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who sings with the sounds of children whom she serves;
and, m/{ familia
for their gifts of love and humor.
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reface

In Multicultural Education in the Everyday: A Renaissance for the Recommitted, Rudolfo Chévez Chdvez
presents a life story. In part, it is a stream-of-consciousness telling of his own story. in part, it is all our
story, because he deals with the reality that is diversity. He brings cut the plurality in the demographics of
our nation and moves quickly to the disparity between the demographics of the teaching force and the stu-
dents we teach. Most importantly, he places upon the shoulders of educators at all levels the responsibility
for creating a social framework that is just, sensitive, and responsive to individual needs and abilities. His
monograph is a call to action, a call to consciousness for educators to assume an important role in creating
the society that should be.

Throughout this piece, there is an element of subjectivity which both troubles us and stimulates
thought. The subjectivity and unique form of the monograph contribute to the passion with which ideas
are expressed and to the sense of urgency with which educators must constructively approach the growing
diversity of our populations. From the many scholars and researchers who have written about multicultural
education, Chavez Chévez helps the reader to create an “image” of muticultuealism, much like an athlete
images perfect form or performance. While Chévez Chdvez' image of multiculruralism contains a philo-
sophic basis, it is not an “ideal” conceptual framework; hence, the words “in the Everyday.” We have not
yet arrived at that ideal multicultural education and the author points to ways in which we must become
recommitted. However; he does not approach the task of recommitment naively. He attacks neutrality and
avoidance of controversy as he calls for reform and change.

He is impatient with the status quo as he enumerates the injustices of the past and uses remedies for
those injustices to provide elements of his image of effective multicultural education.

One of the most unique features of Chavez Chéivez's monograph is his description of students’ “every-
day”"—their exposure to multiculturalisin via the media, their images of the world, their reality. He force-
fully brings their reality together with a teacher’s reality as he presents his own students’ evaluations of his
teaching before the reader in stark honesty. How he, Chévez Chdvez, is perceived by his students as he
teaches a course on multicultural education is a revelation for any professor. It is in this juxtaposition of
professor’s perception and students’ perception that the reader is given additional insight regarding Chévez
Chévez' earlier points related to understanding of self from differing perspectives, i.e., white dominant vs.
minority subordinant.

Finally, Chdvez Chdvez provides common sense, useful ideas for best practice in multicultural educa-
tion. For example, he analyzes the use of language and personal interaction so that one can be sensitive to
differences, especially unintended consequences between dominant and less powerful persons. His sugges-
tions for curriculum construction and pedagogy should prove useful to students and teachers alike. In gen-
eral, Multicultural Education in the Everyday: A Renaissance for the Recommitted is not an easy journey
through Multicultural Land, but it is well worth the trip.

Dolotes Escobar
San Jose, California

January 1996
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ntroduction

Making History for a
Multicultural Education

The crucial paradox which confrones us here is
that the whole process of education occurs within a
social framework and is designed to perpetuate the
aims of society. Thus, for exanple, the boys and
girls who were born during the era of the Third
Reich, when educated to the purposes of the Third
Reich, became barbarians. The paradox of educa-
tion is precisely this——that as one begins to become
conscious one begins to examine the society in
which he is being educated. The purpose of educa-
tion, finally, is to creare in a person the ability to
look at the world for himself, to make his own
decisions, to say to himself this is black or this is
white, to decide for himself whether there is a God
in heaven or not. To ask questions of the universe,
and then learn to live with those questions, is the
way he achicves his own identity. But no society is
really anxious to have that kind of person around.
What societies really, ideally, want is a citizenry
which will simply obey the rules of society. If a
soctety succeeds in this, thar society is about 10
perish. The obligation of anyone who thinks of
himself as responsible is to examine society and ery
to change it and to fight—at no matter what risk.
This is the only hope socicty has. This is the only
way societies change (Baldwin, 1988, p. 4).

To contemplare the seriousness of the educu-
rional enterprise has always been a virtuous
endeavor. More then ever, James Baldwin revives
our collective compassion for equity and responsi-
hility and serves as teacher educators’ raison d'éere
in a reality of difference, diversity, and plurality—
decisively rich components that embody our mul-
ticultural everydays and will continue onto the
coming century. Culturally, ethnically, and lin-
guistically distinet students now constitute over 30
percent of the K-12 population nationwide.

Hispanics represent well over 40 percent of this
growth while Asians and Pacific Islanders show an
increase of over 100 percent. In the carly
Nineties, the population of those 18 years old and
younger was almost 40 percent Hispanic and 33
percent African-American in contrast to 25 per-
cent for white European-Americans. The next
generation of children will be of color—45 per-
cent by the year 2000. The divergence is more
striking in the teaching population, over 85 to 90
percent {depending on the region) of teachers
remain white and female. Only 12 to 15 percent
of our present teaching prafessianals are camposed
of ethnically distinct minorities (Condition, 1994;
Repore, 1995; Status, 1992).

Adding to the demographic disparitics are the
entrenched perspectives about race, ethnicity, and
culture; gender; and class. In this primer, [ will
discuss recent examples that illustrate the contra-
dictions and myths held by preservice students and
teacher educators alike. Preservice students and
teacher educators who live and experience the
everyday justify racial, cultural, and economic sta-
tus by negating andfor marginalizing the devastat-
ing disparities that exist and, in turn, place little
value on the contextual importance of diversity
and difference in a multicultural society. This
realization should compel teacher educators to
responsibly examine socicty in its multicultural
contexts and explore how and whom we educate
and why. As teacher cducators, we need to write
and tell our stories—that reconstruct our every-
days within a historical montage of multicultural-
ism that mirrors diversity and pluralism in the
everyday. Along with writing and telling our sto-
rics, we must show how we practice a multicultural
cducation (MCE) pedagogy.

10 BEST COPY AVAILABLE
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Composing a Multicultural Education
Primer

[ have not written this primer. I have com-
posed it. I have sat before my electronic piano,
my computer, and composed. But not before |
have let the sounds, the life-giving rhythms, the
smells, the sights, the feelings, the dreams, those
sounds and sights of the everyday guide this com-
position. Each note/word has been judged, subjec-
tively, by my ears and eyes to make horizontal and
vertical sense as the multiple harmonies of every-
day life stir, mold, question the
very smithy of mv soul and make

ideas, feelings, thrusts, and trends that are part of
this terrain. As an educator of over 20 years, who
finally is maturing as a multicultural educator, my
view, my story, it is hoped, will add to the dialogue
and to the intensity and energy that MCE has
always fostered. ! hope to share with you the
importance of MCE and instill an urgency for
integrating MCE in the everyday within all facets
of teacher education.
This primer is also a challenge to and critique
of us, teacher educators, who by our actions dis-
miss the inher-
ent passion for

sense of that which is before me.
Besides the introduction, I have
composed this primer in three
integrated parts. “Markers in the
Multicultural Teacher Educarion
Terrain” serves as theoretical
background. “A Vision for a

We, along with many others,
are the cultural workers of

the MCE terrain.

teaching and
learning as friv-
olous and see
the politics of
education as
the stuff of

dreamers.

Multicultural Education” with

the four themes of practice, self,

synchrony of discourse in curriculum and instruc-
tion, and passion provides a language thar I hope
liberates and challenges existing paradigms. The
last part, “A Story in the Politics of a
Multicultural Education Pedagogy and the
Deception of Political Correctness,” shares with
the rcader student evaluations of the multicultural
education course that [ have taught in the last
four years and ends this primer by sharing the
urgency of my reason for an multicultural
education.

This primer is in part a report. The knowl-
edge base on multicultural education grows by
leaps and bounds. To illustrate, the recent publi-
cation of the Handbook of Research on Multicudevral
Education (Banks & Banks, 1995), with its nine
parts, 47 chapters, and 65 authors with titles such
as “Ethnography in Communities: Learning the
Everyday Life of America’s Subordinated Youth,”
“Curriculum Theory and Multicultural
Education,” “Immigrants and Education,”
“Knowledge Construction, Competing Critical
Theories, and Education,” “Educating Native
Americans,” to name only a few of the many and
diverse chapter titles, is indicative of MCE's epis-
temological richness and complexity. Tt would he
irresponsible to not share some of the vastness and
richness of the multicultural education terrain.
Motceover, it would be presumptuous to helieve
that my voice has not been affected by the array of

(3 ]

Paulo Freire

(1994) reminds
us that “for educational pragmatists, there are no
more dreams. Likewise, there is no more reading
of the world. The new educational pragmatism
embraces a technical training without political
analysis, because such analyses upset the smooth-
ness of educational technicism (p. xii)." The real
threat facing teachers is the continuous “develop-
ment of instrumental ideologies that emphasize a
technocratic approach to both teacher preparation
and classroom pedagogy” (Giroux, 1988b, pp. '22-
123). MCE is not the separation of thought from
deed; and it is not the standardization of knowl-
edge to manage and control learners. MCE does
not disregard the intellectual matter learners hold
and bring to the learning process. This primer will
provide a perspective of what MCE is.

We, along with many others, are the cultural
workers of the MCE terrain. As educators, we “are
ahways implicated in the production of narratives
and identities” (Giroux, 1992a, p. 232). Teacher
educators serve as conduits to the everyday of
schooling, to what may be valued, and, in turn, to
what may be “considered invalid and unworthy of
public esteem” (Giroux, 19924, p. 232). As cultur-
al workers, we have the responsibility to embrace
civic courage, compassion, cultural and social jus-
tice, equity, and, more importantly, to deconstruct
dominant and subordinating narratives entrenched
in the hidden curriculum of reaching and learning
(sce Giroux, 1992a, especially chapter 10).

11




As cultural workers and principal agents in the
educational enterprise, teacher educators must not
“lose sight of the need [for] education students to
examine the underlying nature of school prob-
lems” (Giroux, 1986b, p. 123). The language
teacher educators use to image MCE will limit or
enhance the dialogue and practice in the MCE
terrain. The educator’s reductionist cliché of a bag
of tricks is dead. Conceptions and perceptions
within a holographic space (Lincoln & Guba,
1985)! that encompass and undergird MCE are
multifaceted and more will be constructed as more
is learned. There is no turning back. Qur vision
of teaching and learning ror the years 2000 and
beyond must be transfixed on what has been—a
diverse and pluralistic historicity—with what is to
come. The question is not if we should commit
ourselves to a multicultural education but rather
how will we commit ourselves to a multicultural
education. This primer will provide a perspective
on how to commit to a MCE.

“Imaging”: Making History

The word “image” is a complex word. It is a
tricky word, a concept that projects a character by
someone or something to the public; the act of
imaging is also a practice: it is “a personification of
something personified” (American Heritage
Dictionary and Electronic Thesaurus, 1987). To
image, | believe
it is a way-of-life;

stupid america, see that chicano
with the big knife

in his steady hand

he doesn’t want to knife you

he wants to sit on a bench

and carve christfigures

but you won't let him.

stupid america, hear that chicano
shouting curses on the street

he is a poet

without paper or pencil

and since he cannot write

he will explode.

stupid america, remember that chicanito
flunking math and english

he is the picasso

of your western states

but he will die

with one thousand masterpieces
hanging only from his mind.Z

The verb tense imaging has done great good to
many children and greater harm to many “other”
children in the past, in the present, and as we
move into the future. For example, during the
Sixties, we imaged our nation’s poor and racially,
ethnically, and linguistically distinct children as
cultwrally disadvantaged and so they were; converse-
ly, we imaged other children as culturally advan-
taged and so they were; in the Seventies, we

imaged those same children as
culturally different or culturally

a manner of
making mcaning
of our world,
“the concept of a
person, product,
institution, etc.,
aeld by the gen-
cral public, often
one deliberately
created or modi-
fied by publicity,

children.

As teacher educators and
cultural workers in the MCE
terrain, we can indeed image
a discourse of equity, respect,
dignity, and love for all our

proficient and so they were; in
the Eighties and Nineties, we
imaged our nation's poor chil-
dren, racially, ethnically, and
linguistically distinct children
at risk; and so they were and
continue to be. Such terms
have had and probably will
continue to have a profound
effect on the conscious and
unconscious expectations of

advertising, pro-

paganda, ctc.”

(Guralnik, 1980, p. 700.) Abelardo Delgado’s
classic poem “Stupid America” (cited in Novoa,
1982, p. 30) captures the irony of imaging and
how the personification of those images within the
hegemony of dominant popular culture maim and
silence the other:

6

teachers as they interact with
all children in pluralistic and
diverse classrooms. As teacher educatos and cul-
tural workers in the MCE terrain, we can indeed
image a discourse of cquity, respect, dignity, ind
love for all our children—imaging without the
stereotypes, imaging without the deficitness in our
minds, imaging without the deficient perspectives
that have perpetuated “at riskness.”?

12
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The title Multicultural Education in the
Everyday: A Renaissance for the Recommitted is a
practice in imaging. First, the word in. The locali-
ty of MCE in the terrain of equality and advocacy
for all learners has so far not been enough to jar
the educational corpus to the necessity of MCE.
Therefore, in instead of for or and is part of an
axiomatic phrase that informs the reader that
there is no other viable alternative but to embrace
the evident. Hence, Multicultural Education in the
Everyday will serve as a reminder to the reader of
MCE’s central axiomatic importance to education.
Imaging.

Second, the concept Renaissance. Since
MCE'’s early, turbulent beginnings, human agency'’s
natural development has transformed MCE into a
polished integrated whole. Donna Gollnick
(1992) wrires:

As advocates became more aware of institutional
discrimination against women, the poor, and the
handicapped, the concept expanded to include
thase groups as well. Today MCE encourages the
study of the ignored histories and contributions of
oppressed groups. Textbooks and curricula are to
be examined and revised to reflect the realities of
our multicultural society. Racism, sexism, and dis-
crimination against other groups in classrooms and
society are to be confronted. Eliminating the dif-
ferences in academic success between groups is a
goal. Key to the implementation of MCE are the
recognition and acceptance of the right of different
culeural groups to exist and share equally in the dif-
ferential rewards of our institutions (p. 219).

Teacher educators must reawaken to make
events and make history by embracing multicul-
tural education as an integral part of teacher edu-
cation and not just as an add-on. To ignore the
diversity of our student population—a microcosm
of our global village, to ignore the transformation
of our students’ thinking and actions as they inter-
act in a diverse and pluralistic society (and the
complexity therein) would be to don blinders (See
Rosaldo, 1993); hence the concept Renaissance
embraces this spirit. Imaging.

Lastly, the concept Recommitted. Gollnick
(1992) reports that the “first 59 institutions seek-
ing accreditation under the current NCATE stan-
dards, NCATE found only eight (13.6 percent) of
the institutions in full compliance with multicul-
tural education requirements” (p. 234). The
implication is that most teacher education institu-
tions have not seriously considered the need or
importarice of MCE.4 Teacher educators are at
the crossroads. We have the opportunity to trans-
gress, as bell hooks writes (1994), in very real
humanistic, progressive, and cosmological
(Slattery, 1995) terms by the ethical and moral
decisions and pedagogical practices we choose;
hence the concept Recommitted captures this spirit.
Thus, the title Multicultural Education in the
Everyday: A Renaissance for the Recommitted is an
intellectual, emotional, and ethical force for
teacher educators. Imaging.
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The Issues

By-and-large, our schooling is grounded in a
positivistic paradigm (Lincoln & Guba, 1985), a
paradigm that demands that teachers tell (never
show or practice) and that students simply regurgi-
tate what the teacher has said(Cuban, 1990).5 [t
is so much easier when students do not have to
think; when the teacher does not probe deeply but
expects mediocre responses and says “what a won-
derful response that was.” It is even more a chal-
lenge when the subject matter focuses on issues
many do not wish to think seriously about or
believe should be part of a teacher preparation
program—e.g., multicultural education (MCE)
issues, concepts, and practices. Our academic
study, and our committed reflection of the every-
day, demands that we provide issues that assist
learners to understand the educational enterprise
within a pluralistic and iverse context. The
issues listed in Figure 1 (see p. 9) are only a few of
the many crucial concepts fundamental to our
development as teachers in a diverse and pluralis-
tic society and integral to the MCE terrain.
Moreover, these issues should be threaded in each
of the content areas foiind within most of the tra-
ditional teacher education programs such as sci-
ence, math, social studies, reading, and early
childhood methods courses, as well as in other
general education curriculum that preservice edu-
cation students take.

MCE is not unidimensional, it is multidimen-
sional with strands woven from several diverse and
many times disparate and contradictory points of
view and practices. These strands of thought
include ethnic-distinct studies (e.g., Chicano
Studies, Jewish Studies, African-American
Studies, ctc.), women’s studies, and lesbian/gay
studies, that focus on bringing to light the histo-
ries of several American groups that have heen
systemetically marginalized. Another strand in
MCE is human relations, which stmply keeps the

Teacher Education Terrain

diverse student populations within schools from
acting upon their pent-up aggressions as a result of
a slow but steady bombardment of social inequities
found within schooling structures (i.e., the hege-
mony of privilege and dominance). Another
strand is the teaching of perceived cultural skills
only to minority students in order for them to suc-
ceed in the dominant culture, such as is illustrated
in the critically acclaimed PBS video School Colors
(1994, see note 26).6 Yet another strand is libera-
tory education, which questions and critiques the
present hegemonic constructs of inequality and
structural dominance (Sleeter & Grant, 1987,
1994).

Within all courses that are part of a preservice
education for teachers, the promotion of educa-
ticnal experiences that will assist students to
enhance their perspectives about class, race, gen-
der, ethnicity, sexual orientation, language, excep-
tionalitics, and age within a pluralistic and diverse
society must become part of their learning.
Research suggests that students’ attitudes do
change while participating in a multicultural
course but that change diminishes as time passes
(Grant & Secada, 1990). Bennet, Okinaka, &
Xiao-yang (1988) have shown that there is a sig-
nificant population of students who are already
convinced about the need for an multicultural
education. However, we can encounter in our
classes students who have stereotyped knowledge
about ethnically or racially distinct learners (Gay,
1985) as well as an entrenched opposition and a
well-articulated intolerance for diversity and plu-
ralism as it exists in our schools today (Fuller,
1994), who nurture missionary racism and tempao-
ral bigotry based on stercotypical criteria learned
over time (Ahlquist, 1992; Tran, Young, & Di
Lella, 1994), who harbor ambivalent and/or devas-
tating perspectives about race and gender
(Lauderdale & Denton, 1993; Sadker & Sadker,
1994), and who labor under other limitations that

14




Figure 1:
Concepts and Issues to the Development
of Teachers in a Multicultural Education Terrain:
One Beginning

racism

sexism

classism

ageism

the politics of domination in schooling
practices (tracking and ability
grouping),

bilingual education

English as a Second Language (ESL)

second language acquisition

discrimination

tolerance and intolerance

teacher-centered notions of learing

ethnicity and race

gender and the politics of gender

disabilities

power and empowerment

the hegemony of schooling structures
and reproduction of privilege
including skilling and de-skilling

global education

hegemony as an ethereal but basic
concept to understanding oppression

the politics of difference and social
identity, morality, and cthics in
schooling practices

democracy and authoritarianism in
education,

ethnocentrism

religion

social justice and equity

homophobia/heterosexism

may deter their understandings of a pluralistic and
diverse society (King, 19915 Slecter, 1993; Tatum,
1992).

Facing Events and Taking a Stand

Borrowing the concept of “everyday life” from
Berger and Luckmann (1966) and extending this
to the theoretical grounding for this primer, pre-
service teacher education students herewith were
born on a certain date, circa post-WWII with
most born in the late Sixtices, carly Seventies.
Students eatered school on another date, graduat-
ed at still another, and are already or will shortly
he working as novice teachers in some school dis-
trict anywhere in this country or abhroad. “These
dates, however, are all located” within a much
more comprehensive history, and this ‘location’
decisively shapes [the preservice students’] situa-
tion (p. 28). Thus, preservice students have all
expericnced and savored, to greater or lesser
degrees and in specific contexts, the coming of age
of both multiculturalism in the United Staces and
global interconnectedness.

By the age of 18, students have spent about
11,000 hours in classroom settings; in contrast,
22,000 hours have been spent watching television

9

(Ruggicro, 1994).Because of the popular media,
most of the students that teacher educators have
worked with in the last few years (as well as future
students) have in some form or another, scen,
heard, and maybe have conversed on issues such as
so-called ethnic cleansing; the savings and loan
debacle; apartheid; Mandela and de Klerk as
agents of peace; the national debt; AIDS; the
Mexican economy; NAFTA; politicians of the day
such as Newt Gingrich and President Clinton;
dropouts; the Middle East peace initiatives; drive-
by shootings; MTV and VH1; the ravages of war
in Bosnia and Rwanda; Rush Limbaugh; O.).
Simpson: “happy” minoritics as portrayed in TV
sitcoms; TV news magazines; political correctness;
teenage pregnancy: the changing demographics;
California Proposition 187; the recent ouster of
DPemocrats and arrival of the new Republican rev-
olution, and more.

Morcover, within our popular culture, there
haye been innumerable images that represent
andeniable acts of violence, such as hate crimes.
San Juan, Jr. (1992), points to the still prevalent
manifestations of racismi that have continued to be
as violent as in the distant past. During the
decade of the Eighties, examples of hate crimes
included the killing of African-Americans in the
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Howard Beach and Bensonhurst incidents; urban
rebellions in Miami, Florida; antibusing attacks;
the killing of Albert Chin (a Chinese-American
mistaken for a Japanese) by unemployed auto
workers; the harassment of students of color at
several campuses throughout the country; the slay-
ing of a man of Ethiopian descent by neo-Nazi
skinheads in Portland, Oregon; and the willful
murder of 5 Asian children and the wounding of
30 others by a white gunman with a hate psy-
chosis. San Juan, Jr., reports that in the 1980s,
“racial attacks increased from 99 in 1982 to 276 in
1986" (p. 1). In the Nineties, violence and racial-
ly motivated incidents are still prevalent: the
killing of several train passengers returning to
their suburban homes by Colin Ferguson, a
Jamaican whose hate for “white” people was over-
whelming; the
police beating

indeed, the teacher education students in any pre-
service program arc men and women of this time
(Berger & Luckmann, 1966). Only within a tem-
poral structure, Berger and Luckmann, argue,
“does everyday life retain its accent of reality” (p.
28). The preservice students that teacher educa-
tors serve may have been affected or not affected
by some of the experiences mentioned above, or
worse yet may have dispassionately ignored them.
These experiences and countless others, as well as
the negation of such happenings, are nevertheless
part of students’ ontological maps, and have dis-
tinct meanings to different students. Agreement or
disagreement on some but not all aspects of the
common experience will simultaneously exist
{Lincoln & Guba, 1985). Consistently, students
will continue to reassert their humanity in various
ways as they encounter the

and judgment of
Rodney King
coupled with the
trial that resulted
in the Los
Angeles riots;
the proliferation
and use of hand-
guns in all com-
munities; and,

the Q). Simpson

can result.

Teacher educators must
therefore assist students to
take an ethical stance so an
interrogation of the horror of
such sexual or racial violence

everyday of their present
schooling life. Finally, students
will instinctively reorient them-
selves within the temporal
structure of everyday life by
continuously reclaiming their
authenticity through their
words, their reading of the
world, and their litany of expe-
riences, hence re-entering the
reality of everyday life (Berger
& Luckmann, 1966) for and

trial with its
manifestations of
misogyny, racism, and classism meshed together
with the macabre.

Thesce are only a few of the many examples of
violence and racial inequality that Americans
today have vicariously experienced and, to a great
degree, have been ancesthetized to through media
exposure.  Simulrancously, many women and peo-
ple of color, and to an extent European-Americans,
have endured sexual and racial violence, gay/
lesbian bashing, the contradictions of despair, and
the loss of hope. These realities are also part of our
preservice students’ common history.

The temporal structure of everyday life not
only imposes prearranged sequences upon the
agenda of any single day but also imposes itself
upon the preservice students as they interact with
their temporal world as a whole (Berger &
Luckmann, 1966). “Within the co-ordinares set
by this temporal structure [we] apprehend both
daily ‘agenda’ and overall biography” (p. 28). The
clock coupled with the calendar ensure that,

within the everyday.

Nevertheless, because
events, persons, and objects are rangible entitics,
the meanings and the order used to make sense of
them as they are organized and reorganized in
one's belief system are “constructed realitics”
(Lincoln & Guba, 1985, p. 84).7 The role of
teacher educators then, becomes exceedingly
straightforward. Whether preservice students'
constructed realities of a multicultural society are
contexrualized or decontextualized, the mere fact
that such realities exists should be enough to take
an cthical stance. Teacher educators must there-
fore assist students to take an ethical stance so an
interrogation of the horror of such sexual or racial
violence can result. A stance that will mirror
emancipatory social practices rooted in the histori-
cal experiences of the victims and victimizers

(Giroux, 1988b).8
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11.

Practicing a Multicultural Education
Pedagogy

People do not deny seeing what they actually do
not see. Rather, they profess to be color- blind
when trying to suppress negative images they
attach to people of color, given the significance of
color in the U.S., the dominhant ideology of equal
opportunity, and the relationship between race and
observable measures of success. (Sleeter, 1993, pp.

161-162).

A. Lin Goodwin’s (1994) exceptional study
grounded in the perspective that meaningful MCE
begins with teacher self-awareness, critiques
teacher education programs for not addressing the
comprehensiveness of a multicultural education
within the preservice education process.
Consequently, a reflective analysis of concepts
within an authentic context does not occur.
Preservice students need constant, cansistent, and
safc opportunities to articulate personal beliefs
about MCE. Misconceptions, naive thinking, hid-
den assumptions, and prejudices will not surface if
meaningful dialogs do not transpire. “Rather, [pre-
service teachers] remain buried {in their class-
rooms] to guide and influence behavior and possi-
bly deflect new understanding” (p.129) about the
several complex issues in the MCE terrain. The
practice of a MCE pedagogy is not just far the stu-
dents. Goodwin challenges teacher educators.
“Teacher educators should explicitly and proac-
tively attend to the entry heliefs of preservice stu-
dents if they are scrious about changing how stu-
dents think about teaching, knowledge and learn-
ers within a culturally diverse and rapidly develop-
ing universe” (p. 129).

The multicultural curricular terrain has under-
gone some major shifts in the last three decades.

11

Vision for a
Multicultural Education

A significant shift has been bringing muiticultural
education from the margins to the mainstream
with its grounding in the principles of democracy,
equity, and social justice. Historically, however,
the educational literature provides a rude awaken-
ing to the fact that our present schooling paradigm
perpetuates a contradiction to the principles of
democracy, equity, and social justice as reflected by
what and who is valued in the learning process via
the intentional or unintentional practice of track-
ing.? This is the grounding that multicultural
teacher educators must continuously contrast.
Because all students have been tracked to one
degree or another, teacher educators are constantly
challenged to design and deliver MCE practices
that critically!® deconstruct students’ views when
reflecting upon teaching in diverse and pluralistic
communities.

Adding to the teacher educators’ challenge—a
small but significant number of students who enter
teacher education programs because it is safe, who
have been schooled in the factory-model tradition,
and who believe teaching and learning are neutral
and should be noncontroversial (Fernandez-Balhoa
& Marshall, 1994; Fuller, 1994). The idealogy
students have garnered from this schooling tradi-
tion informs them that teachers are the holders of
knowledge and power, while scudents (themselves
included) are the receptacles to be filled at several
well-defined points of entry. These students, |
believe, are looking to hold power over their
learners rather than to nurture and provide those
learners the opportunity to think for themselves,
to seriously question insidious authoritarian princi-
ples like tracking that undermine democratic prin-
ciples in a diverse and pluralistic suciety, and to
reveal the hegemonic constructs in society such as
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oppression that constantly bombards every aspect
of learners’ everydays (Macedo, 1993; Berger &
Luckmann, 1966).!1

Because MCE challenges the present teacher
education paradigm, controversy abounds.
Initially teacher educators need to inform them-
selves about the controversies. Davidman and
Davidman (1994) provide important insights into
why MCE and

multiculturalism

diverse and sometimes opposing and competing
conceptions that are all part of the MCE terrain

(pp. 24-26).12
Teacher educators should not deflect MCE

controversy. Such controversy will not go away by
simply ignoring it. Such an approach is ethically
incomprehensible. Roberta Ahlquist (1991),
reflecting on the seminal works of Bowles and
Gintis (1976) and Apple
(1982), makes it known that

in schools and
society have
been and contin-
ue to be contro-
versial. They
address six fac-
tors that con-
tribute to the

MCE must be the

responsibility of all actors
involved in the teacher
education enterprise.

“[flor too long, students and
teachers alike have been social-
‘zed to believe that argument,
conflict, debate, and disagree-
ment are to be avoided, that
they have no place in the class-
room. If education cannot pro-
vide ways for students to criti-

CONnUroversy:

1. MCE*s

leading advocates have continually stressed that it
was and continues to be a reform movement that
tends ro puncrure theories and myths dearly held
by individuals comfortable with the way rhings are.

2. MCE advocates have arriculated a new vision
of what it entails to be an American. Multi-
culruralists have developed a multidimensional,
plutalist, rainbow imuge of the model American;
where differences along with commonalties are cel-
ebrated; and where bilingualism and cultural main-
tenance are strengthened.

3. MCE challenges those individuals who see the
world through a monoculeural monochromatic
lens. MCE threatens such individuals because it
explicitly suggests that their inflexible, universalis-
tic, one-world, one-people way of seeing the world
is problematical.

4. MCE emphasizes cquity. Educational equity
costs money and resistance is exhibired by those
who see equity resulting in financial cuts for other
important programs, such as programns for the gifred
and ealented.

5. MCE emphasizes antiracism education, which
is education that constructs a dialog marked with
guilt, anger, and blame. Educating Americans

specifically about racism is always uncomfortable.

6. MCE is a multifacered constract that embraces

12

cally examine and act on the

world in the interests of
change, then it merely serves to reproduce the sta-
tus quo” {p. 166). Multicultural educators such as
Ahlquist and others (King, 1991; Ellsworth, 1989;
Roman, 1993; Slecter, 1993) have struggled with
assisting preservice students with how best to con-
ceptualize racism, sexism, and other forms of social
injustices as part of our everyday and part of what
makes us who we are. As long as such struggles
stay only within the multicultural education class-
room or the social foundations classroom, the rest
of the teacher education faculty can (and many
do) simply wash their hands of these issues and
responsibility.

The ghettoizing of multicultural education
cannot continue; it must become an imperative
and given the resources to permeate the teacher
education curriculum as well as the supporting
general cducation curriculum. MCE must be the
responsibility of all actors involved in the teacher
education enterprise. As long as MCE is ghet-
toized to a professor in the teacher education pro-
gram, or as a course, a lecture, an activity, a unit,
or, worse yet, a food fair, preservice students’
understandings of the MCE issues will not reach a
maturity indicative of the complexity of teaching
within a diverse and pluralistic society (Spring,
1993). A student’s maturity is reflected by herfhis
capacity to comprehend concepts, issues, events,
and themes from the perspectives of diverse ethnic
and culeural groups as well as to practice social jus-
tice in the everyday (Banks, 1994). A MCE peda-
gogy that is not practiced ar the institutional level
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and consciously integrated throughout all course-
work will continue to make scapegoats of MCE
and foundation teacher educators. These educa-
tors will continue to incur the resistance and non-
engagement of students learning about diversity
and pluralism in the schools and in the greater
society.

All teacher educators must own-up to the
respansibility of practicing a mulricultural educa-
tion pedagogy. Banks (1991) states that teachers
and teacher educators must recognize and affirm
their identities and values, both personal and cul-
tural. Such reflection will assist teachers and
teacher educators in their inter-
actions and discussion with and

risks for all involved. As committed and evolving
learners, teachers/learners must consistently
reevaluate, along with students, the contextual
relevance of the epistemologies and ontologies
that are constantly unfolding. Instructional
recipes, formulas, one size fits all solutions (de la
Luz Reyes, 1992), or what Lilia Bartolomé (1994)
has so appropriately characterized as the “methods
fetish” only serve to sabotage the reconstruction of
pedagogical practice and simply contribute to the
technical ends of short-sighted pragmatists rather
than to the visionary precepts of liberatory teach-
ers. Recognizing that content will alwavys be ever-
changing as
more informa-

about students from racially, eth-
nically, and culturally distinct
groups. To transform preservice
teachers’ notions for a MCE ped-
agogy, Haberman (1991) suggests
that teacher educators must have
an innate cognizance of preser-
vice students’ pereeptions of a
MCE, that the learning experi-
ences that interrogate MCE con-
ceptualizations must be convinc-

Teacher educators’ reading
of the world by the making
of their vision should not
be one of control but rather
a vision that embraces a
learner’s purpose.

tion is revealed,
that the learn-
ing process will
always be a
dynamic entity
not a stagnant
one, and that
the context for
that learning
will always be
unique—as

ing, and that consistent and
meaningful dialogue must be
nurtured over an extended period to deconstruct
stereotypical perceptions of the issues. Both Banks
and Haberman articulate common-sense axioms
that, if genuinely practiced, will initiate the trans-
formation for a multicultural teacher education in
the everyday.

In the second edition to her critically
acclaimed book Affirming Diversity, Sonia Nicto
{1996} responds to the question, “What can multi-
cultural education do?

Multicultural education cannot be understood in a
vacuum [emphasis mine] but rather must be seen in its
personal, social, historical, and political context.
Assuming that MCE is “the answer” to school failure
is simplistic at best, for it overlooks important social
and education issues that affect daily the lives of stu-
dents. Educational faihere is too complex and knotey
an issue to be “fixed" by any single program or
approach. However, if broadly conceptualized and
implemented, MCE can have a substantive and posi-
tive impact on the educational experiences of most stu-

dents. (pp. 1-2)

The commitment we make to the teaching
and lcarning enterprise is intense and requires

13

unique as the
learners them-
selves—requires teacher educators to be in a state
of transformation. This necessitates a high degree
of mutual, interpersonal understanding of students
and their world, as well as constant reconstruction
of what has been traditionally considered as a
given within the teaching process—that all learn-
ers are the same (Schoem, Frankel, Zuniga, &
Lewis, 1993; McCarthy & Crichlow, 1993;
Castenell & Pinar, 1993). Children from different
cultures and races, all with unique traditions,
unique social and class contexts, with diverse lan-
guages and nuance of dialects bring forth added
dimensions to a teacher educator’s vision. Teacher
cducators’ reading of the world by the making of
their vision should not be one of control but
rather a vision that embraces a learner’s purpose
a student-centered pedagogy that is critical, con-
structivist, and liberating.

The foundation for a MCE cannot be unidi-
mensional. Constructs such as culturally and lin-
guistically relevant practices, democratic options,
the multiple perspectives that learners bring with
them, and liberating practices that acknowledge
the diversity in today's classtooms are fundamental
to its foundation. Multiple epistemologics that
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intensify the need to rethink curriculum as we
know it and instruction as it is presently practiced
are also crucial to MCE. Liberating ontologies
that demarginalize learnet ., interrogate hegemonic
structures such as tracking, racism, and sexism;
and engender a liberating consciousness to the stu-
dent populations served make for a MCE pedagogy
that is comprehensive and democratic.

Having said this, the constructs deemed
important will create a primordial resistance by
many who perceive their epistemologies and place
in the status quo challenged. James Banks (1994),
a premier multiculturalist who consistently has
championed a reasoned and balanced view to the
education of our nation’s diverse student popula-
tions, articulates what may be considered a call for
congruence and is applicable to any authentic dis-
cussion and MCE pedagogy. Banks writes:

We need leaders and educators of goodwill, from all
political and ideological persuasions, to participate
in genuine discussions, dialogues, and debates that
will help us formulate visionary and workable solu-
tions and enable us to deal creatively with the chal-
lenges posed by the increasing diversity in the
United States and the world. We must {earn how
to transform the problems related to racial and eth-
nic diversity into opportunities and strengehs (p. 3).

Notwithstanding, congruence does have its lim-
itations. Congruence implies give-and-take within
an open and democratic forum. Congruence, how-
ever, must not compromise historicity. Teacher
education leaders’ cognizance of multicultural edu-
cation’s historicity must be held constant as all
interested parties juggle for political power, voice,
and legitimation. The historical backdrop from
whence a MCE pedagogy emerged was one of edu-
cational inequality based on race, class, and gender,
and that included intense overcrowding in schools,
overwotked and underpaid teachers, decaying facili-
ties, ethnic and racial hostilities, and great dispari-
ties in funding (Bastian, Frucher, Gittell, Greer, &
Haskins, 1993; Greer, 1972). The cultural workers
in multiculural education, with its foundation in
pluralism and diversity and rooted in the Civil
Rights movement, have tirelessly struggled . r insti-
tutional and academic legitimacy in this country for
at least two generations (McCarthy, 1993).13 In
the last decade, MCE has not only shed its per-
ceived deficit perceptions as imposed by main-
stream cducators and policymakers but has, in
essence, created a paradigm of inclusion thau
addresses the learning needs of our diverse and plu-
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ralistic student population and values the knowl-
edge of all learners in the educational enterprise
(Hildalgo, Chévez Chdvez, & Ramage, in press).
MCE has evolved in recent years to a liberatory
education that demystifies the traditional canon
(Banks, 1993). Moreover, MCE scholars have
revealed the insidiousness of the “isms” (racism,
sexism, classism, ageism, etc.) that exists to a great
degrec within the process of being schooled (Nieto,
1996; McLaren, 1994; Slceter & McLaren, 1995).
This historicity is nonnegotiable and cannor and
should not be compromised as congruence is nego-
tiated for the practice of an multicultural teacher
education.

Multicultural Education and Self

The struggle has always been inner, and is played
out in the outer rerrains. Awareness of our situa-
tion must come before inner changes, which in
turn come before changes in society. Nothing hap-
pens in the “real” world unless is first happens in

. the images in our heads (Anzaldda, 1987, p. 87).

Looking inside ourselves is another challenge -
for teacher educators working to promote or sus-
tain a MCE vision within teacher education pra-
grams. How we interrogate the images inside our
heads by how we have made sense of our every-
Jdavs becomes crucial. Questions that include:
How have I been socialized? How have | been
schooled? How have [ acted upon my racial world?
my culturalfethnic world? my classed world? my
gendered world? How has all this influenced my
values and in turn, how has all this guided me
consciously, unconsciously, andfor dysconsciously
into the teacher that | am? Identity, in William E
Pinar's (1993) words “is not a static term. . . ,
reflective of a timeless, unchanging inner self.
Rather identity is a gendered, racialized, and his-
torical construct” (p. 61). Imperative here is the
realization that all of us have identities. Identitics
that are storied in at least three registers
(Taubman, 1993)14 with the quintessence of cul-
ture, of race, of ethnicity, of gender, of class, to
name a few, and all wrapped in the complexities of
everyday life brought into the teaching and learn-
ing enterprise.

In their critique about teacher education stu-
dents’ confipuration of their identity within a
space of contestation (such s within multicultural
education or social foundations courses), both
Joyee King and Roberta Ahlquist report similar
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impressions as they strive to understand their
teacher education students. Joyce King (1991)
movingly speaks about the “relatively privileged”
and “monocultural background” most of her stu-
dents have. “[R}egardless of their conscious inten-
tions, |her students hold] cerrain culturally sanc-
tioned beliefs. . . abour inequity and why it per-
sists, especially for African Americans, [and] take
White norms and [White] privilege as givens” (p.
133). The findings she presents about the beliefs
and responses of her students’ identities illustrate
what she calls “dysconscious racism.” That is “the
limited and distorted understandings [that] stu-
dents have abour inequity and cultural diversity—
understandings that make it difficult for them to
act in favor of rruly equitable education™ (p. 134).
Ahlquist(1991) states thar “[w]hile | do not
assume that all prospective teachers enter teacher
education programs with racist and sexist values, [
believe that a greatr majority of them do and that
they tend either to be unconscious of this reality
or want to deny it” (p. 158). Crucial and implicit
to both of these disclosures is the realization that
the authors’ ability to speak abour their students’
complexities resulted as they themselves reflected
on what makes
them cultured,

however, there tends to be hesitancy when
addressing the manifestations of racial andfor eth-
nic identity (Wellman, 1993; Omi & Winant,
1986) as well as confusion (Schoem et al., 1993).
Christine Slecter’s rather stark findings suggests a
similar hesitancy of inservice teachers to under-
stand self within race and/or ethnic constructs.
Her rwo-year staff development program and study
about how white teachers process education abour
race and the importance of educating whire people
as well as people of color about racism (p. 158)
revealed that “none of the white teachers con-
structed a strong critique of white-supremacist
institutions. . . [only] three of the 26 (as well as all
four teachers of color) expressed insights that
would lead in that direction. One white special
educarion teacher, who had described racism as an
atritudinal problem early in the study, hegan to
draw connecrions berween racism and the struc-
rure of special education” (p. 167). Slecter did
not see most of those white teachers construct
new understandings of race, instead, she saw them
“sclect information and teaching strategies to add
to a framework for understanding race that they
took for granted, which they had constructed over
their lifetimes from their position
as white people [of privilege] n a

gendered, and
classed beings.
Within our own
identity registers,
it becomes cru-
cial then, that if
Wwe are serious
about practicing
a multicultural
educarion peda-
£OgY, W tOO
must reflect and
ponder our cul-
tured, gendered,

process.

Collective initiative and
active responsibility taken
by teacher educators to
reawaken the self for a
MCE in the everyday will
make for the beginning of an
authentic transformative

racist society” (p. 168, emphasis
mine).

All is not lost, however.
Christine Sleerer’s self-disclo-
sure of how she has “looked
inside” in her quest for aathen-
ticity as a multiculrural teacher
educator, as a person, and as a
woman serves as an cxample.
As she has struggled to under-
stand her subjectivities of class,
gender, and especially race, she
has simultaneously struggled to
teach white educators about

and classed iden-
tities.1?

The literature provides fine examples of per-
sons from racially and cthnically distinet commu-
nities who have reached greater clarity of self
about their racial, cultural, ethnic identity (Bernal
& Knight, 1993: West, 1993; Churchill, 1992).
Moreover, when such communities are “caste like”
(Ogbu & Matute-Bianchi, 1986)1¢ identity
hecomes a collective understanding as resistance
to the oppression from the dominant group.
Within the white European-American community,

race. Thoughtfully, Sleeter

contends that white educators
can undergo substantive transformation over a
period of years about race and racism. Sleerer also
admirts her limitations and acknowledges that
whites’ resistance to change is formidable: “[m]y
own color gives me a degree of comfort, privilege,
and insulation that serves me in ways | continue
to take for granted” (p. 168).

Collective initiative and active responsibility

taken by teacher educators to reawaken the self for
a MCE in the everyday will make for the hegin-
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ning of an authentic transformative process.
Because of the steady bombardment <f mythical
images teacher educators have of the ~ther, such
images need interrogation. A dialocgue with a col-
lective of selves needs serious consideration.
Goodwin (1994) argues that all educators must
seek to understand race # la racial identity theory
in order for equitable education to be realized.
“Racial identity theory and research inform[s] us
that the task of developing effective skill, compe-
tence, and awareness about race and culture is
something all educators must undertake” (p. 130).
As teacher educators practice racial identity devel-
opment in their respective classrooms, this will
help shed light on how preservice students appro-
priate their own identities and how they may view
the talents of their culturally diverse students.
Also, racial identity theory influences curriculum,
the administration of schools, and how education-
al programs are organized to support educational
success. Moreover, Goodwin (1994; see also
Carter & Goodwin, 1994) argues that racial iden-
tity theory offers teacher educators “insight into
the types of knowledge student teachers bring to
the educational enterprise” (p. 130).

Embracing racial identity theory and develop-
ment to reawaken the self in preservice students
also must be examined. Goodwin believes that
such growth in these future educators will in turn
assist them to provide a more equitable education
for all students. As of the school year 1990-91,
ethnically distinct teachers comprised only 12 to
15 percent of American teachers (Tomas Rivera,
1994). The remaining teacher population will
stay overwhelmingly white and female (Rollefson,
1993) a population which, historically, has been
resistant to change (Ahlquist, 1991, 1992; King,
1991; Slecter, 1995, 1993; Sleeter & Grant, 1987,
1994; Sleeter & McLaren, 1995; McCarthy &
Crichlow, 1993). Racial identity theory and
development is then a viable option. Nicto
(1996) worries that “there are limits to the extent
to which [pre-number and insetvice teachers| can
change without concurrent changes in their con-
text” (p. 346). Change in self-identity is also nec-
essary. This means becoming a multicultural per-
son 0 one can become a multicultural teacher.
Nicto argues that without “this transformation of
ourselves, any attempts at developing a multicul-
tural perspective will be shallow and superficial."17

In conversations with colleagues around the
country, plus my understanding of the terrain,
most MCE teacher educators who teach such

courses assist students to struggle with self-identi-
ty; in contrast, few teachers outside the field take
responsibility for incorporating the self within the
context of class, race, or gender into their disci-
plines. | realize I run the risk here of further ghet-
toizing MCE as well as keeping MCE within a pos-
itivistic frame of reference. However, until entire
teacher education programs decide to reconfigure
their teacher education programs to be inclusive
rather than exclusive of the epistemologies
required for the success of a teacher in becoming,
such compartmentalizing will persist.

I suggest that teacher educators construct an
essay discussing self-identity within gendered, cul-
ture/race, and/or classed contexts and determine
how it has influenced the personal perceptions of
our disciplines.’® Document our racial subjectivi-
ties, our interests, our privilcges and instill within
this document a responsibility to challenge racism
and sexism in our social, personal, and teacher
education contexts. My concern is that this seems
like a simplistic and linear undertaking with auto-
matic results. lnternal, and to a lesser extent,
external, conflicts will result. lmportant to com-
prehend is the complexity and the contradictory
range of attitudes that will result, many of which
may be to appropriate a victim status, The
insights of Leslie G. Roman (1993) are crucial:

Whites have benefited from structural racism [but]
claitn or proclaim to know or represent the reality
of racial oppression as an all-embracing, relativistic,
and ubiquitous category of experiences to which
anyone can belong. . . [while misrecognizing]. . .

the effects of [their] own racially privileged loca-
tions, that is, the ways in which institationalized
whiteness confers upon whites (both individually
and collectively) cultural, political, and economic
power (p. 72).

What Roman suggests is not to be naive to one’s
own cthnic misrepresentations, as such misrepresen-
tations are part of learning and teacher educators
should use these as the starting point. Therefore, as
teacher educators reflect on their personal docu-
ments (as suggested above), they should naturally,
simultancously construct personal bridges of under-
standing between self and teacher education stu-
dents, and note the evolution of MCE issues in the
public terrains of understanding and interrogation.
It starts with ourselves, the images in our heads, and
the courage to have the sclf be the human agency
to a multicultural education in the everyday.
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Synchrony of Multicultural Education
Discourse in Curriculum and Instruction

Proponents of multicultural education as an eman-
cipatory formula tend to ignore the complex social
and political relations that are constituted in the
internal order of the schools. Issues of policy for-
mation, decision-making, trade-offs and the build-
ing of alliances for specific reformists initiatives
have not really been addressed within multicultural

frameworks (McCarthy, 1990, p. 54).

Border pedagogy must take up the dual task of not
only creating new objects of knowledge but also
addressing how inequalities, power, and human suf-
fering are rooted in basic institurional structures

{(Giroux, 1992, p. 29).

Synchrony of MCE discourse in curriculum
and instruction is a paradigm that requires a lan-
guage with multiple and diverse voices. The lan-
guage must neither be obfuscated nor unconscious-
ly reduced to past usage but must be thought part
of a lifestyle that incovporates a process for multi-
cultural and antiracist teaching and living.

Giroux (1992b) reminds us that “cvery new para-
digm has to create its own language because the
old paradigms often produce. . . particular forms of
knowledge and social relations that serve to legiti-
mate specific relations of power” (p. 224). A syn-
ch.onous MCE discourse in curriculum and
instruction will require from teacher educators a
conscious vigilance to educational equity within
the teacher education process that is mirrored by
the language and the practice—the discourse.
Cameron McCarthy (1990) addresses the concept
of nonsynchrony that involves “individuals or
groups, in their relation to economic, political,
and cultural institutions such as schools, [that] do
not share identical consciousness and express the
same intercsts, needs or desires ‘at the same point
in time” (p. 83). Simply complying to the new
language without also reconceptualizing how
teacher educators think about teaching and learn-
ing in a multicultural context that represents a
cohesive whole will only serve to perpetuate what
is already apparent—nonsynchronicity. McCarthy
outlines four types of relations that govern the
nonsynchronous interactions of raced, classed, and
gendered minority and majority actors in the
school setting: (1) relations of competition, (2)
relations of exploitation, (3) relations of domina-
tion, and (4) relations of cultural selection (p. 84).

A good example of nonsynchronicity can be
found in a recent study by Stanford Hood and
Laurence Parker (1994). In their interviews of 24
minority students from two Holmes Group institu-
tions, a “comprehensive Northeastern university,
and a prominent Midwestern research institution,”
the practice of nonsynchrony in the MCE dis-
course was well-entrenched: (1) exposure to racial
diversity in the teacher education curriculum and
liberal arts courses was relegated to required MCE
or foundations of education classes only; (2)
teacher education faculty did not offer in-depth,
culturally diverse perspectives in their courses; (3)
a lack of sensitivity by white methods faculey
about different cultural groups was perceived by
those minority students interviewed; and (4) the
deans of both institutions admitted to either a
haphazardness of approach in relation to MCE by
methods professors or the need to hire and pro-
mote ethnically distinct professors. Clearly the
practice was not in synchrony with the discourse
as reflected by the Holmes Group initiative.

Hood and Parker are hopeful and also leery. They
show how nonsynchrony plays out in the everyday.
The deans are anxious to move forward but
“wherher the faculty will indeed make the effort to
change remains to be seen” (pp. 169-170).

Geneva Gay (1993) offers five important con-
cepts/themes that will add synchrony to the dis-
course of MCE in curriculum and instruction.
These ideas will assist all teacher educators, cspe-
cially those involved in me thods courses, to pro-
vide challenging directions and issues to preservice
students. By prepating teachers as cultural workers
to work effectively with the culturally diverse stu-
dents in our schools, teacher educators will dimin-
ish cultural discontinuities, lessen stress and anxi-
cty, reject learned helplessness, enhance situation-
al competence, and provide cultural context
teaching.

1. Cultural discontinuities are occurrences in
the classroom that pertain to cultural values, pat-
terns of communication and cognitive processing,
task performance or work habits, self-presentation
styles, and approaches to problem solving. Whe-
ther or not incompatibilities occur deliberately or
unconsciously need not be argued. “if anvthing,
this increases their significance as obstacles to
successful teaching and learning in culturally plu-
ralistic classrooms and as variables to be targeted
for inclusion in multicultural teacher education
programs” (p. 289).
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2. Swress and anxiery, argues Gay, is very much
areality in a culturally diverse classroom but should
not be so. The act of negotiating meaning within
disparate cultural and linguistic codes in whatever
the subject matter or social experience must be a
priority of understanding for teacher educators and
preservice students alike. Protecting culturally
diverse students’ cultural integrity from a constantly
controlled and maintained “Anglocenteric cultural
hegemonic status quo” (p. 289) will only enhance
students’ psychic sense of well-being and in turn,
serendipidiously providing the safe and supportive
environment that is commonly understood to be
needed by learners for leaming. “Thus, being able
to identify stress-provoking factors in cross-cultural
instructional interactions and knowing how to alle-
viate them can be a vital way to improve the over-
all quality of teaching in pluralistic classrooms”

(pp. 289-290).

3. Situational competence envelops the gifts!?
all students bring to the learning enterprise. Many
times, however, teachers assume that “students
from certain ethnic groups and social classes are
‘universally disadvantaged or incompetent’
because they do not do well on school tasks” with-
out considering other pussibilities—possibilities
that embrace the students’ contextual experiences
of cthnicity and socially constructed learnings that
they bring with them. The teaching to different
students’ madalities, the extinguishing of deficit
thinking, (c.g., culturally deprived, at-risk, learn-
ing disabled, socially maladaptive), and breaking
away from the myth that second-language lcarners
arc intellectually incompetent because they have
not mastered English will provide for situational
competence to flourish. “The challenge is for
teachers to determine what individual strengths
and cultural competencies different students bring
ta the classraom and to design learning experi-
ences to capitalize on them” (pp. 290-291).

4. Learned helplessness is too often the yoke
that children from diverse backgrounds inherit.
The positive perceptions that these students have
of their gifts begins to erode with formal school-
ing. The debilitating instructional practices of the
hidden and not-so-hidden curriculum of what stu-
dents do not have and cannot do becomes the per-
suasive message, where helplessness, insecurity,
and incompetence becomes part of their cveryday.
Genuinely “understanding [this] plight [by tcacher
educators] of these students in schools and develop-
ing teacher attitudes and belaviors to avoid its perpetu-
ation” is the message we must internalize?® (p. 291,

emphasis mine).

5. Cultural context teaching assumes that
teacher educators and preservice students under-
stand the deep meaning of culture and that it can-
not be thought of as formulaic quips to be dis-
pensed when culturally appropriate. Cultural con-
text teaching synchronizes diverse “cultural styles
of teaching and learning and [creates] culturally
compatible classrooms that provide genuine invi-
tations and opportunities for all students to engage
maximally in academic pursuits without any one
group being unduly advantaged or penalized”

(p- 292).

The language of process Gay provides is sclf-
evident and seems almost commonsensical or nat-
ural. 1 fear that teacher educators will say “I
already knew this” or “l already do this.” This is
where the problem lies. The MCE paradigm will
not be appropriated if this is the attitude. Gay is
addressing a process for teacher educators for
accessibility, a process for inclusion of children’s
cultural and linguistic integrity within a construct
of mutual respect and understanding. Ming-ha
(see Giroux, 1992b) reminds us, however, that

Accessibility, which is a process, is often taken for
as a “natural,” self-evident state of language. What
is perpetuated in its name is a given form of intol-
erance and an unacknowledged practice of exclu-
sion. Thus, as long as the complexity and difficulry
of engaging with the diversely hybrid experiences
of heterogeneous contemporary societies are denied
and not dealt with, binary thinking continues to
mark time while the crearive interval is dangerous-
ly reduced to nan-existence (pp. 228-229).

To avaid the trap of aur historical subjectivi-
ties that Ming-ha informs us so well of, plus insti-
tutionalize and embrace the language Gay pro-
vides us with, the synchrony of a MCE discourse
in curriculum and instruction requires a framework
to understand its nonpractice as well as its prac-
tice. Sonia Nieto (1996, pp. 308, 345-360) pro-
vides such a framework. First, she stresses seven
characteristics of a MCE: (1) MCE is antiracist and
antidiscriminatory, (2) MCE is basic education, (3)
MCE is pervasive, (4) MCE is important for all stu-
dents, (5) MCE is education for social justice, (6)
MCE is a process, and (7) MCE is critical pedagogy.
Second, Nicto delineates a variety of practicing
levels to support pluralism: (1) tolerance, (2)
acceptance?!, (3) respect, and (4) affirmation, soli-
darity, and critique (see also Mizell, Benett,
Bowman, & Morin, 1993; Richards, 1993). Figure
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2 is a synopsis that can be used by the reader to
study the synchronicity of a MCE discourse in cur-
riculum and instruction as conceptualized by
Nieto (see pp. 20-21).

A synchronous discourse of MCE in curricu-
lum and instruction requires the changing of men-
tal scripts for teacher educators. The power of a
synchronous discourse is that it is so accessible
if some of the fundamental practices suggested
below are kept in mind for curriculum and for
instruction:

The Curriculum

m  Acknowledge that race, class, culture, and
gender and the subjective historicities of
both teacher educators and preservice stu-
dents are part of who and what they are
and will influence the learning process.

®  Understand that teacher educators and
preservice students are profoundly influ-
enced by the curriculum that is selectively
valued and, in turn, that the selection and
deselection of teaching and learning expe-
riences is a corollary of what is valued.

m  Recognize that MCE is a curricular
lifestyle that is rooted in the possibilities
of culture and diversity rather than in the
limirations of culture and diversity.

m  Embrace multiple perspectives (Lincoln &
Guba, 1985) and challenge both teacher
cducators and preservice students to dis-
mantle the metaphorical ceilings con-
structed to limit learners and instead to
provide metaphorical floors with no ceil-
ings for learners to excel as their perspec-
tives become part of the learning process
(Wigginton, 1989).

m  Be inclusive rather than exclusive.

®  Know that self-identity is crucial to any
curriculum endeavor.

m  Sce MCE as part of global interconnected-
ness.

®  Be awarce that the politics of difference
and the polites of meaning in MCE only
adds to the richness of intellectual
endeavor.

B Accept that the historicity of the learners
involved in the learning process is crucial
to the foundation of multiculturalism.

19

The Instruction

m  Admit that our prejudices and biases will
influence how we perccive and technically
work with all students.

m  Model MCE practices (coupled with MCE
knowledge bases) for preservice teachers
to provide a synchrony of experience.

m  Engages learners and their ideas, their
emotions, their attitudes, and misconcep-
tions in dialogue (Pang, 1994; Fernandez-
Balboa & Marshall, 1994). Strategies may

include:

» tapping into the cultural contexts of
learners through music, graffiti, sports,
etc.;

» presenting personal situations in a
problematic marner;

» providing readings of diverse authors
that reflect multiple styles;

» reflecting on actual classroom events
or personal conflicts or concerns;

» role-playing and then discussing the
themes that result; and

» using vignettes as stimulating genera-
tors of dialog (Fernandez-Balboa &
Marshall, 1994).

m  Realize that the classroom climate must be
inviting to an array of voices ang perspec-
tives.

Put another way, a synchronous MCE discourse
informs us that we must face and embrace our
learners and their everydays as we struggle togeth-
er in the phenomenon of teaching and learning.

The Passion of a Multicultural Education
Pedagogy

We want our classrooms to be just and caring, full
of various conceprions of the good. We want them
to be articulate, with the dialogue involving as
many persons as possible, opening to one another,
as we are learning to be concerned for them. We
want them to achicve friendships among one
another, as cach one moves to a heightened sense
of craft and wide-awakeness, to a renewed con-
sciousness of worth and possibility (Greene, 1993,
p. 194).
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Figure 2: Levels of Multicultural Education

Monocultural Educution

Characteristics of Multicultural Education

Tolerance

Antivacist/ Antidiscriminatory Racism is unacknowledged. Policies and
practices that supporr discriminarion
are left in place. These include low
expectations and refusal to use stu-
dents’ natural resources (such as lan-
guage and culture) in instruction.
Only a sanitized and “safc” curriculuim
is in plzlce.

Baste Defines education as the 3 R’ and the

“canon.”

*Cultural literacy” is understood within a
monocultural framework.

All important knowledge is essentially
European American. This Eurocentric
view is reflected throughout the cur-
riculum, instructional straregies, and
environment for learning.

Pervusive No artention is paid to student diversity.

Imporeant for All Studenes Ethnic andfor women’s studies, if avail-
able are only for students from that
group. This is = frill that is not impor-
tant for other students to know.

Education for Sucial Justice Education supports the stutus quo.
Thinking and acting are separate.

Pracess Education is primarily content: who,
what, where, when. The “great White
men” version af history is propagated.
Education is static.

Critical Pedagogy Education is Jomesticating. Reality is
represented as static, finished, and flat.

Policies and practices that challenge
racism and discrimination are initiat-
ed. No overt signs of discrimination
are acceptable (e.g., name-calling,
graffiti. blatantly racist and sexist text-
books or curricutum). ESL programs
are in place for students who speak
ather languages.

Education is defined more expansively
and includes attention to some impor-
tant information about other groups.

A multicultural perspective is evident in
same activities, such as Black History
Month and Cinco de Mayo, and in
some curriculum and materials. There
may be an itinerant “multicultural
teacher”

Ethmic and women's studies are only
offered as isolated courses.

Education is somewhat, although tenu-
ously, linked to community projects
and activities.

Education is both content and process.
*Why" and “kow™ questions are tenta-
tively broached.

Students and teachers begin to question
the status quo.

From Nieto, S, (1996) Affirming diverstiy: The sociopolitical content of wrdticulnoal education. (2nd. edition)

Reproduced by pevmission of Longm Press,
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Characteristics of Multicultural Education

Acceptunce

Respect

Affirmation, Sali ':-"-'_rv, and Critique

Policies and practices that acknowledge
differences are 1 place. Textbooks
reflect some diversity. Transitional
bilingual programs are availabie.
Curriculum is more inclusive of the
histories and perspectives of a broader
range of people.

The diversity of lifestyles and values of
groups other than the dominant one
are acknowledged in some content, as
can be seen in some courses and
school activities.

Student diversity is acknowledged, as can
be seen not only in “Holidays and
Heroes” but also in consideration of
different learning styles, values, and
langaages. A “multicultural program™
may be in place,

Many students are expected to take part
in curriculum that stresses diversity, A
variety of languages are taught.

The role of the schools in social change
is acknowledged. Some changes that
reflect this altitude begin to be felt:
Students take part in community ser-
vice.

Education is hoth content and process.
*“Why" and “how”™ questions are
stressed more. Sensitivity and under-
standing of teachers toward their stu-
dents ate more evident.

Students and teachers are beginning a
dialogue. Students’ experiences, cul-
tures, and languages are used as one
source of their learning.

Policies and practices that tespect diver-
sity are more evident, including main-
tenance bilingual education. Ability
grouping is not permitted. Curriculum
is more explicitly antiracist and hon-
est. It is “safe” to talk about racism,
sexism, and discrimination.

Education is defined as knowiedge that is
necessary for living in a complex and
pluralistic society. As such, it includes
much content that is multiculrural,
Additive multiculturalism is the goal.

The fearning eavironment is imbued
with multicultural education. It can be
seen in classroom interactions, materi-
als, and the subculture of the school.

All students take part in courses that
reflect diversity. Teachers are involved
in overhauling the curriculum to be
more open to such diversity.

Students take part in communiry activi-
ties that reflect their social concerns.

Education is both content and process.
Students and teachers begin to ask,
“What if?" Teachers empathize with
students and their familics.

Students and teachers use critical dia-
logue as the primary basis for their
education. They see and understand
different perspectives.

Policics and practices that affirm diversi-
ty and challenge racism arc developed.
There are high expectations for all stu-
dents; students’ language and culture
are used in instruction and curriculum.
Two-way bilingual programs are in
place wherever possible. Everyone
takes responsibility for racism and
other forms of discrimination.

Basic education is multicultural educa-
tion. All students learn to speak a sece-
ond language and arce familiar with a
broad range of knowledge.

Multicultural education pervades the
curriculum; instructional strategies;
and interactions among teachers, stu-
dents, and the community. It can bhe
seen everywhere: bulletin boards, the
tunchreom, assemblies.

All courses are completely multicultural
in essence. The curriculum for all stu-
dents is enriched. “Marginal students™
no longer exist.

The curriculum and instructional tech-
niques are based on an understanding
of social justice as central to educa-
tion. Reflection and action are impor-
tant components of learming.

Education is an equal mix of content wnd
process. It is dynamic. Teachers and
students are empowered. Everyone in
the school is becoming a multicultural
person.

Students and teachers are involved in a
“subversive activity.” Decision-making
and social action skills are the basis of
the curriculum.
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Multicultural education in the greater educa-
tional community has many times evoked the
opposite from what Maxine Greene shares with us.
Committing to MCE in the everyday by all agents
within the teaching and learning community
should not evoke feelings of confrontation, of
panic, or, worse yet, of neglect. Geneva Gay

(1994) asks:

How about you? How do you react when you hear
the term multicultural education? Do you feel doubt,
joy, frustration, confusion, fear, excitement, ambi-
guity, incompetence, or opportunity? Perhaps the
terin evokes memories of specific experiences, such
as a movie you saw, a lesson you taught, a curricu-
lun reform project in your school district, a profes-
sional conference you attended, or a new student
who just arrived in your classroom. What kinds of
images cross your mental screens? . . . Do you think
of multicultural education as planiing seeds of con-
struction or of destruction, as limiting or increasing
the potential of individuals and society? Do you
wonder if your thoughts, feelings, and imnages are
correct, and shared by other teachers? Or, do you
wonder if you stand alone? (pp. 31-32)

The ques-
tions insightfully

absence of integrity, or in ideas that have been

anesthetized by neglect or lack of compassion.
Alan Singer (1994) writes that

Given the nature of our demccratic society, educa-
tors rust always be political. Political ideology
informs the topics we choose to teach, the ways
that we organize our classrooms and relate to young
people, our relationships with colleagues, and the
battles we wage with boards of education and vari-
ous local and state funding agencies. But we need
to be conscious of and open about our political
preferences as they shape and are shaped by our
nrofessional judgments. We have to insist that
educators reflect on their assumptions and goals
and evaluate their standards for knowing (p. 288).

Passion energizes multicultural educators to
consistently challenge the social injustices that
have been taken by opponents to be normal.

Such opponents to MCE conveniently avoid or
dismiss the “savage inequalities” documented by
Kozol (1991) or the “stupidification” of our stu-
dents as Macedo (1993) reminds us. It is easy to
become dispassionate when we anesthetize our-
selves to the poverty that is all around us and con-
tinues to grow exponentially. [t
is easy to become dispassionate

asked hy Gay
deliberately
couch MCE
within a frame-
work palatable to
the mainstream
that includes
perspectives and
principles of
MCE. Gay, a
pioneer of MCE
and a cultural
worker of its ter-
rain, is passion-
ate about wanti-
ng a conversa-
tion to take root

compassion.

Because controversies are
part of the MCE terrain,
teacher educators must be
political activists—passion
does not take root in
neutrality, in the absence
of integrity, or in ideas
that have been anesthetized
by neglect or lack of

when teaching and learning
becones a reproduction of non-
sensical epistetnologies that
promote privilege to many and
further marginalizes those it was
suppose to educate. Dispassion
brings its rewards, however;
when we bury ourselves in such
a world, we are safe, sterile, and
ontologically lost.

An MCE pedagogy must
passionately include the reality
that Kozol documents—“when
dreams are deferred.” Dreams
that belong to children of
poverty, to children whose cul-
tural lincages are ethnically dis-

among col-
leagues within
the educational community to work through the
so-called controversies that have clouded MCE's
success in the everyday of teaching and learning.
Be-

cause controversics are part of the MCE terrain,
teacher educators must be political activists—pas-
sion does not take root in neutrality, in the
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tinct, and to children of immi-

grants. The cducational com-
munity has chosen to “live a lie” as long as the
controversy Gay (1994) describes does not
acknowledge that opponents to MCE are protect-
ing “their privilege positions and the rewards the
doctrinal system provides them.” Macedo (1994)
insightfully reveals that the MCE controversy is a
stand by anti:nulticulturalists to maintain a com-
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plex web of lies that will “reproduce the dominant
ideology through cultural literacy” (p. 14)—a liter-
acy devoid of MCE! Passion is a must if we are to
collectively overcome the lies that are part of the
everyday.

Having said this, Gay's powerful book, At the
Essence of Learning, must be read by teacher educa-
tors, for it is passionate. The book does provide a
guarded vision with (he general education princi-
ples it purposes: huran growth and development,
democratic citizensb.p and socialization, and peda-
gogical principles of teaching and learning. What
makes thesc principles appealing is her attempt to
cast them within a holistic context that can then

mirror multicultural education processes?? in the
everyday. Using Nieto's seven characteristics of
MCEE plus Nieto's four descriptive levels that sup-
port pluralism, the educational community would
do well in thinking of At the Essence of Learning as
practicing an MCE that is pervasive and respects.
Passion requires a pervasiveness that is synchro-
nous with thought and deed and respect for the
other. Passion also requires one to be impatiently,
patient (Freire, 1985). | hope the next part of this
primer will shed some light on being impatiently,
patient as ! struggle with my own passion for peda-
gogy in a world of diversity as a multicultural
educator.
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I11.

Story in the Politics of a
Multicultural Education

Pedagogy and Deception of
Political Correctness

Introduction

Indeed, such a rask demands a rewriting of the
meaning of pedagogy itself. It means comprehend-
ing pedagogy as a configuration of textual, verbal,
and visual pracrices that need to engage the
processes through which people understand them-
selves and the ways in which they engage others
and their environmenr. It recognizes that the sym-
bolic presentations that take place in various
spheres of cultural production in society manifest
contest and unequal power relations. As a forin of
cultural production, pedagegy is implicared in the
construction and organization of knowledge,
desires, values, and social practices. At stake here
is developing a notion of pedagogy capable of con-
testing dominant forms of symbolic production
(Giroux, 1992, p. 3).

When you take apart studenis’ most cherished
assumptions about such issues as race, culture, and
cthnicity, gender, language, social class, some stu-
dents will be very angry. Over the years, only a
few students have  de the choice to nurture
their anger and couate their bigotry.

Like the [longot huntsmen, an indigenous cul-
ture of the Philippines who seck out experiences
that can he told as stories, | too provide in this
primer a story. A story of how teacher education
students perceive a course titled “Multiculrural
Education” and me the teacher. Renato Rosaldo
(1993} speaks to the inportance of story: “stotics
often shape, rather then simply reflect, human
conduct. . . . |S]rories shape action because they
cmbody compelling motives, strong feelings, vague
aspirations, clear intentions or well-defined goals”

{p. 129).

Vignette A: 1991 and 1994

1991

As part of my annual teaching evaluation, |
reported the following findings of the 1991 MCE
courses that [ taught. A veteran of 12 years of
teaching in higher education by 1992, 1 had
matured tremendously since my early days in the
college classroom and had honed my teaching
repertoire in a variety of ways. Within those 12
years, | had been iauded for my teaching and had
been awarded on two separate occasions for my
teaching at a prior institution. After 12 years |
had cultivated a high degree of sensitivity to the
needs of students and the ability to ask probing
questions so students knew they were important
and were cared for as we embarked on the journey
of learning.

The student evaluations were from a large
multicultural education course taught in the spring
and fall semesters of 1991. [ was and continue to
be responsible for this course. Seventeen of the 64
students (27 percent) provided comments that
illustrate a deep-felt resentment about the concep-
tual issues that were discussed during the evolu-
tion of the course.

One student wrote:

More than the teacher, mv concerns were with the
text?3 irself. 1 found myself very angry and upset about
the political ideas of anarchy and revolution found in
the text. If | were to vead some of these sentences out
loud t the majority of American citizens, they would
he distressed to know that dheir wex dollars arve going
into the teaching of such frightening ideas.
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In a similar vein, another student wrote:

I was very frustrated most of the time with this class. |
felt because I'm white and conservative I was looked at
as a “racist” at times (especially in lab). Some points
made during the year have been helpful but for the most
part I felt like it was a session for blaming the white
race and showing what a terrible job teachers have been
doing in the past. The text made me so angry and sick
at times! [t was such political propaganda and very
one sided I felt [sic]. It had some good ideas but often
[ feel it contains reverse prejudice. [ don’t know, I just
can't believe some times I am paying money to hear

some of this stuff.

Another student wrote:

I am sick of hearing about multicultural education.
every EDUC]ation] class this is brought to my atten-
tion. Enough is enough, stop beating a dead horse! 1
swish we would have been given more hands-on ideas,
instead of the same ole’ crap. Our personal opinions
did not count and I was afraid to have a personal opin-
ion and express them [sic] w/o getting killed.

Anather student stated that

Rudolfo Chdvez seems to be concerned on feeding his
ego. Portrays himself as extra talented. Tries to
impress people (didn’t impress me). He should just
worry about teaching, being (getting the idea under-
stood) [sic]. Too much acting in reference to his teach-
ing approach.

One student opined (with similar sentiments from
two others) that

I'don’t feel that I learned much in this class most of it
was brainwashing propaganda. More because of the
chosen text than anything. The text is terribly biased
and has a political message that preaches issues that
don’t have anything to do with multicultural [educa-
tion]. [ feel that the instructor had paradigm paralysis
in dealing with the objective [sic] of the text.

In contrast, 47 of the 64 (73 percent) 1991 stu-
dent evaluations were exceptional in every way.
A random selection of the 47 comments include:

Excellent in all areas. Enjoys bringing out disparate
points of view.

Dr. Chdvez is superb! Ewerything about the course
was also excellent. The exams and assignment along
with discussions were great!

I sometimes felt like I was lost, but with each class ses-
sion things begin to fall in place.
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Dr. Chdvez is a very interesting, effective, and knowl-
edgeable instructor. | enjoyed his presentations and his
class. He is an asset to this university.

No complaints, I enjoyed the class. Very knowledgeable
on subject, as an instructor is very mtelligent and
knows his subject matter. There is no one I know of
that is better qualified.

I really enjoyed this course and the instructor. The
only negative thing I have to say about this course is
that, there is a great deal of work involved and at times
it is hard to keep up.

- Great! He never really gave us the answers to any
questions but got us to thinking on our own and figur-
ing out things for ourselves.

1994

More recently, | reported findings (spring
1994) of the MCE courses that I taught at the
undergraduate and graduate levels. The reporting
is calm and has noticeably become more impatient.
As | have learned the true meaning of non-neu-
trality and have become more comfortable with
the development of my subjectivity, I now have
little patience for students who value their integri-
ty little and thus believe they can hide their big-
otry and malice towards the “other” and simply
stay nonengaged throughout the entire MCE
course. The report that follows does not apologize
for demanding that students think about the MCE
issues and thus does make many students uncom-
fortable. When least expected, I regress into
believing that there should not be so much pain in
teaching and learning. I am comforted by the
words of Donaldo Macedo's “Introduction” to
Literacies of Power: What Americans Are Not
Allowed to Know (1994), that coming to voice as a
teacher and a writer is a “process of conscientiza-
tion, which always involves pain and hope” (p. 4).

The undergraduate course in MCE (41 evalua-
tions in spring 1994):

Nine of the 41 student evaluations (21 percent)
judged the course to be just adequate—mostly 3s
and 4s with a few 5s and a few Zs, where 5 is high,
2 is low, and 1 is “does not apply.” The ratings of
and by themselves are not bad. The comments,
however, do cover some areas that [ need to con-
sider. Specifically, two students commented on
my use of terminology. These students felt ]
talked over their heads. This was not my intent.
... Two to three students were afraid to share
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their views because they felt | was intimidating.
As a multicultural educator, I will practice social
justice, therefore [ will probe all comments and
assist students to clarify. The students must be
able to articulate their points of view. Views such
as “we live in America and &l children must speak
English before they come to school.” 1 asked “but
children don’t come to school knowing only English,
what then?” Another student angrily and smugly
remarked “when Blacks do something important, then
they can get their names into the history books!” This
was a history lesson I could not bypass. | asked,
“Who invented the traffic light? Who discovered
the bio-chemical properties of the outer mem-
brane of the zygote? Who developed the plasma
procedure? Who invented the cotton gin?” During
all this time, I probed and provided several hints
to the entire class and, I finally provided the
responses to the questions asked, then stated that
these persons were all African-Americans; and,
added the question, “Who writes the history
books?”

Bottom line: students who have never consid-
ered themselves privileged and have considered
themselves nonbiased have problems with this his-
tory lesson as well as with their inner feelings. To
realize that history is not neutral is like the shat-
tering of a perfect mirror image of the world; myri-
ad other images also may surface that many stu-
dents would rather not face.

These are real scenarios, | have not taken
poetic license with these examples. So if these
two or three students believe I'm intimidating, so
be it; students must be given the opportunity to
deconstruct their ontology and reconstruct it.
Finally, one student was not happy by the way s/he
was treated “at times” by me and one student sim-
ply hated the course and me. Specific examples
were not provided; however, | am cognizant of my
power and do everything I can to illustrate my
authenticity as an ethnic person and as an acade-
mic. As Jackie Robinson so eloquently stated,
“I'm glad that God made my skin black, I only
wish he would have made it thicker.” I, too, wish
my skin would be thicker, for there have been
times | have been deeply misjudged by the pierc-
ing and sometimes racist comments students make
about me as an ethnic person and as a teacher.

Thirty-two of the 41 student evaluations were
judged to be high to exceptional—mostly 5s and
4s with a few 3s. These comments are contrary to
those recorded above. One student stated:
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Dr. Chdvez exudes an intensity in class that provokes
discussion and self-reflection. 1am grateful that he
makes us think every class, helping us to really find our
sense of purpose.

Another student wrote:

I enjoyed this class because | felt that 1 was a part
of the discussions and I felt that my ideas mattered.

Another wrote:

I feel that Dr. Chdwez is an excellent professor. |
would like to commend him and thank him, because for
one of the first times I was graded fairly and not given
the grade I received on my first paper, like most teach-
ers I have had.

Still another one added:

Dr. Chdvezr-Chdvez is very knowledgeable in this sub-
ject avea. He has made me a better student as well as
a better person because he has seriously made me think
of multicultural education and the end effect it has or
will have on my students. His technique is very flexible
and he not only lectures on teaching strategies but mod-
els them as well. I was very impressed with Dr.
Chdvez's knowledge and ability to convey it so well.

In a similar vein a student commented that s/he

enjoyed the class and the instructor. Has veally helped
me as a person and a future teacher to redlistically look
at education.

On being placed on the spot, one student
commented:

This class really made me think! Didn't like the cards.
Made me feel like T was on the spot.24

And finally, in a random comment, a student
stated:

Dr. Chdvez is a good instructor and has a lot of passion
for his subject but tends to be a bit intense. I felt the
workload could have been less stressful & still achieved
the objectives.

Similar comments can be found throughout the 32
evaluations. The comments by the majority of
students (32 out of 41) plus their ratings suggests
that | am a facilitator . . . who truly cares about
student learning and that challenges them to
another level of expectations. Isincerely care
about my teaching and believe that I'm very good
at it; | take pride in the knowledge bases that |
command and consistently nurture; and, I am pas-
sionately committed to sharing with my student
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colleagues all the good there is in this world if
they are open to the diversity that they will be
encountering in our multicultural world.

The graduate course in MCE (off-campus) (14
student evaluations)

This course turned out quite well, to my sut-
prise. | asked all my colleagues to comment on
two aspects: (1) the course, and (2) the professor.
All of the students really liked the course, found
the material valuable, “tough, stimulating, in-depth
thinking, crazy, fun.” The 14 students provided
.. . insightful critiques on the course. About me
and my teaching, the students enjoyed the multi-
ple-class assessment devices (exams, papers, pre-
sentation, collages, participation, etc.). Some said
too much work and a few, one or two, felt that |
should have lectured. Most students felt [ had
extremely high expectations for all of them and
appreciated it (albeit grudgingly). To my surprise,
eight of the 14 students signed their evaluations.
This has never happened before. Comments
included:

I will never take a course of this magnitude again, espe-
cially during the school year [and
turned around and said] I proba-

Vignette B: Reflection

In hindsight, [ should not have been affected
by some of the 1991 year comments and should
have felt at least somewhat exonerated by the 1994
comments. But the fact of the matter is that I was
deeply affected by the former student evaluations.

First and foremost, I was surprised. The course
was structured so a safety net was always present.
Respect for individual opinions was always stressed.
Of importance here is that many minority students
became comfortable enough to begin to share how
they perceived several important MCE issues, their
schooling experiences and themselves as future
teachers—crucial elements in the dialogic process.
There was what seemed to be hotly contested
points of contention where students took sides and
held their ground when discussing MCE issues.
The deception used by some students to hide their
true feelings and views was, however, in retrospect,
astounding. | was clueless to the fact that a small
but significant group of students disliked the course
and my person as an ethnic entity immensely.
Students' ability to cloak their dissatisfaction, bias,

and intolerance
was revealing. [

bly learned more in this course
than any I have taken for quite
sometime.

Another student said:

The course did require a lot of
work, but each assignment taught
something.

The general feeling of the stu-
dents was pleasure in their new-
found ability to reflect and pro-
duce. They commented on my
expertise in facilitating and nur-
turing them by assisting them to

I gained a new meaning for
political correctness, the
deception of a smile, and

the deception of the well-
articulated and over-used
phrases “all kids are the
same”; or “I don’t see color”;
or “I’m color blind.”

gained a new
meaning for
political cor-
rectness, the
deception of a
smile, and the
deception of
the well-articu-
lated and over-
used phrases
“all kids are the
same”; or “]
don'’t see color”;
or “I'm color

deconstruct and reconstruct their
ontology on serious issues affect-
ing educational issues. This was relished by the
students. None of the students felt the course was
a waste of time and have become proponents of
and for multicultural education. This is an impor-
tant step {(one of many) for equity of services to
the diverse population (Native Americans,
Africau-Americans, Chicanos, and European-
Americans) that live [in this repion of New
Mexicol.

blind.” Yes, |
had received in
my 12 years’ prior experience piercing comments
from one or maybe two students but never in such
relatively large numbers; nor had [ received student
evaluations with such a similarity of rancor.
Second, I did not comprchend these students’
focused anger and malice towards me as a person.
In this case, some students were implying that [
should not try to act smart since | am an cthnic
person. Intolerance and ethnic bias are apparent.
Question: Would you feel comfortable with one of
these students as the future teacher of your child!
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Third, the anonymity of student evaluations
and not knowing who had written what left me
curious. In the past, students had usually shown
their dislike for an assignment or activity or myself
almost immediately, but not this time. Cloaking
devices were on overtime. Finally, [ was made
extremely curious why such disparities could be
found within the same course and classroom.

Vignette C: A Wake-Up Call

Because this was indeed a research opportuni-
ty, I quickly turned this student evaluation data
into a presentation. I first shared these findings at
the 1992 National Association for Multicultural
Education (NAME) Conference. My presentation
was titled Teachers in Becoming: Their Responses to
Multicultural Education. As | shared my data with
participants from across the country, I quickly
learned that such student evaluations were com-
mon among teacher educators who taught multi-
cultural education courses, especially, if the issues
raised were critical of hegemonic educational
inequalities. Also, I learned that the students I
served were actually kind. Some of participants
who attended the 1992 NAME presentation
shared their experiences (some of which were truly
horrifying) with the attending group. What was
brought to the surface was the insidiousness of
racism and bigotry coupled with a sophisticated
level of cloaked political correctness held by a
small but a significant number of our teacher edu-
cation student population.

My teaching summaries/fe valuations illustrate
teacher reflec- '
tion and the

immensely. [ practice several pedagogies that [
consider to be dialogic and liberating such as:

B Metaphoric teaching and symbolic lan-
guage to develop and ground critical con-
cepts?d

m  Cooperative learning—jigsaw, expert
teams, and the like?6

m  Concept mapping

m  Popular culture videos to provide concep-
tual hooks for major MCE concepts such
as racism and discrimination??

» Racism 10!

The Eye of the Storm
Los Mineros

A Class Divided

Urban Crises Series, and

Yy vyvyvYyy

more recently School Colors, to name a
few.
m  Audiotapes such as?8

» Diversity as a Plus by Samuel

Betances, a fiery speaker that speaks
the unpleasant with humor and irony

] Debate on Afro Centrism
» The Brookline Debate, plus several

others

B Short writing exercises??

m  Case studies to illicit discussion and pro-
vide an arena for triangulating learning
concepts?0

B Model alternative assessment formats,

including scenario assessment?!

importance of
that role of one
who continues to
mature as an
emancipatory,
critical, and con-
structivist peda-
gogist—a libera-
tory educator.
Besides the use
of traditional
methods of
instruction such
as lecture and

What was brought to the sur-
face was the insidiousness of
racism and bigotry coupled
with a sophisticated level of
cloaked political correctness
held by a small but a signifi-
cant number of our teacher
education student population.

But this is only one begin-
ning—my beginning, my strug-
gle, and my challenge—as [
search for authenticity as a mul-
ticultural teacher educator and
a learner in a diverse and plu-
ralistic society.

[ use my story to share a
sense of urgency with the read-
er. Some simple math can clar-
ify the importance and real
need for a multicultural educa-
tion that will permeate the
entire teacher education cur-

small- and large-
group discussion,
my practice of the dialogic process has improved

riculum. For the sake of sim-
plicity, let’s assume that only 20
preservice students since 1991 illustrated intoler-

28 34

\)_

ERIC

Aruitoxt provided by Eric:



ance and insensitivity, and nurtured their preju-
dices in some cloaked ways. Let’s also assume that
10 of them will teach at the secondary level for 20
years and that each year, each of those 10 will
directly work with 100 secondary students. This
adds up to 1,000 students in one year and a total
of 20,000 students over 20 years. Let’s also assume
that the remaining 10 preservice students will
teach in the primary grades for 20 years and will
have 20 primary students per year for a total of
200 students for one year. Qver 20 years, this adds
up to 4,000 primary students. The total number of
primary and secondary students who were directly
engaged in some way by the preservice students
identified in my story would be

Students often do not want to learn and teachers
do not want to teach. More than ever before in
the recent history of this nation, educators are
compelled to confront the biases that have shaped
reaching practices in our society and to create new
ways of knowing, different strategies for the sharing
of knowledge. (p. 12)

This can only happen when learners are in an
environment where an opportunity ta develop a
community of learners can result; where learners
can begin to relate to one another on a personal
basis; and, where a safety net can be created for
them to take risks and explore the multitude of
issues that
encompass the

24,000 students over a 20-year
period. Now, let’s further assume
that there are only 100 teacher
preparation institutions (there
are approximately 1,200 teacher
preparation institutions
[Gollnick, 1992]) around the
country and that the same num-
bers would apply since 1991.
Over a 20-year period, 2.4 mil-
lion students would be directly
influenced by these preservice
students who illustrated their
intolerance or ethnic bias!
These numbers are just over-
whelming and overpowering.
Teacher educators take heed—a

As we struggle to understand
and release our harbored
biases, prejudices, and
“isms,” we reawaken our-
selves to learn that the con-
struction of expectations and
the perpetuation of success or
failure is first and foremost
constructed in our minds.

multicultural
education ter-
rain in the
teaching and
learning enter-
prise.

Both the
student evalua-
tions shared
with the reader
serve as story
and the number
crunching acts
as a wake-up
call. Thisisa

story and a

multicultural education is every-
one's responsibility, not just that
of multicultural or foundations professors! 32

The goal of MCE in my mind is to move
beyond the anger, beyond the victim and victimiz-
er views, beyond the guilt. The attitude [ practice
is that we are in this together and we will contin-
uc to be diverse and pluralistic—there is no turn-
ing back! What must we do? Future teachers as
well as teacher educators must make history by to
deconstructing in a caring environment. mythical
understandings they may have on many of the cru-
cial issues discussed throughout this primer. Issues
that include but should not be limited to racism,
scxism, and classism. Raising learners’ conscious-
ness of themselves as racial, ethnic, gendered, and
economic beings must be practiced by all teacher
cducators. This is part of learning and part of
coming to terms with what bell hooks (1994)
courageously addresses as the crisis we now face in
cducation:

wake-up call
from one
Chicano, male professor's privileged standpoint
that emerges not from the authority of experience
but rather from the passion of experience and the
passion of remembrance (hooks, 1994, p. 90). |
am a gendered, racial, cultural, ethnic, linguistic,
classed, and spiritual being. As I mature into my
personal paradigms and further develop my subjec-
tivities, the teacher/learner in me discovers how
subjective the construction of knowledge actually
is (Lincoln & Guba, 1985). There are “tensions,
contradictions, fears, doubts, hopes, and dreams
involved in the process of making meaning of
one’s role and responsibility in the world”
(Macedo, 1994, p. 4). Most teacher education
students struggle right along with me as we begin
to realize that the process we are going through
will assist them to be successful and authentic
with all of their students as well as with them-
scelves. As we struggle to understand and release




our harbored biases, prejudices, and “isms,” we enough to practice in the everyday the remaking

reawaken ourselves to learn that the construction of a democratic, multicultural community.
of expectations and the perpetuation of success or Multicultural Education in the Everyday: A
failure is first and foremost constructed in our Renaissance for the Recommitted asks for your

minds and will stay there if we are not courageous commitment.

36

(%)

ERIC

Aruitoxt provided by Eric:



QO

ERIC

Aruitoxt provided by Eric:

References

Abhlquist, R. (1991). Position and imposition: Power rela-
tions in a multicultural foundations class. Journal of
Negro Education 60(2), 158-169.

Abhlquist, R. (1992). Manifestations of inequality:
Overcoming resistance in a multicultural foundations
course. In C. A. Grant (Ed.), Research and multicultural
education: From the margins to the mainstream (pp. 89-
105). Bristol, PA: The Falmer [ress.

American hevitage dictionary and electronic theasaurus. (1986,
1987). New York: Houghton Mifflin Company.

Anzaluda, G. (1987). Borderlands (La frontera): The new
mestiza. San Francisco: Aunt Lute Books.

Apple, M. W. (1982). Education and power. Boston: Routledge
& Kegan Paul.

Auerbach, S. (Ed.). (1984). Encyclopedia of multiculturalism
(Vol. 1-V). New York: Marshall Cavendish Press.

Baldwin, . (1988). A talk to teachers. In R. Simonson & S.
Walker (Eds.), The graywolf annual five: Multiculuural lit-
eracy (pp.3-12). St. Paul, MN: Graywolf Press.

Banks, J. A. (1993). The canon debate, knowledge construc-
tion, and multicultural education. Educational
Researcher, 22(5), 4-14.

Banks, J. A. (1991). A curriculum for empowerment, action,
and change. In C. E. Sleeter (Ed.), Empowerment thrvough
multicultural education (pp. 125-142). Albany, NY:
SUNY Press.

Banks, J. A. (1994). An introduction to multicultural education.
Boston: Allyn and Bacon.

Banks, J. A., & Banks, C. A. (Ed.). (1995). Handbuok of
research on multicultural education. New York: Macmillan
Publishing.

Bartolome, L. (1994). Beyond the methods fetish: Toward a
humanizing pedagogy. Harvard Educational Review 64(2),
173-194.

Bastian, A., Frucher, N., Gittell, M., Greer, C., & Haskins, K.
(1993). Three myths of school performance. In H. S.
Shapior & D. E. Purpel (Eds.), Critical social issues in
American education: Toward the 21st century (pp. 67-84).
New York: Longman.

Bennctt, C., Okinaka, A., & Xiao-yang, W. (1988, April).
The effect of a multicultural education course on preservice
teaciiers’ attitudes, knowledge, and behavior. Paper present-
ed at the Annual Meeting of the American Educational
Research Association, New Orleans, LA.

Berger, . L., & Luckmann, T. (1966). The social construction
of veality: A wreatise in the sociology of knowledge.

Bernal, M. E., & Knight, G. P. (Eds.). (1993). Ethnic identity:

Formation and transmission among Hispanics and other
minorities. Albany, NY: SUNY Press.

Bowles, S., & Gintis, H. (1976). Schooling in capitalist
America: Educational veforin and the contvadictions of cco-
nomic life. New York: Basic Books.

Carter, R. T., & Goodwin, A. L. (1994). Racial identity and
education. In L. Darling-Hammond (Ed.), Review of
vesearch in education (Vol. 20) (pp. 291-3306).
Washington, DC: American Educational Research
Association.

31

Castenell, Jr., L. A., & Pinar, W. F. (Eds.). (1993).
Understanding curriculum as racial text: Representations of
identity and difference in education. Albany, NY: SUNY
Press.

Churchill, W. (1992). Fantasies of the master race: Literature,
cinema and the colonization of American indians. M. A.
Jaimes (Ed.) Monroe, ME: Common Courage Press.

Cuban, L. (1989). The “at-risk” label and the problem of
urban school reform. Phi Delta Kappan, 70(10) 780-84,
799-801.

Cuban, L. (1990). Reforming: Again, again, and again.
Educational Researcher, 19(1), 3-13.

Davidman, L., with Davidman, P. T. (1994). Teaching with a
multicultural perspective: A practical guide. White Plains,
NY: Longman.

Delgado, A. (1982). Chicano: 25 pieces of a Chicano mind. In
Juédn Bruce-Novoa, Chicano poetry: A response to chaos
(p.30). Austin, TX: University of Texas Press.

Dewey, J. (1957). Experience and education. New York:
Macmillian.

Ellsworth, E. (1989). Why doesn’t this feel empowering?
Working through the repressive myths of critical peda-
gogy. Harvard Educational Review, 59(3), 297-324.

Fernandez-Balboa, ].-M., & Marshall, ]. P. (1994). Dialogical
pedagogy in teacher education: Toward an education for
democracy. Journal of Teacher Education, 45(3), 172-182.

Fine, M. (1991). Framing dropouts: Notes on the politics of an
urban public high school. Albany, NY: SUNY Press.

Freire, P. (1985). Talk presented at the California State
University, Los Angeles Conference on the Education of
Chicanos, Los Angeles, California.

Freire, P. (1986). Pedagogy of the oppressed. New York:
Continuum.

Freire, P (1994). Foreword. In D. Macedo, Literacies of power:
What Americans are not allowed to know (pp. xi-xii).
Boulder, CO: Westview Press.

Fuller, M. L. (1994). The monocultural graduate in the multi-
cultural environment: A challenge for teacher educa-

tors. Jounal of Teacher Education, 45(4), 269-277.

Gay, G. (1985). Implications of selected madels of etinic
identify development for educators. Journal of Negro
Education, 54(1), 43-55.

Gay, G. (1993). Building cultural bridges: A bold proposal
for teacher education. Journal of Teacher Education,
45(3), 164-171.

Gay, G. (1994). Ac the essence of learning: Mudticultural educa-
tion. West Lafayette, IN: Kappa Delta Pi.

Giroux, H. A. (1988a). Schooling and the struggle for public life:
Critical pedagogy in the modern age. Minneapolis:
University of Minnesota Press.

Giroux, FH. A. (1988b). Teachers as intellectuals: Toward a crit-
ical pedagogy of learning. Granby, MA: Bergin and
Garvey Publishers, Inc.

Giroux, H. A. (1992a). Border crossings: Cultural workers and
the politics of education. New York: Routledgpe.

Giroux, H. A. (1992b). Language, difference, and curriculum
theory: Beyond the politics of clarity. Theory into
Practice, 31(3), 219-227.

BEST COPY AVAILABLE
37




Gollnick, D. (1992). Multicultural education: Policies and
practices in teacher education. In C. A. Grant, (Ed.),
Research and multicultural education: From the margins to
the mainstrean (pp. 218-239). Bristol, PA: The Falmer
Press.

Goodlad, . L. (1984). A place called schaol:  Prospects for the
future. New York: McGraw-Hill.

Goodwin, A. L. (1994). Making the transition from self to
other: What Jo preservice teachers really think about
multicultural education? Jowmnal of Teacher Education,
45(3), 119- 131.

Grant, C. A., & Sccada, W. (1990). Preparing teachers for
Jiversity. In W. R. Houston (Ed.). Handbook of research
on teacher education (pp. 403-422). New York:
MacMillan Publishing Co.

Graves, N. B., & Graves, T. D). (1983). Creating a coopera-
tive learning environment: An ecological approach. In
R. Slavin, S. Sharan, S. Kagen, R. Hertz-Lazarowitz, C.
Webb, & R. Schmuck (Eds.), Learning to cooperate, coop-
erating to leamn. New York: Plenum.

Greene, M. (1993). The passions of pluralism:
Multiculturalism and the expanding community. In T.
Perry & ). W. Fraser (Eds.), Freedom's plou: Teaching in
the wadticidtural classroom (pp. 1835-196). New York:
Routledge.

Greer, C. (1972). The great school legend. New York: Penguin
Books.

Guralnik, D. B. (Ed.). (1980). Webster's new world dictionary of
the American language. Second college edition. Cleveland,
OH: William Collins Publishers, Inc.

Haberman, M. (1991). The rationale for training adults as
teachers. In C. E. Sleeter (EJ.), Empowerment through
muldticulenwral education (pp. 275-286). Albany, NY:
SUNY Press.

Hidalgo, F, Chave: Chavez, R., & Ramage. J. C. (in press).
Mudticultral education: Landscape for reform in the 215t
centwy. In ). Sikula & E. Guyron (Eds.), Handbook of
teacher education. New York: Macillan.

Hood, S., & Parker, L. (1994). Minority students informing
the faculty: Implications for racial diversity and the
future of teacher education. Joumal of Teacher Education,
45(3). 164- 171.

hooks, b. (1994). Teaching to transgress: Education as the prac-
tce of freedom. New York: Routledge.

Johmson, D., & Johnzson, R. (1973). Learning together and
alone: Cooperation, competition, and individualization.

Englewood Cliffs, NJ: Prentice Hall.

Kagan, S. (1990 Edition). Cooperative learnmng: Resources for
teachers Riverside, CA: University of California.
King, ). E. (1991). Dysconscious racism: [deology, identity,
and the miseducation of teachers. Journal of Negro

Education, 60(2). 133-146.
Kozol, ). (1991). Savage mequealuies: Children m America's
schools. New York: Crown Publishers.

Lauderdale, W. B., & Deaton, W. L. (1993). Future teachers
react to past racism. Educanonal Forum, 57(3), 266.276.

Lincoln, Y., & Guba, E. (1985). Nawwalistic inquiry. Newbury
Purk. CA: Sage Publications.

32

McCarthy, C. (1990). Race and cumicidum: Social inequality
and the theories and politics of difference in eontemporary
research on schooling. Bristol, PA: The Falmer Press.

McCarthy, C. (1993). Multicultural approaches to racial
inequality in the United States. In L. A. Castenell, Jr., &
W. E Pinar (Eds.), Understanding croricrhion as racial text:
Representations of identity and difference in education (pp
225-246). Albany, NY: SUNY Press.

McCarthy, C., & Crichlow, W. (1993). Race, identity, and rep-
resentation in education. New York: Routledge.
McLaren, P L. (1994). Life in schools: An introduction to cne-
ical pedagugy in the foundations of education (2nd ed.).

New York: Longman.

Macedo, D. (1994). Literacies of power: What Americans are
not allowed to know. Boulder, CO: Westview Press.

Macedo, D. (1993). Literacy for stupidification: The peda-
gogy of big lies Harvard Educational Review 63(2), 183-
206.

Mizell, L., Benett, S., Bowman, B., & Morin, L. (1993).
Different ways of seeing: Teaching in an anti-racist
school. In T. Perry & ). W. Fraser (Eds.}, Freedom’s plow:
Teaching in the multicudwural  lassroom (pp. 27-46). New
York: Routledge.

Margan, E. P (1977). Inequality in clossroom leaming:
Schooling and democratic citizenship. New York: Praeger.

National Education Association. (1992). The status of the
American school teacher, 1991-1992. Washington, DC:
Author.

Nicto, S. (1996). Affirming diversity: The sociopolitical context
of multicultural education (2nd ed.). New York: Longman.

Novak, ). M. (Ed.). (1994). Democ-atic teacher education:
Programs, processes, problems, and prospects. Albany, NY:
SUNY Press.

Qakes, ]. (1986). Tracking, incquality, and the rhetoric of
reform: Why schools don't change. Journal of Edieccation,
168(1), 60-80.

Qakes, . (1985). Keeping track: How schoals structure inequali-
tv. New Haven: Yale University Press.

Oakes, J. (1990). Midtiplying inequalities: The effects of race,
social class, and tracking on opportunities to learn mathemat-
ics and science. Santa Monica, CA: RAND Corporation.

QOakes, J., & Lipron, M. (1990). Tracking and ability group-
ing: A structural barrier to access and achievement. In ).
[. Goodlad & P Keeting (Eds.), Access to knowledge: An
agenda for our nation’s schools (pp. 187-204). New York:
College Board.

Qgbu, )., & Matute-Bianchi, M. (1986). Understanding
saciocultural factors: Knowledge, identity, and schuol
adjustment. In Bilingual Education Office, California
State Department of Education, Bexond language: Social
and cudtural factors in schooling language minority sadens
(pp. 73-114). Los Angeles: California State
University—Los Angeles, Evaluation, Dissemination and
Assessment Center,

Omi, M., & Winane, H. (1986). Racial formation in the Uruted
States: From the 1960s to the 1980s. New York:
Routledge.

Pang, V. O. (1994). Why do we need this elass? Multicultural
education for teachers. P Delta Kappan, 76(4), 289-292.

38

ERIC

Aruitoxt provided by Eric:




Pinar, W. E (1993). Notes on understanding curriculum as a
racial text. In C. McCarthy & W. Crichlow (Eds.), Race,
identity and representation in education (pp. 60-70). New
York: Routledge.

Report finds teachers ill-prepared. (1995, January 28). The Las
Cruces Sun-News, p. Al6.

Reyes, M., de la Luz. (1992). Challenging venerable assump-
tions: Literacy instruction for linguistically different stu-
dents. Harvard Educational Review, 62(4), 427-446.

Richards, J. J. (1993). Classroom tapestry: A practitioner’s
perspective on multicultural education. In T. Perry & J.
W. Fraser (Eds.), Freedom's plow: Teaching in the multicul-
wral classroom (pp. 47-63). New York: Routledge.

Rollefson, M. R. (1993). Teacher supply in the United States:
Sources of newly hived teachers in public and private schools.
Washington, DC: National Center for Education
Statistics.

Roman, L. G. (1993). Whitc is a color!: White defensive-
ness, postmodernism and anti-racist pedagogy. In C.
McCarthy & W. Crichlow (Eds.), Race, identity and repre-
sentation in education (pp. 71-88). New York: Routledge.

Rosaldo, R. {1993). Culture and truth: The remaking of social
analysis. Boston: Beacon Press.

Rosenbarm, J. E. (1976). Making equality: The hidden curricu-
lum in high school tracking. New York: john Wiley and
Sons.

Ruggicro, V. R. (1994). Warning: Nensense is destroying
America: The role of poprdar cudture in America’s social
problems. Nashville, TN: Thomas Nelson Press.

Sadker, M., & Sadker, D. (1994). Failing at faimess: How
America’s schools cheat girls. New York: Charles
Scribner's Sons.

San Juan, Jr., E. (1992). Racial formations/critical transforma-
tions: articulations of power in ethnic and racial studics in
the United States. Atlantic Highlands, NJ: Humanities
Press.

Sanders, D. AL, & Sanders, ). A. (1984). Teaching creativiey
through metaphor: An integvated brain approach. New York:
Longman Publishers.

Savage, M. C. (1992). Multicultural teaching: It's an inside
job. In J. Trimmer & T. Warnock (Eds.), Understanding
others: Culuaal and cross-cultwral studies and the teaching of
literature (pp. 79-95). Urbana, IL: NCTE.

Schoem, D, Frankel, L., Zuniga, X.. & Lewis, E. A, (Eds.).
(1993). Multictduaal teaching in the university. New York:
Pracger.

Singer, A. (1994). Reflections on multiculturalism. Phi Delta
Kappan, 76(4), 284-288.

Slattery, T (1995). Crrricudum development in the postmadern
era. New York: Garland Publishing, Inc.

Slavin, R. E. (1980). Student team learning: A manuel for
teachers. In S. Sharan, P. Hare, C. D. Webh, & R. Hertz-
Lazarowitz (Eds.), Cooperation in education (pp. 82-135).
Provo, UT: BYU Press.

Skavin, R. E. (1985). Team-assisted individualization:
Combining cooperative learning and individualized
instruction in mathematics. In R. E. Slavin, S, Sharan,
S. Kagen, R. Hertz- Lazarowitz, C. Webb, & R. Schmuck
(Eds.)}, Learning to cooperate, cooperating to leam {pp. 177-
209). New York: Plenum.

33

Slavin, R. E., Sharan, S., Kagen, S., Hertz-Lazarowicz, R,
Webb, C., & Schmuck, R. (Eds.). (1985). Learning to
coopevate, cooperating to leam. New York: Plenum.

Sleeter, C. (1992). Keepers of the American dream: A sudy of
staff development and multiculural education. Bristol, PA:
The Falmer Press.

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

Slecter, C. E. (1995). White preservice students and multicul-
tural education coursework. In J. M. Larkin & C. E.
Slecter (Eds.), Developing mudticultural teacher education
crriculiom (pp. 17-29). Albany, NY: SUNY Press.

Slecter, C. E., & Grant, C. A. (1987). An analysis of multi-
culrural education in the United States. Harvard
Educational Review, 57(4), 421-444.

Slecter, C. E., & Grant, C. A. (1994). Making choices for mud-
ticultural education: Five approaches to race, class, and gen-
der (2nd ed.). New York: Merrill/Maxwell MacMillan
International.

Sleeter, C. E., & McLaren, D L. (Eds.). (1995). Multicultoral
education, critical pedagogy, and the politics of difference.
Albany, NY: SUNY Press.

Smith, T. M., Rogers, G. T., Alsalam, N., Peric, M. Mahoney,
R. P, & Martin, V. (1994). The condition of education,
1994, (NCES-94-149). Washington, DC: Nationat
Center for Education Statistics.

Spring, J. (1993). Conflicts of interests:  The politics of American
education (2nd ed.). New York: Longman.

Spring, J. (1994). American education (6th ed.). New York:
McGraw-Hill.

Tatum, B. D. (1992). Talking about race, learning about
racism: The application of racial identity development
theory. Harvard Educational Review, 62(1), 1-24.

Taubman, P A. (1993). Sceparate identities, separate lives:
Diversity in the curriculum. In L. A. Castencll, Jr. & W.
E. Pinar (Eds.), Understanding curriculion as racial text:
Representations of identity and difference in education (pp.
287-306). Albany, NY: SUNY DPress.

Tomis Rivera Center. (1994, October). Technet Project
Update, 1(2).

Tran, M. T., Young, L. Y., & Di Lella, J. D. (1994).
Multicultural education courses and the student teacher:
Eliminating stercotypical attitudes in our ethnically
divese classroom. Jowmal of Teacher Education, 45(3),

183-198.

Verdugo, R. R. (1986). Educational stratification and
Hispanics. In M. A, Olivas (ElL), Latino college students
(pp. 325-347). New York: Teachers College Press.

Wellman, D, T. (1977). Portraits of white racism. New York:
Cambridge University Press.

West, C. (1993). Race matters. Boston: Beacon Press.

Wigginton, E. (1989). Foxfire grows up. Harvard Educational
Review 59(1),24-49.

BEST COPY AVAILABLF

39

[€)

ERIC

Aruitoxt provided by Eric:




Endnotes

! “tmages of systems and organisims are created by a dynaniic process of interac-
tion that is {metaphorically) similar to the holograph, the three-dimensional
1ages of which are stored anul recreated by the interference patterns of laser
beams” (p. 56). Lincoln and Guba ¢iapture the essence of this metaphor by
quoting Swartz and Oglivy (1979) work: "With the holographic metaphor come
several importmt auributes. We find that the unage in the holograms is created by a
dxnamic process of imevaction + - d differentianon. We find that the mformatin 15 dis-
tributed throvghone—that at eacn p<ane information abowe the whole 1s concained m
the part. In this sense, cversthing is ineerconneced like a vast neacork of imerference
ntterns, hacing been generated by the same dynainie process and concaming the
whole in the part” (pp. 13-14). The parallel of “holographic™ m my mind is mul-
tculeural educavon, moloculearalism, and s processes.

21 wish to dhank Dr. Robert Baruth, i fuend and colleague from Boise State. for
the serendipidy of the moment as he read this poem with me over the phone. 1
checked on my boakshelf and 1, oo, owned the book by Novoa, The conversa-
ton was delightful, Thank you, Robert,

P The "a risk™ image was already wellentrenched by the Tate eighties s g condi-
tication for the deficient/deficit images of eadier day. See Cuban (1989).

# There are approximately 1,200 colleges and universities that prepare veachers
n the Uniied States; 514 of these msutuitons are currendy acerediced by
NCATE."

* Larry Cuban has characeenized this type of education as *gulp and vomie”
educarion.

* The surfuce messige of this video tllustraces the contlices thae manifest within
a “multcultural” schoot but. in reality, it illustrates the manifestation of class.
gender, and ractal conflice because of the negation and suppression within the
schooling structures to not embrace diversity and difference and the power rela-
tions perpetnated by white dominance that are a microcasm of the larger soci-
ety

¥ The above three paraaraphs were onginally included s parr of the theoreteal
grounding for a paper anthored by myself, fames O'Donnell. and Roben L.
Giallegos tieled, *Pre-service Studenes' Persectives o Dilempus [n
Multienltural Education Course™ and presented ar the AERA Annaal Mceting,
1994, Alvo cuitesd in the Resotrces in Education, October, 1994, ERIC ED 370
917. 1 thank buth contributing authors Tor their pernussion w inchide these
paragraphs,

* See espectally, C
Conservauve ind Liberal Discourse

apter 2, “Schooling and the Pohities off Ethies: Bevond

p. 3770

? A historical sampling of which students are valued and why van be found
with the carly work of James E. Rosenbaum, Makwg Equabey: The Hlidden
Currerdim i High School Tracking and Edwaed P Morgan, Inequahty m
Classsoum Leaming: Schoolng au Demoeratic Citizenship. In the Exghties, the
work by John L Goodlad, A Place Called School: Prospects for the Fuuere is indor-
mative. Several of the works by Jeanmie Qakes are instrumental to understand-
g the malice of tracking and ability grouping—for example: Keepmg Track:
How Schaols Struerure Ineguabey, “Tracking, Inequality, and the Rhetorie of
Refonn: Why Schools Don't Change,” Multiplving Inequiaes: The Effects of Race.
Socwal Class, and Trackmg on Opportiavties to Leam Mathemanes and Science; and
Jennie Oakes and M. Lipton *Tracking and Ability Groupimg: A Structaral
Bacrier to Access and Achievement.” These picees deseribe schoolmg practices
across the country that marginalize students of calor, females, and pour stndenss
within the schooling process by "rrackine*/abiliey graup pracuces. When
addressing speaific populations, the work by Richard R. Verdugo, “Educational
Stratification and Hispanies™ and, Michelle Fine's. Framing Dropones: Notes on
the Polities of an Urhan Public High School are exceptionat works.

17 Paulu Frewe uses the term “entical dhunking” to develop a sense of consetons.
ness ol telf as a ertieal agent in the leaming process ind i transformng one’s
realny.

U Ponaldo Maceda's "Lireracies of Poweer: Whae Amencans Are Not Allowed o
Know," cntically develops and posgnantly addresses how ignorance 1 perpetunat
ed 1w sehoohng entinies, the wedia, and other socnal mimitions, Ao see
Berger and Luckmann, The Soaal Conseruction of Reahty A Tecanse m the
Socwlogy of Knowledge (1966}, espeainlly Chiprer 1 °Tlhe Foundatons of
Knowledpe in Everyday Lite.”

12 These six factors have been sammanzed.

34

U MeCarthy outlings the histonical developments of Amencan schooling and
state policy toward racial minorities up 10 the events of the 1960s with the
emergence of mubticulturalism in education. He then carefully exanunes three
different types of *multicultural policy discourses on racial inegquality as emboxl-
wed in various school curriculum and preservice teacher education programs
fuides as well as in the articulated theories sf proponents of multicultural
education” {pp, 223-226) that, in turn, provide ideclegical and political
mpheations.

4 Peter Taubman has defined three separate but intenweaving “registen”
ihrough which identity 1 constnicted, functions, and manifest meaning to our
evervdays: ficeonal, commimal, and autobtographical

15 ] use two different activities that assist studenrs to begin to reflect sernously
on their identities: (1) students construct a personal collage of real-life phot-s
ar pictures taken from magazines, books, et plus, a few words, not wo many,
that best illustrare what the "essence” of their being is: and (2) seudents write a
social identity paper that caprures either their social elass, their gender, or their
culturefethniciry. (1 thark James O'Donnell, a trusted colleague wha s
along with e, in sharing this powerdul actvity) See also Pare VL "Classroom
and Warkshop Exercises,” in Schoem. Frankel, Zuniga, & Lewis, Midocdneal
Teaching in the U'niversity.

e Qg and Matute-Branchi use the classificanon of “caste-hike™ to wdentify
minority groups that show persistent and disproportionate school falure {p. 87).

Nicto states that pre- and inservice teachers must reeducate themselves in ot
least substantive ways (1) sumply leaming more by reading and going to activi-
ties that emphasize pluralism; (2) confronting ones” own racism and binse. and
fearning to uncover our unconscioas ind internalized language that 1s racist.

sexist, ind classist; and (3) learnmg 1o see reality trom a variety of penspectives

(p. 346).

11 thank James O'Donnell. a calleague and friend m my department. tor thus
powerful acuvity,

™ Sarah Lawrence Lightfoot uses this concept tadentify ihe gaalioies atl ¢hal-
dren have and bring with thew to school thae may tmues are "parked at the

duor” in The Werld of Ideas wieh Bill Moyers, PBS Video.

3 Nany of the pre-students [ work with carry debilitating attitudes about ethini-
cally distnet children. They believe many learners are indeed Licking while
never questionmg their premise (pre-service students) in the first place. All too
aften, teacher educators imphicitly give the same message o their preservaice
students not realizing that widh their gowd mtentions they are perpetvanng a
subtle racism. These atnrudes are imternal and will contmue to be justified as
lony s che “language of anci-racism™ 1s not engaged. To quare Mary Savage ac
she speaks about multculeral teaching: 5 have wasted an mcredible amor of
cnergy i my hfe waiting for X e happen. Well—1c's an mside job” (p. 79).

A See Davidman & Dacidman (1994) as an example of Aceeptance and
Respect levels as conceived by Nicto. The Davidmans provide a synthesis con-
cepuon that abo enhinces MCE in curriculum and mstrucoon. They define
MCE as i multifacered, change-onented strategy that is anned ar aix mtereelat-
ed bue distinet grals: (1) educanonal equity (2) empowerment of students ind
their parents and carctakers, (1Y cultural pluralism i society, (4) nterenieural.
mterethme and mtergroup uoderstanding and harmany in the ¢hissroom,
school, and community, (3) an expanded multicultural multicthnie knowledpe
buse for students, tzachers, adnstratons, and support siaff, and (63 studenes,
teachers, support staff, and adnriniserators who think, plan, and work with »
mulucnlural perspechive.

2 Gay uses the term "multicaltural trnslations.” Agam, in her debberate
attempt to use language that will not ereate socto-cultural disonanee, the lane
wuage falls prey to Ming-ha's noton of accessibiliey. That s, the Linguage s
often taken as "natmal,” and selfeevident. *“Whae s perpetnated mits name 15 a
given form of icolerance and an umacknowledged practice of exchision.”

2 The texthovk used is Nietos (1992) Affinning Disersiey. i postmendern text-
hook that breaks away from the Western tradinion. Sec Joel Spring™s importisu
prefatory comments about posimodemn texthooks m Amencan Edicatun, Sith
Edarom.
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33 L use index cards with the vames of 1he studems oneach card. T remind sta-
dents that even the besi-intentioned cencher will call on those stadents wha
seem maore engaged, or thoughtful, or simply more talkative. 1also renund stu-
denss that teachers (both female and male alike) will call more on the "hoys™
than the “girh.” [ cannm leawe to chance that 1 will remember to call on all
students equally. The practice of equuty, then, must be one of the many goals
the classroom.

25 See Sanders & Siuders (1934) and note how they construet the use of
metaphor and it importanee o learmiug. Alo study Skatery (1995) and his e
of metapher—its plasticiny and resoninee in the corviculum process.

26 Spencer Kagan's (1990) exeellent handbook provides a nich compendium of
idens forvhe prictice of collaboration in the classroem. For theoretical gramud-
ing on conperative leaming please see the work of Dewey (1957). Graves and
Graves (1985), Johnson and Jolnrson (1975}, Slavin (1980, 19855, and Stavin,
Sharin, ~agny, Hertz-Lozarowtz, Webb, and Schinuek (1985} 10 name but a
few. Abn, an pages 16:18 t 16:24. Kagan (1990) has several resources that you
can refer to that are excellent. His handiwok may be obtained a

Spencer Kogan, Ph.D.

Resovees for Teachers

27134 Paseo Espada =202

San Juan Capistrano, CA 92675

Tel: (714) 248-7757

37 Listed here are the mentioned videox plus others used thraughout the course.

have also inelided cume of the nrjor concepts/themes that could transpire
during a class conversation; notwithstanding, depending on the readimgs, the
studemty’ contexrs, and the perspectives that are constructed, the
caneeptsfihemes will range in sophistication and depth. There are few videos
and audios that 1 consistently use from one semester ta the next. [t depends,
again, on where the learmers take their learning and 1has the selection of
citeofaudio is many rimes dependent on the students” comaruetion of their
wwlticultural epistemologicn. Facilittion is the key.

W School Colors. (1994). PBS Video. FROL3CL. 1 800 424-7963. The major
conceptyfthemes comstruared are power, ideology, historicity. polities, prive
ilege, and conlition building.

M The Color of Your Skin. (1988). PBS Videa. FRONO2IK. 1 800 424-7963.
The mayor concepiafthemes convracted are racism Gudividual, ewleurad.
and institational), bias, ontological construets, md prejudice. Also, 1he
Encyclipedia of Muluerdiralism (Aaerbach, 1994) has several short picces
that can be read by srudents 1o assist them to fovus on these themes.

W A Class Dieded, (1988). PBS Video, Fron 309K, ISBN: 55951.628.3. |
800 344-3337  The nmjor concepty/themes constructed are mcism, preju-
dice. diserimination. and elassism within a schonling coneexi.

W Racwan 107, (1985). PBS Video. FRONGIZK. [SBN: 55951-242.3. 1 80
H4-3337. The magjor coneeptsfrhemes constnicted are anconseious
recnin, power. hegemony ideology and polites, coilition anldimg wihin
1 rchooling context. Also, you can reler to Anerbach (1994).

B Los Mineros. (1991). BS Video. “The Arnerican Expenence,”
AMEX312. 1 800 424-7963. The anajor concepta/themes constructed are
fustoreny and dsermunacion. Also you cm refer 1o Auerbach (1994).

W Edward Sassorhands (1990). CBS/FOX Video, Car. No. 1867,

W Stand & Deliver. (1988). “Wamer Brox, Inc., 11803, The major
canceptsfthemes construe ed are disabilities, postmodernts caitiques ot
suberbian, mtoleranee, ana victnmzation,

W Simnple Jusece, Paves L1 HE (1993). PRS Valeo, “The Anerican
Experience,” AMEXI3 . 1 800 424-7963. The mayor concepts/ihemes
vomntructed ar histoniaig, discanunation, and hegavony. Ak, vou can
refer to Auariach (1994,

X The very good resanee for audiotapes 1s Narional Public Radia. The audio-
tapes mentioned are only three of my growing collection of over 40 tapes.

Mom uf the audiotapes serve as discnission staners as well as creating conceptual
hooks for a specific theme. 1 also collect audiotapes from conferences thun |
atrenul.

9 Shart writing asignments takeon many forms. 1 offer two examples: 1he
Most common assigniment is to write a short pasigraph m their joumal after a
heated discussion. Anather shorr sriting assigniment 1s to quickly wene ona
theme tha has been thoroughly developed over, say, a 2- to 3eweek penod, siu-
dents exchange papers at feast thrice with the writing continning eveny time
and culmmating in a threeffour group student discussion. (See the work uf
Kagan, 1990.)

1 Case atudies are excellent. T usually use cses to prepare the stadents for an
exan. The exam always consists of respondimg 1o a case and using notes.
buoks, articles, discussions, writing assignments, videos, audios, ete., that we
have used to respond o the case.

Y Novak's (1994) recent book on the practice of democracy i the everyday is
excellent,

2 thank Rabent Levi Gallegos, who innially bepan explonng this dilewima
during ane of the many regutar sessions of our research team that inchides
Jamex O'Donnell and myself.
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