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When desi_gning teacher education programs related to multiethnic and
multicultural teacher ed'ucation:, some atteﬂtion should be devoted to the ’
different boundaries and meanings implied by these concepts. This,

however; is a frustrating task. 1 have been able to perceive little

ED175278 °

consistency in the ways these concepts are used in the educational
literature. Despite the attempts I have made in several publications to
stimulate ff&ftful dialogue on conceptual issues in multiethnic/multij
cul::fal education, my efforts have born little fruit.1

Some of my colleagues feel that it is an academic luxury to devéte
fatellectual energy to conceptual and definitional issues. Others have

suggested that, in this emergent stage of the development of multiethnic/

multicultural education, each theorist should have the‘freedom to define

—p———

*A paper prepared for presentation at the "Institutes on Multiethnic
Studies for Teacher Education,' sponsored by the American Association of
Colleges for Teacher Educacion and held in Dallas, Texas (February 8-10,
1979), San Francisco (April 5-7), and New York, New York (April 26-28).
Major parts of this paper are based on a paper I presented at the "Ethnic
Studies Dissemination Conference,”" held at the Social Science Education
Consoctium, November 12-14, 1978 and supported by the United States Office
of Education. I am grateful to Cherry A. Banks for her thoughtful comments
on an earlier draft of this paper.
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his or her terms to his or her satisfaction. This is an argument for a
kind of “conceptual democracy." I, ;t course, reject these claims and
"beliéva that conceptual clarity is neéded in the field and that one of'ogr
major al’ms should be to’ attain some level of conceptual consensus,
Scientific ptopositions and theor;eaA(and °°“3°q“°?21y sound egpcational
policy) can be developed within an actaemic field only when it;,key

| concepts have somewhat similar (and precise) meanings to scholars and
‘policy makere.z We will be unable to develop scientific statements that
explain and predict aailong as conceptugl chaos exista in multigthnic/
multicultural education.

. Bebause I have discussed the wide range of concetts in the field of

3

multiethnic/multicultural education elsewhere,” I will focus on two major

concepts in this paper: multicultural education and multiethnic education. -

I will not attempt to review all of the diverse and conflicting meunings
which these concepts have in the literature, but will state wha: they
mean when used in ways consistent with social science theory an@ research.

I will then state what I consider appropriate goals and concerns of

multicultural and multiethnic education.

Multicultural Education

Culture consists of the behavior patterns, gymbols, institutions,
values and other human-made components of society. It is the unique
achievement of a human group which distinguishes it from other human
groups. While'cuitures are in many ways similar, a particular culture
constitutes a. unique whole. Thus culture is a generic concept with wide

boundaries. Consequently, we can describe the United States macroculture
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Figure 1, The Total School Environment. In this figure, the total schoo! environment is conceptualized as a system which consists:

of a number of major identifiable factors, such as school policy, the institutional norms,
In the idealized multiethnic school, each of these factors reflects ethnic pluralism. ‘While any one of these facto
ce in each of them to create and sustain an e

study.,

the focus of initial school reform, changes must take
environment, '
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-as well as the microcultures within it, euch as the culture of poverty,
the youth culture, the Southern tulture, the Appalachian culture, and the
culturo of the 1ntellectuel community.

Slnce culture is the root of multicultural, multicultural education
.eusgeetc a type -of education that is related in some way to & range of
_cultural groups. The concept 1teelf'lmpliec little more than education
releted to many cultures. A major aim of multicultural education ‘should
‘be to educate students so thet they will acquire knqwledge about a range
- of cultural groups and develop the ettitudee. skills, and ebilities o , '
‘needed to;function at eome level‘of competency g}thin many differgnt
cultural environments. These cultures cay be eocial class cultures, .

- regional cultures. religious culturee, and national cultures. (e g. the
'nationel culture ‘of Jepen). Another eppropriete goal ‘of muleicultural

{p .
\cducation is to reform the total school environment so thet students from t

diverse cultural groups will be able to experience equal educational
| opportunitiee (See Figure 1). |

1t is 1mporteﬁt to note the wide range of culturel groups that

multicultural advocates include in their conceptualizattons. The authors

of the NCATE Standards for the Accreditation of Teacher Education

RN -

‘apparently had a broad conceptualization of multicultural education in

. mind when t! sy wrote: _
‘ {Multicultural education] provides a process by which an '
individual developes competencies for percelvimg, believing, .

- .evaluating, and behaving in differential cultural settings, '
A Thus, multicultural education is viewed as an intervention
,é:. . and an on-going asseasment process to help institutions
R and individuals become wmore responsive to the human condi-

tion, individual cultural integrity, and cultural pluralism

in eociety.4
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qundolyn C. Baker, a thoughtfyl advocate of multicultural education,
cloo concopcualizea nulticultural education in a way that includes a.
. wide range ot cultural groups. She writes: | - B

_ Multicultural education is a process through which individuals
are exposed to the diversity that exists in the United States
and to the relationship of this diversity to the world. This

. diversity includes ethnic, racial minority populetions as  well

. ..as religious groups and sex differences. (Emphasis added)
This exposure to diversity should be based on the foundation
-that every person in our society has she opportunity and '
. option to support and maintain one or more cultures, 1i.e.,
value systems, life styles, sets of symbols; however, the
individual, as a citizen of the United States, has a responsi-
bility of contributing to and maintaining the culture which
'1l common to all who live in this country.

Multiethnic Education

" We can detive thi .social acience meaning of muIEiethnic education

by first defining an ethnic group, since_gsgggg is the root of multiethnic
education.6 An ethnic group is a group whicwu has an ancestral tradition
and whose members share a sense of peoplehood and an interdependence of

. 'fate. It has some diatingutahing value orientations, behavioral patterns,
_ “and interests (often political and economic) It is an involuntary

group, although individual identification with the group may be optional.
Membership in the gtoup is influenced by how members define themselveo
and now thcy.are defined by others. In summary, an ethnic group is an
involuntary group which shares a heritage,'kinship ties, a sense of

_ identificat;on, political and economic intereste. and cultural and
linguistic charactecistica. |

_ Multiethnic education implies a kind of education which is related

infoome way to a range of ethnic groups. Multiethnic education is also

‘a form of multicultural education since an ethnic group is one kind of

L 4
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cultural group.' Multiethnic education should help students develop the
'; knowledgse, ekills, eteitudee.‘end abilities needed to rele;e to e.eenge_
of ethnic groups and td,fendtion in ethnic group cultures at some minimal
level of conpd%ency. Another appropriate goal of mulﬁiethnic education
is to &hange the total educational environment so that it will respond
:_Fto htﬁnic etudentl nore'poeiti%ely and enabie them to experience educa- i
eionel eqhelity, Consequently, multiethnic education is an eeseutiel
upert of, but not the total of, the more global concept of mul: icultural

education. Mnlticulturel.educational’progteme in the United States

B Y T

should inelude a strong emphasis on ethnic and racial minorities.

Cross-Cultural Cogpetencx R : ' | . R "y;
‘One of the major goals of multiethnic/mhlticul:urel education is to - _: _L{
- . 7 : . R

help students develop what I have called cross-cultural competency.

However, those of us working in the area of multiethnic/multicultural

| education have not clerified, in any adequate way, the minimal level of

croos-cultural competency we coneide; appropriate and/or satisfactory for
teacher education students or for steeents in the common schcols. Nor
have de.developed valid and reliable ways to assess levels of cross-
cultural com@eteney...l think we know what questions to raise about
cross-cultural fgnctionihg. However, we need to devqte censiderabre time
and intellectual énergy to resolving these questionsjh

| Is the Anglo~American student, for example, who eats a weekly mez?)
at. an authentic Hexicen-American restaurant, and who has no other crogs-
ethnic contacts during the week, functioning cross-culturally? Most of
us gould probably agree that the act of edting at an ethnic;restaurant,‘ &

in and of itself, is not an instance of very meaningful cross-cultural behavior.

However, 1f the Anglo—Americaﬁ student, while eating at the Mexican-~American

Y . S . N
A NN ..(.ﬁ_.;r .. I T e . R X 8




77 TT77777 777 LEVEL IV S
- / - 1/ THE INDIVIDUAL IS COMPLETELY
. ' ASSIMILATED INTO THE NEW
. - ETHNIC CULTURE |
(, ' ' LEVEL 111 R
" THE INDIVIDUAL 1S THOROUGHLY
- . BICULTURAL

#

T R “y | T eveL T -
i S | | THE INDIVIDUAL BEGINS TO AS- -
Rt - o . - SIMILATE SOME OF THE SYMBOLS
k2 : S " AND CHARACTERISTICS. OF THE

"OUTSIDE" ETHNIC GROUP

V / -- . LEVEL I o - )
- | THE INDIVIDUAL EXPERIENCES
\ SUPERFICIAL AND BRIEF CROSS-

v L - CULTURAL INTERACTIONS

FIGURE 2 'LEVELS OF CROSS-CULTURAL FUNCTIONING

This figure presents a conceptualization of levels of cross-cultrual compe-
tency. Cross-cultural functioning can range from Level I (brief and superficial
- contacts with another ethnic culture) to Level IV (in which the individual totally ;
4, . culturally assimilates into a new ethnic culture and consequently becomes alienated o
ol from his or her own ethnic cu'lture)

COPYRIGHT (C) 1979 by JMES A. BANKS REPRODUCTION IN ANY FORM WITHOUT NRITTEN
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8
restaurant, underotanos and shares the ethnic symbols in the restaurant;l
‘opgpks Spuoioﬁ:ﬁhiio in the restoorah:,land_communicatea and interacts
pooi;ivolj-and oonforfably ﬁith individuals within the restaurant who are
-oultnfiiiylue;ican ;marican; then he or'phecoould be functioning cross-

culturally at a meaningful level.

Levels of Cross-Cultural tionin

- .

'We need to develop

'typologi which conceptualizes levels of cross-

cultural functioning. We also neéd to detérmine which-of these levels ;
N

are delirablc and practical for most of our teacher education and common
school otudento to attain. In this paper, I will present the skeletal
. outline of such a typology. (See Figure 2). K /)

T N

LEVEL I of cross-cultural functioning consists rimarily of supur-’

ficiol and.brﬁff c:oss—cultural encounters, such as e"ing occasion@lly
at a Chinese-American restaurant or speaking to the Jewish neighbor who '
lives across the ereec when you meet her in the street. LEVEL II of
cross-cultural functioning occurs when the ‘ndividual begins to have more
meaningful cross-cultural contacts and'commuhications with members of
othet ethnic.and cultural gioups. He or she begins to assimilate some
of. the s§\\h&s, linguistic: traits, communication styles, values, and
attitudes tha; are normative within the "outside" cultural group.
LEVEL III of cross-cultural functioning occurs when the individual is
thoroughly bicultural and is as comfortable within the adopted culture
as he or she is within his or her primordial or first culture., - Each of

the two cultures is equall& meaningful to the bicultural individual.

The bicultural individual is bilingual and is adept at cultural-switching

behavior.- LEVEL Iv_of cross-cultural functioning occurs when the

10
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L ‘primordial individual has been almost completely resocislized and

= asoimilnted into the "foreign" or hos: culture. - This process occure, for

. . example, Qhen the Atro-American 1nd1vidual becomes so highly culturally -~

asqimilated_(in terms of ! :havior, agtitudes and perceptions).into the
Anng-American‘ﬁultufe that he or she is for all sociological purposeg-

an "Afro-Saxon." .

I think that most of us working in the field of wmultiethnic/
multicultura} education do not see'LEVEL 1 or LEVEL Iv-of crogs-cultural

_functioning aé dasirable goals of multicultural education. = Mosf. of us

would probably opt for LEVEL I1 or LEVEL III or some point batwaen these
two levels. I 'should quickly point out that this typology of LEVELS is

an idealjtype conceptualization in the Weberian qense and that continua

exist both between and within the levels. _
In a previous AACIE publication, 1 presented a typology of the

Emerging Stages of Ethnicity.3 In that paper, I hypothesize that f

- ind1v§duala dre required to experience Ethnicity Stage 3 6r "Ethnic

Identity Clarification" before they can function comfortably within )
Eﬂ\ | another ethnic culture. This hypothebis can now be restated: To éxper—
ience Level II'Qf cross-cultural functioning wiﬁhin another eéhnic group,

the individual must have experienced Ethnicity Stage 3 and be functioning

at Ethnicity Stage 4, 1 am presenting this hypothesis so that readers
familiar with the Stages of Ethn.city Typology will be able to relate it

to the LEVELS typology.

 31stot1ca1 Perspecé;ves: The ‘Rise of the Intergroup gducation Movement

At this insdtitute, we are concerned with developing action plans fo:ﬂ

-

b
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u,,xamsnt'fﬁiied to become 1nstitutionalized on a significant scala. It -

RIS

o ' -~
implementing mml:iethnic/multicultural education compongnts within

ceache: education programa and with.developing etrategies for institu~
tionalizing multiethnic refotma within the nation's teacher education
1natitutions. | | |

. This is nq: our first actempt wlthin this century to 1nst1tutionalize

raformo designed to make the aohool and teacher education curricula more

cthnicolly and culturally pluralistic. During World War. II, an uducationol Lo

teform movement known as "1ntetgroup education” and “1ntezcultura1 ‘ ' _#
ed-cation" omergedo-rlt is instructivg to briefly exemine this movement - F/“”ﬂmigﬁ%
“not only because it 1s related to ‘the co;rent MUltiethu. aduca:ion '”/”i’?“\xf\‘.-§§
movement. but alsv becauae it shareé\a number ofﬂproblemsloith cuttant . ‘\<*i

. @ducational reforme related_gp ethnic dlversi;y. The 1ntergroup educgtion _ il _ ~:;
[ e

[ . \y.
largely fadod when special funda and projects which supported the move-

ment endad. Hopefully, if ve plan carofully and thoughtfully, the current
multiethnig education movement migt: be able to.escdpe the fate of. the
1ntargroup.aducation movemont of the 1940s and 1950s. |
Like the ethnic studies movement of the 1960s, the intergroup _ : ’
education moveoent emerged in response to societal forces whirh took
placoipeyond;the fog; walls of the Elaaaroom. World war 11 created many
job opoortunities in Northern cities. Many Blacks and Whites left the
South during tiie war years in search of jobg. More than 150-660 Blacks

"left the South each year in the decade between 1940 and 1950 and aettled

\

~

in Ncrthern citiea, . In Northern cities such as Chicago and Detroit
T a

conflict developed between Blacks and Whiles as they competed for jobs

-and housi7g., These conflic:s resulted in serious racial tensions and riots.

12 - ‘,
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Racial -tension and conflict were pervasive in:.Northern cities during
the war years. - in‘1943._racn riots took place in Los Angeles, Detroit,

and in the gé;lem District of New York City. Tnn most destructive riot
Aduring/fn;/war broke out in Detroit on a Sunday morning iniiune, 1943. |
yo:c Southern nigrantn had settled in Detroit during this period than in;
any otﬁar American Eity; The Detroi; ript raged for more than 30 hours.

‘ when it finally anded, 3 persons were and and property worth millions

s of dollare had been deatroyed.. 0f those killed, 25 werg\?lacks and 9

were Wh tes.9 The Detroit riot stunned the nation and st mulated national

action by concerned Black and White citizens. . Write Taba e al:

Dramatic riots in Detroit, Beaumont, Texas, and other places . .
‘ aroused nervous apprehensions about unity, and caused many
. ' .. Amerlcan communities to act. There was a mushroom growth of
organizations aimed at improving intergroup relations, such .
as civic unity couucile, and mayore' and govermors' committees
for human relations. By the end of 1944, more than four
‘hundred ‘such councils and committees were reported, of which
aboutlghree hundred had been organized after the Detroit .
rioct. . : : .

A.majon‘gbal of intergroup education was to reduce racial and ethnic
prejudice andmisunderstandings.l1 Activiﬁies designed tﬂ reduce preju-
© N dice and to increase interracial understanding included t:eaching of
. isolated inatructional'units on various minority groups, exhortions
againpt piejudice, organizing assembliies and cultural get-togetherx.
4 disseminating information on racial, ethnic and religious backgrounds,
and banning books considereé stereotypic and demeaning to ethnic grnups.
A major assumption of the intergroup education movement was that factual
'“‘Rnoulodge'wtuld,develop respect and acceptance of various ethnic and

racisl groups. Unlike the ethnic studies movement of the late 1960s,

however, the emphaais in the intercultural education movement of the

13
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1940s and 19508 was not on strong cultural pluralism or on maintaining
or perpetuating strong ethnic loyalities. Writes Nathan Glazer:

.One suspects that to advocates of intercultural education

the picture of a decent America consisted o: one in which
" Americans of whatever orizin were really very much alike,

and. were not discriminated against for their origims,
religion, or vestigial cultural differences. - Certainly

there was no notion that it was the task of the public

aschools to present or preserve a full-bodied version

of ethnic cultures. It was enough to teach tolerance of

whatever existed.l? t .

An ambitious projec: during the period of intercultural education

was the "Intergroup Education in Cooperating Schools" project supported

by gr&nts from the Educational Commission of the National Conference of

Christians and Jews and sponsored by the American Council on Education.l3

- Hilda Taba was the pgbjeqt‘s director. The project began in Januaty,

1945 and continued through August, 1948.

The Teacher EQgcation Project -

.

The “Intergroup Education in Cooperating Schools" project was
designed to-effect changes in elementary and secondary schools. The
American Council on Education also sponsored a project to implement
intergroup education in teacher education institutions. This project,
called the "College Study in Intergroup Relations," was directed by
Professor Lloyd Allén Cook of Wayne étate-University. The Cdllege Study
was one of the "first cooperative effort. in the United States to improve
teacher education in respect to intergroup relations."14 One of the
sponsors of the College Study was the Council on Cooperation in Teacher
Educatioh. Among the members of this Council were the American Association

of Colleges for Teacher Education, the Association for Supervision and

14 —
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@ Central Missouri State College, Warrensburg. . ......0 ... . v v .es V4 el
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Ohio State University, Columbus ....... .. . . .1 \/ \ ... .
Roosevelt College, Chicago. .~ .. .. ... . .. O N 2 \ .

) 3en Francisco State Teachers Collefe ......... o \ .. \ ces .
o Southwest Texas State Teachers Collese, San Marcos \ . Ry ces o
. Sprinqll‘eld Co Massachusetts. ................ \ . Y e oL
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® Dors not include the eight colleges continuing in the Study, alter uoe or more years of active participation, on a “limited service™ bLasis. ) ,

;chtinted with permission from Lloyd Allen Coock, Editor, College Programs in Intergroup
-Relations, Washington , D.C.: American Council on Education, 1950, p. 7
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CurriQulup~Development, and the Department of Classroom Teachers of the
Nationa; igucation Association. The Collegé Study was endorsed by the
1egding préFeeaional educational associations., -

Collegqf and universities with teacher education programs were

eligible to ?pply for participation in the College Study Intergroup

_.Ralationo Pquram. Twanty-four colleges vere chosen to participate in

the program during 1ta four year duration (From 1945 to 1949) In
lelecting colleges for patticipation in the project, the project staff
tried to aelect a representative aample of all teacher training institur

tions in tﬁe United States, based on such criteria as geographical

-location._size, type of affiliation, and ethnic'composition. Table 1

~ shows the colleges and universities which participated in the projtct

andlthe years in which they participated.
Each of the twtnty-four colleges that participated in the College

Stndy developed a program in intergroup education in cooperation with

the College Study staff. These projects varied greatly in focus, groups

emphas;zed, and in the kinds of experiénces qndertaken. Adapt?hg a

required course, using folklore in intergroup education, attitude testing,
intercollége exchanges and visits, planned experiences in comnunity work, "
develoting a philosophy.of intergrtup education, and independent faculty
research are examples of the myraid projects and activities implemented
within the twenty-fdur colleges whith participated in the College Study.15

Cook classifies the diverse projects into six major categories, which he

calls "approaches to behavioral change:"

.

"
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1. The intellectual approach
Assumptions that facts alter values, ideas shape perceptions -

and lead to conduct changes. Example, the academic lecture.and -
text-oriented course. :

2. The vicarious experience approach
"An indirect approach, as in the ‘use of movies, plays, and P s
current fiction, where a prejudiced individual presumably’ 2
takes the role of the out-group member, living hig life, exper- )
1enc1ng\his world.

e s S e ———— L - *

—_— "“-—\
e
‘. S

3. The community study-action approach LT~
Participant-observer experiences in concrete Ii{esprocesses,
for example, case studies.of children, home visitation, field
trips, social agency work, community-action groups, drga

studies. _ _ \
4., Exhibits, festivals, and pageants ' \\ |
Campus or community display of Old World or other heritages,

minority-group customs and contributions. Aim is to create
in-group self-respect and out-group acceptance, that is, inter-

group unit, \

5. Smallfg?pqp process approach A

' - Use of the group as an instrument for the education of irs
' members. . Example, classroom-activity program, gsociodrama, ' -
group-deciaion technique, community audit any form of actian
research. 7

6. Individual conference approach
— Advice on personal problems, especially on value-conflicts.
Directive and nondirective therapy, 1ndividua1 case work and
referral.l6 : -

"

The Intergroup Education Movement Ends

1 thiﬁk it 18 accurate to say that the intergroﬁr education movement
and its related reforms failed to become institutionalized within most
American schools, colleges and teagher training institutions. This
‘statement should not be interpreted to mean that the movement did not
_-benefit Amgrican-sbciety and educationaluinstitut;ona. Cook- describes
the tremendous impacr the College Study projects had on the individuals

who participatedfin them. 'Thg action and research projects that were

M
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undettekee ip the College Study contributed to our. practical and theoret-
dcal hnowiedle about race relationu and about intervention efforts that
ore.designed to influence attitudes and behavior.17 The basic idea of
tﬁE“College_Study was a sound;one whieh merits replicetion: teeeher_
.'ttaining institutione tor?ed a conoottium to develop ection aud research
_ptojecte to effect chenae,}s . ' | | , >
| It is allo ttue thetumany individuel teacheta and professors, and S

_ ptobebly nany individual achoola and teacher. training inetitutions.

1 continued some elemontn of ‘the reforme related to intergroup education *%%
AN after ‘the national roQment faded. Houever. by the 1960s when\gacial :%
| .tension intensified in the nation and race riots sprang up agaik\ few g

} American schoole qnd:tgecher education institutions “had programs'and .

. cuttieuia which deelt compieheneively with theuetudy of racial and ethnic . ,;

relations. T L - = R
As we consider ways to inetitutionalize refo%ms related to multi- o

ethnic teacher educetipn. it is instructive to consider why the reforms

related to intetgroup education failed to become institutionalized ‘in

most American schools and\colleges. I hypothesize that the reforms

related to the movement failed to become'institutionelized, in part,

because: 4 .
A . s -
a) The ideology and major assumptions on which intergroup education

was based weré never internalized by Mainstream Americen

educators.

b) Mainetreaﬁ educators never understood how the intergroup educa-
RS ' ' v
tion movement contributed to the major goals of the American

common schools.

18
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e) Host American educators sav intergroup education as a reform
projoct for schoolawwhich had open racial conﬁiict and tension
and not for what they considered their smoothly functioning. and
non-problematic schools. ' | | ”

d) Racial tension in the cities took more subtle forms in the

_ 1§503. COnnequently,_moat‘Ame:;ch educators no longer saw the

need for action.designed to reduce racial conflict and prgblems.‘
" @) Intergroup education remained on the’peripher;'qf-mainatream
‘edﬁcat;ongl thought and develbpments_and was funded primarily

' by‘special funds. Consequently, when the special funds and

projects ended, the movement largely faded.

gﬁé_ f) The leaders of. the 1ntersroup education movement never developed

N/rj)p well articulated and coherent philosophical pqsition which
revealed how the intergroup education movement was consistent = -
with the major goala of the Americam common schools and with'

Ame:ic&n Creed values. _ - ’ - | O

The Current Multiethnic Education Curriculum Reform Movement

The 1965 riot in the Watts district of Los Angeles signaled the
beginning of the modern period of ethnic revitalization movements in the
United States. The Kerner Commission Report, issued in 1968, suggestéd

v ' 18
the mood of the nation.

This report urged decisive national action to
‘ - @liminate the nation's racial problems. . In response to the eﬁhnic
. rﬁvitali:;tion movements of thz.19603; a curriculum reform movement arose.
However, thié-teform merment has had, at best, vefy limited success.

Pluralistic educational pracﬁices and matérials remain primarily on the

19
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periphery of mainstream American education.
- ,Prssticos such as ethnic studios.”bilingual-bicultutsl education, _ .

snd_nultisthnic education hsvs not-petﬁested the sainstream of American |
Aeducstionsl thought and practice. An important questidn that concerns

‘this institute is how to begin this permsstion process and the process ] ‘;f
:nof institntidnslisstion. A ghilosogh! of'stggic'glurslisn'ﬁust permeate : ?é

teacher educstion institutions before ethnic studies curricula and ;

f‘*” - msgsrisls can be sffsctivelx integratsd into the teacher education
E ]curricg . It is inportsnt during this institute tp focus on ways to ,”

institutionslize a philosdéphy of ethnic education while discussing
b atrstegies ‘and tactics for implementing.change.' We cannot assume that

__nosttteachnr cducg;ors ‘have accepted the idea of multiethnic - - o

7
W

education and are waiting for sppropriste strategies and materials to be

Eeroy

developsd befors patticipatfng in educational reforms related to multi-

ethnic tesche% education. I hypothesize that just the opposite is true:;
that‘teaéher.educstOts are not using many available multiethnic strategiss
shd'mstsrials Becsqsevthey believe that multiethnic~strategies‘and | ' ‘ ~
materials will not contribute to their major educational goals and |

'objectives.'

2

Hultiethnic education has not acquired legitimacy within msinstream
"educational thought and practice in the United States nor in tcher
nations where I have studied multiethnic educational programs and prac-

tices, such as Mexico, France, Great Britain and Canada.19 One major

question this institute faces is: How can we legitimize multisthnic
fﬁ : education within the nation's teacher training institutions? Once the

_concept of multiethnic education has become legitimized and most teacher

e
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educators ﬁave-internalized a philosophy of ethnic pluralism, the
inplemcntation of multicultural teacher education will become a logistical

L&' , and téchnical questiou.

_The Root of the Problem: Ideological Resistence .
. Educatoia aet'forth a myriad of reasons to explain their basic

indiffetence and limited response to educational reforms related to

. -

ethnic pluralism. These responses includc:{.
- a) Our children are unaware of racial-diffcrencec; we will merelyL
create problems which don't exist if we teach ethnic content.
All of our children, whethcr.chey are Black'or White, are happy
and like one another. They don' t see colors or ethnic differences.
.b) "We don't have any racial problems in our achool and consequently
& don' t need to teach about ethnic groups.
c) We don't teach about ethnic groups because we don't have any

ethnic minoricies attending our schools.

d) Ethnic studies will negatively affect societal unity and the.

cofimon national culture. .

e) We don't_have'time to add morc content to what we are already
ztcacﬁlng. We can't fini;h the books and units that we'alrcadyﬁ
. N have.’ Ethiic content will overlosd our curriculum.
£) We don't teach much about ethnic groups because we.dou't'have
‘.\c e necessary nacerials. Out textbooks are inadequatc. }
8) ﬂa.can{g\tcach cthnic;scudiea in our schools and colleges because

most of ouk\geachers are inadequately trained in this area of

atudy. Many of“tt:u also have negative attitudes toward ethmic
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groups. They would probably do more harm then good 1if they
tried to teach about ethnic and ra;ial groups.
h) The.local community will strongi; object if we teach about race
and ethnicity in our schools. |
1) Wéhdon't-teach-much about ethnic groups in our schools because
there.is a lack oflscholarship in this area. The research in |

‘ethnic studies is largely poiitical and polemical.

Some of the above explanations, but not most of them, have a degree

of validity and partially explain why multieihnic education has not become

institutionalized within American schools and colleges. I will not

discuss these claims in this essay since I haQe discussed them in consid-

erable detail in some of my other publications.zo

Most of these explanations do not reveal the root of the problem.

Ideological and philosophical conflicts between Pluralistic and Mainstream

educators (who are basically assimilationists) is the major reason that

educational reforms related to ethnic diversity have not become ingfitu—

tionalized within the American educational gystem. In other words, the

-resistence to pluralistic education is basically ideological.

~

The Ideological Clash

Using a Weberian type ideal-type conceptualization, we can identify
two major positions related to ethnicity in the nation's schools: the

cultural pluralist ideology and the assimilationist ideology. These two

1deologiea, of course, exist on a continuum. Mainstream American
educators, who are primarily assimilatiohists, make most of the major

decisions that are implemented and institutionalized within the American

/
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schools and colleges. They are the gatekeepers of the status quo.
Pluralistic educators are those small group of educators who advocate
reforms to make Américan education more ethnically pluralistic. - Main-
stream and Pluralistic educators embrace conflicting and oftentimes
~ contradictory ideological positioho about the nature of society, the
nature of schooling, and about the purposes of schooling in a democraﬁic
x nation such as the United States. | , )
' I will briefly. desorib; the basic philosophical a;sumptions of each
of these two ideological positions in their ideal forms and their impli-

21 I will conclude that neither of these

cations for cutriculum reform.
positions in.theit pure forms is a sufficient guide_to curriculum reform
~1in the nation‘s schools, universities, and teagcher education programs.
Rather, I will suggest that ﬁe_need a new 1deologica1 poaitioo, vhioh
reflects both of these positions but which rejects both of their extremes,

to guide curriculum reform in the nation's schools and colleges. ' iF

*q

-

The Cultural Pluralist Ideology
The cultural oluralist ideology, in varying forms, is being articu-
lated by various writers today. 22' Some writers, such as Charles V.
Hamiltoo and Stokely Carmichael, endoxse a "atrong"'version of pluralism,
while writers such as Michael Novak and Robert L. Williams endorse a much

23 The pluralist argues that ethnicity

. "weaker form of cultural pluralism.
_and ethnic idéntities are very important in American society. The United
Sta:eo. according to the pluralist, is made up of competing ethnic groupo.
each of which chamoions its economic and political 1nterests..m1t is

*o

‘ggémely important, atgues the pluralist, for the individual to develop

[4@
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.a commitment to-his or her ethnic group, especially if that ethnic group
_is "oppressed" by more powerful ethnic groups within American soéie;y.

The energies and skills of each member of an ethnic group are needed‘fdk

S

.helﬁ'in that group's liberation struggle. Each individual member of an

ethnic group has a motal obligatinn to join ch; liberation struggle.

The pluralist alaO'aaaunea that an ethnic group, can attain inclusion

ﬁnd full participation aithin a soclety only when it can bargain from a

et

powerful position and when it has "closed ranks" within.

"Pluralists, because of their asgumptiona about_the importance of the

be drastically revised so that it will reflect the cognitive styles,
cultures, and aspirations of ethnic groups, especially the "visible"

minorities. The pluraliet argues ;haf learning ﬁaterials should be

ﬂjin i' | culture-specific and that the major goal of the curriculumlahould be to

| help th;-child to function more successfully within his.or her ethnic
'cﬁlture{ The curriculum should stress events from the points of view of
specific ethnic groups and promote,ethhic attachments and allegiances.

1t shquld also help students to gain the skills and commitments which will
enable them to help Fheir ethnic group to gain power and to exercise

it within the larger civic culture.

'_The Assimilationist Ideology
The assimilationist-feels that the pluralist greatly exaggerates the
extent of cultural differences within American society. The assimila-
"tionist tends to see ethnicity and ethnic attachments as fleeting and

temporary within an increasingly modernized world. Ethnicity, argues the

. '\"\

24
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"ethnic_group in the 1lives ofistudents, believe that ;he'curriculum should .

o
Q.
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'assimilctiouiot, wanes or disappears under the impact of modernization

and industrialization. The assimilationist sees the modernized state as

[

being universalietic‘rather than characterized by ethnic pluralism and
believes that strong ethnic- attachments are dysfunctional within a

modernized democratic state. Ethnicity, argues the assimilationist,

promoteo divisions, exhumes ethnic cooflicts, and leads«tgmﬁhe Balkan~-
ization of society. _

' The assimilationist believes that the best way to‘promote-the goals
X

of American- society nﬁd to develop commitments to: the ideals of Américan

i o

democracy is to promote the full socialization of all individuals and
groups into fhe- common cb:ic culture. Every society, argues the. assiqé
lationist; has’values, ideologies, and norms which each member of thl/
\&\I% _eociety muet develop commitments to if it is to function succesefully
f\if'z _ ;and smoothly. In’ the United States, these values are embodied in the
'fﬁ; American Creed and in such documents as the United States Constitution
-.;and theineclaration of Independence.r In each society there is aldo a
R set of common skills and ebilities which everyisucceesful membér of
'?f" \@@ . society should master. In our nation these include speaking and writing
| fStandard English and learning basic’ reading and computational skills.
ﬂﬂahould Se toiﬂocialize individuals into the common culture and enable
'chag to ﬁunction;more-euccessfully within it. At best, the school should

‘:take:e\position of "benign ueutrality" in matters related to the ethnic

4

-

attachments of its otudents.\i5 If ethnik}ty and ethnic attachments are
to be promoted, this should b= done by private institutions like the

church, the community club, add the priuate school.

‘ /
A
\




~ on assimilationist assumptions perpetuate risconceptions about the nature

)]

The Quest for A New Ideclogy R

-./yéither\the assimilationist nor the cultural;pluralisticlideologz,

24 . . L

in their ideal or pure forms, can @ffectively guide curriculum reform
in a democratic nation that has a universal culture which {s both heavily e g

infiugncad by and shared by all ethnic groups. VPgograms based primarily

of  American society and violate the ethnic, identities of many students.

" Curricular practices which reflect aﬁ‘extreme notion of cultural pluraiism

also distort American reaiitieéfand give inadequate attention toé the !

O « ';“1"-\ . L T
universal American culture which strongly influences the behavior of all L

American citizens. . %.ﬁ T i,

Both the assimilationist -and culturgl pluralist ideologies emanate

~

£rom misleading and/or‘-incomplete analyses of the nature of ethniﬁity in

contemporary American society. The assimilationist ideology derives

primarily from two conceptualizations of ethnicity in American soclety:

Anglo»cénformigy and ghe melting pot. The cultural plur#list ideology

emanates from a conceptualization of efhnicity in Amefiéan society

called cultural pluralism. I will summarize these conceptualizations of ey,

ethnicity in the {United States and indicate why each is inadequate and/o
26

misleading conceptualizations. I will then present my own analysie of

echnicity.in American soclety and derive a new ideology, called the

multiéthnic ideology, from my analysis. The mhltiethnic ideology 1 will \
present is one¢ possible way to reduce the ideological resistence to
pluralistic education.

Anglo-conformity suggests that ethnic groups gave up their cultural

attributes and acquired those of Anglo Saxon Protestants. This concept

26
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--describes a type of unidirectional assimilation. The melting pot, long

a

enbraced as an ldeal in Amarican society and culture, auggests that the

vqrious e;hnic cultures within America were mixed and synthesized into a
v i _
new culture, different from any of the original ethnic cultures. Cultural

- pluralism suggests, at least in its most extreme form, that the nation is

made up of various ethnic subsocieties, each'of which has é,set of largely

-independent norms, institutions, values and beliefs.

-

Each of these. conceptualizations presents major problems when one
views the teality of ethnicity and race in America.27 The Anglo-conformity .
conceptualiiation suggests that Anglo Saxons were changed very little in *
America and that othgr“éthhic groups did all of the changing. This
conceptualization is incomplete, uni&irectional and static. The melting

pqt'cphcéptualization is inaccurate and misleading because human cultures

are.complex and dynamic and don't melt like iron. Consequently, the

melting pot is a false and misleading metaphor. The strong éulturgl'

pluralist conceptualizé:ion denies the reality that we have a universal

" American culture which‘every American, regardless of his or her ethmic

gtobp, shares to a great extent. This culture includes American Creed
values as ideals, American English, a highly technological and indus-
tralized civilization, a capitalistic economy, and a veneration of

materialism and consumption. Richard Hofstadter has brillantly argued

‘that anti-intellectualism is another key component in the universal

28

Anetican‘culture. This is not to deny that there are important sub-

PR LA X

cultursl varian:a withsn the different ethnic subsocieties in America
or tha: there are many non-u.*versalized ethnic characteristics in

American ethnic communi;ies. These non-universalized ethnic subvariants



FIGURE 3  THE DEVELOPMENT OF AMERICAN CULTURE
(American is here used to refer only to the United States)
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o= This figure 11lustrates how the American universal culture developed through a process conceptualized as
E.'E multiple acculturation. While the Angio Saxon Prctestant culture had the greatest influence on the development
a8's of the American culture, each of the various ethnic culture influenced the Anglo culture and were influenced by
=R it. "Each of these cultures were 2lso influenced by and influenced each other. These complex series of accultur-

ations, which were mediated by the American experience and the American socio-cultural environment, resulted in
the unfiversal American culture. This process is still taking place today. 9 ()
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Gordon believes that- attuctural;pluralism best describes the ethnic

reality 1n American ao.iety.zg According to Gordon, the ethnic groups '

in che United States have experienced gross levels of cultursl assimila-

tion but the nation is characterized by structural pluralism. In other

words, ethnic groups are highly assimilated cultuially (into the Anglo-

‘American culture) but have separate athnic, subsocieties, such as Black

*

fraternitius, Jewish social clubs and Chicano theaters.

a

.Hultiplq Acculturation

While Gordon's notion of structural piuralism is helpful and deals
morewsdéquately with the complexity of ethnic diQersity in modern American
aocietylthan the g;her three concepts, I believe that multipie accultura;
tion more accur#tely describes how the universa} American culture was
and is fqrming than the concept of cultural assimilation. The White Anglo
Saxon Protestant culture was changed in America as were the culturestof
Africans and qf Asian immigrants. African cultures and Asian cultures

influenced and\changed the WASP culture as the WASP culture influenced

and modified African and Asian cultures. What we experienced in America,
i _

"and what we arT ‘8till éxperiencing, 1s miultiple aceulturation and mot g -

" kind of unidir%ctional type 6f cultural assimilation whereby the Black

culture was 1n§;uenced by the WASP culture and not the othgr way around.
The gener§1 orfuniversal culture in the United States resulted f;om

this series of | ltip}e acculturations. This ;ulture is stillwin the

process of formﬁtion and change (See Figure 3). The universal American

culture is not just a WASP culture, but contains important elements of

-.“ 2 30
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_ the wide variety of ethnic cultures.which are and/or were part of American

society. Those ethnic cultural elements which became universalized and

.

part of the general Americin culture have been reinterpreted and mediated

by the unique socidl, economic, and political experience ih the_United L

'Statgq. It is 1n§ccutate and m;alead;ng to refer to the universal

.American culture as a WASP culture.

This notion of American culture has been and is often perpetuated in

therachool and university curricula;_ It 18, of course, true that the

- White Anglo Saxon ?:oteltants have had a fore profound impact on the

universal Amsrican culture than any other single ethnic group. However,
we can easily e#aggerate the WASP influence on the general American cul-
ture. Eurébean cultures were greatly influencéd by African and Asian >
cultures before the Eu:opegn explorers started coming to the Americas

-in the 15th century. Tﬁe.earliest British immigrants borrqwed beavily
from the American Indians on the Eaét coast and probably would not have
survived 1f they had not assimilated'lndian culturg}_componencs and used

some of their farming methods and tools.

Ethnic. Subsocieties and Non-universalized Ethnic Cultural Components

-m““~“Figure-3';tuempes—to~deseribe-the~davalopmenxncanmerican culture

by emphasizing multiple acculturation and how ethnic cultural elements
became universalized. Other American ethnic realities are not shown in;
Figure 3. These include the significant number of ethnic cultural elements
that have not bgcome.universaliied (that are still shared primarily by

ethnic subgroups) and the separate ethnic institutions and groups which

. constitute ethnic subsocieties within the larger American society and
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FIGURE 4. ~ BETHNIC SUBSOCIETIES AND THE UNIVERSAL AMERICAN
' SOCIETY ‘

" Bthnic Subsociety A

* v

;uEthnic
Subsociety
D

Ethnic Subsociety C

'ln‘this figufg, the universa; American society is represented by the ruled
area. This culture is shared b} al; ethnic groups within the United States. A, B,
Cand D reprelent'ethnic subsocieties which consist of unique ethnic institutions,
valqgc. and-qultural Blcﬁencs which A:g non~universalized and shared primarily by

. members of specific ethnic groups.
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culture. The sociocultural environment for m&st Americans is consequently
bicultﬁt;l{ Almost every American participates both w n the universal
Ametican cultute and society as well as*within his or ::2iztﬁn¢c subsoclety.
_Like other American ethnic groups, there is a subsociety within the WASP
culture which has cultural elements that are not universal or shared by
. the re;t of soclety. ffaﬁterson believes that thi a small subsociety
.1n Hhich fow individuals participate and that most WASP cultural elements
havo become universalized. He writes. "...wich the exception of smull
‘pockets such as the Neﬁ England'nrahmiﬁ elite, the vast majority of wASPs \ﬁ_
have abandoned the ethnic apocificities of their original culture in

favor of the elite version of the American universal culture. "30

Non-universalized ethnic cultdta; characteristics and ethnic su‘- ;
societies are r?alitiee in contemporary American society. These cultural
télemente and subgocieties play an 1mport§nt role in the socialization of
many Americans and help iﬁ&ividual members of ethnic groups to satisfy
important needs. Figure 4 illustrates the relationship between the

universal. American culture and ethnic subsocieties.

The Multiethnic Ideology

My analysis of ethnicity in Amerii.an society leads to a philosophical

.ﬁosit;on which may be called the multiethnic ideology since one of its
key assertions is that Americans function within several cultures,
including the mainstream culture and various ethnic subcultures. This
multiethnic ideology suggests specific goals for curriculum reform

related to ethnicity. A major goal of multiethnic teacher education,

33
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detived from my analysis of the nature of ethnicity in Ameriran life, is

to holp students dovclop cross-cultural competency (discussed earlier).
Edward T. Hall, in his insightful book. Beyond Culture,. underscores the

importunce of helping students to develop the skills and understandings

- needed to function croso—qul;urally. He,writes, "The future depends on

's transcending the iimits of individual culturea."31

- Another important goal of multiethnic education is to help individuals
~-gain sreater aelf-under;tanding by viewing themselves from the perspec-
_‘tives of other American ethnic cultures. Individuels who know the world

'-oﬁli from their own cultural and ethnic perapectives are denied important

parts of the human experience and are culturélly and ethnically encap-
auiatéd.

- | Theéa individuals are also unable to know their own cultures fully

becausé of their ethnic blinders. We can get a full view of our own back-
grounds and behaviors only by-viewing them from the perspectives of other
. " racial and ethnic cultures. Just as a fish is unable to appreciate the

uniqueness of his aﬁuatic envigonment,*ao,ére many Anglo-American teacher

education students uniable to fully see and appreciate the uniquenesra of

their cultural characteristics. Writes Klucknobm, "[Cultufal Studies) holds

up a great mirror tu man and let him look at himself in his infinite

variety."32

The Ideological Conflict: Implications for Multiethnic Teacher Education
The msjor implication of my analysis for multiethnic teacher education
ig that "personal contact" situations and dialogue must be established

. between Mainstream and Pluralistic educators so that they can resolve

$
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their philoaophicalf&onflic:s-gnd disagreements. - l
| _ Idcological,reliatence is the rcot. of our problem. Personal con?acc
‘and dialoghe between ?1ﬁrilint1c and Mainstream teacher educators is
esfeptial.to detivé a basic.solution; Koﬁevér, li:tle serious discussion
“.and debate'gbout multiethnie teacher'eddcation'has taken place among
eduaatoro with divorgcnt beliefs, assumptions, and 1deologiea about the
| tolc of ethnicity in the formal edncational proceaa.33 Thie is- partly '
becaune of the highly policicized and racially tense climate which gave
birth'to the ethnic ptudies movement and because of the strong emotions

which tcholnrs ‘and educators often exenplify when diaeuaeing 1aaues related

to ethnicity and schooling. ~ .
Born in social protest, early'practices related to ethnic studies

ind multiethnic education often reflected the social climate and the

racié;.and ethaic polarization that were bervasive:in the latger soclety.

l:ﬁ:f Ethnic groﬁpa;_in their quests to shape new identities and to legitimize :

§  | ~their histories and culturea within the schools and within the larger

{ii'”3 o society,. often glorified their cultures and emphasized the ways in which

| they had been oppressed by the dominant Anglo-American society.
This early phase of ethnic protest and ethnic studies programs must

be viewed within a broad social and political context. Groups which
'perceive themselves as oppresqgﬂwand who-;nternélize the dominant society's
negative‘stereotypes and myths about themselves are likely to expfess
sfrong:ingroup feelings during the early stages of an'ethnic.rgvitali;a-

) tion movement. There is also an attempt to shape a new ethnic conscious-

ness and group identity. During this phase, the group is also likely tdl’

strongly reject outside ethnic and racial ‘groups, to romanticize its pasf;u
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and to view contemporary social and political conditions from a highly

" subjective perspective. T

[EOOE R S—

An cthnic group that is experiencing the early stages of an ethnic

revitalization movement is also likely to demand that the school curricu-
lum pbrttay~a romanticized version of its histery and to emphasize the

wayl in-which the gtoup has been oppressed and victimized by other ethuic

o d racial groups within the society. ' Extyemely negative‘sadctions are
directed against membexs of the ethnic group who do not endorse a strong
“ethnic position." Consequently, little fruitful dialogue is likely to " \

- take plaeo among individuals who hold conflicting ideological positions _ ' iff

regarding ethnicity and educational policy. Members of both the
" "oppressed" and of the "oppressive' groups are likely to be ardent in

their positions during the early stages of an ethric revitalization

L) . : ] ’ ) ' 1

movement_.’ _

We have entered a new phase in the development of multiethnic

A Y

PR SIS

_ education--a phase in which scholars who have serious reservations about
qnltiethnic education feel free to expteee their concerns in a public
forum, thereby stimulating dialogue which can 1ead to a better clarifi-

cation of the issues and to a reduction"of ideological conflict. Open
~ discussions related to ethnicity and schooling can now take place because
the ethnic revitalization movements in ;he United States have reached a
.new developmental phase: emotions have coqled, perspective has been

gained, and ethnic minorities sre n"w engaging in serious introspection

 _ and policy formation.
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Sumoar!_

ABy examining the intergroup education movement of the 1940s and 1950s,

- which failed to become institutionalized, we-can gain helpful insights as

welylon strategies to reform teacher education so that it will reflect
the ethnic ond cultural diversity in Amevican life.

Mo.t reforuo related to pluralistic education have been rejected

‘fby Hoinotreon Anerican cducotoro primorily for ideological reasons,
AThio philosophical rcoiotence to pluralietic education must he reduced

- before rcforno related to_nmltiethnic education can either be success~

fully dissesinated or institutionalised. Ihelphilooophicol poeitiooe

of Mainstream and Pluralistic educators are derived from misleading

" -and/or incomplete analyses of the nature of ethnicity in contemporary

‘ Anericcn society. Neither of theee ideologies, in their ideal or_pure

forms, can effectively guide eurriculum reform in the nation's common

- schools and collegee. b presented an analysis of ethnicity in American

society and derived an educational ideology from my analyeie.3a I

called this ideology the multiethnicxideolggx. It can help to resolve
' \

H

the conflict between Mainstream and Plorglistic educators and guide

‘curriculum reform in the nation's common schools, colleges and universi-

ties. : _ o

Personal contact situations and dialogue between Mainstream and

Pluralistic teacher educators must take place to reduce ideological

3

resistence to pluraliatic education. Manifeetatione of the early stages

of ethnic revitalization have prevented effective dialogue between
A3 : H
q;inetream ‘and Pluraliastic educators ’a recent years. =However, we have

entered a new phase in the development of ethnic revitalization.35 In

~



'35
this naw;phaae. effective dialogue abodt pluralistic education can take

place between educators and policy makers with conflicting ideological

poaitions. Ideological resistence to pluralistic education must be’
reduced and a philosophy of multiethnié_education institutionalized before
effective multicultural/multiethnic teacher education programs can be

1ﬁplemented.' Once a philosophy of multiethnic education is iﬁternnlized

by Mainstream teacher educators, the develppment of effective multiethnic

A -

teacher education programs‘will become primarily a logistic and technical

- problem.

7 . . .. ' .
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