determine the goals and behaviors they encourage or
discourage Because a client’s ljfe goal may be limited or misdirected by
the values reflected in inappropriate counseling-and testing, the coun-
seling process should directly or indirectly explo@ each client’s values,
helping each Person sort out and actualize them. To help clients do this,
counselors must be willing and able to explore, question, and clarify
theirr own values In this way, they will be better prepared to identify
and work on value conflicts that may occur between them and their
clients The effective cross-cultural counselor appreciates helping the
client live in ways congruent with his/her own values, realizing that the
values of others cannot be forced on the client.

! . ) \\-
Comrmunication

The responsibility for estatlishing meamngful cornmumcatlon
with clients lies primanly with the counselor ‘Counselors canngt as-
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sume that Just because they feel thgy are sincgre, accepting, and em-pa-‘
thetic their clients percetve such attitudes Their attitudes, befiefss and”
values should be communicated to clients 1n ways that can @N
stood within different cultural contexts To communicate effectively,
counselors must understand the dy namics of cross-cultural communica-
tron and use therr knowledge to help direct their behavior
Communication inv , a process of exchanging information be-
tween tndividuals who trnret symbols and behavior similarly Prob-
lems occur 1n communicating across cultures in the United-States ‘be-
vause although we share many similarities in patterns of behavior, we
have many subtle differences n the interpretation of behayior in the
vanous ethmic cultures Lack of attention to certatn nudnces in behavior
clues may lead us to believe that we are in complete comamunication
when we are not Communication can bredk down abruptly and mis-

, understandings can occur when an individual behaves 1n a'way that is

quite acceptable in his/her culture but not in another ethnic culture or

«in the mystream American culture Without special skills and knowl-
“edge, most counselors will be unable to effeitively communicate with
individuals who do not interpret symbols and beh@#rs as they do
Attempting to bridge the'co unication gap or to-prove that one is
culturally titerate by using sm of an taccurate form of the'chent’s
language or dialect will most likely be isulting to the clientand consid-
ered patronuzing -

Most personal communication 15 nonverbal \Jt 15 estimatgd that
about 63 percent of al fdce-to‘-Face communication does not involve
speech Touching, phy’srcalépdce,, votce tone and volume, gestures, and
use of the eyes are different ways of communicating nonverbally Each
has specific and often diverse meamrl?ﬂ(.gtfferent cultares Counselors
who are unaware of what is’agpropriate and normattvé within other
ethnic cultlzes may unwittingly use therr own cuitural norms as the

t.i‘mﬁard for j\ldgmg behavior in cegss-cultural contexts *
" +

THE DIVERSITY WITHIN ETHNIC CULTURES '

The nature of the ¢ounseling relationship requires that counselors
relate to individudls. not, to generalized groups When attention 1s
focused on group norms, there is a nsk of oing sight of the mdiodual,
and perhaps viewing the individual as part of o monohthic gréup-lt 1s
unproductive and a misapplication efghe concept of culture to gssume
that all memibers of afl ethnic group are culturally homegencous Such:
a false assumption can cause the counselor to perceive thie client as a*
stereatypic representation of her/His ethnic culture rathet than ag an
mdividuat with unuiue.(haractenstlgs A response to individual mem*
‘ L e
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bers of an ethnic group based on a composite and of(?é steteotypic
picture of the group can lead to misunderstandings and anger.

The misuse of the concept of culture generally results from too little
ratHer than too much 1nf0rmation}rout ethnic cultures A sophisticated
understanding of the relationshipf between individuals and their cul-
tures. on the other Hand, requires’an in-depth study of the nature of
ethn|c1ty in American society, the concept of raee, and the expen?nces
of ethmic groups in the United States .

By using their knowlédge of both culture and the individual ¢lient,
cross-cultufal counselors can become more effective Their kno%ledge

" should include an awareness of thg complexfty of ethmic cultufes and

the diversity within thein, and appreciatien of the limits of cultural
knowledge as an explanation of individual behavior They also need a
sophisticated understanding of the tremendous cultural djversity withun
gthnic groups, recognizing the wide range of possible responses and
combinations among growp cultural components and the personalthes of
1nd|v|dual-group members In additiod] they should take care not to
"overgeneralize the cultural components of an ethnic group to all of its

members d
L ]

Reducing Prejudice : ;
Cross-gultdral counselors should not only be prepared to work
with indwviduals from diverse”ethnic cultures, they should also be pre-

lEaared to help clients reduce their racial andl ethni prejudices An un-

ealthy attitude that 1s wiglespread jn our society,'racial prejudice has '

pronounced effects on the prejudiced individual as well as on its ictiis
Since the 1960"s our society has made some progress in reducing institu-
tiondlized discnmination and segregation Mare than in the past. in-
dividuals of different ethnic groups are now likely to have direct con-
tact But for highly prejudiced persons. seeyng successful ethnic
tinotities in positipns of authonity or in equat-status situations and

interacting with thefn, for example, can be very difficult. Thus there is
. a negd for the cross-cultural counselor to heltp individuals reduce their
-, negative attitudes, beliefs, and behavior. ¢

Piad

Individuals who have weak racial’and ethnic biases are more hkely

* to dlscard their negative beliefs and attitudes thanare those who have

EF

tenaclous ones For persons with great intolerance, prejudice usually has
functional,significance Their attitudes and beliefs are of ftn deep
and highly reststant to change People cdmgnonly use three processes to

resist changlng prejudiced altltudes and beligfs selecive percegtipn. avord '
-ance,' and group suppert ?

)
In selective percgbtlon Indl\-’ldudl!i organize thelr view of the world

to prevent a u:)nfhcl between their attitudes and the information they
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acquire Wh;ﬁ"they have a new ex.penencg,, their tngerpretation allows -
them to fitatinto their existing cosmos Prejudiged Individuals oftef use
selective _perception to dismuss positive 1nf§alion that does not
confirm their stereotypic beliefs about ethnic gups

Prejudiced individuals also tendto avord information that contra-
dicts their beliefs Avoidance can take many forms A person who
opposes ethnic studlies prograriis, for example, may be required to attend
a Jecture 'n the need for such programs in the schools He or she may
refuse to-accept the information presented, howeversor may “hear”” the
speaker makeionlmversmf stltements that other individualsin the
audience do not heat - . : [
v By hmuting most of .theirr contacts to ﬁersons withih theirr own

. ethnic and racial group.. individuals are ¢ften able to avand changing or
examaning ‘their biased attitudes and bgliefs..Social groups offer emo-
tional support and a feeling of belonging They can also reinforce beliefs
and attitudes about outside ethnic and racial groups

Once the ¢ounselor is aware of the processes a clienit-uses to main:

o

o SF tain prejudices, she or he can communicate that awareness. This c;r\ be

. the beginnirig of the client’s understynding of personal behavioré and
attitudles The cagnselor ca _Ppresent cases mvolving prejudiced atti-
tudes and behavidrs to discuss and investigate for solutions Role play-
Ing can also be an effective technique It 'can help the biased client gan
insight into persongl behaviors and atutudes by providing.a portu-
nity to explore the feelings and perspectwes of indwiduals fiom differ- .
ent ethnic and racial ‘groups -

Sensntwit)( traiming can aisc help clients reduce'pre]u e if it is
directed by a Well-trained- and skilled leader This technique involyes
small -group discussions where merallers are encouraged to candidly
e ress_thetr &'e}mgs and concerris.

Under certain circumstances, direct ¢ontact betwee&meﬂﬂ'é’rs of
racml and ethnic groups can help reduce préjudice To be effectwq
* dicect cofitact should involve members of ethruc or racial groups who

- Are of equal status with the chent’ These contact situations should ajso
e rewarding and pleasint Fhe probabllity, of reducing prejudice will
“increase if individuals of different facial.and ethmc groups work ‘to-
gether to-achieve confmon goals.

3 . o

, \
HOW Y0 BECOME A MORE EFFEC‘I",IVE caoss CULTURAL
© COUNSELOR -~ * _

Cross-cultural counsélmg involves a number of skills that can be
. learned Counselogs’ who are willing to devote the.time and energy
- b i . ' & -~
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necessary to_ acquire these skills can increase their levei of cross-cultural
comp\etency Such skill mprovement involves three processes: (1) self-
examingtion, (2) ganing msight and p‘lanmng for the future, and
(3) taking the necessary risks to change one’s behavior and putting. the

lan into ‘ackton The plan of action is a personal one, varying from |

dividual to individual [t is open-ended. allowing one to start wher-
ever one is today to increase one’s skills Moreover, it encourages per-
sonal growth, building on the skills being acquired

+ Phase 1. Self-Examination ‘ '
Exarhining who you are and how you arrived at this-point is a difficult
task It requires the asking of some hard questions and an honest search
for answers To begin this process, take a critital look at your ability to
function as a cross-cultural counselor Wheredire your informatipnal
gaps? Do you have'a sophisticated understanding of ethnicity and race
in the United States? What do you know about the histories and cultural
experiehces of ethnic groups in the United States? Review some of your
recent counseling experiences. How do- you fee} about the level of
communication, empathy, and genuineness you were, able to estabhsh
with your ethnic clients? Do you feel you were able to help the clients?
Next, look 3 your schoal. Do the attitudes and behaviors of parents,
students, teachers, or ad,mlmstra!ors have any 1mphcatwns fof cross-
cultural counseling?

A

Phase 11, Insight hnd Planmng

In this phase you are beginning to acquire an.understanding of the skllls,
attitudes, and behaviors you need to work on. Next, reach put and touck’
bases with some other people to expand and validate your understand-
ing of your situation. Talk to students, parents, and colleagues at school
to find out how they feel about how you are functioning and how you
can help them in your role as a cross- -cultural counseior This p?\)cess
will give you a better idea of you can serve your school as wellsas
some ideas on local resourés ahd support, it will also let the school
commumity'know that you are.concemned and available for-help, Then,
review your information from the school commurty and your, ongmal
"ideas about your level of functioning 3s a cross-cultural counselor State
in your own words how you feel you should function.in this role This
. is your personal definition of. cross- cultural coupseling i ?

’ Make a list of all the things you can "begin to dogtminedjately to
improve ‘yous abili iesras cross-cultur&] couhselor For example, you
mlght mclude suth _jtems as refusing formake assumptions,_about a

-




chent’s kground ur .lblllty based on gace of ethnic group Next, list
all the goa® you plan te work on along w%h the resources you will use

to attain them, such as becdming more farmihar with ethnic minority
cultures by taking courses or workshopsn ethnic cultures at the local
Zollege or university Rank order ybur goals, placing those needing the
least amount of wurk at the top and those requining the most work at
the bottom of a list | S v}

* Phase Ill, Taking Risks and Actmg . e

Changing behavior ts not an €asy task People are usuaily rather com-

fortable and skilled tn their oldbehaviors New behdviors are risky gnd.

unknown, and it is reasonable to feel uncomfortable or afraid when

18 rmuing them In this phase you are aware of what should be done and
how to go about itr Now 1t 1s time to take‘actson You'can begin slowly |

\ " and thoughtfully by urganmng your goals 1n a yrowth nateboog ON the

5 outside of the notebook write your definition of cross-cultural counsel.

ing On separate pages in the eotebook enfer each goal (stasting at the

- top of your list) ‘and the information on how you plan to gchieve it Stagt
_ with your easiest goal on page one and 'work your wzc through the '

\ rnotebook Each day'do at least one thing to work' toward your goal,

b . entering it 1n the notebovk Also note your ‘téflections on the way{s) =

© your aetions have affected your knowledge, attitudes, aff®/or effective-

ness Note changes that friends, colleagues, and students mention they

. ~ seeinyou After your pmgrcu'n 15 undérway, you may find that YW

A to recoReeptualize, expand, or delete certain parts-

Discuss yhat you gre dong-with colleagues who are interested Tn

#{ © . cross- cultura&omsellng Some colleagues rmght like to partiapate in
’ a simtlar program, and you may be able to ‘'start 2 group that can offer .

R fmportant support You can also use this program when workmg with
F . cltents who want’to achleve, specific goals

: -
N o

e Y CROSS—CULTURAL COUNSELING A PROCESS N

&russ cultural counselors are mvolved It 4 process of self exami- ,

A nation, trammg and pr.:cuce They are attempting to increase their "

knowledge. and to improve their ability to be open, trushng, spontone- _

'\ . 4ous, flexible, caring, and undetstanding with indikduals from divesse
- ethmic and racial groups (seé Figure 1) They are aware of the impact- of 7

v~ ' theirbehavior on their clients and of their olyn problemsyn dealing with

‘ " race and ethnicity Thewr .!ltempt to solve these ?roblems in their own

y Lives help's them becorme more_effective wethrgfients

1 - Crusg cultural counselors recognrze the vast diversity of experi-
/. )
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. FIGURE 1
CHARAC TERISTILS OF THE EFFLUWE.CI{O‘:S-C.ULTURM CotnseLok
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ences, cultural forms, goals, perspectives, and realities that exist amonyp

and wtthit American ethnic groups They feel comfortable with them-;

selves and with mdmduals from diverse racial and ethnic groups They

N\ aretnvolved ima p'roc_ess t&at requires them to experience other cultures
and to be open to those experiences These athitudes and experiences
equip them to work with and help individuals from diverse racral and
ethnic groups In mowing outside their own cultures, effective Cross-

* cultural counselors are able to view other cultures from the perspectwes
of outsiders and to function effectively an diverse cultural settings Thus
they are better able t¢ understand thewr own culture .and themselves
because of their ability, to function well in pther cultures Becoming an
effective cross:cultural counselor does nc; occur overnight, ¥ 15 an
ongoing process. not a state of being :

-
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TESTING AND SCHOOL[NG A HISTORICAL OV.ERVIEW

Testing and schoolmg are 50 dosel}' interwovén that 1t 15 not possi-
ble to understand standardized testing wifhout first \?mprehendmg the
nature of schooling in American -society. During the colomal era, En-
gl Jh ‘'settlers gradually achieved military and economic dominance,

hing the’French into Canada, supplanting the Dutch in New York,
‘d dxspossesslng the Native Americans, Then they set about establish-
"™ng a soliety which would be a replica of England with English as the
universal language and economic, religious, and family institutions pat-
tetned after those in England. . :
* . Following the war of independence, with the arrival of im! 1grants
fromr other cultural backgrou nds, the Anglo inhabitants faced the first
chalien(fe to their cultu:al ‘dominance. At thrs time they insisted that
non-A

- "of “the desirabi® of maintaining English institutions (as fnodified by
3 the American Revolution), the English language. and English-oriented

cultural patterns as dominant and standard in American life.’ 1 Called ~

Americanization, this process was,first’ implemented through “free
schools® which wege set up by private,” paternalistic orgamzahons

Testing and Assessment Practices.

. - in Multiethnic Education
*
- - . r Jane R, Mercer .
k i e \ )
’ »

glos’ learn the English language and become acculturated to
Anglo ways. They pelicy of Anglicnzat:on was based on-the assumption




-on the scale; expressed as a "mentallevel,” was the highest age level
the scale at which the chlldki‘r;hed successfully Binet and Sl%n

upper-class Anglo citizens in Boston and New York for the express
purpose of teaching second-generation immigrants the English language
and instithng in them loyalty to.Anglo institutions arid values These

schools were not designed for the children of the Anglo majonty but

were for the socialization and acculturghion of the poor t
way of hfe? .
When tax-supported public education systems w
hsped, they adopted the Anglicization pohcies of the “freé schools
instruction was n English The curniculurh focused exclusively on An-
glo-American institutions, history, litérature, and values Although the
public schools have, officully, been relnglously and pohhcally neutral,
they have alwdys been the culturesbearer for only one of lhmﬁaé\y
cultural streams brought by immigrants to this continent, Fro se
beginnings, we have the pubhic schools as they exist today: Anglo-

centric, monocultural, biased toward middle- andupper-class customs

and hfestyle, standardized, and cenlralnzed\They are’ huge bureaucra-
ctes admimistered by professwnal educators who have been trained in
only the Anglo cultural tradition.

Although the early schooks usegl tests, they consisted of teacher-

. designed instruments covering thefipeiling, arithmetic, and other curric-

ular matenals-taught in the school Standardized testing, as we know it

\

todgy first began in France around 1905, where Alfred Binet, in collabo- *

ration with Simon, was comm"ssno#ed by the French government to
design a method for identifying those childref’ would not benefit
from the regular school program apd who should be placed in special

-schools forthe mentally subnormal Although some of their test items

covered material which -mig "be Tearned in school, most dealt with
skillsand information which they believed ali Prench childfen would
have had an opportunity to acquire flom what Cortés has called the

general “societal curriculum”.? the knowledge, values, behaviors, lan- |

g}dge,w cognitive style learned from their socialization in the family
community [tems were grouped into age levels based on a tryout
sampké of normal children 3 through 13 years of age The child’s scare

assumed that all childrer? wete exposed to the same societal curriculum
and that those who Had not learned the curricul®m must be intellectu-
ally subnormal

In1916, L M Terman at Stanford University developed an Ameri-
can revision of the Binet-Simon scale known as the Stanford-Binet.

Translating Bingt's test into English, he modified the question cpntenl?

» .
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to reflect the societal curgpicutum of the dominant Anglo cultural group,
/" and.standardized 1t.on White, predominantly’ nuddle-class, Engllsh-
speaking children Terman u:.cd Jn intelligence quot:ent (1Q), the ratio
between mental level, or meptal age, as 1t had comé to be called, and
chronological age The intelligence guotient represented the chuld’s per-
formance on the tedt relative to the performance of other ¢hildren of the
- same age, thus recognizing the inappropristeness of comparing the test
performance of a four-year-old child with that of a mine-year-old chid.
_for pdrposes of lnﬁilnng “intelligence '~ The_botir-year-old would have
had ]ess exposure to the societal cutnicudim than would the nine-year-
old 3nd such compagisons would lack normative validity
On the 1916v¥10n of the test girls scored higher than boys When '
Terman and Merrill developed the 1937 rewvision of the Stunford-Binet,
they assuimed,that girls and boys had equal “intelligence”” and that the
eleévated scoring of girls was a deficiency in the test, a lack of normative
validity To equahize the sexes, they reduced the number of verbal tests,
on which girls did better than boys, and introduced nonverbal tests, on
which boys did better than girls > At the same time, Qerman and Merrill
. also discovered that, rural children performed less well than urban chil-
-drén—with 1Qs 0f99 2 compared to 105 7—and, that there were large
*'differences by socioeconomic status—116 for chuldren’of professional
fathers compared to 98 for children of day laborers.d They did not
sengineer their test to equate rural-urban or sociceconomic differences,
h0wever,:because they believed the scores reflected real differences n
“intelligence ™ Simularly, racial differences were well known by the time
of the revision but no adjustmeits ‘were made for race

Although Binet called his test a measure of “intelligence,” he did
not claim that his tests measured innate ability He recognized that they
measured what a child had learned, the child’s achievement. John God-
dard and Lewis Terman, however, the two men most responsible for
bringing Binet’s tést to Amerita, believed that the test measured more
that learning: they believed that it measured innate abilitys Furthe;—
more, they beligsved that this innate ability was a highly heritable trait
which would change little in the course of alifetime.” Their beliefs were
widely accepted.

Several decades later, test publlsh§s began producing tests focus-
ing more specifically on the school curriculum—on reading, math, lan-
guage, and so forth—which came to be called “achievement’ tests. As
the use of academic achigvement testskbecame more widespread, the
belief -developed that there were two kinds of tésts, ’ mtelhgence tests”,
which measured 4 child’s innate ability and “achievement tests” which

.}
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measured what a child had learned In fact, there 1 no fundamental
diffefence between the two types of test, they draw their items from the
saime 1tem poal In one case, the same questions appear in two different
tests One 1swalled & test of intelligence and the other.a test ok achieve-
ment * All measure competency in the use of standard English, mathe-
matwal skills, and knowledge of the Anglo core culture “Achievement™
tests focus more spemflca-lly.on the school curriculum while “intelli-
/ gence” tests Focus more on the societal curniculum of the Anglo-Amen-
i + can mainstream, but both are measures of what a child has learned, and
™ . both are simply subtests pf one large test that meéasures the child’s

“ e acculturation to and famihianty with the Anglo ¢ore cult(xre
With this brief historical overview, let us now discuss thé four

purposes for which tests are uséd in education today '

PEJ'RPQSE? OF TESTING IN TODAY'S SCHOOLS

There are four major purposes for the use of tests in American

" education to guide the instructional protess, to screen fog possible

., organic problems, to evaluate a student’s academic pggformance com-
pared to that of other students in some normative safhple, and to esti-
mate the student’s “intelligence ” Each purpose requgres different types
of tests based on different assessme:;t frameworks The definition of
what constitutes a “valid” test varies with the purpose for which the
test is being used, so also does the determination of whether the test is
racially or cultura‘ll discriminatory A source of great confusion In
educational testing i the failure to differentiate these four purposes and
the attempt to use alsingle assessment framevwerk, a smgle deﬁmnon of
test “validity,” and\a single definition of what Cohstitutes racial and
cultural discamunation for all four functions -

£

" Testing to Guide the Instructional' Process

Teacher-constructed tests desighed to cover Curricular materials are
= examples of testing used to guide the instructional ptocess. In recent
years, a large number of “criterion-referenced” tests have been devel-
oped by various organizations and pyblishers. They yield information
on the student’s current skill or knowdedge in a particular graded currit-
ulum The teicher can use test information to determine the next stage
in the instructional process for the particular student Carver has called
thus the “edumetric” function of tests. Typtlally, the teacheg is inter-
ested in the raw score, the actual numbeg of items passed Th

_compared with a series of graded criteria incorpotated in the currjculum.
L}
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It 15 anticipated that the student’s raw scores will improve with instruc- :
tion Hence édumetric tests are the appropriate type of test to use in :
evaluating the effectiveness of educational programs ' . .

Because present edumetric tests are-an integral part of the ptesent
school turriculum, they'reflect the monoculfural, monolingual, Anglo-
centric characteristics-of that curriculum. Development of multilingual
~ and multicultural curncula will require dramatic extensions of present

testing practices to cover new academic areas In a tn.!ly bilingual pro-
gram, students would take edumetric tests in more than one language
In & truly multicultural school, studeats would take_tests covering the
language. values, institutions, and history of numerous cultural s.tr&ms.
"THe decision concerning.the nature of the curriculum is, essentially, a
political decision When the goals of education are expanded, edumetric
testing will become multilingual*and multicultural. If the testing is
culturally limited,.it 'ﬁbecéuse thé curriculum is culturally limited X
An edumetric test has content validity to the extent that it-accu-

rately mirrors what is being taught. It has pragmatlcwalldlty to the .
extent that it accurately identifiesthose students who have or have not
mastered a part:tular curriculum. 1t is racially and culturally nondis-
criminatory to the gxtent that it is ¢qually proficient in measuring the “
cotpetencies of students from differing racial and culturalBackgrounds »
in a particular curriculum The fact that students from some groups may
be lesdproficient in a particuler curriculum and tests of that Curnculum'
than students from other groups is not evidence that tfe tests, per se,
are at fault. The souree of the differences is mdre fundamental and rests, P
.at léast in part, w}th atignited curriulum that represents the cultural
“tradition of onl'y one group. Students less familiar with that tradition o
will'do less well in the curriculum agd less well on criterion-referenced

tests based on that curriculum. When the curricukam is changed, the*

tests Wlll chargerThe relative proﬁclency ok dnfferent $r0ups t'nay also

)

change. . IR A
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, Testing to Screen for Organic Problems o .
'For thany children, difficulties with wision, fing; motor coordi-
nation, and other biological problems are first idénYified in the scHool.
Although educators usually do not include scréenirig For organic prob-
N lems as one of the purposes of testing in public education, it makes little

sepise to conduct elaborate educational testing on a child who is having -
academic (:llfﬁt:ult)dr without first checklng to see that the child is an

intact organism. 1f l-he child has orgamc problems then so0me type of +
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medical iptervention may be\reqmred before ed
possnble

the medical model, which has also been called the pathological model
and the deficit model They seek to identify the symptoms of a patho-
logical condition Unhike edumetnic tests, they %re not culture-bound
because the human organism 1s similar across cultural groups A medical
model measure 1s vahd if it accurately 1dentifies blologlcal problems. We
do not need to be concerned with racial or cultural discrimination when
screenung for organic problems, if the tests actually are measuring the
organisnigDifficulties arise when the only observable “symptoms’ are
. behaviors and the presence of an organic. basis cannot be specifically
ldentnﬁed, lrysuch cases, the butden of préof rests with the evaluator
to present evidence that organic inferences are justified. Interpreting
scores on 1Q tests as measures of innate ability is but one example of
overgeneralizing behavioral signs and imputing a biological cause with-
out any clear evidehce of organic mechanisms. Similarly, many “diag-
no’ses“ of * mm,lmal byain dysfunction” and “learning disabilities” rest
*-on questionable biological inferénces rom behavioral signs Educators
need to be wary. of such interpretations and to ask for évidence of their
svahidit s

‘Testing ompare Student Performance with a, Set of Norms
A.th rpose of testmg in present educational practice is to

compare student performance on the test with that of some normative

population The raw scores are standardized to show the student’s posi-

* o

tion 1n the distribution of scores relative to that of other students of the -

sqme age Tests which grportedly measure "intellﬁnce” such as the
Stanford-Binet, the WeMsler Intelligence Scale for .Children-Revised,

¥

and the Sloison are of this type Standardized. norm-refel‘enced :

"dchievement”‘tEsts also belong in this category Carverdhas called s
“psychometric”” measures.'” or_tests not tied to any particula
cumculum The so-called * Intelhgence tests samplé skills and infor-
mation believed to ba generally availablé in the “societal curriculum”
of the Anglo core-cultdre child They do not sample skills and informa-
tiori which would be available 1n the “societal curriculum™ of children
from other backgrounds, such as Black, Mexican-American, Puerto

Rican, or Native American The standardized “achietement” tests are

more closely tied to the school curriculum Although they embody the
general educational goals of American public education as perceived by

the test c!eslsrs, they may or may not accurately reflect the curriculum
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of a particular school Since both types of tests measure knowledge of
the Anglo core-culture, their scores are highly correlated,!! and children
from such, backgrounds consistently score higher on both types of
tests *Z . '

How have scores on standardized tests been used? First, some
schoots have tried to use these scores to monitor the educational prog-
ress of students However, there e serious difficulties with this use of
standardized test scores Because the tests are age-normed, the norms
with which a student 1s compared constantly rise as the student ages
Just to remain in the same relative position, an tndividual’s raw scores
must show continuous improvement But a student’s standard scores
" can remain unchanged even though s/he 1s making academic progress

Hence, standardized tests are less useful for measuring educational
progress than arelscores on edumetric measures
Second, some schools have tried to use scores on standardized tests
to evaluate the effectiveness of educational programs or to rate the
effectiveness of teachers Because of the age norming, programs n
which students are making “normal”™ progress will look as if the sta-
dents are standing still because their relative position will not have
changed Similarly, teachers whose students grow sufficiently to main-
tain their relative pq%ition will appear to be failures because the average
standard scores for their classes will remain the same In order to in-
crease the average standard score of a group. the students must learn at
a faster rate than the norm group with which they are being compared
Unfortunately, many programs have been declared failures on the basis
of inappropriate evalugtions with standard tests . ,
ird, stand ard tests have been used by lawmakers to 1dentify and
categorize students for the purpose of educational funding At first
glance, such a procedure seems quite reasonable Students who score
low compared to other students on skills required to succeed 1n school
could possibly beneft from supplementary help and resources The law
has gone beyond simply using tests to identify educational needs, how-
ever For example. Public Law 94-142, a recent federal statute, requires
that a chuld not only be 1n need of special services but be certified as
defective before funds are made available Under current statutes, “the
term “handicapped children” means those chuldren evaluated  as being
mentally retarded, hard of hearing, deaf, speech impaired, visually
handicapped. seriously emotionally disturbed, orthopedically impaired,
other health’ impaired, deaf -blind, multi-handicapped. or as having spe-
cific learning disabilities. who because of thosesimpaigments need spe-
a1l education and related services 't? Funding for specmNe\rwces 18 hied
0 a deficait model [f a child 1s not labeled defective and assigned one
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of the statutory labels, funding for supplementary services 1s not availa-
ble, even though the child may have educational needs Psychometric

tests are required primanily because of the intricate “diagnostic’” process:

which involves utilizing the pattern of scores on psychometric measures
to pinpoint the nature of the supposed defect in the student, Chuldren
with specific patterns of scores are “"diagnosed™ as suidng a particular
impairment—mental retardation. learming disability. emotional distur-
bance. and so forth * .

] When developing an educonal program, 1t is the unique configu-
“ration of the child’s needs, not the label, that guides program develop-
ment [f funding ‘were based simply on educational need, edumetric
tests would suffice to identify the needy [t is questionable whether the
naming game Tequired by federal statute enhances educational oppor-
tumties for most chuldren In schools with multiethnic populations, the
process can become highly discriminatory because children from non-

__Anglo backgrounds are more hkely to be labeled defective.!t

Fourth, psychometnic tests have been used to track students into
differing educallonal programs which have curncula that lead to differ-
ent educational gutcomes and lifetime opportunities The rationale for
such segregation is that it is easier to teach students in homogeneous

groups However, there 1s no firm evidence in the research literature that,

students /fzarn better in segregated settings, especially slower students
who can benefit from contact with higher-achieving peers The federal
mandate now requites that handicapped students be served 1n the least
restrictive environment and the courts have sertously questioned both
tracking and the use of psychometnc tests in assigmng students to
various tracks '

Testing to Infer Student “Intelligence”

The most controverstal purpose for which tests have been used 1s
that of infernng a student®’s “intelligence” or “learming potential™ or
“innate ability™ from a test score The primary difficulty in using any
test for this purpose is that all tests measure what a person has learned
No test can measure genetically inherited intellectual ability.’® What a
person learns depends upon the [anguage and culture to which the
person is exposed There 1s no such thing as culture-free learning, nor
15 there such a thing as a culture-free test Hence, a test score reflects
.a student’s Lrowledpr of the language and cultural materials in the test
Knowledge 1s dependent upon cultural exposure, motivation to learn,
an intact orgamism, and acquited test- taking skills, as well as one’s
inherited “‘intelligence ** A person’s 1gnorance of the matenals 1 the

L
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test, however, does not necessanly mean that the person cannot learn
the matenals (1 e., that the person is "stup'id"l'The crux of the contro-
versy is the confusion of ""ignorance” with “stupidity " Since "stupid-
ity” is a subset of “ignorance,” a student may be either “ignorant but
not stupid” or “ignorant and stipid ” The problem 1s to differentiate
Jbetween the two Traditional assessment has no mechanism for making
such a distinction, hence, it has treated all students who score low on
so-called tests of “intelligence™ as being both i1gnorant and stupid
. These erroreous inferenges have resulted in labeling disproportionately
large numbers of persons fromminority groups “mentally retarded” and
“intellectually subnormal “V In a recent court decision, such inferences
are no longer permitted, w}'len assessing Black students in the state of

"« California '* | ° 3

LE1

*

At least two procedures may be used to assist educators in differen-
tiating the student who 1 ignorant of the,matenal in the test from the
stfdent who is probably mentally retardéd In the first procedure,
-schools can examine the student’s adaptive behavior outside the school
—in the family, the community, the peer group, and the neighborhood.
If the student 1s learning the skills needed to cope inaalligently with the
nonacademic world, then s/he may be ignorant of the skills needed to
sufceed in school but is not mentally retarded. Educationa! programs
should be designed on the assumption that the student is capable of -
leirning when motivated to learn. '

A second procedure is to compare the student’s performance on the
test with the performance of other students from the same sociocultural
background who, presumably, have had similar opportunities to learn
the materials in the test If the student’s knowledge of the material is
about what would be expected for a person with a given exposure to
the test materials, then 1t would be rated “normal “* On the other hand,
if a student has learned significantly less than others who have had
similar opportunities, then the performance would be considered “sub-
normal.” Conversely, in identifying the gifted, if a student’s perform-
ange is outstanding when the amount of cultural exposyre has been
taken inko account, it would be rated “gifted.”

. Two_thethods can be used to determine the appropriate “norm” for
»making such judgments. Historically, testmakers have developed local

. norms whenever groups being evaluatéd have not been mergbers of the

. population on which the test was normed. Local norms entail selectihg

* a‘sample from the appropriate group and testing these individuals to*
estaBlish the nori Such sampling procedures are expensive and cum- -
bersome because it is necessary to select as many samples as there are
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identifiable sociocultural groupings Another methdd 'which is less ex-

pensive and quite feasible is {o select pne large,-hetetogeneous sample
of the ethnic group jn question Using family sociocultural characteris-

tics as the independent variables and test score as the dependent van-

able, testmakers develop a set of multiple regression equations With
th quations, 1t is possible to identify precisely the sociocultural
nofm which 1s appropriate fo combination of sociocultural factors
The student’s score can then be compared with the appropriate norm'
Procedures for making such compatisons have been developed for
Black, White, and Hispanic students '? )
"Intelhgence” is a construct It is not 4 physical characteristic, such
as height or weight. [t 15 not a specific set of behaviors _I;‘is a hy potheti-
cal trait of the person which is inferred from an’ assessment of learned
behaviors. How does one validate a test which purports to measure a

hypothetical construct? Predictive validity is not appropriate; since we *

are not attempting to predict any specific futyre performance Conse-
quently, we must rely upon construct validity, the extent to which a
particular set of measurement procedures reflects the theoretical ¢on-
struct. The logical paradigm is relatively straightforward. |If two persons
have had equal opportunities to learn the materials in & test, have been
equally motivated to learn the materals in a test, are equally familiar

withr taking tests, are equally, free from emotional disturbances or fears -

that' might interfere with test performance, and are equally free from
sensory or motor disabilities, THEN significant differences in their test
performance may be interpreted as reflecting differences in their “intel-
ligence "’ IF gl things are nof equal, then NQ inference can be made about
differences ?n their “intelligence.”

To be a valid basis for inferring differences in “intelligence,” a
measure must have normativ® validity. that is, thre persons being com-
pared must come from the same sociocultural population and must not

differ in emotional or physical handicaps. |t would not be appropriate *

to compare a child with a visual jmpairment to norms based on children
with good vision 1t would not be appropriate to compare'the perform-
ance of a six-year-old child to norms based on ten-year-old children
because the six-year-old would have had less opportunity to learn' the
material in the test. Traditionally, tests have controlled for age differ-
ences by having age-specific norms. They have not recognized that
controlling for seciocultural differences is also necesiry in a pluralistic
society if a test is to have normative validity A federal court has re-
cently ruled that measures which purport to assess “intelligen®’ must
have normative validity, that 1s, the average scores for persoens from
differing sociocultural backgrounds must be the same.?®
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CONCLUSION

Because we are moving to new frontters in multiethnic education,
it is not possible to say with precision how testing and assessment
practices will differ from the monocultural education of the past As
multihingual and multicultural curricula are expanded, we can anticipate
a great expansion 1n edumetric tests designed to gurde the instructional ?
process. Norm-referenced tests will no longer be used to measure aca-
demic progress, to evaluate educational programs, to evaluate teachers;
to categornze students as defective for purposes of funding, nor to place
" students in limited educational programs. They may be used to provide
supplementary educational services to students who have educational
needs, but not in the context of a defect-model. Inferences concerning
~ a'student’s “intelligence” will be made only after careful assessment of

adaptive behavior in nonacademic setfings and evaluation of the stu-
dent’s performance relative to.the appropriate normative group Before
adopting a test in a multiethnic school, educators will require informa- -
tion on its validity for the purposes for which it is being used. They-will
demand documentation that the test is not racially and cultdrally dis-
criminatory If the test is to be used.for prediction, they will want
evidence that the predictions are equally accurate for different ethnic
. groups. If the test is to be used for making inferences about “intelli-
~ gence,” they will demand evidence that the scores have normative va-
lldlty [ . ' f
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. CHAPTER 10

v  The Multiethnic Cugriculum:
Goals and Characteristics ,
James A. Banks

. GOALS OF THE MULTIETHNIC ‘CURRICULUM

A key goal of the multiethnic curriculum i’ to provide students
with cultural and ethnic alternatives and to reduce ethmig encapsulation.
Individuals who only know, participate in, and see the world from their
unique cultural and ethnic perspectives are denied important parts of
the human experience and arefulturally and ethnically encapsulated.
The multiethnic curriculum helps students gain greater self-under-
standing by viewing themselves from the perspectives of other cultures.

Another important goal 6f the multiethnic curriculum is to help
students develop coss-cultural compelency. wihich consists of thﬂfclllsf
attigdes, and knowledge needed to function within the individual’s
own ethnic culture, the universal American tulture, as well as within

and across differeat ethnic cultures. We nétd to determine the lvels of

cross-cultural competency that are approptiate andpractical for stu-
dents to attain. I have developed a typology pf cross-cultural behgvior.!
Consisting of four levels—each of which is 3| continuum—it is designed
to facilitate the dejermination of appropriate|objectives and curriculam
experiences in cross-cultural education.

At Level 1 the individual experiences shperficial and brief cross-
cultural interactions. At Level 2 the individyal begins to-agsimilate some
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of the symbols and charactenistics of an “outside’ ethmic group At
Level 3 the person 1s thoroughly bicultural, tncultural, or multicultural
And at Level 4 the individual 1s completely assimiated into the pew
ethnic culture, has become desocialized. and 1s alienated from his or her
ongmnal ethmc cuiture

Neither Leve! 1 nor Level 4 cross-cultural behavior should be a goal
of the muitiethmic curriculum’ Level-1-type school experiences, haw-
ever, such as Chinese New Year, Cinre de Mayo (the Fafth of May), and
special Jewish celebrations, are very popular in the Bation’s schools. [n
many schools these kinds of isolated activities are the only experiences
related to ethnic groups If they are the students’ only expenences P
within the school relatéd to ethruc groups, student stereotypes and
muscorceptions may increase rather than decrease, because such special
days and programs often highlight the “exotic” and stereotypic charac- "
tenstics of ethruc groups In addition, historically, a major goal of the »

< public school has been to socialize ethnic youths lntkLevel -4-type

cross-caltural behaviors that is, to make ethnic youths such as Blaks,
+ Chicanos, and Jews culturally identical to Anglo-Saxon Protestants in
attitudes, values, beliefs, and behavior

~ Levels 1 and 4 cross-cultural behaviors are therefore inappropriate
goals for multiethnic education The multiethnic curriculum should
help students develop the skills, attitudes, and abilities needed 10 fung
tidh between Levels 2 and 3 of the tyqﬁ]ogy. It should help studen?:
function effectively within a range of cultural and ethnic groups The
goal should be to make students multiethnic, multicultural, and mul-
tilingual in their attitudes, values, and behaviors However, we should
not ahenate students from their ethnic cultures or force them to experi-
ence self-alienation apd desocizhzation. Ethnic youths should not be
.required to-deny their ethnic identity, ethnic heritage, and family in

..order to attain school success Human beings are quite capable of being °
bicultural and to some extent multicultural Students'should learn situa-
tional behavior so that they will Be ab}e to determine which behavior
is appropriate for specific settings and cultural environments .
Another importantgoal of multiethnic education is to help students

master important redding. wniting, and computational skills. Multieth-
nic education assumes that multiethnic content can help students mas-
ter important skills in the'se academic areas Multiethnic readings and
data, if taught effectively, can be highly motivating and meaningful.
Students are more likely to mas:eﬁsk)us when the teacher uses cpntent
which deals with significant huffian issues, such as race and ethnicity ~
within éur society Multiethnic literature can help’students master im- ¥
portant writing, hstening: and other commurnicatjon skiils ¢ Data about
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ethmc‘:.ettlemept pattegns in our cities, their immugrations and migra-
tions. and vital stanstus"‘eﬁout ethnic grouph can be used to help stu-

.« dents learn essential mathematical skills and understandings Beginning

in the kmdergﬁrten and primary grades, many students have gqueshons -

* about skin cplor and race The teacher can use science and physical
anthropology concepts to help students answgr these questions Mul-
tethnu cor\tenth?w\d thus become an integral part of the total school
curriculiim It shbuld ndt be houted to special uruts, days. and lessons
If 1t 15 studied only on special days and occasions, students are likely

. to conclude that ethiuc groups and their cultures are not tntegral parts
of American somet}

CHARACTERIQTICS OF THE MULTIETHNIC CURRICULUM
Z ! .

The Complex Nature of Ethmcnty

The multiethnic cirnculum should help students better understand
the complex nature of ethnicity within modern American society * Mis-
conceptions are widespread among the public, teachers, and students
When many students think of an “ethnic group,” they think of non-
White groups such as Black Americans and Japanese-Americans They
therefore confuse an #thnie group with a racral group Teachers can help
" students bettef understand the complex nature of ethnicity within our
society” by helping them distinguish several goncepts that are ofter .
confused, such as ethmie group, ethmaerty. othrc mnorify group, race, and culture

We mdy define an ethnic group as a group which has a unique
ancestry, the members of which share a sense of peoplehood, and which
has some dlstmgulshmg' value orientations, behavioral patterns, and
political and economic inferests An ethnic group also tends to view the
world from perspectives that differ from those within othen ethnic
grqups. This defipution suggests that Anglo-Americans and Insh-
Americans, as well as Jtalian- Americans, are members of ethnic groups
An ethnic minority group shares these characteristics with an ethnic
group It has some unique physical anddor cultdral tharacteristics, how-
ever, which enable persons who belong to dominant ethnic groups to
easily identify its members and thus treat'them i ing digcnmmatory way:
An ethnic mindrity group is uently pelitically and economically
powerless within a society Black Americans, jewish-’America'ns, and
Chinese- Amencans are exantples of ethnic minority groups

Ethnicity is a concept used to describe an individual’s psychological
identity with his”her ethnic group * While membership within a partic-
ular ethnic group is largely involuntary, ethnicil’y or psychological iden-
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trhcation with an ethni group usually tnvalves a targe degree Of <howe
Some Blacks, for exampte. identify strongly with their ethmc group,
" while others have a low degree of ethnic 1dentification This'is also true
of members of other ethnic groups. such as Jewish-Amencans, Ttalian-
Amernicans, and ]ap‘ancse-Amenc‘ms
Race 15 ). prob®matic convept’ beca hysicdl anthropologists
have been unable to structure racial categones that are consistent and
widely accepted The concept of race is used to differentiate and classify
vanous human subgroups on the basts ot their biological characteristics
Culture” consistsof the behavior patterns, symbols, institunions, values,
and other human-made components of society. It 1s the unigque achieve-
- ment of a humam group which distinguishes it from other groups While
cultures are 1n many ways sutular, a particular cultur® constitutes a
unique whole % » » .
The foregoing definitions of ethnic group, ethnicity, ethnic mirior-
; ity group, race, and culture enable us t0 make some useful statements
* ~about these concepts The definition of ethtue group suggests that every
g * Ameritan 15 to some degree ethnic It is best however, To view ethnic
group and ethnicity as comfinuous rather than as discrete concepts. In other
words, it 1s more fruitful to raise the question "To what extent 15 an
) \ individual or group ethnic?” rather thap “Is.the individual or group
»  ethnic?” The first question suggests that ethnic group and ethnicity are
' continuous rather than discrete concepts. the second ;hat they are
elth't-r/or, discrete variables
. L - 3
Ethnid Group: A Multidimensional Concept
Ethnic group membership 15 a multidimensional concept whose
separate variables can be identified, ‘eveh though they are highly inter-
refated I.have isolated eight major variables which can be used to
conceptualize, measiire, and determine the level of ethnic b&havior of
individuals or groups and the levels of cross-cultural competency of
individuals (see Table.1} These variables are s follows

1 Languages and dialects . -

2 Nonverbal communicationse .

-

Z‘:"CultmalI elements (such as foods, ‘art forms, dances, and litera-

ture} - .
4 Perspectives and world views .
5 Behaviorai styles and nuances - ’

6 Ethnic values

o . 1o s -
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TABLR 1

MATRIY FOR CONCEPTUALLZING AND AssESsING CR()‘;‘!-(_cUI TURAL BEHAVIOR .

VARIABLES  UNDERSTANDINGS AND BEHAN IORS | TFAELS OF

COMPFTENCY
LANGUAGES L. The ability tu understand and interpret the 113 I{ S0 7 =
AND DHALECTS - dialect andsor languages within the cthni o 4 .>
R wulture W
_The abihity to spesk the dislects and.or § .
languages within the ethme ubture - * >
NONVERBAL i The ability to understand afd accurately .
COMMUNICA- :rnlerprel the nonverbal communications | hi *
TIONS Fwithin the ethnit group
;The abtlity to au:ur.ltely cemmunicale i
' i nonverbally withan the ethaic group . < R ” :’ *
CULTURAL J:A knowledge and appreaation of cultural
ELEMENTS ielemmlb wathin the ethric group. such as * -
» ifood. art forms, music. dances, and hterature
~ - -
!The ability to share cultural elements of the N
[« >
~£ |ethnec 810U, such as foods. art forms, .
. ‘nuslc. literature. and dances .
PERSPECTIVES The abihity to understand and interpre! the
AND wORgD perspechves and world views that are * >
VIEWS normattve withun the ethnic group I %
The ability to view ‘events and situations *
from the perspectives that are normabive=—s * -
within the ethnic group “ .
BEHAVIORAL The abulity to understand and nterpret R
STYLES AND * | behavioral styles and nuances that are | hi -
NUANCES normaiive withon the ethfue group : 1
i :
i The ability to express behavioral styles and
f + *
. !nuances that are normative wathin the i /’,
]ethmc group [ e " )
" ETHNIC VALUES !The ability to understand and 1nterpret the i
"values that.are normative within the ethnuc [' M M
ESI'O‘-IP |
! ] . : . s e
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. : TABLE t—Contnued -
MaTRIN FOR ((}NLEI’lLM 12ING AND AssbBasiNG CRross-CulTural Benaviog
\ ARIABYES ERSTANDINGS AND BEHAVIORS : LEVELS OF
: COMPETENCY
e emens amr————— : - |
]hv'.lblinv"m behaviorally express values
‘that are normative wi&hln the ethnic group * >
. VI}' THODS 0[’ The abuhity to understand the methods at -
REASONING reasoning and v alidating knowledge that are “ >
AND . , formatin e within the ethmc group E
VALIDATING ’
KNOWLEDS - - .
'lty 10 use methods of reasunlng and - N
7 val®uing kaowledge that are normative “
i within the ethrud group
E T)N]/' . [dentifisstion with the ethpic grodp lh.u s »
,,ff)["N TIFIC ATION subfle and/or unLonst 1bus * >
Ovor“l schions that shaw <onstious
+4
wentsfication with the ethnie group . “ *
———— e — L -

-

7 Methods of reasonlngﬁnd‘ vahdating knowledge
8 Ethnic identification

Each of these variables can be.conceptualized as existing on a fon-
tinuum, Measurement techmques can be structured to determlne the
level of ethnic behavior and traits possessed by individuals , This mul-
tidimensional conceptualization of ethnic behavior can help students
understand that a person may be highly ethnic hngwstically but very
assirmlated 1p terms of her/his values and perspectives In addition, it
can help students better yYnderstand the comiplex nature of ethnicity in
Amencan life and enable kﬁ\rric um specialists to design more academ-

ically sound multiethnic uniyts and tessons 1t can also help mitigate some
of Yhe pernicious misconceptions about ethnic groups that are pervasive
within the schoels and the larger society

Multi¥thnic Perspectwes )

The multiethnic currichlum should help students view Amefican
society and hlsw{nfrom diverse ethnic perspectives rather than primar-
tly or exclusively from the points of view of Anglo-American historians
and wrniters,® as most’ school courses are currently taught Courses and
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experiences of the latter type are based on what 1 call the Anglo-American
Lentric Model or Model A (see-Figure 1) Many school districts which

have attempted toreform their curriculum to reflect ethnic diversity - -

- have moved from odel A-type curriculum to Model B, the Ethnic
* Addvhoe Model In courses and experiences based on Mode! B, ethnic
content is.an additive to the ma‘ic:r curricutum thrust™which remains
Anglo:American-dominated Asian-American Studies courses, Puerto

.+ Rican-American Stadies courses, and special units on ethnic group? in

‘the elementary grades are examples of Model B-types of curricular
experiences i} oA e d o
In the multiethinic school, the curriculum reflects Model C, the |
Multiethnie Model. In"courses and expenentes based on this model, stu-
.dents study events and situations from several ethnic points of view
Anglo-American perspectives are-only one group of several and are in
'no way superior or infenor to others. However, | view Model D-types
of courses and programs.{Ethnonatronall as the ultimate geal of curriculum
reform In this model, students study events and situations from mul-
tiethnic and multinational perspectives and points of view Sinice we live
in a global society, students need to learn how to become efféctive
citizens of the world community. This is unlikely to happen if 'they
study historical and contemporary events and situations only or primar-
ily from the perspectives of ethnic cultures within their own nation.

To illustrate, when stud&ing a historical period, such as the colenial
erain American history, in a course organized on the Multiethnic Model
{Model C), the tmquiry would ot end when students viewed the thir-
teen English colonies in North America from the perspectives of Anglo-
American historians, as is usually the case, Conceptualizing the colonial
period as only the study of the English colonies is limiting and Anglo-
centric. *

Long before the English colonists were successful in settling James-
town, the Spaniards had established colonies in Florida and New Mex-
ico Also, during the colonial period the French established a colony in

* Louisiana. When they study the Spanish and French colontes in addi-
tion to the English colonies, students are able to see that the region
which became the United States was highly multiethnic during ‘this
penod Notonly were there many diffgrent Eurgpean nationality groups
in Morth America at the time, but there were many different groups of

‘Indians as well as Blacks, To gajn a full understanding of the period,
students must view it from'the perspectives of the English, Spanish, and
French colomists, as well as from the points of view of the many differ-
ent groups of Indians and Blacks The era of colonization had very
different meamungs for the Pueblo Indians and the Spanish colonists It
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Ethnec stuglies s conceptuahized as a process of curriculum reform which can lead from a

total Anglo-American perspective on our history and culture (IMODEL Al to’ mujuethnic
perspectives as additives to the major curnculum thrust (MODEL Bi. to a completely
multiethnic carriculutn in which every histoncal and socal event 15 viewed from the
perspectives of different ethmic groups IMODEL C) In MODEL C the Anglo-Amercan
perspective 15 only one of several and 15 1n no way superior or inferior to other ethnic
perspectives MODEL D. whach 1s ethnonahional, 15 the ulimate curriculum goal In this
curriculum model. students study historical and social events from ethnonational perspec-

tives and points of view Many schools that have attempted ethnic modification of the cur-
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riculum have implemented MODEL B-types of pragrams It 15 suggested here that cur-
riculum reform move directly from MODEL A to MODEL C and ultimately to MODEL D.
However. in those districts which have MODEL-B types of programs. it 15 suggested that
they mave from MODEL B to MODEL C. and wentually to MODEL-D types of cur-
) nculum orgamizations.

*

' Copyright 1975 by James A, Banks Reproduction without the author's permistion S
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aiso had different meanings for the Black slaves, the free Blacks, and the
English settlers These diverse perspectives4nd points of view should
be studied with 4 sound multiethnic curriculum

1 am not suggesting that we eliminate or denigrate Anglo Amencan
perspectives on American society I am merely suggesting that these
perspectives should be among many different ethnic viewpoints taught
in the schools Only by teaching in this way will students gain a global
" rather than an ethnocentric and limited view of our nation’s history .md
culture ’

An Interdisciplinary-Conceptual Curriculum

Content related to ethnic diversity should permeate the entife cur-
nculum; it should not be limited to the social studies. the humanities,
or the language arts Ethnic content is just as appropriate for such areas
as home economics, physical education, science, mathematics, and art
as it is for the social studies Although it is often very challenging for
the science or math teacher to integrate the curriculum with ethnic
content, ethnic content can be incorporated into all subject areas. 1t is
important that it be integrated into all subject areas so that students will
be able to see how ethinic groups have inflienced and contributed to
American society in all walks of life and how each subject area can help
us better understand the experiences of ethni¢c groups and consequently
ourselves. '

A conceptual approach will facilitate the implementation of a mul-.
tiethnic curriculum which cuts across disciplinary boundaries. In this
approach, the currniculum is organized around key concepts such as
culture, socialization, power, and scarcity. Whenever possible, these
concepts are viewed from the perspectives of such disciplines and areas
as the vanous sqciai sciences, aft, music, literature, physical education,
communication, the physical sciences, and mathematics -

. Let'slpok at.an'example using the concept of culture. In readmgand
literature, students can read such novels as Farewel! fo Manzanar, ‘House
Made of Datori, and Bless Me Ulifima. They can determine what these novels
reveal or do not reveal about the cultures of Japanese- Amerlcdns,
American Inchans, and Mexican- Amerlcans In drima. students can cre-
ate a dramatization of the epic poem / Am joaguin and discuss how it
expresses (icano history, contemporary life and culture They can

. examine the works of ethnic artists such as Jacob Lawrence, Charles

White, and Roberto Lebron in art. The language arts can focus on the
various ways 1n which symbols and communication styles differ be-
tween and within ethnic groups and how American English is in-
fluenced by the ethnic cultures within the United States . |
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In science. students can examine the physical characteristics of the
rious ethnic groups and try,to determine ways in which these traits
i}luence the responses of other groups, group interactions, and their
total culture. In mathematics, students can study the cultural roots of
our base ten’ number system and discuss ways in which the number
system within a society reflects its culture They ean also research the
contributions which various ethnic groups have made to our number
system ' -
Many excellent ‘opportunities exist within the curriculum for
teaching concepts from an interdisciplinary perspective. These oppor-
tunities should be fully explored and used. Interdisciplinary teaching,
however, requires the wholehearted cooperation of teachers in the vari-
ous content areas. Team teaching will often be necessary, especially at
the high school level, to organize and implement interdisciplinary units
_+and lessons P ‘ ’

MULTIETHNIC EDUCATION AND CURRICULUM REPORN!

Changing the school to reflectthe ethnic diversity within American
society provides a tremendous opportunity to implement the kinds of
significant curriculum reforms which are essential—including concep-
&  tual teaching, interdisciplinary approaches to the study of social issues,
and value inquiry. Such change also provides opportunities for student
involvement in so#al action and Social participation activities, Thus,
muiltiethnjc education can serve as a vehicle for general and substantial
educational reform. This is probably, its greatest promise. We can besbeme—
view multiethnic education as a process as well as a reform movement
that will resultin a new type of schooling presenting novel views of the
American experience and helping students acquire the knowledge,
skills, and commitments needed to mak*‘bus nation and our world more ~
responsive to the.human condition,
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CHAPTER 11

L] EA

Mulhefhmc Edumhon in Monocultural Schools*
Gary R. Howard

\ \ | A .

INTRODUCTION

Today, perhaps more than ever before, we as Americans are realiz~
ing how vast and, volatile are our national and global differences in
cultural, political, and religious commitments, Indeed, our survival as a
nation and as a world depends more on our ability to deal positively
with these human differences than on any other single factor. Given this
awareness, what are we doing in our schools to help students become
effective-participants in 2 p]ural:stlc.wor]d culture? Are we nurturing in
them the knowledge and skills which will be necessary to bridge the
‘chasms of ideology and emotion that separate the lnhabltants of the
planet and threaten our, existence?

Learning to unde[stand and deal positively with’human differences’
is a theme which underlies multiethnic education programs across the
nation. Few would argue that such a theme is an éssential element of
any comprehensive edctational program. Yet this central thrust of mul-
tiethnic education has not been made available to the vast majority of

* The program discussed in this chapter has been developed as Project REACH (Rural
Education and Cultural Heritage) in the Arhnggon School District. Arlington, Washing-
ton. under ESEA Title ¥V, Part C, funding.

o
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students in our nation’s schools, namely, those who attend schools
serving predominantty White student populations.

The Ethnic Heritage Studies Act and other legal mandates and
guidelines have had significant impact on large urban and racially mixed
S school distncts, bt have been essentially ignored 1 the rural, suburban,
/ and other predominantly White school systems There has been very
little pelitical pressure or economic incentive directing these schools to
deal with ethnic diversity Consequently, few programs have evolved’
But where 1s the need greater? As Miel and Kiester have pointed out 1n

their insightful study of ctjllturally encapsulated White schools:

In another pertod of history ‘this sort of self-segregation might not

have mattered But today Amernicans cannot afford to shut them-

selves off from human differences, for these differences are pre-

cisely what'the chief problems of our time are about ! :
. 4

N ”

EDUCATION FOR DIVERSITY

It was this perspective that led us to design and implement a dem-
onstration multiethnic education program in oyr relatively isolated and
monoethnic school system 1n rural Washington State With our stiident
population 97 percent White and our professional staff 99 percent
White, we felt we could make as good a case for cultural encapsulatio
as any other school system in the country. Given a 20 percent natiorux
and 80 percent global populatlon that is non-White, we felt impelled to
offer our students an educational experience which would prepare them
for the realities of a pluralistic world We simply could no longer afford

/to perpetuate an Anglo-centric perspective on US and world history,
and an Anglo-dominated notion of what it means to be a human being
in the twentieth centyry

Of course, this commitment to provide pur students with multieth-
nic education much easier to espouse than to implement. To reallze
our goal wolild require fundamental and far-reaching curncular
changes Fuithermore, we woullf have to begin by laying the chief
cornerstone ofany effective change in curriculum—a.sound profes-

- sional retraining program

THE REEDUCATION OF WHITE PROFESSTONALS"

"When we began to approach a multiethnic program 1n our mono-
ethruc community, we had to first realize that most of the people on our
professional staff, as well as in the community, had very li,l';le knowl-
edge or personal experience with the history or calture of non-White

.
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ethnic groups Some teachers had never engaged in a single relationship .
with a Black. Asian. Hispanic, or Native Amencan person We became . .
aware that the students and teachers in some of ourimost affluent - ~
suburbs, as well as those 1n relatively isolated rural areastiare culturally
deprived in the truest meaning of the term They are unknowingly (or
sometimes perhaps intentionally) denied access to the rﬁ:h matrix of .
cultaryl and ethnic diversity which forms one of the greati.'st strengths
of our nation

The role of multiethnic education in Anglo-centric sthools is to
open up and broaden the world view of the participants in these schools,
to enable students and professionals to become aware of justhow unre- -
presentative and atypical their social reality is, and to encourage them ;
to become actively engaged in learning about and learning from the
many different’cultural heritages that make up America. As Ajagon has
pointed out

t  Weu<an'tteach within a nation where cultural differences ate extant
if we don’t know what the cultural differences are Therein! lies our
dilemma. We can’t teach what we don’t know.? d —~

Any attempt to reeducate White professionals for multiethnic edu-
cation must proceed in a sensitive and gradual manner, with the trainers
aware of the attitudinal and experiential backgrqund of the participants.
From the perspective of Banks's typology of'stages in the development
of ethnuc identity, most White Americans are extremely ethnocentric
and encapsulated in a notion of the inherent superiority of the dominant
. White perspective on reality 3°th the early phases of our training pro-

‘gram, for example. one workshop participant commented that she
* wished we had more “minority” students in our school so we could use
bur newly gained knowledge to Aelp them. In the course-of discussion
i | reminded her that our entire program was designed to help us, not them.
We as White people have too long denied ourselves an accurate under-
standing and a truthful perception of non-White peoples. Non-White
ethnic groups may benefit from the increased awareness gained by
Whites, but the primary beneficiaries of multiethnic education in the
suburban and rural schools are the Whites themseives.

In the Arlington project we have found that teachers and adminis-
trators can move a long way in gaining a new multiethnic awareness if
they are approached in a reasonable manner. We have fqund that it is
k not helpful to expend energy convincing teachers, administrators, par-
ents, and students that they are White racists, Rather, we have adopted
a noncorifrontive training process which provides valid, accurate infor-
mation on the stereotypes, omissions, and distortiong w hich are obvious

—
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in our Anglo-centric misdealings with the history and culture of all
non-White peoples Once exposed to this type of information, most
clear-thinking people cannot help but percerve in their own terms the
reality of racism We_ have concefrualized- our training program as a
subtte, gradual attack on Whte ethnocentnsm. a sensitive sabotage of
our ¢ultural 1solation “

The traiming program itself proceeds in a series of three two-day
workshops. Extensive utilization of non-White trainers allows eultural
groyps to *’tell their own story’ l~hemselves rather than to bemterpreted
through White mouthpieces. which has s0 often been the case in the

.past The process of White reeducation follows 4 three- phase mode]
sugkested by Grant and Melnich Awareness, Appreciation, and Affir-
mation * The Awareness phase itvolves self-awareness, human rela-
tions skills, and awareness of the role of racism in American society The
Apprecation phase emphasizes the transmittal of a gast amount of
information about diverse non-White ethnic groups from a multidisci-
plinary perspective including histoncal, psychological, sociological, po-
litical, biological, linguistic. economu¢, and anthropological insights The

" final phase of traiming, or Affirmation, engages educators in the actual

‘

\

work of developing a multiethnic curriculum for their particular school

setting " b . . &
. A ’ R ' " A
MULTIETHNIC CURRICULUM FOR MONOETHNIC SCHOOLS

« The bottom “line for any curriculum development program is its
actual applicatian in tetms’of activities and dutcomes for students
Through our, own tnals and experimentation we have evolved a mul-
tiethnic/multicultural curriculurh process that meets the needs ‘of our
predominantly White school setting The process, which appears
schematically in Figure 1 Mproceeds in fdur chronolegical, phases.

1 Human Relatons Skills Any Multiethnic program, whether in all-
v White schools, or in racially mixéd schools, must begip with a 3
strong emphasis on self-awareness, self- afﬁrmatxon, and training in
basic human relations skills. The goal of this phase is tg create a .
supportivé and trusting clissroom‘atmosphere in which § dnndua’l
differences are acknow]edged, shared, and valued - LN

2 Cultural/Ethnic Self-Awareness. In predomlnantly White schoels it is
normal for most students to feel a lack of cultufal or ethnic1dentity. |
Therefore, before White students begin to study the history. and
culture of non-White ethnic groups, they must gain a practical
understanding of the meaning of ““caltute” in their own lives. They | o
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roiect REACH

Multicultural Curriculum Process

. . "

( Human Relations Skills 1

Selt-awareness .
Interpersonal communication

Group process .

Decision making and problem _solvmg
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( Lultural Self-Awareness 1

* Knowledge of the history and culiure of
ethnic #roups 1n America

* Analysis of divergent perspectives on
current and histoncal events

@
52
* Understanding the meaning of culture”’ £ g
* Viewing culture as somethusg everybody has &g
* Awareness and appreciation uf your own c :
culturai background .E re)
* Awareness and appreciation of cultural . b
diversity in your own community x ¥
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* Understanding of prejuthice and % &
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* Awareness and respect for ditferences” 5@
in all people v g -
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(.Cross-Cullural Experience 1 Curriculum’

#* Person-to-person contact with people of
different ethnic commutities
* Putiing yourselt in a piace where you are

the minority ' .
* Lwtening™ganng. openness to learn
and change :

* Copynght © 1980 by Gary Howard Reproduction without the author's permission 1s
s prohubited .
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must realize that culture is something everybody has For this rea-
son we spend two months at the beginning of the school year
guiding each eighth grade student 1n our American history clagses
in an exploration of his/her cultural background Students con-
struct a family tree, interview parents and nearby relatives, write
* letters to more distant relatives, and gradually piece together the
story of therr own cultural evolution In this way the study of
"history becomes real for them and the concept of culture 1s appro-
priated 1n a personaily meamurigful way™ Of course, we cannot force
students to delve into their own family background. so they have
the option of researching the culture and history of their hometown
region, which ultimately meets the same objectives
The culmination of this Cultural Self-Awareness phase is a
“Cultural Fair at which each student presents a visual display _de-
scribing some aspect of hus or her cultural story. Examples of pro-
ject titles include German Foods and Recipes, Customs of Norwe-

« g1an Christmas, Three Generations of Fur Trappers, Dairy Farming

in Arlington, Irish Culture, Old Objects in My Fam‘ily’s Past, Log-

ging Now and Then, and My Ancestor, Daniel Boone The process -

of planning, creating, and displaying a cultural fair project fosters
an appreciation and awareness of each student’s cultural roots. it
also provides an experiential insight iinto the great diversity of
ethnic and cultural elements which exists, even 1n our “monceth-
* nic” community In addition, the faig alows for a positive expres-
sion on the part of those few stydents who do represent more
diverse ethnic backgrounds. exemplified by project titles such ag
Spamish Fiesta, Japanese Culture :n My Background, Judaism, The
Traal of Tears, and Arts and Crafts of the Blackfoot Indians.-
The Cultural Fair has become the laghlight of our fall program,
“and broad community support and involvement have been gener-
gted over the past two years. It is a celebration of the history and

cuiture of our commumity Many families cooperate with their sons

and daughters in the projects, and vast amounts of family folklore
which might otherwise have been lost are discovered, rengwed, and
shared We find it much easier to talk with our students about
“culture” and “diversity” after_the fair than before

'3 Mulbwuttural/Multiethme Awareness The cultural fair process’sets
the stage for the next phase of the curriculum, the study of history
and culture from the point of view of America’s non+Whiteethme
groups This phase requires a fundamental curncular shift away
from an Anglo-centric perspective and toward 2 multiethnic ap-
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proach to classroom content * Rather than viewing events and con-
cepts from a single point of view, that of Anglo-European ethnic
groups in America, the entire curnculum is permeated with diverse»
ethnic perspectives

For example, in our study of “Westward Expansion,” we con-
trast the notion of the “Winning of the West,” as viewed by the
Whte settlers, with that of the “Losing of the West,” as viewed by
Native Americans. We balance our study of constitutional ideals
and philosophy with a look at the system of Jim Crow laws which
existed for years in direct contradiction to constitutional principles
Our study of World War [I'includes an analysis of the forced
removal of Japanese- American citizens from their homes and lands,
and their subséquent placement in copcentration camps. A case
study of the Mexican- American farmworkers and their perspective .
on the lettuce and grape boycotts is an integral part of our class-
room approach to the growth of modern agriculture,

This multiethnic content is integrated into the classroom
through the use of the Project REACH Ethnic Perspectives Serses. a set of
student booklets presenting American history- from the point of
v,ew of non-White groups. Written with extensive input from
non-White consultants, these booklets have proven to be stimulat-
ing reading material for secondary students. The goal of this phase
of the REACH curticulum is that each student will be able to
understand, to articulate, and it is hoped, to appreciate diverse
ethnic perspectives on current and historjcal events

L]

f
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-4 Cross-Cultural Expertence To realize the goals of multiethnic educa-
tionin predominantly, White schools, the students themselves must
be able to engage in significant person-to-person contact with peo-
ple of différent ethnic communities. In our program we have been
able to provide this in a'number of ways:

Guest Speakers. Qur students have enjoyed the presence of
Black, Asian, Native American, and Mexican-American’
‘ ' speakers in their classrooms The mere fact that the students
. have an opportunity to interact with a sensitive and articulate
adult from a non-White ethnic group helps replace a myriad
of stereotypés Wlth more accurate perceptlons

One-Day Freld Trips We have taken our students to Mexican-
American celebrations of Cinco de Mayo, on walking tours
of Chinese- and Japanese-American communities, to Indian
reservations to meet wathy tribal leadefs and Indian students,
and to Black theater productions at a nearby umiversity
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Both careful and sensitive planning. involving the guidance
. of key people ;n the ethnic communities, and adequate ad.
'S : vance preparation of students are imperative for these ﬁeld
“ . tnps . hY

Extended Eield Trips We have begun a tradition 1n our inldd'le

school of taking 15 to 20 students each year on a three-day

field tnp to a relatively isolated Indian village in the north-

. west comer of our state In #his way students gain the experi-

« . ence of being n the minority themselves, and of practicing

the skills they have learned in the program for communicat-

Ing effectively across possible ethnic barriers Qnce again,

. meticulous planning and sfudent preparation are crucial in
"making this an extremely effective learning expetience

Student Exchanges Our experience has taught us that no single
*activity is more effective in creating positive’ attitudes tan
having our White students spend time getting to know young
people of thewr own age, who represent diverse non-White ..
. * 7 ethnic gtoups To provide this exi:erience we developed an
exchange relationship with an urban middle school with a 60 _
percent Black and Asian- American student population Our
teachers selected 30 students who they felt would contribute
- signiﬁcantly t&an exchangeé experience, and we taok them to

being hosted by a Black or Asian-Amencan student sponsor.

Although the studertts approached the experience with fear

and trepidation, they retdrned enthusiastic about continuing

the cultural interchange. The other half of the exchange was

. completed by having the urban students visit us. s hoped
that the relationship between our two schools will be instita-
tionalized as a regular practice in the years to come In this

. way we will continue to chisel away at the shell of our cul-

- tural encipsulation

The entire curriculum model diagrammed in Figure 115 conceptual-
1zed as continuous throughout the K-12 program. Students at each
grade level can have sigrificant learning experiences related Yo each of
the four phases Program reform will ulttmattly entail a complete inte-

. gration of multiethnic content into as many aspects of the curriculum

. as, possible Because we want more-than the mere addition of a few
ethmic fringes to our dommnant Anglo-centnc curriculum, we are certain

i the process will take several years to implement fully Our current
. developmental program has focused primarily at the middle school

our “sister school” for a-full day of attgndlng classes and . -
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level, but our overall professional training and curriculum development
effort is K-~12 in scope .

PROBLEMS, OBSTACLES, AND CAUTIONS

Although we are optimistic about the progress of Project REACH
over the past two years, we do not want to be Pollyahnas in our assess-
ment of its overall impact. As anyone involvéd in multiethnjc education
knows, the problem of White racism is deeply rooted in American

gociefy, both institutionally and personally. Our best hope isfor steady,

gradual change, not instant panaceas. Some of the problems we have
encountered irictude the following:, * '

1. Student Resistanze. A few students in our program have actively or
passively resisted the information in the ethniy perspectives book-
Jets or the participation in ctoss-cultural activities. In some cases we
have been able to transform-this resistance into positive discussion
and growth, but in other instances it has been a holding operanon
at best.  °

2, Parent Resistancs, We have had very liftlecdirect opposition, but
occasionally parents will refuse permission for their child to take
Part in a field trip to a non-Whitg community. In one case a parent
was critical that multiethnic education was depriving his daughter
of time spent in."basic education.” For the most part, parents have
seen the need for our program and actively supported each’ phase
of the activities.

. 3. Jeacher Resistgna. Without exception, teac11ers ‘who have par-

ticipated in our training workshops have been positive and often

enthusiastically active in their support of multiethnic education. In

some cases, however, their support has been hampered.by a sense

of inadequacy or powerlessness to do anything meaningful in over-

coming our legacy of racism. They have to be encouraged to take
* some srnall beginning steps toward changing their own turriculum

and teaching style. Other teachers, not igvolved in the training

program, have occasionally viewed our efforts with suspicion, lack
. of understanding, or perhaps as-a threat to their own values.

4. Anglo-Dominance. A caution we must always keep in mind is that
the multiethnic content in our curriculum is being delivered for the
* most part, by Anglo teachers. There is a constant possibility of our
falling into distortions, misappropriations, or lack of sensitivity to
the actual experiences of non-White peoples. This reality netessi-

—_— ‘
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tates our inviting frequent review and critical comment from non-
: White ethnic consultants

5 Ethnie Explotation. There is a real danger of exploiting the few

non-White ethnic individuals who live in a predominantly Anglo

commumty Teachers-are sometimes tempted to use these students

as examples or to make assumptions about a child’s ethnic identity

and self-awareness Sometimes these non-White students will ini-

tially want to deemphasize or even deny their differences for sur-

vival purposesin a predominantly White environment Thus far, al)

our non-White student participants have taken significant steps

toward more pride and awareness of their cultural background, but

this has been achieved through allowing them to grow at their own

pace ¢

< 6. Cautious Progress. Multiethnic education is inherently threatening

to any predominantly White school and community setting. It is a

process which calls into question many of the basic assumptions

and perceptipns of Anglo America. For such a program to be suc-

cessful, this element of threat must be acknowledged and dealt

with sensitively. The professionals directing the multiethnic reform

not be s0 confrontive as torun roughshod over the community’s

feelings, nor so passive as to avoid dealing with the realities of our

! history and racism. We have found that the best approach is to

.emphasize the positive outcomes for students through the cultural

self-awareness and cross-cultural experiences, Although at times

we feel we may be moving too cautiously and too slowly, our goal

. is to bring, the community members along with us, rather than to
leave them (and the program as well) in the dust. -

7. Dissemination. One final concern is how to convince ofher?
. predominantly White school districts to take on the multiethnic
' challénge What is the incentive for them? How can the need be
demonstrated? With all the multivaried demands made on educa- -
tors today, how do we make a case for including multiethnic educa-
tion in the “basic skills” program? How do we get in touch with
and support those educators who want to move their predomi-
nantly White schools in a multiethnic direction?

»

CONCLUSION

The underlying goal of the Arlington experiment in multiethnic
education has been to demonstrate the feasibility of developing a mul-
tiethnic program i a relatively monoethnic community. Although

126 . -




dedicated educators have been working for years to create effective
multiethnic programs in urban areas with large concentrations of non-
White ethnic students, the schools serving predominantly White stu-.
dent populations have for the most part failed to take their share of the
responsibility. The students in these communities have an equal need *
and right to be provided with the knowledge, the skills, and the atti-
tudes necessary for living effectively within a culturafty=pluralistic soci-
ety. Our intention has been to achieve in our predominantly White
school what the ASCD has determined to be “the essential goals of
multiethnic education,’”” namely:

1. Recognizing and prizing diversity,
2. Developing greater understanding of other cultural patterns,
3. Respecting individuals of all cultures, and

4 Developing pggitive and produgtive itteraction among people
and among expériences of diverse cultural groups.®

We are aware that we still have much to learn aboufhow to imple-
ment such a program most effectively, but e have come far enough
down the road to know that it can be done, and to invite other predomi-
nantly White schools to join bs in the journey,
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CHAPTER 12

The Communily and Multiethnic Education
Carl A. Grant .

1 have yet to meet the teacher who does not want to be successful
in the classroom. By successful 1 mean helping students grow both
academically and socially. In fact, most teachers acknowledge that their
major rewards from teaching are directly tied to their classroom activi-
ties. particularly to Facilitating students’ success. Although student suc-
cess directly corresponds to‘the teacher’s sense of professional accom-
plishment, many teachers, especially in multiethnic communities, fieed
to double their efforts to include a very valuable resource to help maxi-
mize student success in school. This valuable resource is the parents of
the students and the members of the community.

The purposes of this chapter are to provide reasons for parent/ .
community participation in schooling; to discuss constraints which hin-
der parent/community participation and suggest how these problems
can be mitigated; to suggest ways of soliciting the help of patents and
community members jn schooling; and to describe the roles and contri-
butions parents and community members-can make to schooling.

REASONS FOR PARENT/COMMUNITY INVOLVEMENT

In many minority or rultiethnic communities, the relationship
between the school a%d the comrmunity needs major improvement. For
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example, besides the teaching of students, many school services to the
community-—graduation ceremonies, open houses, and sports events—
are basically social. While these activities do bring in some community
members, they usually involve only the parents of children who attend
the school. Also, the parents are there merely as spectators because such
events are neither designed nor planned to provide an opportunity for
community input ! Even teacher-parent conferences may leave parents
in a passive role if the teacher reports on classroom occurrences rather
than solicits parent inpuut If parents and community members are frus-
trated by an inability to actively participate in school affairs, they may
become alienated from the school instead of working out procedures for
active collaboration. Let us examine some reasons for the need to ac-
tively involve the parents and the community in the schools.

Many social concerns, such as drug use among youth and a growing
pushi to eliminate sexism, affect both the school and the home. Further-
more, the impetus far changes which affect the school has often come
directly from concerned parents and community groups. sometimes in
cooperation with teacher organizations The movement toward legisla-
tion for educating all handicapped children within the least ristrictive
environment is an example. Given the number of social and educational
concerns shared by both the school and the community, it is becoming
increasingly important for teachers to adively work with parents and
community groups. The extent to which this working relationship exists
is more and more having an impact on what does or does not take place
in the classroom. Even in the absence of an active workipg relationship,
however, the comimunity can often have a strong impact on the schools.
For example,” both the “back to basics” movement and the family-
choice-of -schooling proposal {in California) were initiated by con-
cerned parents and citizens without the involvement of teachers in the
conceptualization and design of these plans. Because of mutual concerns
and because the schools and the community frequently have an impor-
tant impact on each other, teachers need to work more actively with
parents and community groups.

The fact that the-education of a person takes place both within and
outside the school is another reason for active parent/community par-

ticipation. Teachers need to work with and understand the students’ .

home life and community in order to appreciate and “‘influence’’ the
learning experiences of students outside the school. In fact, good teach-
ing has to include not just classroom work, but also community involve-
ment. A study that is presently under way is discovering that the major-
ity of the teachers sampled do not have a general understanding of how
and where students spend their time-away from school, nor do they
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have a knowledge of resources available within the community.?
Whereas teachers do not need to know their students’ every move, it
is important that they have a general understanding of student life
outside school in order to better meet students’ academic and social
needs Also, the knowledge and use of resources withirf the community
may facilitate the development of more relevant and successful class-
‘room academic and social experiences. An undérstanding of students’
home life and community surroundings is critically important when
teachers and students are from a different ethnic or sociceconomic
. group For example, Teachers A and B were transferred to a newly
integrated school Both teachers were professionally competent and had
a high regard for their students Teacher B, however, schtduled out-of-
school activities 1n order to learn about the home and community life
of his students This knowledge. he reported. enabled him to develop
an excellent rapport with both students and parents. It also provided
some of the understanding necessary to modify the ethnocentric curric-
ulum 1n order to become more responsive to the needs and demands of
his racially ntixed classes Teacher A did not take the time to get to know
the community and the parents. Consequently, he felt out of place in
his “new’ school, and frustrated and professionally thwarted because
he was unable to make the present teaching situation match the image
of his previous one.
Parent/communjty lnvolvement 1s also important because often.
when visiting the school, parents will question the legitimacy and rele-
vance of the educational program if learning js not taking place in a
manneér in which they were taught or with which they are familiar.
Many worthwhile educatlonal ideas have been impeded or stopped
because parents and commumty members did not understand the con-
cept, were not involved jn the planning. and were not informed about
the design and procedures. Teachers ¢an facilitate understanding and
acceptance of new ideas by informing parents about the proposed
change and jts rationale For example, I know a teacher who wanted to
. change from a traditional to an open classroom. She consulted the
parents and asked for their he[p mn making the change in her classroom.
explaining that she wanted to try a newhod to “turn kids on.”’ Not
only did the parents recognize what the tefcher was attempting to do.
but they showed their appreciation by working with her.
. . School-community alliances are necessary because they can serve
as the basis for helping students and community members critically
" analyze the circumstances of their lives For example, teachers and pa-
rents/community members can discuss the conditions of poverty that
pervade and control the lives of those of lower SES and many mindftities.
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They can share thei?understandings of the role of the school in relation
to the student from a poverty-stricken background Many minority and
low-income people see the school as the key to better economic condi-
tions for their children. Rather than viewing the financial environmers
of lower SES people a5 a debilitating factor slmost impossible for
schooling to redress, teachers can encourage this optimistic parental
outlook For example, during conversations with junior high teachers,
I asked what they thought their students would be doing when they
finished high school Most teachers were skeptical sbout some students
completing high school and described the greater number of their stu-

.dents as aspiring to and attaining only semiskilled .or blue-collar jobs.

Such expectations blocked these teachers from realizigg that they may
be dooming these students to the very prospects they described because

~ of the lack of active encouragement to persuade them that they could

rise above their impoverished circumstances
The school cannot cure poverty, and it is not my intention to leave
the reader with that conclusion. Teachers can. however, improve the
school experience by motivating students to seek more schooling and/or
to appreciate and strive within the schooling context. Teachers and
parents/community people need to grapple with the way society is
teaching students to think sbout their lives. Teachers and parents must
teach students to challenge and fight the conditions which bind them
to a cycle of poverty, and encourage them not to accept a fate they do
not desire. Norms in school and society which enforce passive obedi-
ence must be addressed. While bath teachers and parents/community
people may agree that strict discipline is needed to promote learning,
neither may realize that teaching strategies which place students in &
passive, custodial role can have the effect of teaching them to passively
accept the dictates of others and, thus, the economic conditions which
dictate their lives. Through dialogue, these groups can come up with the
kinds of experiences that can help students gain respect for the knowl-
edge and analytical skills needed to address the pOwerlessness that
rvades their lives. .
Pointing out and emphasizing the power of the mastery of knowl-

' eage and skills for future opportunities is another "must.”” The wise

teacher knows, however, that students will not grasp the significance of
the power of knowledge unless that knowledge is mterlaced with infor-
mation relevant to their situation and taught by a teacher who they
believe really cares about their future. Teacher expectations are impor-
tant for this kind of teaching. Only when teachers perceive future
opportunities for their students can they understand in what ways they "
may be able to influence them. In addition, teachers can help students
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develop 4 critical attitude by teaching them to question as well as tor
" listen, to challenge as well a» to accept .
Discipline 15 usually listed as the nymber one problem confronting
téachers Effective parent-teacher communication and cooperation can
help eliminate munor discipline problems bBefere they become serious
Also, an acquaintance with community leaders and a knowledge of
communtty resources can provide teachers several avenues to travel in
seeking solutions to the more serious discipline problems
Finally, parent/commuumuty participation in the school can lead to
better decisionmaking regarding the selection and allocation of school
materrals, goods. and services For example,” p‘.:trénts/commumly can
influence personnel and policy decisions (such fas the hinng of a bilin-
gual teacher). the purchasing of materials tomore appropriately respond
to the backgrounds of students in the particular community, and the
implementation of in-service programs 1o bettér enable the teacher to
meet the academic and social needs of students By invalving the pa-
rents/commumty in such deasmnmaklng teachers can benefit from
-thelr input

Kl

Kl -

.

s, BARRIERS TO PARENT/COMMUNITY PA'RTICIPATION

One constraint on parent/community participation is teacher anxi-
ety Many teachers are unsure of themselves when it comes to meeting
and working with parents and community members, feeling as if they
are on trial This feeling is often compounded when teacher and parent
are of different ethnic backgrounds. Teachers should realize that it is
okay to feel anxious Since the pre-service preparation of most teachers
does not include experiences in parent/community-teacher participa-
tion, working with parents and community members is something that
many teachers learn while doing

The low pay of teachers relative to other professionals with the
same amount of schooling (e.g , engineers), and society’s négative atti-
tude toward teachers can also operate as constraints oh plrent/¢om-
munity - teacher involvement Some teachers believe that negative social
attitudes toward them and the fact that many people assume that any-
body can teach result in their receiving a ]owq salary than many other
- professionals This beti€f may lead toTess indlination to cultivate pa-

rent/community-€acher involvement
. A related xonstraint on parent/community participation is that
many teachérs do not realize that parents may be fearful of becoming
involved In school activities because of their own unpleasant educa-
tional experiences Many minority. and low-income parents have few
fond memoties of the schooling process. For them school was a place

S T
Q e G
ERIC _ «a"’; 132 |

.
—4-* -




of self-effaceme?and put-downs, wheremue pushed out or

dropped out. They may also think any blame for their children’s unsuc-
cessful school experiences will be placed upon their shoulders. For ex-
ample, many minority and low-income parents think that teachers tend
to believe that students’ low academic achievement is directly relgtéd
to family background; therefore, they ayoid “facing” the teacher for fear
that they may do something to support that bdlief

Many minority parents—both of lower SES and middle-class—are

reluctant to visit the school. especially to lodge legitimate complaints,
such as the use of racially biased materials, because they believe that the
teacher will take out his/her grievances on their children. Whereas we
would hope that no teacher takes out his/her annoyance with a parent
on the child, it is important that teachers realize that many minority
parents do haye these feelings and they may have to assure parents that
such reactions will not occur.
«  Community members. especially those who do not have children
attending school, may hold a negative view about ‘education because a
great portion of their property-tax dollars goes toward its support.
Elderly people. in particular, need to be involved in school activities.
They often feel that they are not getting “any return” on the money
they have invested in the schools.

Another constraint on parent/community participation js the act-
ing of community an# school more from a posture of competition than
of cooperation. With such a posture. both school and community are
losers. Alex Molnar provides an illuminating comment:

The argument gver professional control versus community partici-
pation in curriculum decisions serves the jnterests of the dominant
culture because it establishes a false and unproductive conflict. The
canflict appears to be between professional expertise (which js
claimed to be “objective’” and value-free) and non-objective, val-
ue-laden interests of community members. Fundamentally, how-

ever, the conflict is behween the inferests of those who want social relationships +

to remain as they are and those who wonld see them gltered. The curriculum is
the battleground but nof the issue.? (Emphasis added.}

He further notes, “In such battles, the interests of the status quo will .
always win if the problem or issue is not posed correctly and if the
school and community stand apart, from one another.”¢

SOLICITING PARENT/COMMUNITY PARTICIPATION

Obtaining parent/community participation is often a problem,
even for teachers who actively promote the concept. Whereas it should
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be rerpembered that some approaches'and technigues for cultivating
parent/community participation are situatiorial, the following sugges-
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tions have worked for a number of teachers. .

1 At the beginning of the school year, systematically contact all
parents or guardians of your new students by phone or in person,
introduce yourself, and talk with them positively about thé
planned instructional proﬁ'am for the year and about your desire
to have them participate in its implementation But don’t just
tell them what is going to happen—talk with them 'and listen
to them, solicit their views about what they woulcl like to see
happen.

2 Discover if home visits are welcome in your school community.
If they are, make them to initiate parent/community assistance in
the classroom, keeping in mind the following suggestions. make an
appointment shead of time; wear school clothe on’t overdress
or underdress; keep your visit short—20 minutes Yo a half hour;
avoid asking prying questions; and saii something positive abo‘ut’
the student. s

3. Plan with parents to hold a parents’ meeting during the first
month of school at a time convenient for most parents. Discuss
curriculum plans and governance procedures Ask for assistance in
several concrete ways to provide parehts with the opportunity to
become invdlved right away. Ask parents for topics they would like
to see included in the curriculum., ,

4 Encourage p:arents t0 share with you the ways they have ob-
served that their own ¢hildren learn best. Ask them to encourage
their children to bring to school projects that they are working on
at home in order to share them with their classmates and to receive,
praise for their work -

5 Maintain a comfortable working classroom climate which de-
monstrates good managemdnt Such a climate may directly influ-

, ence the amount of classroom assistance and support you &ejve.

from parents and community members

3

.
6 Introduce parents working jn your classroom to the office staff,
security guards. custodians, and any other persons they may en-
counter as they move about the building working with you. Not
only will this introduction prevent the occurrence of embarrassmg
situations, it also says to the parents that you are prsJ,l-wlJ of ‘the’
relationship.




7. Improve teacher-parent rapport through school-home communi-
cation about positive things as well as about problems. For exam-
ple. the Bailey Elementary School in East Lansing, Michigan, uses
”Glad Notes” (postcards which pass along good news about stu-
dents).® Some elementary and secondary teachers try to phone two’
parents every evening in order to confact each student’s family
regularly. If the number of students prohibits calling every parent,
make an effort to contact the parents of students who would most
benefit from the call. In addition, some school administrators place
posters in local supermarkets and neighborhood stores announcing
school events and methods for parent ancl community member
participation,

8 f you are not bilingual and are planning to visit a student’s home
where English is not spoken by the parents, send a note home in
the parents’ language telling them of your lack of ability with their
language but that you are still planning to make the visit. If the
studertt can serve as interpreter, this will be a good opportunity for
him/her to see the advantage of knowing two languages and to feel

“important” by assisting two people who are very important in

his/her life If the student is unable to serve as interpreter, invite =

a trustworthy person to serve. Finally, make certain the parents do
not feel “put down’ because ¢f their inability to speak your l¥1-
guage. 3\ X
9. Publicize school activities thiough organizations which play an
active role in the community. For example, some high schools work \
with religious establishments to encourage community participa-
tion. Students who have demonstrated excellence in school per-
formance (e.g., perfect attendance, good grades) receive public rec-
ognition during church services. School announcements related to
the community are read at services or placed in church bulletins.
This kind of cooperation between school and church has been very
successful in low socioceconomic areas where the influence of the
local clergy is very significant,

10. Become acquainted with the community ltself especially if
you are not a residept. Read local newspapers and newsletters.
Learn who the community leaders are and how they view the
school. Discover what the major social-and economic issues of the
community are. Find out what the children do when they are not
in school N
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PARENT/COMMUNITY ROLES AND CONTRIBUTIONS

Parents/community members can contribute’ to schooling in two
areas- at the specific level of a classroom and at the more general level
of the school The roles they may act out within the context of both the
specific and the general Ievels vary wl“daLy ranging from resource person
1n the classroom to member of the community council The following
discussion considers both areas

Classroom Level

Parent/community participation ip the classroom has a twofold
reward bringing parents to the classroom and invelving them in actual
educational experiences while creating a comfortable working relation-
ship with the teachers and the school administration In the past, many
classrooms were places of isolation, where students interacted basically
with only one adult—the teacher Many.teachers are diversifying their
teaching practices, however, and certain educational innovations, such
as the open classroom and learning centers, require assistance in the
cladsroom to successfully meet their educational goals Parents and
other community residentg can make a significant contribution in this
area Equally important, parents can serveas resource persons—guiding
field trips and directing independent prbﬁects, for example ‘

In some high schools,-parents or community. members serve as
homeroom advisers Their responsibility is to be present during at least
two meetings of the homeroom each month to help teacher and studénts
with problems relating to attendance, job opportunities, personal ca-
reers,"and school credits. Among other benefits, their participation ena-
bles the teaché{ to have individualized conferences with students in

need ()Lz%gm

Grandparents and/or senior citizens also can serve as resources to
the classroom, provi’diné information, skills, and experiences which
broaden learning opportunities They can recount personal memories,
affording students a perspective on the past which expands and clanﬁes
traditional historical reports. Invitations to parents and communigy peo-
ple to share skills or information relating to current classroom activities
allow students to see that knowledge comres from many sources and

allow the teacher'to make instruction more relevant to the students’

backgrounds Qnce an "open-door” relationship has been established
between the home and the school, a variety of experiences can become
available to enrich students’ classroom learning with the additional

resources of pare commuhity

- L
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f
School Level

Parent/community participation at the school level may take sev-
eral forms. For example, some schools (or school districts) have a parent/
community advisory committee. This committee can serve as a forum
where the concerns, wishes, and philosophies of parents/community,
teachers, and school administration ¢an be heard, and where these diff-
erent groups can work together to give direction to the school program.
Only recently (Opportunity Act, 1964, Title 111} have parents/com-
munity members been actively encouraged to participate in school plan-
ning and decisionmaking. Title i, for example, states that federal grants
may be made to local agencies,”  only if there is satisfactory assurance
that, in the planning of that program or project there has been, and in
the establishment and carrying out thereof there will be, participation
-of persons broadly representative of .the cultural and educahonal re-
sources’of the area to be served "¢ .

From the Teacher Corps, a fedefal program to im prove the quality
of education for low-income students, the role of Community Coordi-
nator has been an important factor in.impro ving home-s¢hool relations.
Reliance upon the coordinator and community collaboration helps the
project remain "“true” to both the university-school and the community; .
it also helps the Teacher Corps interns learn and appreciate the dynam- ~
ics of community* participation in education. Schools, oo, may benefit
by learning from this Teacher Corps experience. -

Some schools have ‘established special-interest parent groups
These groups enable parents and community members to work inschool
activities in whi¢h they feel comfortable and have expertise. For exam-
ple. parents/community members can head fund-raising projécts for
band-equipment or serve as chairpersons on band trips. Parents are
often pleased to be able to work with the school 0h short-term projects
which provide the satisfaction of aiding student development and help-
ing children successfilly reach a goal. Participation also allows the
parents to observe the direct benefit to their own children of school
activities.

Serving as active members of the PTA or PTO is another WAy
parents/commumty members paiticipate in the activities of the school.:
For example on a recent visit to a school in the East. | was informed by
the pnnclpa_l that she needed more classroom space. Ironically, class-
room space was available on an upper floor in the building, but the
school administration was dragging its feet about releasing it. The PTO
became aware of the problem and scheduled a meeting with the ad-
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ministrators, insisting that the administration gi‘{r?e the space to the
school or give a valid reason for not doing so Within two days after the
meeting, the space was released Although it was said that this action
was about to take place and that the meeting did not prompt the deci-
sion, parenl&aclmg together were very likely the deaiding factor in
accomplishing a great deal for the school.

The point here is that parents/community mbers can greatly
influence the policies and procedures of the school By working together J
to develop a spirit of camaradene and cooperatien, both home/com-

3

munity and school wall benefit - N
A

CONCLUSION

. Finally., parent/community participation has changed since the

- mulitant sixties, when 1t was not unusual to have minority and low-

. income parents storming board of education meetings and actively de-

manding control of thelr schools, Currently, parent/comMunity partici-

pation is carried out in a more peaceful atmosphere, as in community

Founcils The ° ‘peace” that presently exists will endure, however, only

as long as schools continue to’upgrade the quality of: their performance

_ involving the parents/community in their activities. Although i is a

' delicate blend and requires tact and diplomacy-involving the people of

a commuhity [in the schools] has the potential of improving the lots of

the people without destroying their links to’their background and their

conceptions of who they are.”7 This statement is especially true in

minority and low-income communities where the history of schools has

also been a history of racism, prejudice, and low ‘expectations for the
students .
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CHAPTER 13

Wal
- What I “An Equal Chance”
for Minorily Children?*
Charles W Cheng. Emily Brizendine, and Jeannie Oakes
. 7
INTRODUCTION . :

g

Any éxploration. of what cemyprises an equal chance for minority

. children must be made within the political: social, and economic context

of society. An equal chance is, essentially, a culture-bound concept,

“ defined relative to the dominant belief system and political and eco-

/ilomic structurés. Inthe examination of what comprises an equal chance
for minority children in the United States, fundamental characteristics
of American life must be carefully considered because of their impact
on the definitions of equality and on educational reform efforts in that
direction. Two underlying characteristics—the unequal distribution of
economic rewards and the dominance of Anglo-American cultural pat-
tems-—ak‘dearly linked in the educational arena.

First, this {chapter] will discuss the. notion of an equal cham:e for
Armerican minority children by considering these two basic features and
the changing conceptualizations of what comprises an equal chance.
Second,”commonly held schooling assumptions about the functions of
educatign in the struggle toward equality will be examined Third, an

* Reprinted w:th permission from Journal of Mm Edweafion 48, no 3 (Summer 1979):
267-87 o . RN
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alternative paradigm for viewing the-yole of schooling in American
sdciety in relationship to the attainment of equality will be discussed.
Finally, an argumient for the full 1mp1ementanon of mulnculturaleduca-
tion will be made. ’

. UNDERLYING CHARACTERISTlCé_

While equality has been the subject of endless public and scholarly

debate in this country since the time of the American Revolution, im-
plicit in American thhking has been the conviction that equality isa . . .

“ political entity; consisting of equal rights under the law. Tangential to

this notion of political equality is the concept of individual competition

for economic rewards. But, our economic and political structures are

seemingly, in conflict with the goal of equality of opportunity. Bowles

. and Gmng, for instance, indicate thqcontradlctlon between our political

system and economic system. They observe:

,

, For the political system, the central prc%léms of democracy_are;
insuring the maximal participation of the majority in d
making; protecting minorities against the prejudices of the major-
ity: and protecting the majority from any undue influence bn the
part of an unrepresentative minority. . . . For the economic system,
these central problems are nearly exactly-reversed. Making U.S.
capitalism work involves: insuring the mininf® participation in
decision-making by the majority (the workers); protecting a single
meénority (capitalist and managers) against the wills of a majority;
and subjecting the majority to the maximal influence of this single
unrepresentative minority.!

This basic inequality and authoritarian character of the economic
structure coexists with America’s democratic ideology which empha-
sizes equal opportunity for all citizens. Even though this contradjction
is a fundamental societal characteristic, the unequal distribution &f eco-
nomic power has not been viyd as inconsistent with the concept of
equality. Economic™distributigfl is seen as being based on meritorious
achievement, rather than on ascribed characteristics, and competition is L
seen as fair. Thus, if.schools can provide equal and fair competition,
equality of economic opportunity is guaranteed. Accordingly, equal
educational opportunity has emerged as the central ideology of Ameri-
can schooling. Since schooling has been considered the primary mecha-
nism by which economic.attainment is reached, public education has
been a major focus for social reformers interested.in providing an equal
chance for minorities to participate in the “competition.”

’ A second characteristic is the dominangjmpact of Anglo-American
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cultural patterns For instance, h|storically,,‘AnglozAmerican hegemony
resulted in the assimilation expected of immigrant and minority groups.
Although the United States has been a pluralistic society since its incep-
tion, the prevailing ideclogy has remained that of the Anglo-A merican
majority . "

Willlam Greenbaum? suggests tiwvo overnding reasons why immi-
grant assimilation occurred so swiftly in this country.

Most important is the fact that the main fuel for the American
melting pot was shame The immigrants were best instructed in how
to repulse themselves; millipns of people were taught to be
ashamed of their own faces, their family names, their parents and
grandparents, and their class patterns, histories and life outlooks.

This shame had the incredible power to make us learn, especially

when coupled with hope, the other main energy source for the
melting poti-hope .about becoming modern, and about being se-
cure, about gscaping the wars and depressions of the old country,
.and about bging equal with the old Americans *

As most immigrants quickly learned, adoption of Anglo norms,
values, and behaviors was the unquestjoned mode of participation in
American social, political, and economic ‘institutions. Similarly, minor-
ity groups have been largely influenced by this same socialization pro-
cess Both the dominant majority and most minorities, as Greenbaum
noted, have been schooled to believe that conformity to Anglo-Ameri-
can cultural patterns is an essential part of being American. "Americani-
zaftor’’ has been considered benefigga] to the nation a5 a whole, in that
it has provided a’ needed u'nifying element in societyd Likewise,

"Americanization’ benefits minority individuals because thearetically

it prayides them access to the Anglo~American “superior way of Jife.”
The popular rhetoric of the “melting pot”* has only thinly disg’fﬁ‘s:d th
fact that minorities, netthe majority group, have been S{w ones ex-
pected to do the melting,

As would be expected, this assimilation pattérn hasshad a tremen._

dous impact on the struggle for an equal chance Equality has been
viewed'only in the context of the Anglo-American culture. Schools have

{operatec‘l'}lmost ex¢lusively from the Anglo- American conformity per-

spective and“retorms have, until very re?ently,, left this aspect of the
schoo!_culturelmquestioned. A dominatu’ngbelief is that the acquisition
of the majority culture is a necessary means of gaining 'agcess to eco-
nomic and political power Significantly, the schools have been viewed
as the place where minorities could acquire the essential knowjedge,
values, attitudes, and behaviors which wodfld provide. this access.

»
»

155 142




({

School reform efforts should be seen, in part, as a reflection of these
dominant cultural beliefs .

An Equal Chance: A 'Changing Perspectiv;re -

With the enactment of the Fourteenth Amendment to the US.
Constitution, the notion of equality, or an “equal chance” for racial and
ethnic minorities, was for the first time given legal sanctiorr in American
society Historically it was hoped by the radical reconstructionists that
an equal chance would mean full participation in American social, polit-
ical, and economic life. The intent of the Fourteenth Amendment was
undermined in large part by the Compromise of 1877; thus the hopes
for equality by former slaves were dashed ® Not until the Zrown {1954)
decision would the Fourteenth Amendment be dramatically invoked to -
secure equal educational opportunity.

In the more than 100 years following the passage of the Fourteenth
Amendment, the struggle to guarantee an equal chance for minorities
has been primarily spearheaded by Black people and their organiza-
tions Black pelitical struggle has always been waged in the face of
opposition from the executive, legislative; and judicial institutions at
both the Federal and state levels, Even though large-scale political bat-
tles were being fought, education, as it was to the immigrants, was seen
as the central vehicle for achieving an equal chance. For instance, the
writings of such distinguished scholars as W. E B. Du Bois and Cartér
G. Woodson\ér_n phasized the critical importance of educational attain-
ment and advancement for Black people.®

As we alkknow, one of the first expressions of an equal educational
chance took the form of separate but equal educational resources and \
facilities for Blacks comparable to those provided Whites. Fair competi-
tion being the premise of equality, it was believed that the provision of
equivalent educational resources would equalize the competition be-

Aween groups for future economic rewards Plessy v _Ferguson, of course,
functioned to accelerate the segregation of minority education, although
as the overwhelming historical evidence suggests, equivalent facilities
and resources, were never a reality.

Although it was clear,’early, that separate educational resources,’
did not result in political, econemic, and social equality, it was not until

T the Broin decision that the legal view of an equal chance took a new

form, that of equal access to the same educational resources and facili-
ties. By 1954, it was widely believed that the separation of students by
race, itself, had led to inequities in both.resources available to students
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and the resulting achievement differences between racial groups In-
deed. the Brown decision underscored the importance of education as 2
cornerstoné of democracy’”

With the Brown decision it was hoped that the speedy desegregation
ot schooling, by providing access to the same educational resousces.
would correct inequality But the process of school desegregation alone
did not result 1n equal educational achievement for members of differ-
ent ethmic and raaal groups Here it seems pertinent to emphasize that
throughout Black educatienal history various strategies—some recur-
ring—have been invoked in attempting to achieve equal educational
opportu‘lu-t‘y Since Brown. integration and “community control” have
been the most notable strategies. Yet, as Robert Newby and David

* Tyack pont out. there has always been a common thread in these
seemingly contradictory strategies-—'"most of the debates really concern
the best strategies to achieve a commonr goal power to Black people
through schools that command equatfesources and provide a quality of
education that will enable the race to advance.”®

About 10 years after the Brown decision, the now familiar research
began to emerge demonstrating that desegregation of schooling, where

. it had been implemented, had done little to contribute to academic gains

. for minorities ® Desegregation had. at least in its frst 20 years, failed to

~—— provide an equal chance at education and seemingly had little impact
_on problems related to economic inequality.

A new perspective of an equal chance developed in responsé to the
disillusionment with the continuing inequality in educational cutcomes
in desegregated settings While concemed with equal access to educa-
tional resources, this new perspective also considered equal perform-
ance as a cntical variable But equal educational performance was not
possible if different groups of children did not begin schooling with
equal conditions to do well Thus, the cultural deficit hypothesis
emerged to explain the continuing gap in minority and white achieve-’
ment Minority children were described as coming from disorganized
and deteriorating homes and family structures. Such homes were seen
as non-competitive and anti-intellectual environments which provided
the minority child with:little motivation for learning,1® and little or no
preparatory base for success in school. Central 4o this belief was the
premise that school should eliminate so far as possible any of these
barrers to the tull development of individual intelligende. As a result,
compensatory education to many meant “disadvantaged” indjviduals
would be provided an equal chance to #evelop their particular level of
intelligence . . N

In response, massive remedial, compensatory - programs were
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launched with the aim of changing the personal characteristics of these
“culturally deprived” or “disadvantaged” students. Based on the as-
sumptions that if these children could begin schooling equally, and
those enrolled given a chance to “catch up,” equal outcomes between
groups would certainly follow. But, compensatory programs were basi-
cally designed to make the attitudes and behavior of minority and
lower-class children more like those of the middle-class whites. The
failure of these programs to achieve the desired equahty has been
- widely documented.!?

Compensatory education, of course, is founded on the thesis that
the essential problem rests with the learner. Major political or ethical
problems with the schools themselves or the people who administer and
teach in them are not seriously considered by the deficit model ap-
proach. But many have questioned this underlyirg assumption. Ryan's
succinctly stated criticism of compensatory education is typical of those
who challenge the essence of the cultural deficit theory:

We are dealing, it would seem. not sq much with culturally de-
prived children as with culturally depnving schools. And the task
to be accomplished is not to revise, and amend, and repair deficient
children but to alter and transform the atmosphere and operations
of the schools to which we commit these children. Only by chang-
ing the nature of the educational experience can we change the
product.?

Failure of compensatory education programs to improve achieve- '
ment in their target populations had, by the early 1970s, caused some
thinkers to look in other directions for a means of equalizing the com-
petition for educational attainment. Differences among students were
no longer seen by some as the absence of necessary developmental
experiences as a result of impoverished backgrounds. Reflective of an-
thropological theories of cultural relativity and linguistic theones of
language and djalect competence, this perspective challenged the idea
that providing children an equal chance meant eliminating cultural
and ethnic differences. It must be noted, however. that this new em-
phasis did not supplant the generally held assumption of Anglo-
conformity.

With this shift in thinking, the hypothesis Qf cultural difference
replaced that of cultural deficit and changed, onge again, the notion of
what was ngcessary to insure an equal chance for minorities. This
change directed the focus of some reformers away from the characteris-
tics of the leammers and toward the characteristics of the school experi-

"ence as the objects of reform. The monocultural curriculum content,
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testing and grouping practices, and the expectations of educators for
minority children came to be seen as the major barriers to educational
equahty The structure and culture of the school, deeply rooted in the
nation’s Anglo- Amernican conformity “tradition, became the target for
reformers with the move toward multicultural education as the means
by which qn equal chance could be guaranteed

In the Gkal sechion of this essay we will take up the underlying
premises of education as mulbicultural and consider whether or not this

. approach can contribute to providing an equal chance Here, we believe

1t appropriate to turn to a discussion of a few of the overriding schooling
assumptions regarding equal edutational opportunity for the minority
child ’ I

II. TRADITIONAL ASSUMPT[LNS RE-EXAMINED .

Three widely held beliefs assert that schooling and its expansion
<an provide equality of opportunity even in a society with large-scale
inherent inequalities [t is the power of these beliefs which has pre-
vented, until recently, a close examination of schooling and its relation-
ship to the societal structure of inequality Following our discussion of
these three beliefs, we will consider an alternative perspective on
schooling

Meritocracy-and Education

The first belief about the educational system is that the process is
mentocratic in nature -Reflecting a daminant value orientation, this
belief holds that status and success should be determined by effort.
merit, and ability Accordingly, achievement is deemed to be a more
rational way of allocating status than inherited privilege. Past social
reforms, including school reforms, have not infrequently been aimed at
preserving fair competition needed for the emergence of an “aristocracy
of individual talent "' '

Equal educational opportunity, based on meritocracy, means insur-
ing fair educational competition by removing social obstacles. In prac-
tice, governmental funding for compensatory educational programs re-
flects such an approach From this perspective, educational opportunity
focuses on individual responsibility. In effect, upon receiving extra com-
pensation, the individual is expected to utilize availabie ‘resources to
compate fairly Individuals not achieving success have only themselves
to blame-—tack ©f motivation or ability—since they did not avail them-
selves of the additional advantages made ayailable by government in-

121 146 ]




tervention., Since the system is based on merit, the argument goes that
those who rise to the top are the most talented and skilled. Those that
succeed dosso beaause they have the most drive, motivation, and aca-
demic talent. Essentially. this attitude reflects a belief in the fairness and
neutrality of the educational process

Recent critiques of schooling, however, have raised serious doubts
regarding the relalion;hip of educational achievement t¢ economic re-
ward Even though school achievement appears to be determined by
objective measures, test scores, and grades, Bowles and Gintis, for ex-
ample, found a pattern of relationships between grades and certain
personality traits, such as punclualny, dependability. and submissive-
ness to authority 14 fn this way. academic achievement is actually a
measure of middle-class value conformity. Simply stated, schools are
organized 10 reward certain values, and not others. Thus, the ideological
neutrality of the school is questionable.

Studies indicating the effects of social origins on educational out-
comes tend to further undermine the neutrality argument. Logically, the
meritocratic thesis would seem to suggest that educational expansion
will diminish the relationship between educational attainment (per-
formance or persistence in school) and parents’ social status. Nonethe-
less, Bowles and Gintis’ re view of available data indicates the number
of years of school attained by children is as dependent upon family
background today as it was fifty. years ago. In addition, ey found that
neither the level of cognitive skills nor IQ can account for occupational
attainment Instead, a person’s jncome was found to be dependent on
his educational level and family status.'® [f meritocracy truly operates
in the educational system, accupational status would have been shown
to be a function of talent and motivation.

William Sewell summarized the cumulative disadvantages of low
status students by stating, “We estimate that a higher SES student has
about 2.5 times as much chance as a low SES student of continuing in
some kind of post-high school education. He has an almost 4 t0 1
advantage in_access to college, a 6 to 1 advantage in college graduation,
and a 9 to 1 advantage in graduate or professional edication.”'® Thus,
we believe there is persuasive-evidence available at least to question the
meritocratic thesis regarding public schooling. -

, Education ?nd Upaard Mobility

A second widespread belief which follows from the meritocratic
thesis is that edudation provides an important avenu® for upward mo-
bility; therefore, expi'nsion of ‘equal educational opportunity enhances
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the i:rospects for the talented and exceptional among the dispossessed
: —poor and minorities—to have a fair shot at high status jobs Equahz-
ing educational opportunities then is deemed as a positive means for
affecting the distribution of material rewards.in the larger society. As
we pointed out above, belief in education is central to the American
democratic ethos Certainly, this belief has been bolstered by numerous
studies which have documented that education i1s a key variable for
occupational success or status attainment '” Nevertheless, two aspects
related to the notion of the educational system as a vehicle for upward
moblity require examination. The first is the expectation that educa-
tional expansion and increased access to educational credentials will
lead to status mobility for minority groups. The second addresses the
effects of this increased access: the actual translation of educational
credentials into greater economic success and higher status for minari-
ties Both issues raise questions about the underlying assumptions con-.
cerning the role of schools in increasing economic and social equality.

As Greenbaum noted, hope can be seen as a pivotal element in
examining the assimilation process experienced by immigrant groups in
our earlier history This is no less true today. Many of low socioeco-
nomic status frequently cling to hope, Even though there is great despair
in our ghettos, gilded ghettos. barrios, and reservations, the element of
hope is not nonexistent among the dispossessed Hope sllows survival
as people seek to fope with the unsettling life of th¢/poor Réformer:i/
schoo] officials. and concerned social scientists p#so hope that equ
educational opportunity will lead to increased yfward mobility for low
status groups by providing the necessary educational credentials tO
succeed in the economic mainstream. -

Bducational expansion, it is believed, will equalize the dnstnbuhon
of the needed credentials Yet. a consistent finding of research on occu-
pational attainment is that when levels of educational credentials ate
equal, the sociveconomic status of parents i1s a strong predictor of the
future status of the children !® In a 1967 study, for example, Blau and
Duncan found that changes in rates of mobility over a period of time
indicated that the relationship between the father’s status and the son’s
status showed no consistent change between 1920 and 1960.1% In other -
words, the ability to predict the occupational status of children from the
knowledge of the parents’ social status was just as great in 1960 as it
was in 1920 Using data from the 1970 census, Blau and Duncan also
confirmed the conclusion reached in their 1967 study, namely that the .
rates of mobility between nonmanual and manual occupations have not
changed significantly in recent times *°

Significantly, these studies underscored the strong, cd.nmstent;ela-
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tionship of the parents’ socioeconomic status and the children’s occupa-
tional status or earnings. Thus, it cannot be necessatily assumed that the
expansion of educational opportunity automatically leads to equalizing
the distribution of credentials required for high status jobs. On the
contrary, it would appear as though educational expansion has not
reduced ability of high status parents to pass on their status to their
children. Students from high status origins have consistently obtained
more educational credentials than less privileged students. The gap
between social classes in the acquisition of credentials needed for high
status jobs has not narrowed. In sum, a number of studies examining
educational achievement. social class, and social mobility provide no
clear evidence that access to higher status jobs has been equalized. Yet,
the persistent belief remains- low status groups will gain access to high
status positins via schooling.

The "Model Minonty” Myth. Although access to educational creclenhals
has increased for low status groups, as the previous discussion indfcates,
translating this achievement into economie success remains debatable.
In this section we believe it important to deal with one commonly held
notion regarding the upward mobility of one particular minority group.
Asian-Americans are frequently cited as being unusually successful in
using education as a vehicle for upward mobility. [n fact, Asian-Ameri-
cans are often referred to as the “model minority.”?' This “model- mi-
nority” image emerged because Asian-Americans havg been able to
achieve a higher level of education and greater ugward mobility in
comparison witk other visible minority groups. However, in his exami-
nation of the “suc¢ess” of Asian-Americans, Robert Suzuki found that
while the group is one of the most highly educated ethnic groups in the
country, education has not produced as much earning power for Asian
males as it has for whlle males with the same educational background.2?
For example, his analysis of 1969 data:drw the US. Department of

-}

Labor, comparing the relative earnlngs of Whites, blacks, and Chinese
at different levels of education (high schodl graduate, college graduate,
and postgraduate), disclosed that the percentage of Chinese males earn-
ing $10,000 or more was consistently below that of white males at the
same educational levels, and below that of black males at the postgradu-
ate level. Syzuki also examined data from the 1970 U.S. Census on
median annual incomes of individuals, median years of schooling comp-
leted, and the median ages of whites, blacks, and three major Asian
subgroups by sex Again, he discovered that the median incomes of
Chinese and Filipino males were only about 75 per cent of the median
income of white males. While the median income of Japanese males was
approximately 10 per ¢ent above that of white males, Japanese males’

s
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median years of schooling and age were substanhally greater than those
of white males Suzuki’s findings led hinvto conclude that Asian-Ameri-
can males are generally “underemployed. underpaid or both . the
celebration of their phenomenal “success’ as the model minority. is at
best premature, and at worst, a devious deception /23

Suzuki's analysis pointing out lower earming power for Asian-
Americans even when they have attained an educational level compara-
ble to whites would appear £0 contradict studies indicating that individ-
ual income 1s ppmarily dependent on educational level and family
socioeconomieBackground He suggests this earnings discrepancy for
Asian-Americans is greatly influenced by stereotyping and racism ?
Importantly, he also contends that the economic position of Asian-
Americans may be affected by the differential socialization they receive
1N schgol: It should be noted that while Asian-Americans have attained’
high Ig els of edutation, most of them have been channeled into white-
collar jobs with little or no decision-making authority and low public
contact Suzuki believes that the limited upward mobility of Asijan-
Americanscan be traced to the combined factors of a demand for work-
ers to AT lower-echelon white-collar jobs due to an expanded economy
after World War Il, and the kind of socialization acquired by Asians at
home and in schools. K .

In this instance, it seems appropriate to ask what role does school-
ing play for Asian- Americans For us, Suzuki’s observations, and those
of others cited in this [chapter], indicate that in the case of Asian-
Americans schooling is designed to maintain the ungqual structure of
American society by reinforcing and inculcating noncognitive traits in
students which are charactenstic of their family’s sociceconomic back-
ground. Suzuki’s preliminary analéis points put a need to examine in
greater detail the treatment of cultural and ethnic factors in the process
of schooling While Suzuki’s work is not definitive, this jnitjal analysis
does raise doubt about the belief in the educational system as a vehicle
for upward mobility, particularly for minority groups. Clearly, before
any substantive conclusions can be reached, more thoreugh research in
this area is required ' .

Functionalism and Schooling

Failure of equalizing efforts through the educatnonal system may be
due to a third wadely held view of the function and role of schooling.
According to the traditional functional view, skill reguiremeénts in an
industrial society steadily increase because of technological change In
such a society, education in complex industral states serves to provide




the specific skills and knowledge necessary for employment Formal
educational crederitials signify that an individual possesses the skills

and knowledge necessary for economic production As technological’

changes treate greater demand for highly skilled workers, educational
fequirements for jobs increase accordingly. An elite develops based on
technological knowledge, and occupational stratification emerges Qc-
cupational stratification 1s not dysfunctional to the system but ®.
necessary putcome because of the differing and complex technological
needs of thef society Education, then, serves as a reasonable selection
process Since all in society have equal access to schooling. the comple-
tion of high levels of schooling and the resultant access to high status
occupations are generally considered’a matter of individual achieve-
ment Understandably, the achievement model of mobility is follrawed
where factors of ablllty and academic performance\are held to be key
deterrhinants of career successa?® -

Recently, there 'has been much empirical evidence to dispute this
functional notion of schools. Functionalists have been challenged by the
credentialist school of thought In part. credentialists share Max
Weber’s‘idea that society is composed of differing status groups com-
peting for power. Credentialists maintain that members of all groups
would like high status occupations and are capable of being trained for
them The school’s Function, say the credentialists, is not to train, but
rather to teach people the cultures of different gtatus groups.? Cogni-
tive achieyement and knowledge are hot really important, because the
level of e}ucatlonal attainment-required for job entry in most occupa-
tions is Far greater than necessary for efficient Functioning on the job.
Achieving higher levels of educational attainment,, dr “certification”
becomes in and of itself the means of access to high status occupations.
Furthermore, schooling discriminates on the basis of ascribed character-
istics High educational attainment and access to high status occupa-
tions and social position, therefore, is usually a result of belongmg to
a particulay status group in society

Not surprisingly, credentialists-dispute the functional theorists” ex-
planation of the relationship between educational attainment and occu-
pational attainment Ivar Berg has shown that there is little or no rela-
tionship between academic achievement and job productivity.?” In
addition, other evidence has suggested that educational credentials,
ratﬁes_than cognitive skills, are the best predictors of future status and
earnings 2 Collins, operating within the c8hflict model, has disputed
the notion that the increase of educational requirements for jobs is
purely the result. of the demands of a highly technologlcal society. Fof
instance, Collins has indicated that employers have increasingly re-
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quired higher educational attainment for even bottom-level jobs There
has not been o decisive shift, however, in the job skill requirements
during the same tyme period as this increase in educational requfre-
ments Within some jobs. educational retpuirements have outstripped
needed skills Thus, even though jobs have not changed. employers are
demanding more education for those jobs. Collins concluded that edu-
cation serves a credentialing function. with educational credentials
being used to ration access to high status occupations ¥

+

L. AN ALTERNATIVE PERSPECTIVE'

Educational reform movements aimed at providing an equal chance
for minority children have been largely based on the three predominat-
ing beliefs about the way schooling functions in American society dis-
cussed abowe By notlooking behind these assumptions, critical aspects.

" of scl"foohng which may have great impact on the role schools play in

+ the attainment of equality have gone unquestloned School reform
movements have, for the most part, ignored the basic soaal, political,
and economic context in which schooling takes place Reforms and
reformers frequently have ignored the powerful influence the form and
content of the school experience itself have on those who attend

- schools To be more precise, the following kinds of questions have been
neglected How has certain knowledge come to be more appropriate for
school curriculum content than other knowledge? By what mechanisms
have certain realms of knowledge been given higher status than others
fscience and math as o*osed to vocational subjects, for example)? How
have various types of school knowledge been distributed among
groups? In short. we sumply ask whose class and social interests have
been served by the form and content of schools.*

Bowles and Gintis have suggested thakeschool plays 2n important
part «n maintaining economic inequality among classes in American
soclety By socializing children differentially with the values and per-
sonality charactenstics of the class of their origins; students are prepared
to meet the demands of the occupations they will be expectgd to assume
within the existing class structure -In addition, the educational process -
itself socializes students to accept as legitimate and inevitable the pré-

. sent social order and their future roles within it In this way, schools a4
mstitullons‘nction ta reinforce the social relations of economic life
This is accomplished through "the close correspondence between the
social relationships which govern personal jnteraction in the wo;'kplace
afid the social relationships of the educational system “?! Bowles and

&
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Gintis do not contepdl that the educational, system operates in this
manper as a result #f the conscious intertions of teachers and school
administrators, buf rather as theeffect of the close slructura] similarities

in the social organizations of schools and the workplace. As the work .

of Bowles and Gintis suggests, tl‘lrough différential treatment of differ-
ent groups of students the school activelyteproluces the mequahly of
the larger society
OCn the other hand, as Apple suggests, the school is not simply “a
passive mirror but an active f8rce, one that also serves to give legitimacy
ta the economic and social forms and ideologies so intimately conpected
to it.”32 Here the work of French sociologist Pierre Bourdidu is particu-
larly instructive. Bourdieu, for instance, has analyzed the link betwen
the domin ant cultural values and the reproductlan of economic iriequal-
ity in a way that sheds light on American schoolmg reforms. Bourdieu
contended that cultural capital. consisting of middle-class values,
~ behaviors, and language patterns, is the commodity necessary for the
#quisition of social and economic power in society * Such an analysis

L]
.

seems consistent with the prevailing American belief- that Anglo- .

fAmencan conformity is the ceptral route to upward mobility. The
schools, in Bourdieu's andlysis, however, do not function to impart this
cultyral capital to thogeé children who do not acquire it in their families.
Enstead, schools usz:ﬂtural capital as a sorting mechanism for the
distribution of children inta their future societal roles. Schools function
as thotgh all children have equal access to cultural capital. However, we
conitend that cultural capital is unequally dfstributed as a result of the
Jdivision of labgiand power in society. By treating this cubtutal mode
- of the s¢hool 38 neutral (not serving the interests of any one group over
dperatigg as though all children have equal access o it, the
Is 1mphc:lly favpr those who comeso school having already ac-
quired the linguistic and social competencies to function effectively in
the middle-class culture. Compensatory. educahon programs, assuming
the neutrality of the system, attempted to change minority children by
giving them more of the same. For example, more white middle-class
¢ulture and knowledge was emphasized, without everquestioning why
it was congidered the appropriate content of school knowledge, or the
' undetlying functiomof a mbnocultural education system. We find Bour-
dieu’s analysis instructive in helping to explajn, as well, why multicul-
tural edugational programs are not universally implemented in our cul-
turally p]urahshc society.
In summary, we behe\re a critical analysis of the accepted beliefs

of the educational system, the belief in education as a vehicle for up-

" ' abeut the nature of schooling—the belief in the neutrality and fairness .
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ward m?/blhtm and the belief in the functional purpose of education as
one of imparting obiecle‘skslla and knowledge necessary for a techno-
logically corj\plex soctety —contibutes to an understanding of why
school reform efforts have generally failed 0 increase equality in the
society Furthermore, the work of Apple, Bowles and Gintis, and Bour-
dieu suggest an alternative perspective on why an e'qual educational
chance for minorities s not been achieved Essentially, this alternative
argument sets forth three main propositions. first, that Amernean society
s Fd‘rﬁﬁﬁ?ptally unequal and this tnequality 15 perpetuated by limiting
the access of subordinate groups to political, economic, and social
power, second, that the content and structure of schoching are not
neutral, but actively reproduce this societal inequdlity through the
knowiedge and cultural mode which have been designated as high
status and through mechanisms by which groups are sorted-and treated
diff erentiaily, and third, that schools are but a part of the larger societal
dynamigc which functions to perpetuate structural and culturat inequal-
ity Seen from this perspective, it is clear that equality of educational
%pportunity emphasizing £qual access cannot begin to provide a'n\equal .

hance, in the fullest sense, tg minority children. N

.

IV. MULTICULTURAL EDUCATION—CONTRIBUTING TO ¢
EQUAL CHANCE? < k

Before considering whether multicultural edication can enhance
the equal chance of minarity children in the contextbf the above discus-
sion, a brief commgﬁlén?*on what we percéive multicultugat“education |
to be 15 appropnafe ) » ’ ‘ . -

The underlying premises of multicultural schoolifig are especially
sigatficant ip that they conflict with the notion of tife Anglo-Americart
conformity Proponents of muelticultusald tion emphasize <the
effects that traditipnal ethnocentgic. scheo ing_have had on minority
children Emphasizing Anglo-Americén conformity and- middle-class
cuiture, schgols have expected mindri ildren to understand and
internalize thé valees, behavior, and culture of the majority. Such em-
Phasis has resulted in minonty children learning to_gfect their own
cuitures, history, and values In contrast, the goals “of muiticultucat
education are to foster positive interactions among child.q:f different

cultural groups and provide educational experi¢hces that Axe meaningful

for alt groups Multicultural reforms recognize in positive ways the

exisfing ethmic and cultural diversity of American spaety, emphasize an |
-

' .
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under@anding of different cultural patterns, and nurture respect for the
behaviors and values of different groups, and affirm the languages of
cultural groups as being different, not deficient ** We also believe a
T'nulliculturn_ school ‘g{bgram should include a sociopolitical aim—to
_lead all individuals, regardless of their race or status, 0 acknowledge the
nght of &l groups 10 exist culturally and to share status and power in
Amencan society L
With increasing emphasis on education that is multicultural, the
perception of what constitutes an equal chance for munority children
has shufted dramatically [nstead of merely stressing access to educa-
tiopal resources, the total educational program actively reflects a convic-
tion that'minonty groups and minonty cultural patte‘rQs are inhérently
equal It follows, then, that efforts to impose a single cultural standard
as a means of gaining access to social. economic, anﬁ' politica)l power are
a violation of d ratic ideals. s
Due to the inequality which exists in society and our acceptance of
) the view that the seemingly neutral educational process is a “cause as
well as'an effect of the existing structure of focial inequality,”3S we are
less than optimistic regarding the possible effects multicultural educa-
tion will have on promoting an equal chance fo¥ minority children in |
American society We share the viewpoint expressed by La Belle, . .,

. Unul a greater balance of socio-economic power is achieved among
groups in this society, I do not belitye that education for cultural
pluralism is feasible. [1]t is apparent to me that such.a power
balance will not be attained through the schools gxcept as an ad-

“junct to the distribution of resources like jobs. housing. political
deciston-making and the like in the widér society .

Yet, we believe that the presen monocultural mode of the educational
system cannot serve as a democratic institution fostering anything akin
to equal chance for diverse racial, cultural, and econemic groups Mul-
ticdltural programs cannot, at this point. be assessed. as to their sugcess
or failure in providing an equal chance. Viewed in the context of basic
American assumptions about the acceptability of economic inequality - |
and the superiority of Anglo cultural patterns. it is no surprise that
multicultural reforms have remained. for the most part, rhetoric
' We have suggested that multic@ltural programs have not been
effectively integrated into instractional programming. A significant
structural and politicahpbstacle to the implementation of multicultural
educationis the fact that teachers are “encapsulated” within a social and
~economic context in whjch.th(frand the schools are only a part. Apple .
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has argued that “this very "external® context provides substantial legiti-

mation for the allocation of teachers’ time and energies and for the kinds
{ of cultural capital embodied in the school itself 27

When 1t comes to mstructional practice, many multicultural pro-

grams have been little more than a recognition of ethnic heroes and
holidays, or sbme inclusion of the contnbutions -of ethnic groups in
hiterature and social studies curniculum content Such presentations of
1solated information have little value outside the educational system
because this knowledge 1s not considered part of the existing cultural
wapital Even with the legitimacy of differences in the educational set-
ting being affirmed by the Lax v’ Nichols (414 U S 563, 1974) and Wascon-
e an v Yoder (406 U S 206, 1972) court decisions, some consider multicul-
tural programs and bilingual education as compensating for a cultural
defait (a first language or culture other than the dominant one} and only
- rarely as an integral part of the curriculum for alf children.
’ U sull, if multicultura) programs could be implemented to the extent
that their underlying goals were realized, multicultural education could
. . possibly contribute in a significant way to furthering an equal chance
for minorities in the larger society. As we indicated, one socopolitical
am of multicultural education 15 the recognition by all individudls, -
regardiegs of race or status, of the rnight of different groups to exist and
to have access to status and power irf American society To fully implg-
ment a pﬁam which attempts to achieve this goal, the movement

must go bednd classrooms and toward effecting changes in the power
... relationshipd in the larger social, poltical, and economic systems.
Shouid this occur, multicuitural education could result 1n increased
equality lts major contribution would be 1ts departure from the basic
features of American society which shaped previous equalizing efforts.
As indicated at the outset of this discussion, these two basic characteris-
tics shaping reform efforts were the dominance of Anglo- American
'cqlture patterns and an accephance of the inequalities of the Amterican
ccononmuc system L :

Even though the obstacles 1o implementing multicultural programs
are formidable,” vigorous support for pluralistic schooling and the
achievement ot its goals should be contigued. Even limited multicul-
tural programs can be considered as valuable vehicles for bringing new
knowledge to the existing school curriculum Recognition o?the intrin-
sic value of a diverse curciculurn may improve the environment of the
classroom and the quality of the day-to-day interactions of students
and teachers . . '

Support of multicuitural education, we believe, is essential In view
of the promuse 1t holds for expanding what 1s defined as the “valuable
. . - i

o 1y 156 ° S

ERIC:

I . . .




i

’

knowledge' imparted by schools - Multicultural education in school
instruction may serve to erode the belief ip the melting pot and the
perpetuation of that myth Clearly, the goals of multicultural educatlon
implicitly challenge the primacy of a dominant cultural value and per-
spective. Expanding the educational system to legitimately teach about
other cultures and perspectives could be a modest attempt to challenge

the dominant “common cultural currency “** An acceptance of the co-

existence:of several cultural perspectives may begin to erode a belief
.system which has been chiefly responsible for the inequalities in the
political. econdémic. and social life of the country

Despite our observation that we are not optimistic about school
reform, we are fully cognizant of the contradictory nature of the Ameri-
can educational system. In spite of the role it plays in reproducing and
justifying inequality, the educational system has not been a mechanistic
reproduction institution, consciously manipulated by a dominant elite.
As a result, schooling, as Bowles and Gintis note, has produced both

“docile workers . . and misfits and rebels.”¥* With external contradic-

tory and complex forces impinging on the educational system. multicul-

" tural education may serve in a small way to counteract the effects of the

cultural and economic reproduction function of the schools Contradic-

tory characteristics of American education thus provide more thana ray"

of hope for us.

. But we offer a final caveat. Unless there are some significant ideo-
logical shifts, we fear multicultural education could easily fit into pre-
vailing pedagogical practices Presently, the dominant schooling/peda-
gogical ideology promotes individualism, competitiveness, selfishness,
and self-interest. Certainly. it is understandable why schooling in capi-
talist America would stress these particular values. Nonetheless, wWe
would argue for another approach. We believe coopefation, altruism.
caring and concern, and social responsibility sugh? to be the underpin-

.ning ideology for éifective pedagogy in multicultural education prﬁ-
grams, We agree with Elizabeth Cagan when she says: “There is an
urgent ‘need to structure groups purposefully so that cooperation and
caring emerge because American youngsters are so heavily influenced
by forces leading to mdlwduallsm, competitiveness, and lack of social

. concern.”"4¢ v

Although one would expect that multicultural education would
necessarily challesige these pervasive capitalistic/ Anglo-American cul-
tural values, it must be remembered that what we would characterize
as individualist ideology is deeply imbedded in the fibre of the American
national conscience. including American public school classrobms. Yet,
hopes for a better society, we believe, rest on the possibility of crea-
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tively and responsibly working toward collectivism Collectivism em-
braces social cooperation, soctal concern, and social responsibility.
Schooling 1s but one place to begin Cagan states the case exceptionally
well .

Adults have a responsibility for prowvsding experiences that will
encourage moral reasoning as well as moral concern, but this can
be done only with an understanding of what is effective and why
1t1s necessary The basts for collectivist education is that we can use
both the structure and the content of the educational experience to
move children to an appreciation of the human bonds of sympathy
and caring and that we can build a vision of a society in which these
bopds can be realized *!

While we msh to move toward the realnzatnon of collectmst educatlon
it needs to be underscored that those who see muiticultural programs
as a substantive strategy and collectivism as a guiding ideclogy must
ultimately.be concerned with providing” an education that produces
functional literates and critical thinkers. AS Joseph Featherstone re-
cently said, we need educators who are interested in children’s mi\l:lcls.‘u
- : -
V. CONCLUSION" ’

Finally, given the alternatives before usin dealin‘g with the complex
problems arising from the pluralistic reality of our society, the demand
and support for education that is multicultural can be construed as
basically a moral and an ethical issue Despite the political, social, cul-
tural. and institutional constraints on implementing multicultural edu-
. cation, a commitment to democracy provides no other alternative but
Jone which promotes the respect for cultural differences, the increased
partid¢ipation of all groups in society, and, importantly, the eradlcatlon
of glaring social and economic inequalities.

Qur review here suggests that school reforms slone cannot do much
to eliminate political and economic inequality. Nonetheless, intense
efforts should still be waged to provide improved educational offerings.
Our point is that we simply must be cognizant of the limitations school
reform can have on correcting social injustices.** Efforts, *however, to
significantly improve the quality of schooling should be linked with a
broader social movement concerned with struggling for and creating a
more just society, Over 30 years ago, W. E B. Du Bois, one of the most

prolific and titanic scholars of this century, put it very concisely, “"Th&

demand of-the twentieth century in America, just as the demand of the

\zighteenth and nineteenth centuries in Europe, is that the distribution

Q
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of wealth be more logical and ethical.”*! When this occurs, we will have
taken another step toward msurmg an equal chance for these children

now least served by public schooling in this country - .
———— -

s
-
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CHAPTER 14

Teacher Preparation

-~

for & Pluralistic Society *

Waller €, urrie '

-

s ¢ - At Trent University, I taught “Education and Native Peoples.” a
" course that looked at the historical and contemporary relationships of
the o while examining education in its broader context. During one
phase of the course, we compared the cultures of Native and White

‘' children using various readings as the basis for our discussions. One

reading, “The Environmental Factors i
ing comparison:

Native Child

n Socialization,” gives the follow-

ite Child

Attitude Toward Chil

4

« At age of mobility, child is consid-  of independence and autonomy.
ered a person and left relatively Child is watched and controlled
free to create and explore his own by parents and remains dependent
environment. He develops asense on them throughout childhood.

* Reprinted with permission from the author

.
.

and the National Dissemination and- As-

sesument Center, Cahifornia State University, Los Angeles, from Cujtural fesies 1n Educofion:

A Book of Readings (Los Angeles Navional Disse,
nia State University, t978). pp 3848 -

/S
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He has limited stimulation and
feedback from adults.
He is not autonomous and has lit-

tle opportunity to become inde-

Sanctions for Learning

Child is permitted to do things
which interest him when he is
ready Seldom is he rewarded or
punished for specific learning at-
tempts although he receives ap-
proval when he does the task cor-
rectly  after trial-and-error
learning. Time is not a factor; he
can take all morning to get dressed
if he needs it If child attempts a
task and can't complete it, he js
not urged to.stay with it.

pendent He has constant interac-
tion and feedback from adults
around him

s

Child is urged to try things which
are considered appropeate for him
to know, whether he has ex-
pressed interest or not. He'is re-
warded for trying, whether he
learns the task or npt. Time is a
factor: “See how fast you can
dress yourself.” Emphasns 'is
placed on trying and on complet-
ing tasks undertaken.

.‘_/‘-""—“—*-—(-Ha,wthom, 1967)

Eventually, during the seminar d;scussmn. questions such as these

were raised:

“Haw does a teacher cope with children in the same room when
they are of opposite cultural backgrounds?*’

“What does a teacher do if he/she is of a background similar to the
White child but teaches only Native children?”

“Doesn’t the methodology-and standards of teaching, as presented
at Teacher's College, relate mostly to the right-hand column child and

. not to the child in the leftshand column?” .
This {chapter] attempts to answer these questions by examining the

concept of ‘pluralism, the determinants of school policy. the role of
teachers, the child in a pluralistic society, teacher preparation, and some
guidelines for teacher preparation to meet the needs of children in a
pluralistic society.

PLURALISM '

What name should be éiven to this “mew acceptance” of the many
cultures of peoples in North America? Should it be “biculturalism,”
] ! : &
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" “multiculturabism,” “pluralism,” “cultural pluraism,” *cultural mo-
saic,” or some other term? Banks {1976) discusses the differences among
these terms and why they need to be clearly understood in order to
ensure sound research to develop effective educational pohcies and
programs Concentration on J'culture,” he contends, could submerge the
existence of “raasm’ as an issue relevant to the educational needs
of children from various ethnic groups, instead of bringing both race
and culture to the fore He recommends that, ethnic and racial diver-
sity 15 a much better concept than cultural pluralism or multicultural
education . " (p &) ’ '

One poncipal, when asked how many Indian children were regis-
tered, rephed that he didn't know, such identification was umimpartant
since_they "treated all children alike ” And yet, the school register
imdf:t}!-Whith children were Indian as-the basis for collecting school,
fees from the federal government Dare ""educational equality” be col-
our bhnd? .

Before we resolve this issue. let us ehallenge the “"melting pot”
concept

LT

—The p}aoples of this continent are of many colours. races. creeds,
and national ongins, living all about us, especially inurban ghettos,
arrios, and on the reserves

®_We live in numerous. diffen‘ng geographical environments

—We live invarious political structures nations, states/provinces,
counttes, reserves, cities

" —The motto. £ Plurthus Unum (Out of Many, One), has included
only those of the White race while excluding those whose skins are
not white .

—  In1971, Canada officially adopted a pohicy of “multiculturalism” as
, @ most suitable means of assuring.the cultural freedom of Canadians”
and “‘to break down discriminatory attitudes and cultural jealousies.”
Prime Mimster Pierre Elliot Trudeau said further, “For alth®ugh there
are two offifial languages, there 15 no official culture, nordoes any ethnic
group take precedence over any other ” Implicit in this statement is

_emphasis on the developing {anadian and on his developing culture
and e style This policy bridges the different cultural communities and
the historically important English and French groups (Munro. 1975)

any are concerned that this policy may result 1n a mere dress-up;
song-and-dance time with some ethnic foods tossed in The Canadian

Consultative Council on Multiculturalism responded to this concern in
its first report {1975) by warming against “truncated multiculturalism

~ confined to such aspects as folk danang, embroidery on women'’s cloth-
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ing, decorative arts sych as Easter egg painting, instrumental music, or

-even folk songs.” In other words, multiculturalism is to ronstitute an

integral part of everyday Canadian life, this implies cluding incorporation
of core elements info the educational process

In the same report, the Council raised the issue of ethnicity for its
own sake, ”Mulliculturalism, [is) the development of a conscious-
ness of one's ancestral roots or ethnicity for creative purposes in the
hope that a distinctive Canadian.identity will emerge” (Munro, 1975)
With regatd to the latter, this writer, as a past member of that Council,
recognizes the need for the Native pGOPTes of North America to reaffirm
and re-establish our ethnicity for our own sake, strength, and pride and,
in turn, for “a [more] distinctive Canadian identity” and a more distinc-
tive North American identity

For one person’s view of pluralism, let us turn to the Annual Report )

of the QOntario Advisory Council on Multiculturalism, where an Qjibwa
mother js quoted. “As a ¢hild, my mother told me that when picking
Aowers in the woods to make a bouquet, don’t just pick the most

beautiful, have some of each kind of Alower to make up the bouquet.’

This is the way | feel about the Canadian cultural mosaic.” She speaks
bouquet that is more beautiful because of the diversity of the
ers, all of which add to the total beauty, and yet, pach is beautiful

in its own right It is within the diversity of this bouquet of péoples of |

North America that we.must learn to live because in many significant
ways we are alike, yet in many significant ways we are dlf-ferent It is
the differences which must be recogrized and accepted instead of being rgnored or reycted.
A diverstty of colours, languages. values, attitudes, foods, clothing, to
name a few, characterize the people around us. From that diversity come

- the teachers of our children; of that diversity are our children.

.

THE DETERMINANTS OF SCHOOL POLICY

"Sociefy, with -its diverse péoples, determines . . that the schéol
reflects the values of the society it serves, values expressed not only b

*

parental or community attitudestoward learning behaviour but also by,

governmental policy on taxation, on housing, on urban development,
and [on] racial relations.”” The attitudes of minorities towatd education
cannot be disregarded by those who would teach or would suggest
changes jn education: \

The Spanish speaking-.  often see fhnnsdws as the powerfess victims af ant
educahonal system—run by a Professional and political rstablishment whick
systematically excludes them from the process by which schools are governed, and
from the decistons made about the m'urahon of their rk:[drm (Valverde 1976,
p. 346)

-
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$  American Indians hape hitle. 1f any, influence or control 10 the education of thewr
— ihildren i the public ~chools 81 The white power structure offen thwarks
Indian attemph to gain representation ot school boards  1DINQgpsfrong feeling
of powerfesstiess pervades Indian communtties in regard to thewr attempts to \mprove
Hie' education provided e public whools (“Indian Education A National
Tragedy--A National Challenge,” 1969, pp 52-53)

Although there 1v diversity in the peoples who make up our society,
there has not been diversity tn_the power structure which controls the
education that all children are compelled to take -

According to Keppel (1969}, “ ~ we will have to accept the reality
that changes 1n pedagogical tactics within the school’s control have
relatively little effect on soaial change os the creation of a new society.
We, as educators, do not seem to have _contrOI over the important
vanables " If this 1s true, what tecourse do schools and teachers have?
Shall we bow to the inevitdhle \nd continue to develop “Pollyanna
attitudés” in chuldren who w?%;ﬁq!}e same grim realities of depen-
dency and powerlessness? In the preamble to the Code of Ethics of the
National Education Association (1969), "&t regard as essential . . . the
protection of freedom tolearn and to teach and the guarantee of equal
educational opportunity for all ” Are these mere words or do they have
substance? If teachers, as Keppel’s statemient implies, serve as “change
agents” only as directed; themteachers are only extensions and servants
of the system, not co-determindmds as befits a professionally responsible

respected group Have we beén misguided in believing that educa-

tion is more powerful than it is? That, through education, society can
be reordered? That social ills such as poverty, prejudice, unemployment,
delinquency, and political cortuption can'be cured and prevented? That,
through educatior, we will léarn to behave in ways that respect every- .,
one’s present and future interests?

Can society change its expectations and demands of education to
those which the system is capable of meeting? Or must we become
revolutionaries, overthrow the system, and institute a new education?
lilich (1971), for example, advocates “[creating] institutions which serve
personal, creative, and autonomous interaction and the emergence of
values which carinot be substantially controlled by technocrats

THE ROLE OF TEACHERS

Is there “little social change or the creation of a new society”
because potential teachers from that diverse society are actually expo-
nents of the life style of the mddle class? Future teachers are upwardly
mobile, fearful for their jobs if they don’t conform to traditional meth-
ods of preparing children for the “good life” Shepard (1968) asks,

i
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" how many teachers, usually the very personiﬁ;)ion of middle-

class values, virtues, and vices, are inadvertently condéscending in their

F attitudes and interpersonal relations with the children they teach and
with the parentgef these children?” (p. 81)

Regardless of the quality of the curriculum—the textbooks the
<ourses of study, the school plant, the equipment, the administration—
the effectiveness of an educational system is determined by its teachers
because it is they who teach the courses of study-and serve as identifica-

jon m.%cf:ls They are obligated to meet the standards of reading and
Inathematics established by the policy makérs: One could cite.innumer-
able refergnces to the failure of teachers and the system to deal success-
fully with children of a different colour, race, creed, culture, ethnicity,
. or s‘ociog‘conomic status. According to a Senate report, “Teachers and
administrators are often insensitive to Indian values and ignorant of
~Indian cuiture” {(“Indian Education. A National Tragedy—A National
‘ Challenge,” 1969, p 53). In analyzing the factors contnbutmg to low
~ achievement levels of Indian students, the repor} cites “. . . the inade-
quacy of the instruction offered them for overcoming thelr aEVere envi-
P‘ ronmental handicaps .  the teachers . . . Jack the trammg rggtessary to
teach pupils with the linguistic and economlc disadvantages of the
Indian child successfully” (“Indian Educahon A Natlonaleragedy-—A
National Challenge,” 1969, p. 62}
On the other hand, >

* In schools . . - highly Wrovflf by students, the teachers are well above average
11t their enthusiasm for teaching'indians, know more abouf the Indian community.
have more contact With Indian students outside of school. rate higher on under-

" standing and symmfhy and show mere favourable alts toward Indians than
- the average feachers . " (Fuchs, 1970} M}’

. How much of teacher ineffectiveness relates to the lack of success«*

‘ ful models offered the culturally or racially different child? Grant uses .
the following st:mstlcs (from a 1975 report by the Departmen;_of

" Health, Education, and Welfare) torillustrate how schO&]s have fa;led}jo }
fecruit adequate numbers of minority-group teachers,

I
]

3 .o Perce of‘ School Population . »
. . Minority Studeats / Minority Teachers
Arizona 291 76 -
Califonia  ~ 29.2 . 10.8*:
New Jersey » 21.3 8.4
New York . 26.6 56

. In Native communities, l al people are used in the schools primarily
as caretakers, bus drivers, and teacher-aides.
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THE CHILD IN A PLURALISTIC SOCIETY .

We emphasize the importance of meeting the child's needs, becom,
ing aware of individual differences. and understanding that no two

_ children are ahke We -emphasize the need for starting with the child

where he/she is and moving from the known to the unknown These
are all famlllar and accepted phrases But, do we realize they u'nplu:a-
tions for instruction? \

From birth to age fwe, each child has learned much frém his/her
own explorations and his/her family The child then undergoes a wider
range of experiences among peers, relatives, and neighbours. Not only
has ihe’chlld learned to crawl, walk, and run, but to#eed and dress
himself/herself, speak a language, I.'-,md begin to live by values and

- attitudes acquired by observing others The child cofhes to school with

a very complex store of previous learmings But will the child find
adequate opportunities to COn&nue this 1earning? .

For the child who finds school to be an extens;oq of the_lifestyle
and culture of his home, tearning will usually contifiue with few prob-
léms and every chance of success But, if the Native child arrives at a
school programmed fu: hildren from the White society, the Native
Chlld s learning awill be directed to afiother cultwral track begmnmg at
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The child will receive a “Culture Shock,” the full effects of which may
not be identrfiable for years Students are required to learn another
Ianguage and not use their own, to learn to be on time, recognize that
tasks are measured by the CIOCKF, and to learn that almost everythingis
done differently in school thaf at home. The Native child has not

. continued to progress from his/her point of developrent, but has been™
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retardef‘.i by being moved to a suddenly new setting where all phe rules ‘
are changed .o

The culturally different child falls behind because he/she is ”hancl-
“4capped” by speaking a language other than Enghgh The child’s home -
and neighbourhopd experiences have little Tefationship to those ex-
pected by the system because the leacher 1s culturally unpresared lsn't it
strange that the child at age six ‘has to be ready to attend school. but

the schcfl does not have to be ready for the child?
FR— _..--——“""'_-.‘-—-

TEACHER PREPARATION ‘.
. - .

¥

Now let us Jook at the process of teacher preparation, a process that
has been gmlty, more by omission than corgmission, of perpetuating the  * - L
myth of the “typical American” in curnZlum The depiction in chil- )
dren’s textbooks and Rlms of the dress, manners, customs, and fainily
les typical of the middle class has helpecl destroy those cultures which \
Ze different (Dickeman, 1973} This is the process to which the Ameri-
.. can Association of Colleges for Teacher Education addressed itself,
* when in May, 1970, a sub-committee recommended tbe establishment
of a Commission on Multicultural Education to “Encourage spember
insitutions tf)’ include in their teacher education programs components
aimed at the understanding of the multicultural nature of American life
and the strengths of this diversity.” In February, 19’1 the newly

created Commission submitted this resolution, . . . That AACTE and,,
its member institQtions . . establish as one of its topbnties prom-
sions for multicultural education.” g

-

This resolution was followed in November, 1972, by the Com-
mission’s “Statement on  Multicultural Educat;on, which reads,
., . schools and colleges must assure that their total educational process
and ‘educational content reflect a commitment to cultural pluralism

* [T)eachers and personnel must be prepared in an environment
| where the commitment to multigultural education is evident.” The
‘Commission ‘also suggested that there be “. . . facujty and staff of .
multi-ethnic and multiracial character;.a student body . . . representa-
tive of the culturally diverse natire of the community, . . and a
culturally pluralistic curficulum that accurately represents the diverse
*» multicultural nature of American society” (Hunter, 1974) If thest \an-
lightenments ‘had come decades ago, there would not have been s
statements as those of the Commissioner of Indian Affairs in 1887,
"This language which is good enough for a white man or a black man
.+ ought to be gpod enough for the red man . . . rl‘l;eaching an Indian -
] 4 N - L) -

-~
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youth in %rba'rous dialect is & positive detriment to him. The

- {mpractability, if not dmpossibility, of civiliZing the Indians of this
<ountry in any other tongue than our own would seem obvious” (Mo-
quin and ¥an Doren, 1973, p 110}.

GUIDELINES FOR TEACHER PREPARATION IN A
PLURALISTIC SOCIETY o

First, as indicated previously, ther.e are several needs that should be
acted upon

1. “Educational equality" means to acce pt each child as an individ-

ual . i/
’ . 2 Muiticulturalism is a fact; the melting pot s an illusion.
" 3 Differences and similarities in children must be recognized arid
o accepted. , P

4 "Schools” must do what they are capable of doing: helping
young learners to think, not trying to cure society’s ills.

5 Pluralism in society must be mlrrozfd in the ranks of teachers. _

6. The readiness of the school ard of the teacher toreceive the child
. as he/she is, is essential to the syccess of the child and of the
educational programs, “ -

Next, if the neéds of children of “diffdrent cultures” and of “differ-,
. " entraces” are to be met, if the schools and colleges ‘are committed to
. cultural pluralism, and if teachers are to be prepared to tope with their
own "culture shock” “for the benefit of all children, then what is to be

done’ at the teacher preparation level? =+

1 Let thosé in teacher education practice ' what they ’préach. or at
) least make every effort tddo $0. . .

a If children are’to be treated .as individuals, why not the
student-teacher? Professors should be expected to develop,
greater knowjedge of, and contact with, individual teacher-
education students. Since teachers are to ¢are for their pupils,
would it not be logical for the student-teacher to have ex-
’ periedced this “caring” to some degree in the teacher prepara- -
tion courses. at the universities?

b If tRe elementary ‘school teacher is to work with a group
f‘ " of children over several hours and/or in various subject areas,
‘ why 15 this approach not *llustrated in teacher education

»
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progrq\ms? Why couldn’t professors work together in teams?
For example, there might be three professors and one practic- .
Jing teacher from the field working with a group of students °
»  in'teacher-preparation areas, coveririg a wide range of theory

' and prachye. -

¢. Student-teachers are hrged to use a variety of aides to help
children learn; yet, professors lecture endlessly. The stud
teacher is a.qndﬁ"t?stand before a class of children a_nd
commupicate ideas verbally when that samé student-teacher
has been a passive learner with little opporlunily to share in
. the planning of educahon courses of even t0seé the professor
“practice what he preaches.” In the book, Schools and Equatity, *
' 1 the authors report that:

The mos!?:gmﬁmn! difference betwedn personnel is that teachers in Ibw SES *

- schools have lower scores v @ measure of verbal facility . . {a] standard
deviatin [vf] about 1.5 raw score poinks. (Guthrie ef al.. 1971, p. 47) .

. Are nbt most culturally different children—the Chicanos, the

. Blacks, the Indfans, the ‘Appalachian poor—in thelow sogio- .
econofnic schools? Do they not need good teachers? *

.o fiaubrich (1966) wrote, “One of these basic skills [lacking
in teactfers) is a fundamental knowledge of and an ability to .
begin a reading program within each classroom no matter whgt
the subject ﬁﬂ'd (p. 366) Instead of blaming the‘classroom
teacher¥the press and the public should ask those at the
teacher:preparation level why the¥ aren’t preparmg-leachers
to help children learn to read. . : . .

e. In'the Comrmssnon s statement concerning . ,an environ-
" ment where the commitment to multicultural education is
evident,” it is assumed that faculty involved in teacher
preparation are also involved in the schools—consulting, su-
pervising student-teachers, and conducting arch. “Their ._
commitment to multiculturalism must be total if the student-
téacher is to believe in the need for culturally. and racially
- d#fferent™children to have a chance. s
‘2 Some guidelines for the teacher are: “a Iq‘chsr tries to bndge the
“division between the races and to jettison the excess of time” =
{p. 29); “A Maori child should begin his réading from books of his
own colour and culture” {p 31);”. . . in judging Maori life . . .
there is a Maori standard as well as a European one” (Ashton-
Warner, 1963, p 66).
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In the following poem, Erances Brazil, of the Santa-Fe Cultural
School. captures the feelings of insecunty that often characterize the
young Indian child .

2

4
- Ungertain Admission

“ .

The 5ky looked™own om me in aimless blues
The sun glares at me with a questioning light
The mountains tower over me with uncertain shadows
The trees sway in the bewildered breeze

The deéer dance 1n perplexed rhythms

The ants crawl around me in untrusting circles

The birds soar above me with doubtful dips and dives
They ali, in theit own way, ask the question

Who are you, who are you?

[ have to admit to them. to meyself, r -

[ am an Indian . .

As Charnofsky (1971, p 10} says, “There s growing evidence that

- the ability of chi]dren to be successful in our present American school
system is predicated upon ahealthy personal outlook and, a Felatively .

positive self-concept ™

To be able to do those things Ashton-Warner suggests, to help
children acquire a healthy personal outlook and a positive self-concept,
and te counter the feelings of shame of being an Indian demands an
atmosphere that says to the Native child, "It 1s good to be an Indian.”
To be able to create such an atmosphere for any child requires teachers
to become self-critical of their own cultures and values. Through the
behavioural sciences {anthropolégy, sociology, cultural psychology}
through gxp'eriences with other races and other cultures, and through
the develop’nent of comMmunication skills, this awareness can be ac-

quired In turn, the teacher can better accept and apprecnate the differ- .

ences among human beings

A grrl of the Adawa tribe asked me a questlon which js the gist of
ﬂ!us ichapter] "Mr Curne, can [ get an education and still be an
Adawa?” Does-any sincef® teacher dare answer anthing but “Yes"?

a7 Il
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Multiethnic Bfumfi%z in Hj‘; 80‘;5:
- o - An Acton Agenda -
’\/ h Eleanor Blumenbery

LY

Early in 1975, against a background of revitalized ethnicity, a group
of scholars gathered to discuss and debate pluralisr in a democratic
society, and its implications for the schools. The discussions were
thoughtful, yet spirited; and the conflicting viewpoints covered a broad
range of ideological, philosophical, political, and educational issues.
Some conferees advocated a significant increase in multiethnic educa-
tion on the grounds that it would enhance the reputation of minority
groups in their own eyes and in the eyes of others. and generally enrich
our nationai cultural fabric. Others expressed concern about adding new
stereofypes to old, promoting social divisiveness. introducing artificiat
ethnic identities of doubtful value, and even decreasing the life chances
of certain ethnic groups by interfering with the proc!ss of assimilation.%
Terms like “ethniéstudies,” multicultural or multiethnic curriculum,”
and “pluralistic education” were used interchangeably to convey differ-

.ing but perhaps equally simplistic and loaded meanings. i

The 1975 convocation mirrored similar confusion and comrove%y
across the country. Agreeing only that melting pot notions were no
longer valid and that education based on an Anglo-conformity model
had failed large groups of American children, educational policymakers.
often in response to outside pressures. instituted a wide variety o&
prograrps and policies. These included numerous federal, state, and local
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> - = regulations, guidehines developed by professional organizations, sepa-
rate ethnic studies courses, carefully 1solated from the mainstream of
instruction, textbook evaluations to determine their treatment of diver-

* sity, minonty literature courses, lingual education programs, the addi-
tion of ethnic heroes and holidays, feasts and festivals, and, only on rare
occasmns a systematic renewal of a fotal curriculum and t&acher prepa-
sation Multiethnic education, ih the 1970, was a mule wide, but in

* most places, at best an inch deep 2

This présent volume suggests that multicthnic edueation has come
of age Even the most ¢casual reading of the preceding chapters reveals
an evolving agreefnent on not only the imperatives of multiethnic’edu-
~ cation, but on its.goals, methods, content, and conceptualization While
each author cogently addressesa specnal segment of the complex educa-,
#  tional establishment, ghere is an underlyyng nonnegotiable assumption
that multiethnic education is everybody’s business and that the bits and
pieces need to be systematically institutionalized jnto a coherent whole:
As Geneva Gay puts it in her essay on classroom dynamics (see p 52):

"Unless educators attend to the cultural factors—learning styles,
value systems, relational patterns, and communication -habits—

. which determine the envirdnmental sets or climates, of culturally
pluralistic classrooms, other attempts to |mplement multiethmic
education-are likely to' be minimized

Simulardy. focus on classraom zlorreswithout héeding what Carlos

_ Cortés aalls \the societal curnculum,” or rules, regulations, reward sys.
“téms, and labelling and sorting procedures, equally builds desigis fpr
fallure Nor can a vital program be developed without addressing the
artificial dichotomy and unproductive argument between profession
and community; that Carl Grant has identified. Both segments are
needed-—from the highest policy levels to the smallest teaching units.
. # In other words, if the promise and potential of multiethnic education
are to be realized in the coming decade, an action agenda must involve

all iegments of the educational enterprise

2

-

IMPLICATIONS FOR SCHOOL SYSTEMS . -

Pl

. A recent roundup of school desegregation activity reveals that in
{ at least the 3,000 school districts under court order or making applicas
tion for federal funds to lessen racial isolation, some form 6f multieth nic
or multicultural programming is taking place * In addition, a great num-
ber of exemplary programs and matenals are showcased at professional
’ meetings or in journals Much of this 1s laudatory, but it1s safe to say
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that no single school district is programming systematically and con-
tinuously in all the areas that result in the incongruence between school
and “society so ably delineated earlier in this volume by Tomds A.
Arciniega (see chapter 5). What then must be done?

Effecting meaningful changes in the schools’ response to ethnic
minorities requires the communication of a positive and overt affir-
mation of the "rightness and worth” of ethnic and cultural differ-
ences in children {see p 54) 7 %

The following action agenda is indicated:

1. Clearcut articulation of policy that cuts across all levels, divi-
sions, and individual responsibilities, and mandates infusion of
pluralism throughout the system

2. Abandonment of additive and compensatory programs based on
a deficit model

3. Study of staffing and school ass;ignment Ppattemns to determine
how they might better reinforce appreciation of diversity

4. Confrontation with the allocation and delivery systems of the
district (inchstling testing and counseling programs) to see how
these impact of multiethnic education

”,

5 Development of new patterns of access and participation in
terms of both student and community involvement

6. Provision of staff developmeﬁl, instructional materials, and indi-
vidual support systems that facilitate the actual delivery of mul-
. ticulfural education to students.

~ . To do all this, school systems can learn much from one another
through exchanges of policy statements, curriculum guides, and instruc-
tional materials. Numbers of these are available from communities of
diverse size, including Los Angeles, Buffalo, Minneapolis, Milwaukee,

(Clevelapd, Denver, Seattle, and San Mateo. State guides have been

s

developed in Pennsylvania, California, Minnesota, and Florida. Elemen-
tary curricu luin materials include the Individual Differences. guide preparéd

for the Madison (Wisconsin) Public Schools, and San Diego City

Schools’ US: A Cultural Mosaic (both currently being distributed by the

Anti-Defamation League). : e,
Also useful are the various checklists and needs assessment instru-

ments, currently available, which evaluate both il‘lsljtuﬁgnal and indi-" -

vidual needs. Excellent vnes can be found in somé of the publications
listed it the bibliography of this volume, including the National Coun-
cil for the, Social Studies’ Curriculum Guidelines 7;”» Multisthnic Education.
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James A Banks’s Teaching Stratepies for Efhnue Studies (2d edition}. Carlos E.
Cortés's {indervtandmng You and Them Tips for Teachng about Ethmaity. and the
Califorma State Department of Education’s Guide for Mm’hrm'r‘ura} Educa-
hon, Lurrtm! and Context

o

TEACHERS AND TEACHER TRAINING

As Gwendolyn C Baker and others have pointed out, the teacher
15 a pivotal figure 1n mul®ethnic education, yet often h®or she is woe-
fully unprepared Traditional teacher preparation programs have just
begun to confront ethnicity, whether it be in terms of teaching modes
or léarning styles or language differences (See, for documentatigh, the
chapters by Cox and Ramirez, and Saville-Troike in this book } Further-
more, many of the first responses to ethnicity in both pre-service and .
staff development programs were based on r?ensalory model, with
differences coming across clearly as deficits 10 be removed or covered
over :

"An encouraging omen for the future is a new standard for accredi-
tation adopted by the National Council for "Accreditation of Teacher
Education, effective January 1, 1979. Developed by a stuldy <om mittee
of the American Association of Colleges for Teacher Education, the
slandard mandates that prowsmn be made for instruction in rggplticul-
tusal education in both general and professional studies components,
and should be addressed in courses, seminars, directed readings, labora-
tory and clinical experiences, as well as in practica and other types of
field experiences. Commendably, the standard suggests

. Multicultural education should include but not be limited to ex-
periences wl'uch'\(_l) promote analytic and evaluative abilities to
confront issues such as participatory democracy, racism, sexism,
and the parity of power, {2) develop skills for values clarification
including the manifest and latent transmission of values; {3) exam-
ine the diverse cultures and the implications for developing teach-
ing strategies; afid (4) examine linguiftic variations and diverse
learning styles as a basis for the development of appropriate teach-

. ing strategies.? '

~ e implications of this slanda@ccreditation for teacher train-
Ing institutions are great Invested with al] itd power and potential, it is
nﬁnandate for renewal and revitalization, a movement toward a new *
breed of teacher and administrator, sensitized to pluralism in the broad-
ést sense ahd wedded to the creative uses, of diversity as a teaching-

_learningtbol To effectuate it, all education departments must look at
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the messages they send out, and a college of educatl;'m must réach out
nto other academic departments and into the commumty for added
sources of “‘curnculum ~Sociology, the humanities~gthmic stuﬁes, the
social soences, psychology, and the ethnic enclaves o
community all can provide multiqultural education bui
1s truly a challenge for the 1980' '

At least one school of education has begun itsQuest in systematic
fashion WOrkmg with consultants from the Anti-Defamation League.
a gavup of core faculty¥rom the University of Nebraska at Omaha has
undertaken the development of modules to infuse understanding of the
dynamucs of prejudice into ongoing nstruction 1n such areas as voca-
tional education, admimistration, and legal aspects Otfier universities
are building on insights gained'in 4 series of conferences convened
under the auspices ‘of the American Assoclano{g..of Colleges for Teacher
Education and its Ethnic Heritage Studies Profect Ffarthem, multiethnic
teacher education 15 an 1dea whose time has come

* Educators currently in the field, however. still need understanding
arfll skills development To that end in-service $taff development pro-
grams, task-oriented, should be-a prionty agenda item Here, too, the
NCATE standard can serve as a working rationale and springboard for
action for school systems, community groups, and professional asg\c_:gia-
tions " 1

PROFESSIONAL AND COMMUNITY ORGAN[ZATIONS

Over the past ten or fifteen years, agmwlng number of professwnal
educational associationsgnd other organizations concerned about racial,
religious. and ethnic plullism have issued policy. statements and vari-
ous publications, as well as undertaken conferences dnd other activities,
aimed at helping win over Amenca’s schools to multiethnic education.
Among the most active have been the National Education Association,
the Association for Supervision and Curriculum Development, the'Na-
tional Council for the Social Studies, the United Federation of Teachers.
the Association for Childhood Education. and the Council on Interracial
- Books-for Children. 3 -

Effective ethnic, human relations and civil rights organizations
include the American Jewish Ceynmittee and its Institute for Pluralism
and Group Identity, the Anti-Defamation League of B'nai B'rith, the
Japanese-American Citizens' League, the National Association for the
Advancement*of Colored People, the Polish-American Congress, the
Southwest Council of La Raza, and the Urban League, to name but a few
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of the vital groups whose insights and rebources continue to be helpful
educators And indeed surveys of ethnic heritage curriculum projeces *

reveal a sizable amount of school/cammunity/ethnic organization co-
operation 3

But there is still a tremendous amount of unfirished business on
this front Most professional educational groups have not infused plu-
ralism into their day-to-day workirngs They have not interpglized the
many noteworthy policy statements, ghidelines, and publications they
have sponsored on multiethnic themes Tt 35 still a cause for surprise
when outreach goes bi{)ond the usual networks to irivolve others in

conferences such as thet NCSS 1980 annual roeeting, with the them
Education forParticipatibn, or the NEA Eighteenth Annual Conferen
on Human and Civil Rights in Education, focusing on.Desegregatiopl/
Integration There )5 still 3 marked need for leadership of professional
associations to move ethnicity frqm advisory or parallel structures into
the mainstream of their ongoing agendas .

Y #
FEDERAL, AND STATE ACTIVITY \

s+

LY

Moving beyond earlier legislation which focused on eﬂ\uahty of
opportunity and social ]ustnce in the 1970°s Congress enacted measures |
which challenged the very functions of the schools and ‘their valuss of
Anglo conformity Legislation included the Ethnic Heritage Act, which

“to the time of this writing.has funded several hundred curriculum
projects, Title Vil of the Elementary and Secondary School Assistance '
“ Act providing for bilingual/bicultural education, and various training’
and curriculum’ modification programs attendant to school desegrega-
tion and the lessening of racial isolation Networks of federal general
asmstance centers have been §et up, for bllingual race and natjonal

»

ments, and sfaff developmient programs. In three stat (Florldal Mu‘-
nesota, and Pennsyl¥ania) resource centers have been set upttp provide
« -  materials reflectiye of the state’s diversity o ulations. Four states
a, Pennsylvania, and Wisconsin} have made human

»

ments 6f educition—among them Cahforma Massachussetts, and West

} catioESome“SS state depart-
" Virginia—offer in-sprvice courses in mu]tlcult

| or ethnic studies?
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But. here again, implications for future activity are great. Con-
cerned educators, working as individuals or in concert with professional
and community organizations, must do several things First, they must
become familiar with the enabling and the prohibiting rules and regula-
tions where they work, identify like-minded colleagues and community
supporters, and then move forward In some areas. there 1s need still for
further policy statements In others. the task is the translahon of these
policies into meaningful programs

A pnme target for the 80’s should be the area’in which visible
elhmcny is minimal, and where there are “no problems Currently ’
most of the legislation, funding, and actioh is beamed at urban, minori-
ty-dominited school systems A task for the future is finding “carrots .~
" for isolated, insulated school systems whose disadvantage
less apparent. yet can be equally devastating to lhe short <
students therein. o

'm .
jx‘s

CAUTIONS AND CONC‘LUSIONS

The quest for effective multiethnic education yields no ready. easy L
answers armagic formulas, partly because it is as much a pracess as a
prograrf\,c:s\tnu;h a means to the educatipnal goals Janfes A Banks has
identified. as it is an end In fact, a mode) too hastily applied can set in°
motion as many ills as it proposes to cure, just as a “miracle drug’; can .
.trigger disturbing side effects * » .

As Cherry A Banks comments in her helpful chapteron becomlng .
an effective cross-ctltural counselor, when overly focused on group
‘'nérms and characteristics, one runs the risk of iosing sight of the indi-
vidual, thereby perceiving and presentipg him/her in ‘stereotypic fash- R
ion’ Ethnic diversity within American society is,in fact no greater than LT
the diversity within each individual ethnic group ‘An authentic mul-
tiethnic curriculum confirms that fact, rather than contradicts it.

-+Such a curnculum must ‘also avoid the errors of past either/or
programs which stressed either our very real similarities or our equally
real djfferences. Each approach had limited success at best; and they
shar common failing They tended to back away fror the 6rilical'

i encounter between groups, especially when: minority con- . .
fronted Mmajority Studying slavery, the Nazi Holocaust, the Japanese ' i
relocallon or the Trail of Tears only as they are ethnically specific givés.
the false impression that ethnic history unfolds i ip a vacuur. A similar
challenge js dealing with social ils and problems of prejudice without .
conveying the illusion that there are no pothe aspetts to ethnicity

1 o -
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Statistics gathered by the US Commission on Civil Rights re@
that most of our nation’s schools, urban or rural, are racially-and ethni-
cally isolated Obviously, cross-cultural schooling cannot be counted on
to break down racial barriers and produce what James A. Banks calls
“cross-cultural competence " Thggumber of children going to one-race
schools has been increasing sir’I%S,, and levels of segregation are
‘ . higher than those experienced by immigrant$to the Umited States dur-

= ing the penod of greatest influx at the turn of the century.” Conse-
. quently. the need 15 greater for educative experiences that can break
down the stereotypes and feelings of supenority/inferionty that can

flourish in isolated settings . v w

In a society increasingly fragmented and belgaguered, in 4 world

that becomes more interdependent each day,.it may well be that the

. promotion of human understanding is the most pressing (and basic) of
s ® priorities. for educators By shattering once and for all the myth that

) there Is one model Amencan, multiethnic education can increase social
cohesionNnd national unity, while increasing the access to 'orturiity
and produ}xti\iity pf previously shortchanged children. The editor of this

, volume has suggested that it can sefve as'a vehicle for gefieral educa-
. tonal reform More important, it can serve to maké odf schools sriore |
e “résponsive to the human condition—truly, an action agenda worthy of
” : . the decade ahead ) 1
: \
¢ - N
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’ Mu]hez‘hmc Education: Basic References

v /arm*s A. Banks
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; B;nks. James A . Cortes, Carlos E . Gay. Geneva, Garaa, Ricardo L, and Oghoa, Anna 6
Curnculum burdelines for Multiethme Educaon Washington, DC National Qouncil for the
Social Studies, 1976 " . .

!
* Thus NCSS position statement includes a rationale for ethnic pluralusm. 23 guidelines for +
tslabllshmgg:«eclwe multiethnc educahional programs. and an evaluatiod checkhist

Banks, Jam. Mu!ﬁ(ﬂrmr Educaton Theory and Practce Boston Allyn and Bacon. 1981

£ This book discusses histoncil, conceptual. and philosophical issyes i the fields of mul-
tiethgge and multicultural education Lmong the ather topics disc are teaching

“

nicity and aitizenshsp education ;o .
Bani:s. ]ames ym’ﬁm& Strategres for Lthme Studres, 2 ed bostcm Allyn and Bacan. 1979

Teachlng strategies. with grade Jevels designated. and I:ybllographles 3 teachers and
students dre among the key Features of this book Also ineluded are a historical avelView
and & chronology of key events for all major Amencan ethmic groups The book s
deslgned a5 a sourcebook for classroom teachers as well as a text for courses 1n ethnic
studigs. 'and in multicultural educatian,

Baphste. H %ﬂce» I Mn!.r‘xnhum! Education A Synovsus Wash.lnglon. DC Unwemly
Press of Amenca, 197¢ s

.

ticubtural education’ 5 . . ]

[ Cortés, Carlos E. with Fay Metcal?/ nd Sharryl Hawke ﬂndmmlmx You ‘and Them Tips
for Teaching About fflmmry Boulder Social Science Education Consortiem,, 1976

1

| . S .. |

strat@ies for mulpsethnic educztion, inking multethnic and global education. and eth-.

-~ -
Thus monograph mcludes a discussion of definmitions, models. and [5sues related to I'I'Il?

[ ]
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Cortés’s essay. "Ethmaty w the Curaculum,” 15 provocative and us:fil The book also_
includes a set of teaching Activities and helpful information abgut-evaluating the mul-
tiethmic cuenculum -

Cross. Dalares-E fker. Gwendolyn. and Stiles, l.u?dle)‘ ] . eds g in 4 Muimnlfnmi’
Society  Perspecaies an Frofrsswonal Strwigpres New Yark_Macmallan, 1977 ”

The contnbutors to this book, who include Meyer Weinberg, James Deslonde, and Asa
Hilllaed, focus on ways of changing the schop) curnculum to reflect the ethnic and cultura]
+ . diversity in Ameman socrely

Carcia, Ricardo L Learming in Tuw Lungudge Bloummgion Ind Thi De!ta Kappa Educa-.

tional Foundation. 1976
L]

This booklet explores e impo tance and implications of bllmgual education and”is’
+ - avaablen Engitsh and Spamisieditions

- . Gold, Miltor }, Grant. Cacl A, and Rivhin, Harry N eds fn Pmmowacmfy }‘1 Resource
\) ~ Book for Mulhcultural Fiuearon Washington. D € Association of Teacher Educators, 1977

' Thﬁ%ﬁ:&%ﬁs several interesting and informative hls%?cal overviews of vangys :
ethintc groups eva Gay, Richard Gambino, and Na‘ha‘ﬂ azer are ameng the con-
¢ tributors . .
. . :
. Caant, Carl A ed Adulbeultural Edutakon G’mrmfm-‘s Issurs and Appieanons Washington,

- D € Association £or Supervision and Curniculum Dgvelopment, 1977 ..

BrDadly defining multlcultura] education, this book includes articles on ethruc groups}
. student fights, sexism. and the educational dlmenmgns of culturai diversity

. Grove. Carnelius Lee Lomm‘wnom ArrosaCultures A Report on Crons Cultural Rmrdx Was]‘l-
. . he ington, D C_ Nanonal Education Asscaation, 1976 N E

The problems involved, \n cqmmunicating across cultures and the findings of cyoss-
cyltural researchire some of the important topicy dlgcussed in this monograph -

Gunle tor Mulhawtueal Educabon Content and Context S.;cramemo, Calif Callfornla Stdte De-

P ) partment of Education, 1977 . . .

Y

: / * This book contains anexcbllent :nstcument which can be used for evaluatigg and so tmg -
materials that reflect e!h‘;uc and cultural diversity ‘

: ot Hansen- Krenln?, Nancy Competency and Creativate m Languaye A"b A Mulncthed Forus Read.'

. Mg Mass  Addison-Wesley. 1979

,ertten?«:r both prc-s%rvfe—and “In-service teachers, this book combines theory apil.
practice in integrating multiethnic awareness and educatwon into the &each:&‘ﬂf‘ﬁgﬁ

communication skatls 1t is designed to teach basic Ianguage arfs skills while expandmg

ethmic hteracy  / . .
\- e Herman fudith, ed The S hosis and Grow? it New York Amen(an kw\sh Cornrmttee.
]‘37 o™
- This,hughly acclaimed ménograph on the “new plugalisem * \us stlmulated by phe ethnlc -
. Vevitahzation movements'of the IObOs and 1970 ) J [
- s King, BEdith W Tan fung Frhni ‘nuumxm Merh.m'. and Marmmf\ for Hl.-'ﬂmwﬂrdru Sehai §Antt
: Monua Calit Goodyear 980 - p .
« 4
‘ This rosuurcp bogk or elementary scheyl teachers 1s ?lwded nto three major parts
Background for the TeacHer in Multiethrie Eddcation? Activires For the Muiuelhmc
- Flementary School. ‘and Resnunes fu1' the Multiethnx Teacher - .
Klassen. Frank H and Galnick, Dunn.i M, eds Fluralivm and the Amerian Toaihes fun and |
N Uave Stwdien Washington DD ( American Assaciation of Colleges tor Teacher Education,
. 1977 . .
A a . - _‘_ >
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Jamegs A Bnnhs. Geneva Gay., Harry N Rivlin, Carl A Grant. and olher specialists n
multiethruc and multi ultural education discuss ways in which teacher education can and
should become more sensitive to the ethnic diversity 1n Amencan life and culture

Labov, William The Wv of Nenstandard Englisk Utbana, [l Natlonai Counal of Teachers
of English. 1969

> This monegraph is a well -researched and .thoughtful discussion of nonstandatd English
Black English 15 one uf the important topics treated . '

* Miel, Alicezwath Edwin Kiester, Jr The Shortchanged Lkddrm o Suburbra New York Arnen-
cant Jewish Cornmmee 1967 :

seminal but often neglected study, this work.documents the extent to which children
i suburban areas are often 1solated from racial, religious, and sonal class differences

- Noar, Certnlde ﬂu Teacher and Integration Rev ed Washmgton D C Natwnal Education
Assoclation, 1974 .

The author. draws. upon her many years of nch expertences to Bose and respond to
Queshons that'teschers 10 integrated ‘schools are likely to ask and want answered

No!rak. Mu:hae{ Furﬂm Reffechans on Emicity Msddlelown Penn Jednota Press. 197?

Thls bnll:ant and thoughtful book discusses the “‘new plurahism Although Nouk
* focuses on White ethnic groups. many of his observations can help the teacher to under- -
stand al! ethnic groups i the United States

Pedersen. Paul, Lonner, Walter } . and Draguns. Juns G, eds Counsehng Acsoss Cultures
Henolulu, Hawan Unlverslty I'ress of Hawan, 1976

This excellent and well- r&archlﬁ Bligctiom of pngmal essays discusses issues related to
cross-cultural counseling -

Ramflrez, Manuel il and Castaneda, Alfredo Culfwra! Democracy. Bieopmboe, Maﬁmm} amf
, Educahon. New York Academic Press, 19‘?4

Thus seminal book Prmﬂts theory and memh findings related to the cogrative styles of
[Mexican-American and Rnglo youths, with important imphcations for the schoollng of .
minofity students .

Saville-Trotke, Muriel " Grundanons for Teaching Engitsh as a Second Language Theory ana’J\/Mlm‘
for, Muiticulturat Educaton Englewood Cliffs. N| Prentice.Hall, 1976

This book digtusses the psychological. hinguistic. and culturai found ations of !eachmg

Englsh as a second language. as well as sjrategies for instruction and preparing for
teachung in the multicultural classroom

Saville Troike, Muriet and Trowke. Rudolph C Niandbook of Briingua! EdwiationRev, ed
Washington, D C  Teachers of English to.Sped ﬁ of Other Languages, 1971

" This lntroductory book “on blltngual education discusses vanous aspects of biltngual
education. including rationale.. deslgn languages of instruction. pedagogical considera- *
tons, and evaluation - ™

Stewart, Edward C Amerian Cultural Patterns A Crosi-Culteral Perspéctive LaGrange Park, [l
Intevcultuial Network, [nc 1972 =~ = - =,

The aathgr discysses some of the basic vaipes and chagacteristics shared by all Ame -'in's.. .
regardless of ethnic group .

Trueba, Henry T and Barnetl Mizrah, Carol, eds dema.fwlmlrﬂam! Education an hr
Profesaumal From [heory .'n‘Pmrhrr Rowley, Mass Newbury Mouse Publishers, 1979 —-.
‘e
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This coliectson n\rﬁudcs many essays reprinted from otl@;{sources *Among the contribu-
tors are Joshua A Fishman and Murniel Savilie-Trpike . ©
Wembers Meyer. A Chanee to Learn A Hustory of Rm’ and Education e the United States New
Yark Camhrldge Umversity Press, 1977 . .

. Wrmen by & veteran in the multiethnic educauon ﬁeld this book chromcles the educa-
tonal hustory of Afro- Americans, Mexncan Amencans, Ametican_ Indians. and Puefto
Rican-Amencans L. \/
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TOMAS A.ARCINIEGA .is Dean of the College of Educatign at San .
Diego State Univerdity. A former intermediate grade and secondary’ +  ©
school teacher, Dr Arciniega ks written extensively on the educationat -~ G
problems of minority.groups. His publications include American Education

and ng Hispanic. A Review of Current Issues”and Concorns, Preparing Teachers of

Megican- Americans: A Sociocultural and Political lisue, and Chicanos and Nahw
* Anericins: Thy Terntorial Minonities.

GWENDOLYN C.BAKER is Chief, Minorities and Women's Program

Nationd] Institute of Education. Dr. Baker ‘Yis.a former etemental?

teachet in the Ana Arbor (Michigan) Pablic, Schools; and has been a

professor at the University of Michigan. She isthe co-editor of Taaching ~  ° v\

i & Multrelgiral Socely and Mm‘&mifnmi Edmhm Tmrﬁ:qg Pbout Mnm!y L
, Women. - .
" CHERRY A, BANKS IS a counselor and a consultant in Seatt]e, Wash-
‘ington. She is the'author bf “A ontent Anaiysns of the Treatment of

*,

L Black Americans O{Tele\nsmn, Social Education (April 1977),-and. co+ '
author of March Toward Freedom: A History of Black Americans. In her gradu- .
. ate defgred progran at Segttle University, she specialized in community »
‘college counseling. Her z: nt research and training interest is cross- ‘

" cultural counsgling. Ms: Banks has served as a consultant to a namber L/

+ of educatidnal and proféssional organizations, including the Universit)_r“ 4




of Washlnglon Seattle Unwerslty and the Amencan Library Associa-
tion -

JAMES A BANKS 1s Brofessor of Education at the Unwersny of Wash-
wngton and Vice-President of tibe National Council for the Social Stud-
ies He will serve as President-Elect of the Council 1n 1981 and as
President {n 1982 Professor Banks 1s a speciahist in social studies educa-
\'uon and multiethnic education His books include Teaching Strategies for
the Soctal Studier, Teaching Strategies tor Ethte Studres. Teacking Ethmic Studies.
Coteephs and 5.‘rafrgw Black Self-Concept Imphéations for Educdton and Socral

Banks was awirded a Spencer Fellowship by thg National Academy, of
_Education, and in 1980 he was awarded fellowships from the Kellogg

- and Rockefeller Foundduions, A
ELEANOR BLUMENBERG s National Education Dhrector, Anti-Defa-
“ mation League of B'nai B'nth, New York. Dr. Blumenberg frequently

government agencies, and private industry on problems in intefgroup
relations and conflct resolution Shehas'contributed to numerous'jour-
A naly and to the book, Ractsm and Sexsw R:spandmg to the Challenge Dt
Blumenberg has taught at the Umversny of Southern California and at
other universitres
BMILY BRIZEMDINE 1 a Multicultural I:ducanon Progmm Specialist
with the Long Beach (Califormia) Unihed Schiool Dnst}'lct She recewed
her bachelor's and master’s degrees from the Ufiversity of California,”
Los Angeles, snd s Currently a doctord candﬁate m Admirustratide
Policy Studies tn Education at UCLA A formér
des teachar, Ms Brizendune has been an Instructor of Asian-American
Studies ¢t CaliformaStite University, Lorg Beach, and a Congressional
[ ern with the United StatessHouse of Reprbsentatwes
ARLES W CHENGG receved his doctoral degree fram the Graduate
. . Bchool of Edpc.xtt’o;r Harvard University. Ar\ Assistant Professor of
R Edutabion at. the Umg'suy of Califormia, Lgs .}ngeles wheﬁ his un-
.+ timely d@atk accarree in 1979, Professor Chem tensive work on
. v - parent.¥nd xommugatmafhg‘:tss\l: educatnc,w and Was worlr‘mg on
P , leadershyp theory aimd mudtieth ducatiun He'is the suthor-of Aftening
! . - Collettvbe Brgaining Cikzen Plhcipation Edicational Decision- Makmg $
v : CARkaE CORTFS is Prefessor of History at the University of Cali-
T ft);{fw RlverStde Jand past ol*uur af Chicano Studies Among his publica-
ﬁons are Threg Perspectives on Eekmirly Blacks Chicanos, and Natiwe Americans,
\\ ‘IUnM‘dm;’ You and~ Them Tps Jor Teachlny about Ethmaly, and Gaucho
Pdfn‘rrg trz Brazil He has ‘cdsted two major bo& series, The Merwcan Amertcan

luniesf and T?r( C}uramr H(ru‘age {55 vblumes) Dr Cortes has lec-

N : -

Scence and Multwthrue Fducation. Theory” and Pracice In 1973 Professor

serves as a.cohsultant to school systems, professional drgamizations, °

gh school social stud-
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ed widely throughout the United States on such topics as Latin
Ament2n and Chicano history, Chicano culture, social studies educa-
“ tion, multiguitural eQucayion, and film-and-history :
BARBARA G. CO o-Director of the Bilingual Preschool Project .
and Assoeiate Directerf, the Follow Through Project at the Mniversity »
of Califormia, Santa Cruz Ms Cox has developed curriculum materials
for a bilingual eurmiculum 1n mathematics, reading. science. and cultural
studies Her papers -include “Assessing Biculturalism in Mesxican-
Ainerican College Students ” and ”Parent-Child Verbal Inte[_actlons A
Mexican-American Case Study ”
WALTER CURRIE is Assistant Director of the newly created Gabriel
Dumont Institute of Native Studies.and Applied Research in Regma, '
Saskatchewan A former elementary school teacher and principal. he
speft the 1975-76 academig year at the Center for Indian Education at
ArfzonaState University w%e he did work on the education of Ameri-
¢ Indian,students Dr. Curgie participated in the Ninth Annual Na-
lonal [ndian, Educa ap Convention in St Paul. Minnesota, in 1977,
where he presented a papgs entitléd “A merican Indian Post-5econdary
Education Needs of Indifh Students and How They Should Be Met ¥
He also presented a papdr at the First Annual American Indian Studies
minar, Califorhia State University, North Ridge, in 1978
GENEVA GAY is Associate Professor of Education at Purdue Univer-
sity. She has contributed chapters to-a number of books, 1nclud1ng
Teaching Eihnic Shudies. Concepts and Strategres. Language and Cuityral Droersity in
Amenican Educaton, Teaching Amerrcan History The Quest for Relevancy, Multicul-
« tural Edugahin. Commitments, fssues and Applications, and Plufalism and Yhe |
American’ Teacher: lssues and Case Studies ;
- CA . GRANT'is Associate Professor of Cumculum and Instruction
att niversity of Wisconsin, Madison. He is the editor of In Praise of
" Diversity A Resource Book for Mulheultural Education. Mulficultural Educanon:
Defimtron, Lsues. and Appheations. and Communfy Parhamhon in fdumh
Professor Grant is the co-author.of Realities, Rg!es, and Rites of Passage:
Introduction £ Teaching.

GARY R. HOW ARD 5 Director-of the Multicultural Education Pr0|ect° ~

in the Arlington (Washingtonf'School District. A g.raduatg of Yale Uni-
versity, where he, co.authgred a research study published in the fournal *
of Applied Smaifsyr)m'o‘ he wrote his master’s-thesit at Westgm Wash..
lngtgn Urtiversity on fulticultural education. Mr. Howard trains teach-

ers in multicultural education in the Arli
JANE R. MERCER is Professor of Sociolog
nia, Riversidg She has contributed chapters to many books including
The Mentally Rehfd\ﬂm’i and His Famly: Rate. rclb‘lﬂﬁ:h_.ﬂﬂd Urban Soqiely,
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Patents, Physwaans, and linesses, The Fallacy of R, Uses of the Socrology of Eduea-
hon, and The Testing of Black 5fudfnf¢ She is the aulhor of Labeling the
Mensaily Retarded
JEANNIE OAKES 15 Research Assocnate‘Research Division. Institute
. for Development of Educational Activities, inc , Los Angeles. Dy QOakes
received her M A 1n Amenican Studies from California State University
(Los Angeles) and her Ph D from the Unwersnly of Calbifornia, Los
"Angelgs She 1s a former secondary Eng[lsh teacher in the Glendora
. (Calhfornia) School District -
MANUEL RAMIREZ Ilf is Professor of Psychology, Director of the
Follow Through Project, and Co-Director of the Bilingual Preschool
Peoject at the University of California, $anta Cruz. He has contnbu?
chapters to a numberof books, including Views Across the Border. The Uir
States and Mexico, Commurity Psychology m Transition, and Chicana Psychology.
He is thé co-author of Culteral Democracy, Brrqgnlgw Drvelapmmhand Educa-
hon, Mexwcan-Americans and Fducatipnal Change, a Bdmgqm’ Fducation 1n the

Linded States
MURIEL SAVILLE-TROIKE is Assonate Professor of Llngulstlcs at
K Georgetown University, Washington, . Her books and monographs

", include A Gude to Culture n the Classr Feundahons for Teaching English as
a Second Language, Bilingual Children, A Handbook of Bilngual Edutation. and
The Ethnography of Communicaton A former kindergarter teacher, Professor
! - Saville-Troike has contributed chapters to a number of books including
* Mudficultural Educahon Definitions, Jssues and Applicabons, Mgfor the Disad-
vantaged, International Perspectives on Bilingual &fumhan, and Discovermg Lan-
guage with Childfen ‘

s BARBARA ] 'SHIN IL a teacher & the{’ratt Contmuous Progress Ele-
meniary School in the eapolis (Minnesota) Public Schools, and is

« Chairperson of the Mirtnesota Education Association Human Relations

" Commussion A leader in human relations in-service education, she
frequently geaducts schoot district workshops in Communnication skills,
community involvement, conflict management, and cross-cultural edu-
cation In-1971, she was named an “Qutstanding Young Woman of
America” In 1975, she was recﬁea for “Dedicated Service” as a

Human Relations Coordinator bylihe Minneapolis PuBlic Schools. In

"1978, she was named the "Chutsfanding Woman Leader” by the Min-

L nesota Education Associdtion And in 1979, Ms Shin was awarded an
« » H Counall Trenholm Memorial. Award by the Nationa! Education
’ Association for her leadership in human relations education,




